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 A Thrice-Learned Lesson from the

 Literate Life of a Five-Year-Old

 Revisiting a pivotal

 experience with a young

 child pushes a teacher's

 understandings of

 language, literacy,

 and culture.

 Whoever teaches learns in the act of
 teaching , and whoever learns teaches in
 the act of learning.

 -Paulo Freire, 1998, p. 31

 Once upon a time there was a
 child ... or so this story begins. In
 the tradition of oral storytelling,
 narratives are told repeatedly for
 pleasure and learning for each new
 generation. I have discovered over
 my career that every child who
 comes through the classroom door
 becomes our teacher. Daily we ask
 questions, make inquiries, and learn
 from each other. But there always
 seems to be a child . . . one child

 who comes along and shatters our
 thinking, shakes us to our core.

 Aaron was that child for me. Many
 years after Aaron left my classroom,
 the effects he had on my teaching
 persist. The following entry adapted
 from my teaching journal is about a
 five-year-old child who continues
 to teach me lessons about family

 and community literacy, the wide
 existence and use of print in the
 real world, and how our assump-
 tions about diversity and social
 practices, language and literacy,
 shape us as teachers and learners.
 This thrice-learned lesson details my
 professional journey of continual
 transformation by revisiting this
 story at three different times in my
 career- as a kindergarten teacher, a
 graduate student, and a teacher ed-
 ucator. As I return to Aaron's story
 at three points in my professional
 life, I critically reflect on my repre-
 sentation of Aaron and how my ex-
 perience with this one child
 continues to give me opportunities
 to learn and grow and to reinterpret
 this same story from new perspec-
 tives. For the purpose of this narra-
 tive, the names of the characters

 have been changed to ensure confi-
 dentiality. Here is his, or rather, our
 story followed by three interpreta-
 tions of this initial narrative that

 over time provided numerous op-
 portunities to question my thinking,
 consider issues, and expand my un-
 derstanding about literacy teaching
 and learning.

 The Story Begins

 It is 3:05. The bell rings and chil-
 dren from Laramie Elementary
 School move hurriedly out of class-
 rooms as they buzz about the day's
 activities. I escort my group of 28
 kindergarten students to the front of

 the school building because I am
 always worried they will get lost in
 the chaos of over 400 children leav-

 ing the building! They tell me when
 they see their ride or a sibling who

 has come to walk them home.

 Aaron walks by himself, which
 always worries me a little in this
 urban Midwestern neighborhood be-
 cause the school sits right next to a
 major four-lane highway, and traf-
 fic moves very quickly. This particu-
 lar neighborhood is also situated
 close to a busy downtown area that
 sees its share of gang violence, drug
 trade, and prostitution.

 "Bye, Aaron," I say to him, "Hurry
 on home now." His deep brown eyes
 glow when his lips turn to a smile
 and he tells me that he isn't going
 home. He is on his way to see his
 mother at her work.

 In the few short months I had

 known Aaron, I learned that he
 and I had much in common. Aaron

 lived in a single parent home as I
 did at his age. We both had roots in
 rural ways of knowing. Aaron's ex-
 tended family farmed in the South,
 my family in the Midwest. Aaron
 spoke the language of his family
 and community, African American
 Vernacular English. I spoke a stan-
 dard form of English wrought with
 what many would call rural
 "farmisms."

 I smile back and ask him where his

 mother works. Aaron stretches out

 his arm and points to the local
 drinking establishment that sits on
 the corner across from the school. I

 am shocked and wonder to myself,
 "He goes to a bar after school? Is
 this dangerous? Is this true? Is this
 really where his mother is work-

 ing?" Concerned, I decide to walk
 with him to be sure he will be okay.

 Aaron lights up when I say I will
 walk with him tonight. He takes me
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 by the hand and we walk towards
 the bar that has been a source of

 great controversy in the short time I
 have been at this school. Petitions

 have circulated to get the dilapi-
 dated building closed down, with
 residents arguing that a bar next to
 a school is inappropriate. Others
 argue that the bar has historical sig-
 nificance and has been in the

 neighborhood longer than any other
 building, so it must be preserved for
 future generations. The students on
 the playground often wonder out
 loud when it will fall down since

 the building is in such poor repair.
 As we walk, Aaron continues to talk

 non-stop about his mom, her work,
 and what he does when he gets
 there.

 When we walk through the door,
 several of the patrons shout greet-
 ings to Aaron. It is dark, and I notice
 that I am the only White person
 there. Aaron tugs me along as an
 older Black man comes forward to

 shake my hand. He says that he
 knows who I am based on how

 much Aaron talks about kinder-

 garten and Mrs. Norton-Meier.

 Aaron crawls onto a barstool next

 to an elderly man and asks, "Hey
 Joe, ya' ordered yet? I can read the
 menu to you again." Breaking into a
 big smile, the elderly man pats him
 on the back and says how glad he is
 that Aaron is here to help him.
 Aaron comes over and whispers to
 me that it is a good thing that I am
 teaching him to read because they
 need him to read a lot here at the

 bar. I stammer and stare as I watch

 Aaron communicate in the language
 of his home, his community, and his
 world- a language that he easily
 uses to negotiate the knowledge
 about reading and writing that
 blend home and school for him. I

 question myself, "Why don't I see
 more of this in school? Do I create a

 space for Aaron's home language in
 my classroom?"

 Aaron's mother comes out of the

 back looking nervous to see me as
 she smoothes her hair and apron.
 Her eyes fall from my face to
 Aaron's as she says, "Has Aaron
 been bad?"

 "Oh no," I quickly responded,
 "Aaron just told me I could walk
 with him today."

 "Yeah, mama," Aaron takes my
 hand, "I'm gonna show her around!"
 She nods slowly. I don't really know
 what to do but follow Aaron, his
 excitement obvious as he flashes a

 smile at his mom and begins the
 tour. As we walk, Aaron points to
 each word and reads every beer sign
 on the walls.

 every day when he was in the war
 so his mother would know he was

 okay. Aaron sits on his knee, hang-
 ing on his every word.

 I say my good-byes and they all tell
 me to come back and visit any time.
 Aaron's mother gives me a bag full
 of food to take with me. I walk back

 to the school with a million

 thoughts racing in my head. Aaron
 was at the top of my "kids who are
 struggling" list. He had just exposed
 me to a whole new world that I am

 not representing in my classroom.
 He carries the classroom into his

 outside world but do I let him bring
 his world into the classroom? Do I

 allow any of the children to?

 How will Aaron ever find success in this world of

 school when his freedom to live his life is judged as

 not good enough by individuals on the outside,
 people who do not understand or value his world?

 "BUDWEISER-KING OF BEERS.

 LITE. OLD STYLE."

 Then, he spells each word.

 "See, Ms. Norton-Meier, I'm reading
 the walls just like at school!" he ex-
 claims as he tugs me along. This is
 the child I viewed as struggling with
 literacy in the classroom. It is clear
 that he is totally literate in his
 world!

 We stop by a table where four men
 are playing cards. Aaron cries,
 "What are you doin', Roy? That's a
 full house." I realize that Aaron

 knows how to play poker- a com-
 plex game with its own vocabulary,
 rules, and complicated ways of
 thinking about your opponent's
 next move.

 Roy asks, "Did you do any writing
 for me today?" Aaron gets his jour-
 nal out of his backpack and reads
 every page to Roy. In return, Roy
 tells him stories from his own life

 and how he used to write letters

 I am ashamed by my ignorance and
 judgmental attitude. Aaron has
 taught me a powerful lesson. I go to
 the teacher's lounge to share my
 epiphany in relation to this experi-
 ence and my concerns with my own
 teaching. My colleagues' responses
 are surprising to me.

 "Oh, you can't let that world come
 in here."

 "That world is violent ... so sad."

 "His mother is awful for letting him
 be in that environment."

 "He's around drunks all the time."

 "Reading beer labels is not literacy."

 "He is doomed to failure."

 I walk to my room thinking that a
 value-or lack of value-has been

 attached to the experience Aaron is
 getting by the same people who
 will try to help him learn in the
 next few years. I worry that he
 may come to feel that his world is
 bad, that his mother is bad, that all
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 the things he has learned in the
 initial years of his life are mean-
 ingless. How will Aaron ever find
 success in this world of school

 when his freedom to live his life is

 judged as not good enough by in-
 dividuals on the outside, people
 who do not understand or value his

 world? Will Aaron be a risk taker?

 Will he have the freedom to choose

 his future?

 going opportunities for children to
 read every day. Wal-Mart, McDon-
 alds, Snickers, and Bubble Yum

 bubble gum were all words my stu-
 dents could see and recognize with
 excitement. What an important con-
 nection for the children to make be-

 tween the letters being learned in
 school and the way language looks
 in the world outside of school.

 However, are there certain forms of

 1 was faced by my own small view of the world and

 my limited definition of language, literacy, and

 learning.

 On the following day during writing
 workshop, I pull my chair up along-
 side Aaron, and we decide to write a

 story together about our experience.
 When we share our story with the
 rest of the class, many more chil-
 dren are prompted to share stories
 from their worlds- stories of

 Sandra's next-door neighbor who
 raises 200 birds and of Manuel's

 grandma who had a runaway
 tamale!

 First Telling as a Teacher

 This story was adapted from my
 teaching journal and represents a
 turning point in my teaching career.
 I was faced by my own small view
 of the world and my limited defini-
 tion of language, literacy, and
 learning. It was as if a door opened
 up to an exciting new world that I
 had not considered as a source of

 my teaching. I realized with the help
 of Aaron and the other children that

 it was my job as a teacher to use
 strategies that let children learn
 about the languages of their cul-
 tures through sharing their stories
 and their personal literacies and
 experiences.

 Suddenly, through my experience
 with Aaron, my eyes were opened to
 a world of print that provides on-

 environmental print that are accept-
 able texts and others that are not?

 Should beer labels be acceptable
 print in the classroom? While the
 answer to that question seems obvi-
 ous, one has to concede that Aaron

 had constructed an important un-
 derstanding of print that he could
 naturally use to help him in his own
 writing. One day in class during
 writing workshop, Aaron was writ-
 ing a note to me that we needed
 more clay in the art center. As he
 wrote my name on the note-Lori-
 he made the connection that he saw

 the letter "L" all the time when he

 was helping his mother organize the
 back room. "Lori, Lite, Lori, Lite.

 They sound the same-both start
 with L and both have four letters."

 My experience with Aaron also
 caused me to question the curricu-
 lum and materials that I provide in
 my classroom. How could I reorga-
 nize my curriculum to build on the
 knowledge that my students bring
 to the classroom and build on their .

 questions about the world? At this
 time, I was introduced to the work

 of Jerry Harste and others (Harste,
 Woodward, 8t Burke, 1984; Short,
 Harste, 8t Burke, 1996) who discuss

 how curriculum is a metaphor for
 the way we live our lives. Literature
 on theme studies and inquiry cycles
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 (Fisher, 1998; Gamberg, Kwak,
 Hutchings, 8t Altheim, 1988; Short
 8t Burke, 1991) helped me transform
 my curriculum from themes about
 teddy bears and applesauce to in-
 quiry cycles where the children
 asked questions pertinent to their
 worlds. Questions surfaced about

 the house that was being demol-
 ished and rebuilt across from the

 school. When spring came, it rained
 and rained and eventually caused
 major flooding. Nature gave us in-
 credible reasons to investigate our
 world.

 This experience with Aaron also
 caused me to look for innovative

 ways to create partnerships with
 parents and families in the school
 neighborhood. After reading a vari-
 ety of literature about parental ex-
 periences in school (Cairney 8t
 Munsie, 1995; McCaleb, 1995;

 Vopat, 1995), I played with ideas
 about how I could move beyond no-
 tions of the "bake sale parent" that
 only provide opportunities to par-
 ents as fund raisers and providers of
 needed supplies (Cairney 8t Munsie,
 1995). What opportunities could I
 create in my classroom where par-
 ents were actually part of the cur-
 riculum? In addition, I questioned
 how I could counter the one-way
 flow of ideas and information that

 tends to stream rapidly from school
 to home but rarely flows the other
 way. I tried many ideas but found
 that my most powerful lesson came
 once again from Aaron and his
 family, who reminded me that the
 parents and community can become
 our experts.

 One day after school, I walked to
 the corner with my kindergartners
 to be greeted by Aaron's mother.
 She mentioned how I looked tired

 and distraught. We sat down and I
 talked about my frustration at my
 young students' use of racial slurs
 on the playground. The more I
 talked to them about it, the worse it
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 got. She asked if she might visit the
 classroom and talk to them the next

 day. Little did I know at the time
 how difficult it was for Aaron's

 mother to cross the threshold of the

 school. In future conversations, she

 revealed many of her own negative
 school experiences (including bully-
 ing and verbal abuse by both her
 peers and teachers) and how ner-
 vous it made her to step into a
 school building again.

 What happened in that ten-minute
 conversation was transformational.

 As students listened to Aaron's

 mother tell her own painful stories
 about racial slurs, she convinced

 them that the only name anyone
 should be called is their given
 name. For the rest of the year, racial
 slurs disappeared as a major class-
 room issue. Aaron's mother offered

 a learning opportunity to my stu-
 dents that I could not. My experi-
 ence did not give me the context or

 1 came to see how

 important it is to

 continually question

 my whiteness.

 history to make it real for my stu-
 dents; Aaron's mother could. It was

 in this moment that I began to un-
 derstand what it meant to be part-
 ners with parents and families in
 the education of each and every
 student. However, I continued to

 struggle with how I could make par-
 ents true partners in my curriculum
 within the constraints of curriculum

 requirements, standards, and what
 are traditionally seen as acceptable
 parent roles in school settings.

 I also became aware of my white-
 ness. I found understanding in the
 work of Vivian Paley in White
 Teacher (1979). Through her narra-
 tive of her own experience as a
 kindergarten teacher, I came to see

 how important it is to continually
 question my whiteness, how it in-
 fluences my thinking and the expe-
 riences I plan for children in my
 classroom. I was intrigued by the
 way she could write a descriptive
 tale about the lives of her students

 while reflecting on her own under-
 standings about teaching and learn-
 ing. One particular passage in the
 book reflects my thinking at this
 time in my career:

 The children , in fact , already know

 how to open up a classroom, for play
 is the original open-ended and inte-
 grated curriculum. It is the pathway
 to learning in which differences are

 valued and rewarded because they
 enhance the creative potential of the

 imagination. Children do not ask:

 Where do you come from? They ask :

 What role will you play? The chil-

 dren have much to teach us, if we

 but stop and listen. (Paley, 1 989,
 p. 142)

 Second Telling as a

 Graduate Student

 It was the questions I had about
 curriculum, print in the real world,
 and creating home-school partner-
 ships that brought me back to grad-
 uate work. Little did I know that I

 would show up with a few questions
 and leave with many more as my
 thinking was challenged and my
 learning continued.

 I was introduced to the work of Ken

 Goodman (1994, 1996) and the
 theory of invention-convention,
 which provided me with a frame-
 work to study and understand
 Aaron's story. Goodman's theory
 can be likened to the phenomenon
 of centrifugal and centripetal force.
 We each have an outward energy
 that pushes us to personally invent
 ourselves (centrifugal force), while
 social convention is that outward

 energy that holds us in (centripetal
 force). Goodman used this theory to

 describe the writing of a young
 child who invents language while
 continually learning to exist and
 communicate within the social con-

 ventions of the language and the
 people in the world who use it. His
 discussions gave me a new frame-
 work for understanding children's
 writing. For example, Aaron's art-
 work and the strings of letters that
 he placed on the page demonstrated
 his developing understanding of the
 printed word. He knew that there
 was a difference between the words

 of a story and the illustrations. In
 addition, he was beginning to create
 conventional letter shapes, invent-
 ing their order to make different
 words. Through Goodman's frame, I
 came to understand that with each

 piece of writing Aaron created, he
 was demonstrating his developing
 knowledge of print and how it
 works.

 Whitmore and Crowell (1994) used

 Goodman's theory as a frame to ex-
 amine how children create meaning
 and invent themselves within a

 whole language classroom commu-
 nity. Their work demonstrates the
 teacher's role in keeping the tension
 alive between personal invention
 and social convention-to keep the
 student engaged, interested, and
 learning. Within Crowell's class-
 room, one way the tension is created
 is through symmetric power and
 trust relationships so that the power
 and decision making are shared be-
 tween the teacher and the student

 within the classroom community.

 I use this frame to re-visit my work
 and Aaron's experience (see Fig-
 ure 1). How was Aaron inventing
 himself in school and perhaps dif-
 ferently at home? What were the
 social conventions that were shap-
 ing and, perhaps in some way, con-
 straining Aaron? From Aaron's
 story, it appears that some of the
 conventions that affect the way he
 invents himself as a learner are the
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 çocial Convention

 Expectations of ' ~ , -, , ,• c , „ Materials and experiences r / A real world full of • ' Outside ~ , -, , beliets ,• c about , „ tl_ ^ r . . / . , . ,, t
 individuals • in his ' r i .•* , tl_ that ^ are allowed, valued, . . / print . , that . calls ,, t to

 world with whom in he ' r f^Hy i .•* literacy, , learning, and are delivered in the / children print to interact
 must learn to ' language, and schooling if ciassroom / with it on a daily

 communicate through ^4

 oral and written

 language

 How do I, as Aaron's teacher, create a space where he can
 continually learn by questioning and wondering in his world?

 ' Writer, Reader /
 ' Language User /
 ' Learner /
 ' Artist, Scientist /
 ' Mathematician /

 Community Member

 personal Invention

 expectations of the people in his
 world, societal views of family liter-
 acy, and the materials and curricu-
 lum that he encounters in school. It

 is interesting to consider who or
 what provided the tension that
 Aaron needed to negotiate between
 the invention that inspired his
 learning and the convention that
 would allow him to communicate

 that inspiration and imagination
 with others. As his teacher, I also
 had to consider how Aaron felt

 when we have "Say NO to drugs!"
 programs that tell him alcohol is a
 drug. What kind of tension does this
 put on Aaron? Will there be a time
 when he will have to make a choice

 between home and school? How can

 I help Aaron with this struggle?

 This frame also helped me under-
 stand my own invention and con-
 vention (see Figure 2). As a teacher,
 I tried to invent a classroom that

 Language Arts, Vol. 82 No. 5, March 2005

 would allow children to bring the
 outside world in but the convention

 of school indicated that this was not

 acceptable. Both Aaron and I were
 shaped by convention-I by the con-
 vention of what I thought school
 was to be, what I was taught school
 was to be-and Aaron by what soci-
 ety said was an acceptable home
 environment and what literacies

 would be valued within the walls of

 school.

 In exploring real world literacy, I
 was introduced to the concept of
 "funds of knowledge" (Moll,
 Armani, Neff, ft Gonzalez, 1992).

 Funds of knowledge are defined as
 those essential bodies of learning
 and knowing that exist and are ex-
 changed within and between fami-
 lies. The funds of knowledge in
 Aaron's family had been passed on
 through many generations and in-
 cluded running a business, cooking,

 card playing, and creating art. With
 further investigation into the re-
 search base on literacies in families

 (Auerbach, 1989; Delgado-Gaitin,
 1987; Hartle- Schutte, 1993; Heath,

 1983; Taylor, 1983; Taylor 8t
 Dorsey-Gaines, 1988), I came to see
 family literacy from a strength ori-
 entation and to realize that

 strengths do indeed exist in all fam-
 ilies. The deficit perspective views
 the family as something that needs
 to be fixed. The strength orientation
 brought the realization that
 strengths in the form of funds of
 knowledge exist in all families-
 ready for educators to use as con-
 nections in helping children learn.

 I also came to understand that learn-

 ing literacy and language is a socio-
 cultural process that begins at birth
 (Bissex, 1980; Cambourne, 1987;
 Dewey, 1990; Dyson, 1997; Y. Good-
 man, 1990; Smith, 1997; Vygotsky,
 1978). Aaron had been learning im-
 portant lessons about language and
 literacy for years before he even
 came to sit in a kindergarten class-
 room. His mother and the commu-

 nity in which he lived provided a
 rich context in which he could play
 with language, experiment, and
 question the sounds and images of
 his world. He was embedded in a

 social environment that said, "Yes,

 Aaron. We expect you will learn to
 read, write, and talk as well as grow
 up and work hard."

 As I continued to share Aaron's

 stoiy with different audiences in
 various settings, my struggles
 became the source of dialogue,
 debate, and argument, particularly
 in relation to Aaron's home lan-

 guage. Should African American
 Vernacular English (AAVE) be ac-
 ceptable to use in the classroom? Is
 AAVE a dialect or a language? Can
 AAVE be recognized as a second lan-
 guage that is accepted and validated
 within my classroom community?
 How can I not represent Aaron's lan-
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 guage in my classroom
 when it is an essential part
 of his world? How can I

 make a space for his home
 language but also teach
 him the power inherent in
 Standard English?

 Once again, re-visiting
 Aaron's stoiy caused me to
 question my whiteness. I
 found it necessary to re-
 visit the work of Paley
 (1979) after reading a cri-
 tique from Lisa Delpit
 (1994):

 Paley 's book and her ap-
 proach to children have

 many strengths , and I could

 not hope for a more sensi-

 tive white teacher of

 African-American children.

 Yet I worry. Paley asks ,

 "How much does it matter if

 a child cannot identify eth-

 nically or racially with a
 teacher? Does it matter at

 all? If the teacher accepts

 çocial Convention

 '

 time expectations, schooling, learning, / _ , , , . ,
 . . r •. / Other _ , teachers , , views . and , materials available and . the . r family •. /

 U / opinions as well as
 background experiences with school.

 How is a space created where the teacher can continually
 question her practice?

 ^ White Teacher A ' Kidwatcher /
 ' Decision-maker /
 ' Curriculum designer /
 ' Community member /
 ' Mentor to parents /

 personal Invention

 him and likes him as he

 really is, isn't that enough ?"

 I suspect she and I might differ.

 (p. 132)

 As I continued to read, Delpit
 pushed my thinking with her own
 questions. Have I ever considered
 how difficult it is for a child to have

 to spend great energy attempting to
 figure out what were appropriate
 ways of being within the whiteness
 of my classroom?

 During this time, the great debate
 over Ebonics began. In December
 1996, the Oakland, California Board

 of Education passed "the Ebonics
 resolution," calling for the recogni-
 tion of Ebonics as a language and
 "mandating that effective instruc-
 tional strategies be utilized to ensure
 that every child has the opportunity

 to achieve English language profi-
 ciency" (Perry 8t Delpit, 1998,
 p. 156). In passing this resolution,

 the Board sought to address the
 scholastic underachievement of

 African American students by recog-
 nizing Ebonics as a rich and creative
 language with a structure and his-
 tory going back centuries. Still
 today, the topic receives a great deal
 of coverage that is often misleading,
 inaccurate, and racist, generating
 heated debates. To address the com-

 plexity of this issue, Perry and Delpit
 (1998) edited The Real Ebonics
 Debate: Power, Language , and the
 Education of African-American Chil-
 dren that contains the stories of

 African American educators, lin-

 guists, writers, activists, teachers,
 and students who eloquently define
 and discuss the issues, arguing that
 the Ebonics controversy goes
 beyond linguistics.

 It is a debate about culture, power,

 identity, and control. It is a debate

 about how best to acknowledge and
 change the reality that our nation 's

 schools are failing African-American
 students. It is a debate that will never

 end until our society and our schools

 provide true access and opportunity
 to African Americans, (p. xiv)

 Once again, I found myself with a
 new lens to view Aaron's story with
 many new questions. I shared
 Aaron's story over and over again,
 questioning the choices I made as a
 teacher and returning to the
 thought-provoking words of Delpit
 (1998) that remind me of my job as
 Aaron's teacher:

 To conclude, the teacher's job is to
 provide access to the national "stan-
 dard" as well as to understand the

 language the children speak suffi-

 ciently to celebrate its beauty. . . .

 The teacher must know how to effec-

 tively teach reading and writing to
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 students whose culture and language
 differ from that of the school , and

 must understand how and why stu-

 dents decide to add another language

 form to their repertoire. All we can

 do is provide students with access to

 additional language forms. Inevitably ,

 each speaker will make his or her
 own decision about what to say in
 any context, (p. 26)

 The Thrice-Learned Lesson

 as a Teacher Educator

 For a third time in my career, I find
 myself re-telling Aaron's story. This
 time it is to a new group of preser-
 vice teachers each semester. The

 first theme that we explore in my
 course on early literacy methods is
 called, "Bringing ourselves to the
 text." The purpose of this theme is
 threefold. First, I want to get to
 know these future teachers and

 create a comfortable classroom

 where they can share their personal
 literacy histories. As they tell these
 stories over the semester, I want

 them to take risks and to question
 the way they were taught and the
 teacher they want to be. Second, I
 want them to always think from the
 child's point of view. Begin with the
 child and what the child knows.

 Become a keen kidwatcher (Owocki

 8t Goodman, 2002). Know your stu-
 dents' worlds because it is through
 their stories that you will under-
 stand the best way to teach. Finally,
 I have the students explore the
 notion that "the sense you make of
 a text does not first of all depend on
 the marks on the paper. It depends
 first on the sense you bring to it"
 (Goodman, 1996, p. 1).

 I read Aaron's story to help them
 see that our entire semester will be

 based on learning from a child's
 point of view. After reading the
 stoiy, we talk. The discussions lead
 to the sharing of personal literacy
 and schooling experiences as well

 as the questioning of our assump-
 tions about language and learning,
 the pervading deficit view in rela-
 tion

 to family, and the creation of a
 student-centered curriculum that

 values and validates each student's

 culture and ways of knowing. At
 the end of the semester, the students

 write in their journals about signifi-
 cant learning from the semester.
 Most of them mention Aaron's

 story.

 Significant learning for me this se-

 mester was when you read Aaron's
 story. It really made me think about

 My students, once

 again, become my

 teachers, pushing my

 thinking and always

 providing
 conversations that are

 stimulating!

 the term culture and what children

 bring to the classroom. Culture ,

 language, and learning are all so tied
 up in each other. I am also daily

 amazed at assumptions and how that
 can really constrict teaching and
 learning. If you assume certain

 things about a child's home environ-
 ment or experience and state that it

 is NULL and VOID- what have you
 done to the child? When we learn in

 every course that learning is building

 on a child's prior knowledge and

 making connections to what they

 know- what happens when society
 says your learning outside of school
 is not good or doesn't matter?

 -Sonja, junior in teacher education

 Aaron's story sticks out in my mind

 because it caused me to really look at
 the print in our world and how it
 calls out to kids , READ ME! READ

 ME ! It is important that I represent

 this print in my classroom and real-

 ize that children have been reading

 long before they get to me.

 -Josie, senior in teacher education

 I can't help but remember Aaron's

 story because it made me think about

 how many times we complain about
 parents and what they don't do for

 their children. If we choose to see the

 bad , we will! If we want to see the

 strengths , then we have to
 look . . . and we have to realize that

 what we think we should see is not

 always right. There is not just one

 form of family literacy but many- be

 open to it. I also need to create a safe
 place for parents to be involved in

 my classroom-I still question how I
 will do that. Do you think parents
 will show me the way?

 -Audrey, senior in teacher education

 My students, once again, become
 my teachers, pushing my thinking
 and always providing conversations
 that are stimulating! Many times
 throughout their education courses,
 preservice teachers hear about the
 importance of being a reflective
 practitioner (Schon, 1987) and how
 ongoing reflection has the power to
 help teachers analyze the teaching
 and learning process. I discuss the
 factors that contribute to my on-
 going transformation as a teacher
 and learner:

 1. Being a keen kidwatcher

 2. Continually reflecting on my teaching

 3. Reading professional literature

 4. Engaging in discussion and debate
 with others

 5. Journaling and writing about my

 experiences

 These five key elements permeate
 my professional journey thus far
 and continue to challenge me as a
 professional (see Figure 3).

 As a researcher who models her

 work after her (s)hero, Vivian Paley,
 I work primarily with narrative ap-
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 proaches to research. In exploring
 this approach, I am continually con-
 fronted with questions of presenta-
 tion or (re)presentation of the
 individuals whose stories are told.

 Within the past five years, several
 pieces of professional literature
 have emerged that explicitly deal
 with the issues of white teachers re-

 flecting on their interactions with
 students of color (Ballenger, 1999;
 Howard, 1999; Perry, 2000). Each
 has provided a new frame to use to
 examine Aaron's stoiy, pushing my
 understanding of literacy, language,
 and pedagogy, inevitably leading to
 new questions: Who am I in this re-
 search and how do my ways of
 knowing and understanding as a
 white female affect the ways I rep-
 resent individuals in my research?
 Consequently, what or who gives
 me the authority to tell the stories
 of others? And finally, whose stories
 are told and who is silenced?

 And the Tellings

 Will Continue . . .

 As I reflect on what I have learned

 from the literate life of this five-

 year-old, I know I will continue to
 retell this story for years to come
 and will learn new lessons about

 children, teaching, and the literate
 world in which we live. For me,

 Aaron has become what Vygotsky
 (1978) calls a more knowledgeable
 other- interesting to consider given
 Vygotsky's original definition that
 a more knowledgeable other is "an
 adult or a more capable peer"
 (p. 86). I would argue that the more
 knowledgeable other is always
 shifting. At one moment, I may be
 teaching Aaron; at the next
 moment, he is challenging me to
 see the world differently or to
 question my own beliefs and
 understandings.

 Denny Taylor (1993) offered teach-
 ers insights into a form of assess-

 In the three reflections on Aaron's story, each time period presented me with

 a new set of questions. Each set of questions is followed by a reflection on

 the artifacts and experiences that pushed my thinking at each point in time.

 Part I - Kindergarten Teacher

 • How do I welcome parents as true partners in education, including those

 parents whose lives differ significantly from my own or from the values of
 the school?

 • How do I mediate each child's life and literacy experiences with the

 values, norms, and expectations of the school and the society?

 Kidwatching and journaling were essential tools to my learning at this time

 and helped to preserve this experience. By sharing this experience with col-

 leagues and building a relationship with Aaron's mother , I engaged in pro-

 fessional inquiry , while also using professional literature to complicate my

 thinking.

 Part II - Graduate Student

 • How can the concept of "funds of knowledge" be used to revalue the

 family as a partner and revalue the literacy strengths the children bring to
 the classroom?

 • What is the role of race as a factor in helping children mediate their cul-
 ture and the culture of school?

 A variety of professional readings helped to offer me new perspectives on

 Aaron's experiences and my own related experiences. Discussion with other

 teachers and students played an essential role , as well as various opportuni-

 ties to write , share , and receive feedback from others.

 Part III - Teacher Educator

 • How can I help others learn to value the child as informant and the

 cultural/literacy experiences children bring to school?

 • How do teachers observe and reflect on their students' lives and lit-

 eracy experiences to challenge and deepen their own beliefs and

 understanding?

 • How do I assist newcomers to the profession to learn about the value of

 reflecting on anomalies in order to examine our own assumptions and to

 fuel our inquiries?

 Taking the stance of teacher educator offered yet another valuable perspec-

 tive for me to examine my own experiences and the lessons I have learned

 considering what I want to share with others joining the profession. This act

 of going public with what I believe becomes a valuable tool to look more

 deeply and critically at what is currently understood.
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 ment that moves the "in your head"
 thinking about what children are
 learning into a systematic, ethno-
 graphic profile of a child that illu-
 minates their learning with a
 cultural context. It is interesting
 that Taylor predicted the current po-
 litical climate of isolated testing of
 skills, mandated programs, boxed
 curriculum, testing of teachers ... a
 truly frightful time in education.
 Recently, during a presentation to
 preservice teachers, a panel of prac-
 ticing teachers asked them why they
 wanted to teach. Many preservice
 teachers responded, "I love chil-
 dren!" The teachers scolded them

 Little did 1 know when

 Aaron first crossed my

 path that the lessons
 from this child would

 continue throughout a
 lifetime.

 stating that it is not enough any-
 more to love children as a reason to

 go into the teaching profession.
 They stated that the goal must be
 that every child can learn and will
 learn and that their jobs would
 depend on it. I watched the stu-
 dents' faces sink. After the presenta-
 tion, they approached me,
 wondering why I had spent a se-
 mester teaching them to focus on
 the child. I responded that perhaps
 what the teachers meant was that it

 is certainly a strong foundation to
 love children but the joy of teaching
 comes from the inquiry, from ob-
 serving children, from asking and
 listening and wondering. I drew
 them back to one of my favorite
 messages from Lucy Calkins (2001),
 "There is never a time when I pull
 my chair alongside a child and a
 miracle doesn't appear" (p. 10).

 I will still tell you after all these
 years that the reason I do this job is

 because I love children. I love how

 they challenge me, question me, and
 push me to learn more, be more,
 live more. Perhaps Mary Catherine
 Bateson (1994) said it best,

 Ambiguity is the warp of life, not

 something to be eliminated. Learning
 to savor the vertigo of doing without

 answers or making shift and making

 do with fragmentary ones opens up

 the pleasures of recognizing and

 playing with pattern, finding coher-

 ence within complexity, sharing

 within multiplicity. Improvisation

 and new learning are not private
 processes ; they are shared with
 others at every age. The multiple

 layers of attention involved cannot

 safely be brushed aside or subordi-

 nated to the completion of tasks. We

 are called to join in a dance whose
 steps must be learned along the way,

 so it is important to attend and re-

 spond. (pp. 9-10)

 So, I will continue to listen and
 document children's stories. I will

 continue the dance by looking for
 patterns and coherence in the com-
 plexity. Little did 1 know when
 Aaron first crossed my path that the
 lessons from this child would con-

 tinue throughout a lifetime and
 would become a catalyst for so
 many others to dialogue, question,
 wonder, and make changes to their
 practice-to encourage our periph-
 eral vision. Let the dance and the

 learning continue!
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