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ABSTRACT 

This teacher reseairch took place in an inquiry based, 

intermediate, multiage classroom in Tucson, Arizona. The 

purpose of this research is to explore how students and 

teacher determine a new class focus through the use of a 

broad concept to make decisions about curriculum. In 

particular, this research exaitiines the process of negotiation 

the teacher and students create to make connections from a 

previous class focus in order to discover a new focus of 

study. 

As a qualitative study, this teacher research employs 

the data collection techniques such as the use of field 

notes, reflective journals (both teacher and students), 

transcripts from discussions from negotiation meetings, 

student interviews on teacher role, and analysis of 

children's written artifacts. Triangulation of the data 

allowed for an in-depth analysis resulting in thick 

description of the planning conferences for a new class 

focus. 

This study focuses on the role and process the teacher 

takes within the negotiation period. There is an examination 

of how the teacher looks at (1) the organizational 

structures, (2) focus lessons, (3) structiores for reflection, 

(4) facilitation, and (5) kidwatching. This study also 

focuses on the roles and processes of the students within the 

planning conference when determining a class focus. There is 



a look at how the students (1) make decisions, (2) listen and 

organize, (3) assxame different roles in discussions, and (4) 

work toward an understanding among each other. 

The findings of the study points toward the need for 

democratic classrooms. Students need to be a learning 

context where decisions are made by the members in the 

classroom. Education in a democratic commxinity moves beyond 

the individual growth of a member. Social interaction 

between commimity members is essential to the growth of 

members in a learning community where people are expected to 

live and work together. In this study students had 

opportxinity to voice their opinions and the freedom to create 

their own curriculum through meaningful contexts. 
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CHAPTER 1 

THE HISTORY OF MY CURRICULUM CONSTRUCTION 

In recent yeeurs, research on cvirriculum has eit^hasized 

that engagement and learning flourish when teachers and 

children are learners together (Fisher & Cordeiro, 1994). An 

inquiry cxirriculuin provides opportunities for teachers and 

students to leam together to create, critique and transcend 

their understandings of the world (Harste, 1993) . Such a 

curriculum is generated among its members—the teacher and 

students—throughout the year. It is not planned out at the 

beginning of the year with predetermined topics that will be 

studied throughout the year. What the students choose to 

focus on more intently is negotiated with the teacher and 

becomes the students' tool to make meaning of the world and 

of the learning process itself. 

In this study I intentionally look at how students and 

teacher move from one class focus to another through the use 

of a broad concept to make decisions about c\irriculum. In 

particular, this research examines the process of negotiation 

the teacher and students create to make connections from a 

previous class focus in order to discover a new focus of 

study. My research questions focus on (1) the role of the 

teacher in influencing and facilitating negotiation from one 

class focus to another, and (2) the process students use to 

negotiate and determine a new focus. 

Qualitative techniques were used over a period of two 

school years to examine the process of negotiation in 



collaborative decision-making with the teacher and students 

in the focus study change process, especially in the planning 

conference. I conducted "systematic, intentional inquiry" 

(Cochran-Smith & Lytle, 1993) as the teacher researcher in 

this classroom. My questions came from my own elementary 

teaching experiences, professional readings, and discussions 

with colleagues and professors. The students involved in the 

research were members of my classroom over a two-year period 

at Warren Elementary School in the Tucson Unified School 

District. In the first year the students were in fotirth 

grade. The second year a multi-age class was created 

composed of half of the fourth graders from the first year 

who became fifth graders and a new group of fourth graders. 

In this chapter I introduce the study by describing the 

journey of how I arrived at my questions. Through the 

history of my own beliefs about learning I explain curriculum 

as: organic process, holistic language process, connections, 

and inquiry process. The theoretical framework is discussed 

by reviewing literature in the fields of inquiry, teacher 

role, democracy, broad concepts, and reflections. 

Journey to my Questions 

If cxirriculum is derived from the needs 

and interests of the learner, there need 

be no problem of selection on the part of 

anyone else. (Kelley, 1955, p. 62) 

Several years ago I was required to administer a test of 

basic skills as a benchmark to see where my group of 30 first 
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graders compared to the rest of the coxintry. The students' 

desks were moved from their table-like groupings into 

individual desk areas and rows as required by the principal. 

I wasn't ready for the traiama that broke out in the classroom 

in the four days it took to administer that test. Giana and 

Rose, who were twins in my class, came to school all set to 

take the test on the first morning. These two very bright 

little girls had many similarities in that they loved going 

to school and learning but they also had differences in how 

they learned. Giana liked puzzles and games and enjoyed 

taking things apart and putting them back together again, 

while Rose, who was quiet, loved to look through books and 

play in the home center. For Giana, the required test was 

like a puzzle because she figured out that there must be a 

way to come to the one right answer that was required to fill 

in the little biobble. Rose went into immediate tears because 

even though she was already reading, she didn't xinderstand 

how to take the "fill-in-the-bubble" test. 

This was the first basic skills test I was involved with 

as a teacher, and I tried to gain an understanding of why 

Rose and other students in the class were having trouble with 

the test to the point of giving up and putting their heads 

down, or just filling in any bubble anywhere on the answer 

sheet. Rose helped me recognize that it's not enough to be 

bright and able to leam, but a connection to personal 

experiences is needed so students can be responsible for 

their own learning. There was no "stoiry" to read and connect 

to for this first grader. I also questioned why all the 
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other teachers in the school spent the first four weeks of 

school getting their students ready to take the test instead 

of getting to know their students. 

In that teaching year I saw my role as a teacher change 

from a person who distributed information to a facilitator 

who helped students xinderstand how to learn. Dewey (1938) 

believes that teachers should to be aware of students' 

capacities, needs and experiences, as well as allow students 

to partake in the plan of their education. Then the plan is 

a collaborative enterprise, not a dictation. I no longer 

viewed teaching as the transmission of information from 

expert to novice. 

My belief that learning is a passive process of 

receiving isolated skills changed to learning as a social 

process in which students actively construct their meanings 

through inquiry (Watson, Burke, & Harste, 1989) . Inquiry 

invites learners to view themselves as knowledge makers who 

find problems worth pursuing, negotiate interpretations, make 

connections, and represent meanings in new ways (Siegel, 

1995) . In this next section I explain the development of my 

beliefs about cxirriculum in my classroom and how that history 

influenced my current thinking about inquiry. 

Development of My Beliefs About Curriculum 

Initially for me, curriculum was the scope and sequence 

charts found in the district guides and textbooks that were 

supplied in my first classroom. The information was 

straightforward and the plans for giving the facts to the 

students were all put forth in the multitude of teacher 



guides supplied in the classroom. All of my students in 

first grade were exposed to diphthongs and diagraphs at the 

appropriate time. Students like Giana saw the mandated 

workbooks as a game to work out. Students like Rose 

dutifully plowed through the workbooks to get to free choice 

activities. Then there were the Giancarlos who couldn't 

figure out the workbooks and I couldn' t figure out what to do 

to help students like him. 

Three typical reading groups emerged naturally to me, 

the students who excelled, "the chocolate chips"; the 

students who worked hard to finish, "the rainbow sherbets 

and the students who just couldn't seem to finish, "the 

bubblegxims." The chocolate chips and rainbow sherbet 

students almost always finished their mandated spelling, 

reading and phonics workbooks so they could have time at the 

music center, listening centers, home center, building 

center, classroom library, or chalkboard. I spent extra time 

with the bubblegums to help them "catch-up" with the other 

reading groups but they kept getting further behind and just 

couldn't seem to finish their workbooks during class time. 

The "middle" group set the pace for how I planned, which 

meant the "high" reading group did not seem to be challenged, 

the "low" reading group could not keep up. I noticed the 

reading groups at the two ends showed apathy in the multitude 

of workbooks required of them and within their reading 

groups. The boredom which I and many of my students felt 

about the curriculum led me to reexamine my understandings 

and beliefs. 
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Curriculum as an Organic Process 

A literatxire course from University of California -

Santa Cruz, and the book Teacher (1953) by Sylvia Ashton-

Wamer, changed my view of the classroom. Ashton-Wamer 

believes that the teaching of reading and writing is an 

organic process, or one that emerges from the students. They 

write their own books and then leam to read them. She 

describes school as "a Creche of living where people can 

still be changed" (p. 13), and where creative activities are 

the agents of this change. I changed my teaching because of 

the impact this book had on me. I eliminated the phonics 

workbook and implemented writing folders. Students were 

given three-ring folders with a stack of blank sheets of 

paper. They wrote "stories" in their folders and invented 

their own phonics rules. Ken Goodman (1993) states that 

"invention is always present in language learning; it's the 

creative force that each of us, and every human society, 

possesses to create language" (p. 62) . I eliminated the 

spelling workbooks when I introduced "the key vocabulary" 

cards (Ashton-Wamer, 1963) . Students decided what new words 

they wanted each day. These cards became the students' 

spelling words. The students invented the rules needed to 

write but they were also aware of the rich print environment 

of their key vocabulary cards, poetry charts, song charts, 

children's books, and signs ciround the classroom that move 

toward conventions of writing (Gooc3man, K., 1993) . 

I embraced Ashton-Wcimer' s humanistic view of school 

because through individualized instruction the students in my 
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class were able to work on the assigned activities at their 

own paces. They did not "fall behind" because they did not 

finish or "get bored." There were always more pictures or 

stories to create. When it was time to stop writing each 

day, students knew they could retxim to their writing the 

next day. They asked for vocabulary words that came out of 

their writing to move toward conventional spelling. Students 

were allowed to participate and make their own discoveries in 

their language learning, without consideration to the 

academic group they belonged. Students individually made 

choices about their writing and words they wanted to know. 

Curriculum as a Holistic Language Process 

I continued to take more courses in children's 

literature and language development that gave me ideas of how 

to change my classroom. My first graders loved performing 

The Carrot Seed (Kraus, 1945) instead of basal reading 

instruction. I wrote out poems we loved on sentence strips 

and had the students arrange them in order instead of 

completing a sequential order workbook page. I convinced the 

principal to stop ordering workbooks and instead purchase 

real literature for the classroom. 

I continued to seek new information on language 

development and curriculum instruction which led me to 

examine whole language. The roots of whole language have 

traditions in humanism and science (Goodman, Y., 1991) . The 

humanistic perspective respects all learners regardless of 

their culture. The scientific perspective is based on the 

latest discoveries in our world. Whole language includes 



views of the learner, views of the teacher, and views about 

language. 

For learners, whole language means leeLming what is 

real. "Kids are universally able to sort out language as 

they use it to meet their fimctional needs. If their 

language use in school is authentic, then they will not find 

it hard to get control of the language forms they need" 

(Goodman, K., 1986). Leaimers in schools participate more 

because they have the time to think and grow in the classroom 

individually, but with the guidance of the commiinity. 

Copeland (1991) believes that children become so responsible 

in her classroom for their own learning that they are able to 

guide others to become self-motivated and self-sufficient 

learners. 

For teachers, whole language means "taking charge in 

their classrooms, taking responsibility, and expecting 

authority and respect" (Goodman, K. Bird, & Goodman, Y. 1991, 

p. 4). For this to happen, teachers need the eyes to see and 

the ears to listen. Calkins (1991a) says "If we listen well, 

our youngsters will invite us to share a world and ways of 

living in that world" (p. 206). Whole language teachers find 

ways to observe their students and watch for learning and 

growth. This comes about through kidwatching (Goodman, Y., 

1978) where teachers observe students in a variety of social 

and cultural settings. 

In the following years curriculum took on a new meaning 

for me in that I became an active participant in curriculum 

development for my students. Initially I ignored the state. 
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school and basal mandates and focused on teaching creatively-

through activities I planned for students. I explored the 

purpose of reading and realized that students needed time to 

discover their own strategies. I provided opportunities for: 

literature groups where students read books and came together 

to discuss the book; guided reading lessons where I met 

individually with students to talk over their reading 

process; shared reading where we read big books, chants, 

songs, or poem charts to look carefully at the way language 

works; as well as provided sustained silent reading 

opportxinities for students to sit comfortably in little nooks 

and select their own reading material from the classroom 

library. 

I examined the use of writing folders in the classroom 

and realized that we needed to talk about them more instead 

of just having individual conferences with me. Students 

started sharing their writing in small groups and then we 

came together as a class where several students shared their 

writing. I copied their writing on the board and as a class 

we revised and edited students' writing. We started by 

telling the writers what a great job they did on the piece 

and thanked them for sharing their writing with the class. 

We asked the writers to read their piece and then each 

volunteer asked if anyone had any questions about it. While 

the writer took questions from classmates, I took notes to 

give him/her on the suggestions discussed. The writer always 

knew he/she could take or reject advice. When we edited the 

piece students changed spelling, punctuation, or grammar 
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directly on the chalkboard with different colored chalk. 

Students became cjuite good at capital letters and periods 

within the first month or so of school but were challenged 

with new punctuation or grammatical miscues throughout the 

year. These times were opportunities for mini-lessons to 

leam about language. Students learned about language as 

they learned language and learned through language (Halliday, 

1985). 

I wanted the curriculum to be integrated because "If 

language is learned best and easiest when it is whole and in 

natural contexts, then integration is a key principle for 

language development and learning through language" (Goodman, 

K., p- 30). Teaching with trade books was a tool I already 

used to supplement the textbook program in the classroom so 

the use of literature in the classroom was a natural place 

for me to think about thematic \inits. In a "Plant" \init the 

students read and wrote about all kinds of plants through 

poetry, realistic and informational fiction. They explored 

and observed the characteristics of plants and filled the 

school yard with more than 100 bulbs of daffodils, crocuses, 

and tulips. I was able to tie Nocturnal animals into the 

month of October and study owls, bats, and things that go 

bun^ in the night. I made a connection to supemattiral 

beings such as witches and ghosts where children's literature 

could be found in abvindance. The students studied topics 

that interested them or me as their teacher and I supplied 

the questions, books and artifacts for them to answer the 

questions. The students learned about social studies and 
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science through the thematic xinits as they applied to the 

topic being studied. 

Initially, I wasn't aware that I, as their teacher, was 

making the connections for them on the topic and how that 

topic related to the next. However, as I reflected on my 

practices, I realized that all I had changed in my teaching 

was the content of the information. The students liked the 

topics of our units better than the workbooks, but I was 

still giving information to the students. The curriculum was 

developed by me and delivered to the kids within my knowledge 

boundary for them to "discover" what was already known about 

the topic by other experts (Short & Burke, 1996a). 

Curriculum as Connected Knowing 

Several years ago, our class of first graders made a web 

at the beginning of the year on what students wanted to 

study. Working with two other first grade teachers, we 

combined our webs and mapped out the direction of study for 

various points throughout the yeeir. We, as first grade 

teachers, wanted to plan together so we organized our 

curriculiam to be in line with each other. At one point in 

the school year we began a focus on "fairy tales" and from 

there jumped into "desert" with no apparent connection except 

that both topics were on our class web. This lack of 

connection caused me to feel tension as a teacher and I 

searched for other ways to build curriculum from students. 

As the class developed the desert focus, I listened to 

the students so their interests could lead the curriculum. 

While the students were reading about and observing different 
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desert plants and animals, they became interested in the 

desert environment. Along with the other first grade 

classrooms, oxir next topic was going to be "Ocean." However, 

because of my students' concern about the desert environment 

the class moved into a focus on "Worldwide Environmental 

Issues" (Crawford & Hoopingamer, 1993) . For me, this was 

the beginning of listening to the students so we could create 

curriculum that connected to a new class focus. Instead of 

jimping from one topic to the next, the students and I made a 

connection from oxir previous learning experiences to a future 

study. We not only generated what we wanted to study in oxir 

current focus, but also negotiated what the next focus might 

be. 

Listening to students during literatxire discussions was 

one way I was able to move from disconnected topic studies to 

connecting topics throughout the school year. Students 

needed time to e3<plore different ideas through collaborative 

groups so ideas can be shaped into more focused topics for 

future study. The authoring cycle (Short & Harste, 1996) is 

a curricular framework that supports collaborative learning. 

One aspect of the cycle is "taking the time to find questions 

for inquiry" (p. 82) . This is when students take the time to 

"wonder and wander" (Merriam, 1991; Short, 1993) by reading, 

writing, and talking in order to find important issues to 

explore. Douglas Barnes uses the term "exploratory talk" 

(1995), to explain the need for students to engage in 

tentative and broadly based talk about what matters to them. 

Barnes further explains: "Conversation with other people 



often helps us to make sense of new information, for although 

we sometimes arrive at a meaning alone, we more often do so 

in collaboration" (p. 5). 

Having time for students to work and think collaboratively 

helps them understand their own process of learning. The 

learner may change or modify their initial transaction to a 

particular text. 

As a teacher in literature groups, I was able to listen 

to students' thinking and get a sense of their interests and 

needs. There were no planned questions for them to answer. I 

worked with the students in groups to engage in a dialogue 

about their xanderstandings. Freire (1970) suggests: 

Through dialogue, the teacher-of-the-students and the 

students-of-the-teacher cease to exist and a new term 

emerges: teacher-student with students-teachers. The 

teacher is no longer merely the one who teaches, but 

one who is himself taught in dialogue with the students, 

who in ttim while being taught also teach, (p. 61) 

In other words, because members of the group are in a social 

setting, they teach each other and are jointly responsible 

for the process of learning within their groups. 

As I asked more questions about my teaching and studied 

theory through my master's and doctoral course work, I began 

teacher-research projects in my classroom. Inquiry into my 

own understandings of teaching and learning through my 

students became the focus of my questions. I came to believe 

that students can understand the learning process better 

through their own experiences and connections to the world 
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aroiind them than through connections. My curriculum 

changed from my teacher-developed thematic xinits to focus 

studies of what the students wanted to study. 

Curriculum as Inquiry 

Inquiry began to take a forefront in conversations I was 

having with a group of teachers with whom I had been taking 

courses. Because of oxir common grade levels and xiniversity 

courses, six of us decided to look at children's 

understandings of history and perspective in our classrooms 

through an inquiry based cuinriculum (Short, Crawford, 

Ferguson, Kauffman, Laird, & Schroeder, 1992) . Oxir teacher 

research community became a forxom to discuss, debate, and 

analyze our notion of inquiry with children. Without the 

research group it would have been easy to abandon inquiry and 

broad concepts and go back to my understanding of theme units 

(Laird & Crawford et al., 1994). The research group 

challenged my imderstanding of theme units and inquiry with 

children. I perceived inquiry as a cycle or a spiral (Dewey, 

1938; Taba, 1962) while theme units were "disconnected and 

unrelated to subsequent imits" (Altwerger & Flores, 1994, p. 

4) . Short and Burke (1996b) define inquiry as becoming 

immersed in a particular issue or topic, taking the time to 

explore the focus of issue or topic in order to find 

questions that are significant to the learner, and 

systematically investigating those questions. 

Rather than using a theme unit, I moved to an inquiry 

curriculum where children could, in Freire's words, be 

problem-posers and problem-solvers by asking and pursuing 



their own questions (Freire, 1985; Wallerstein, 1987). Short 

and Bxirke (1991) state that for curriculijm to be truly 

learning-centered, it must be based on inquiry. They go on 

fxirther to state: "... The search for questions that matter 

to us, whether we are adults or children. The f\inction of 

curriculiam is to support us in the inquiry process of 

searching for questions and ways of looking at those 

questions" (p. 55). 

The year I taught a first-second grade I listened to the 

students' interests and questions in the study of the ocean. 

Many students had been on vacation to the Pacific Ocean over 

the summer or on the winter break and had brought back 

artifacts from the ocean. Because of their ongoing interest, 

we decided to study the ocean with the students' artifacts as 

well as materials that I had gathered from previous theme 

units. The students explored the ocean artifacts and over 

time began to write down questions that they wanted to 

investigate. 

Through ny experiences, I realized that the difference 

between a theme unit and an inquiry on a topic is what 

questions are asked for the study. The students did not just 

answer my questions but became problem posers (Freire, 1985) 

of questions that mattered in their own lives. They spent 

time examining artifacts from the ocean and writing about 

their specific areas of interest on a large chart paper. The 

questions and issues on the ocean were then categorized into 

specific groups that the children joined to investigate their 

questions or topics. This "Ocean as Inquiry" experience 
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convinced me that inquiry came not only by building 

curriculum from students but also was negotiated with 

students (Short & Burke, 1996a). 

I have come to xinderstand that while teachers contribute 

their own experiences, knowledge about learning, and 

understandings about their particular students to curricular 

planning, the students also bring their own experiences and 

understandings. The two come together to negotiate the 

curriculum in the classroom (Short & Burke, 1991) . For me 

curriculum is no longer teacher-centered or mandate-centered, 

but learning-centered, where teachers and students work 

together to create new understandings. 

Thta Focus and Questions 

I worked with a group of teacher researchers to document 

our students' understandings as well as our own 

understandings of inquiry. We preplanned several experiences 

that related to our broad concept, "Discovery." A broad 

concept, "one which students can use to connect a wide range 

of topics and ideas" (Short, Schroeder, Laird, Kauffman, 

Ferguson, & Crawford, 1996, p. 178) , provided a way for us to 

plan possible engagements and still continuously negotiate 

the actual focus studies and inquiry questions with students. 

Tension arose for me when our class was ready to move to 

a new focus. I listened to the students' voices in order to 

make decisions on their interests, but I wasn't sure if all 

voices were represented in the conversations. I made 

decisions about the curriculum based on what I thought were 

the students' interests, but I wasn't positive if all 
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students' voices were represented in the decision of a new 

focus study. I questioned negotiation in the classroom as a 

democratic process. How could I involve them more powerfully 

in this process? 

The tension of negotiation and the extensive thinking, 

reading, and dialogues with colleagues in different research 

settings were the driving forces for my questions about 

collaborative decision-making between teachers and students. 

As I talked with other teachers in my school or in university 

courses, they were often unaware of or confused as to how to 

begin to collaborate across the ciirriculum with their 

students. They explored inquiry and broad concepts but 

without a sense of how to implement inquiry through 

negotiating curriculum with their students. My questions 

increasingly turned to understand how teachers and students 

negotiated curriculxam with an inquiry classroom that is based 

on democracy. These questions led to this research study. 

The focus of this study is on the specific negotiation 

process that happens in an intermediate, inquiry based 

classroom, when the teacher and students move to a new class 

focus. The research questions are: 

1. What are the roles and processes of the teacher in 

influencing and facilitating the negotiation process of 

determining a class focus within an inquiry based classroom? 

2. What are the roles and processes the students use 

to explore, negotiate and determine a class focus within an 

inquiry based classroom? 



To answer these questions I used qualitative teacher 

research methodology as the primary researcher over a two-

year period at Warren Elementary School in Tucson, Arizona. 

The research design, methodology and context are discussed 

Chapters 2, 3 and 4. The following section is a review of 

the literatxire that provided the theoretical foundation for 

this research. In order to provide a theoretical and 

methodological framework, the following review of the 

literatxire presents research related to my study focus on the 

negotiation in an inquiry based curriculum. The review 

begins with an in depth discussion of inquiry as a curriculum 

framework. From this discussion I move to how democracy, 

broad concepts, and teacher role influence the negotiation 

process in the classroom. 

Review of the Literature 

This study focuses on intermediate students' negotiation 

process when moving into an emerging focus study. In order 

to provide a theoretical framework, the following review of 

literature presents reseeirch related to my study focus: 

negotiation. I examined inquiry, concepts, role of teacher, 

and democracy. 

Incfuirv as a Process of Creating a Meaningful Curriculum 

Recent conversations in education have discussed the 

learning process and what would make a meaningful curriculum. 

From policy makers, to curriculum specialists, and university 

educators and parent groups, people have been trying to 

decide on the best way to teach students. Discussions have 

revolved aroiand skill-based, thematic, balanced, and holistic 
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instruction. Proponents of all these perspectives have 

focused on the need for a meaningful curriculum. I too, 

began to question the definition of a meaningful curriculum. 

The educational philosopher, Dewey (1938), suggests that all 

genuine education comes from experience, yet he doesn't 

believe that all experiences are genuine. "Experiences may 

be so disconnected from one another that, while each is 

agreeable or even exciting in itself, they are not linked 

cxamulatively to one another" (p. 26) . He talks about two 

forms of education, traditional and progressive. Traditional 

education offers the types of experiences that are not 

genuine whereas progressive education insists upon the 

quality of the experience. Dewey tells us that every 

experience lives on in fxirther experiences. 

The type of curriculum Dewey recommends does not come 

from "experts" outside the classroom. Curriculum is created 

with teachers and students. Douglas Barnes (1992) believes: 

To become meaningful a curriculum has to be enacted 

by pupils as well as teachers, all of whom have their 

private lives outside school. By 'enact' I mean come 

together in a meaningful commianication—talk, write, 

read books, collaborate, become angry with one another, 

leam what to say and do, and how to interpret what 

others say and do. A ciirriculvim as soon as it becomes 

more than intentions is embodied in the communicative 

life of an institution, the talk and gestures by which 

pupils and teacher exchange meanings even when they 

quarrel or cannot agree. In this sense curriculum is a 



form of commxinication. (p. 14) 

Altwerger and Floras (1994) suggest that "Learners (both 

teachers and students) are at the center of learning, asking 

critical questions, engaging in meaningful problem-posing and 

problem-solving, and creating and recreating knowledge" (p. 

2 )  .  

Harste(1993) states that cvurriculum is anchored in 

meaning where things are kept whole in the context of 

language use. He also argues that the new theory has not 

gone far enough: 

Curriculum is a meaning-making potential where 

knowledge is created, acted upon and recreated at the 

point of experience. It provides opportunities for both 

teachers and students to experience themselves as 

learners, engaged together in inquiry in order to 

create, critique, and transcend their present realities, 

(p. 5) 

I found the idea of cxirriculum being inquiry based 

brought together Dewey's, Barnes', and Harste's concepts of 

meaningful classroom engagement. In an inquiry based 

curriculum teachers and students work together to create new 

understandings. Learners are able to make choices and form 

their own perspectives on issues that are iirportant to them. 

In a classroom where curriculum is negotiated with students 

and teacher, there is freedom to think, observe and ask 

questions. Dewey (1938) suggests that the only freedom of 

enduring importance is freedom of intelligence and this 



freedom is intrinsically worthwhile through observation and 

judgment. The freedom to observe and make judgments can take 

place in situations where students are given choices to 

decide their cxirriculum. Pat Cordeiro (1995) believes that 

when teachers and students participate in a curriculxam that 

is generated together, the elements of giving learners 

choice, ownership and time in the learning process can be 

fulfilled. 

The authoring cycle (Short & Harste, with Burke, 1996) 

is a curricular framework for inquiiry that supports the 

decision making process of specific learning experiences. 

The authoring cycle provides a framework to think about 

collaborative curriculum for a particular class focus or 

individual inquiries. In Figiore 1.1 there is continual 

movement back and forth between the different aspects of the 

inquiry process as shown by the arrows. This indicates that 

there is not a specific sequence or hierarchical order. The 

cycle begins with building from the known where students' own 

personal experiences and connections are considered to inform 

the inquizY- These personal experiences and connections are 

drawn on to consider questions about the topic or focus 

through exploration of a wide range of materials and 

artifacts. 

Once students have a question to pursue, they gain new 

perspectives by thinking collaboratively with other learners. 

Students also need time to attend to the differences they 

encounter in their research by reflecting on what those ideas 

mean to them. At some point they pull together their 
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Ficaire 1.1. The authoring cycle: A cycle of inquiry (Short, 

Harste, & Burke, 1996). 
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understandings to share or present to other learners. After 

students share or present, they need time to reflect in order 

to plan for new inquiries through negotiating their 

understandings and new questions with their classmates. 

These reflections can txim into thoughtful new actions from 

what students learned from this inquiry to change how they 

think and act in their world (Short, Schroeder, Kauffinan, 

Laird, Ferguson, & Crawford, 1996). 

My beliefs about inquiry based curriculum come from the 

practical research experiences in my classroom (Short, 

Schroeder, Kauffman, Laird, Ferguson, & Crawford, 1996), as 

well as through theorists such as Dewey and Freire. Dewey's 

beliefs include: (1) learning is social, (2) learners need 

choice to connect to personal experiences, and (3) learning 

is reflective. Both Dewey and Freire believe learners need 

to take part in their learning process. 

Freire (1985) states that "all educational practice 

implies a theoretical stance on the educator's part" (p. 43) 

and this in turn iir^jlies interpretation of humans and the 

world. "It involves the possibility of the act of knowing 

through his praxis, by which man transforms reality" (p. 44). 

By praxis Freire means reflection and action, which is to 

say, it is recursive in nature. An inquiry based classroom 

provides a place where "a community of learners can be given 

opportunities to be reflective about how and what they are 

learning" (Short & Burke, 1991, p. 9) . 

The inquiry cycle is based in Dewey's theory of learning 

where learners connect back to experiences and continue 
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through the cycle. Dewey (1938) and Taba (1962) suggest that 

learning is a spiral that emerges from other experiences 

rather than circling back to the initial point. 

A significant aspect of inquiry is the ability to ask 

questions of importance "for apart from inquiry, apart from 

the praxis, individuals cannot be truly human" (Freire, 1970, 

p. 53) . Freire introduces the notion of "Banking Education" 

where students receive and the teacher deposits. Instead of 

communicating, teachers issue assignments and students 

complete them. Freire believes that the more the students 

receive information the less they "develop the critical 

consciousness which would result from their intervention in 

the world as transformers of the world" (p. 54) . 

Transformation does not occur by teachers telling students 

what to do and making their decisions for them, they leam 

from experience (Dewey, 1938) . 

Chancer and Rester-Zodrow (1997) discuss the importance 

of students asking questions through an inquiry on the moon. 

These teachers' use of journals is the springboard they 

employed to help students pose questions about an engaging 

topic. The students in their class learned about the moon 

primarily from personal experiences. They learned to use 

questions, tools, and the research methodologies of different 

knowledge systems such as scientists, naturalists, historians 

or astronomers to work on their investigations. In a study 

on how and what questions are generated and pursued in a 

classroom, Copenhaver (1993) realized that as "kids heard 

each other's wonderful questions, they got further ideas 



about how they might gain from other perspectives of their 

own inquiry" (p. 7) . She noticed that it took time for 

students to formulate questions when they didn't have the 

answer already figured out. 

Inquiry is an alternative way to organize curricul\jm 

which means that instead of using the theme as a way to teach 

science, social studies, mathematics, reading, and writing, 

these knowledge and sign systems become tools for exploring, 

finding, and reseaxching student questions. Harste (1993) 

states that there are three sources of knowledge that need to 

be addressed in planning an inquiry curriculxim: "the 

disciplines, sign systems, and personal knowing" (p. 3) . The 

disciplines offer perspective and possibility that allow 

teachers and students to view the particular focus of study 

through the lens of a person involved in that discipline. In 

other words, "What would a biologist want to learn?" "What 

generalizations would historians want to know?" The sign 

systems are ways to create and share meaning through 

language, music, math, art, movement. These sign systems 

"should be available at all times for students to think 

through ideas and not just to present their work at the end 

of their research" (Short, Schroeder, Kauffman, Laird, 

Ferguson, & Crawford, 1996, p. 198). "Personal knowing is 

the relationship that learners in the classroom have to the 

topic under discussion" (Harste, 1993, p. 3). As suggested 

already by Dewey and Taba, what students know is the starting 

point—they build from prior experiences. 



"Inquiry is a cons true tivist approach to learning 

characterized by dynamic, collaborative investigation" 

(Chancer & Rester-Zodrow, 1997). According to Dewey (1938), 

curriculxjm is determined through a collaborative process in 

which both students and teachers have a voice. Garth Boomer 

(1992) points out that negotiating curriculimi is a 

"deliberate planning to invite students to contribute to and 

to modify the educational program, so that they will have a 

real investment both in the learning journey and in the 

outcomes" (p. 14) . 

Students find a sense of ownership in the work they do 

by negotiating the cxirriculum. "Learners will work harder 

and leam better, and what they learn will mean more to them, 

if they are discovering their own ideas, asking their own 

questions and fighting hard to answer them for themselves" 

(Cook, 1992). Learning can't be done "to" or "for" the 

learner. It has to come from within the learner. Freire 

(1970), asserts that "Authentic education is not carried on 

by 'A' for 'B' or by 'A' about "B,' but rather by 'A' with 

'B, ' mediated by the world—a world which inpresses and 

challenges both parties, giving rise to views or opinions 

about it" (p. 74) . When creating ciirriculum teachers need to 

work with students, not only trcinsmit knowledge to them. 

"That is why creating a classroom of inquirers is so 

important. They not only feed off one another, but create 

and recreate each other" (Harste, 1993, p. 4). It is not 

enough to be a good observer. 
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Negotiation involves sharing and intense dialogue. When 

students share their personal connections at the beginning of 

a new inquiry, they highlight the personal and social knowing 

as the heart of inquiry (Short & Harste, with Btirke, 1996) . 

The experiences of the students must be the foundation from 

which further examination of a topic occxirs. Students move 

into more passionate conversations as they continue to 

explore their topic. "But if learners are always discouraged 

from utilizing the understanding which they do possess they 

will come to believe that school knowledge is esoteric and 

lanrelated to the practical reasonableness of everyday action 

knowledge" (p. 118) . In other words, they will not see the 

personal and social knowing as a connection to the topic or 

focus in school. 

I have found broad concepts are possible ways to help 

students make connections from the personal and social to the 

experiences in the classroom. 

Broad and Kev Concepts and Generalizations 

Moving from beliefs about inquiry and curriculiam 

negotiation to actually iitplementing these beliefs in a 

classroom can be difficult. In creating classrooms around 

inquiry issues arise such as getting started, creating 

organizational structures, and negotiating a new class focus. 

Broad concepts are structxires that support students and 

teachers as they think about their inquiries. Broad Concepts 

help learners make connections to find problems worth 

pursuing. A teacher-research group in which I was a member 

defined a broad concept as: 



.. , .one which students can use to connect a wide range 

of topics and ideas. It does not limit the focus of 

class and student inquiries but siit5>ly provides a sense 

of connection. When we used themes such as apples and 

community helpers across the entire day, the connections 

often seemed trite and forced. Broad concepts such as 

cycles, change and discovery provide many possible 

points of connection that naturally weave across the day 

and year and do not limit the topics and questions that 

students can pursue. (Crawford, Ferguson, Kauffinan, 

Laird, Schroeder, & Short, 1994, p. 178) 

This is not to say students don't study themes such as 

apples and community helpers. Some students may choose to 

bring in these themes to the class focus but that topic is 

not forced on all members. It is difficult to find a group 

of thirty people to agree on one topic of study. Through the 

use of broad concepts students find connections from their 

own personal topic or theme to the broad concept. 

Taba (1962, 1966, 1971) provides a description of 

concepts and generalizations that historically traces the 

roots of my beliefs about broad concepts. Taba and her 

colleagues (Taba, Durkin, Fraenkel, & McNaughton, 1971) 

examined a rationale for a new approach to the social studies 

curriculum and came up with a theoretical foundation for this 

approach. The first assximption was that the subject matter 

consisted of three levels of knowledge: key concepts, 

significant ideas and specific facts. Key concepts are the 
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threads that weave through many grade levels. The significant 

ideas serve as focal points for selecting and organizing the 

content. The specific facts and cases represent samples 

through the analysis of which students might arrive at 

important ideas. 

The second assunption was that students could achieve 

different objectives such as discovering important ideas 

through organizing specific plans of the learning activities. 

The third assumption was that attention is needed to the type 

of teaching strategies and procedxores used to help students 

develop the necessciry intellectual skills. 

For the piirpose of this resecirch, the three levels of 

knowledge are particularly relevant. The differentiation of 

the three levels of knowledge helps "to deal with the 

conflict between the need to cover many areas of knowledge 

and the demands of greater understanding, for autonomous 

inquiry, and for application of knowledge" (Taba, Durkin, 

Fraenkel, & McNaughton, 1971, p. 19) . Taba (1966) sees the 

central organizing idea or concept as one that must be 

translated into learning experiences that a specific group of 

students is able to understand. The chosen context should 

have the potential for relating to the student's personal 

experience. "If the selected context is one with which the 

student is not acquainted, then ample concrete data must be 

made available. It should be an interesting context to 

explore, so that students can transpose and extend ideas from 

their own situation" (Goodman, Smith, Meredith, & Goodman, 

1987, p. 347). In other words the ideas and details must be 



both significant and leamable. Taba (1966) believes that: 

To discover or arrive at an abstract concept or an idea 

requires a sequence of numerous and varied learning 

activities, through which students systematically 

examine the various elements from which to compound the 

concept or the idea. (p. 71) 

Students gain different perspectives from the exchange of 

differing experiences they individually have that build 

insight into the basic concept. All of this takes time which 

many teachers often consider wasted. Taba argues (1966) that 

if each experience is designed to contribute to multiple 

types of learning, than the time is well used. 

In relation to the spiral development, the learning 

experiences at each grade level are examined through the lens 

of key concepts. Taba (1971) states key concepts are chosen 

because of their power to organize and synthesize large 

amounts of information such as Cultural Change, Cooperation, 

Interdependence, Difference and Causality. Banks (1990) 

believes if specific concepts were introduced in previous 

grades teachers should further develop and expand on these 

concepts. The key concepts are examined at each of the grade 

levels in the social studies curriculum. For example, in 

first grade interdependence is examined by studying family 

members. In second grade it appears on a more conplex level 

by looking at services in community. Each grade level takes 

a more abstract view of interdependence. Many key concepts 

are introduced throughout the year to view the different 

significant ideas and specific facts required at each grade 
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level. The key concepts remain the same throughout the 

years, the subject matter changes. 

Generalizations, according to an inductive approach to 

social studies (Taba, Durkin, Fraenkel, & McNaughton, 1971), 

are deduced as the end products of a process where learners 

study topics such as family, community, or environment. 

Generalizations differ from concepts in two major ways. The 

first way is that generalizations are usually expressed 

through statements rather than a word or phrase. The second 

difference is that generalizations are represented as a 

higher level of thinking than concepts. 

In other views of generalizations (Banks, 1990; Sunal & 

Haas, 1993), theorists believe that generalizations need to 

be identified by the teacher in order to guide an 

interdisciplinary unit. Banks, Sunal and Haas believe that 

students can then s\immarize in general the many facts into 

specific information, or generalizations. Banks (1990) 

believes that generalizations are "empirical statements that 

can be scientifically tested. They should not be value or 

normative judgments" (p. 52) . Sianal and Haas (1993) separate 

generalizations from facts in two ways. The first way is by 

noting that a statement is not formed from observation alone, 

and second, the statement is a summarization, not a report of 

a single event. 

Specifically, the difference between the notion of key 

concepts and broad concepts, as I have defined it, comes from 

the negotiation that occxirs in the classroom. I view the 

broad concept as a thread the weaves and spirals through the 
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Development 

Cse of 
Resources 

Interaction of 
People wtch Their 
Cnvironmenc 

Workers and 
Their Goals 

Roles of 
Family Members. 

* The sample shown on this chart does not represent the emphasis for the year's 
program. 

Ficaire 1.2. Taba's spiral cxirriculum (Taba, Dxirkin, 

Fraenkel, & McNaughton, 1971). 
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curriculum and through the years. Taba' s view of a spiraling 

curriculxjm looks at several key concepts going throughout the 

school year, with no apparent connections among the concepts. 

I see the issues and topics that emerge in the 

curriculum as related to the broad concept. The broad 

concept then gets redefined throughout the school year as 

students' and teachers' understandings change from the 

inquiries occurring in the classroom. 

By looking at Taba's "Spiraling Development" (see Figxire 

1.2) , I noticed several key concepts seemed to be established 

while studying one topic. The concepts are carried 

throughout the students' elementary social studies 

curriculum. What Taba calls key concepts, the research group 

with whom I worked (Short, Schroeder, Laird, Kauffman, 

Ferguson, & Crawford, 1996) identified a similar notion which 

we entitled broad concept. Within my classroom, I have come 

to see the broad concept as a rair±)ow colored thread that 

wove its way through the cxirriculum. My idea of a broad 

concepts continually changes and evolves as students 

negotiate a new class focus. Moving to a new class focus, 

students maintained elements of the previous class focus. 

This transition between the focus studies is similar to a 

multicolored spool of thread that changes from color to 

color, maintaining at the transition point elements of both 

focuses. The students' individual perspectives influence the 

class' social and cultural understanding of the concept. 

Instead of several concepts going through the curriculum, 

there is one that cycles through the cxirriculum (see Figure 
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New School Year 
Emerging Broad 
Concept: 
"CHANGES" 

Expert Projects 

People's Rights 

Slavery 

Point of Togetherness 

1995-96 

1994-95 
Making a Difference 

Figure 1.3. Spiral development of broad concepts. 
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1.3) . The "color change" occxirs when students are ready to 

move into a new focus. The broad concept then becomes one 

long thread that continually weaves its way through the 

school year, and into following school years. With each 

transition, the students bring with them the understandings 

learned from the previous inquiries to inform their new 

inquiries. So, a red thread at the beginning of the school 

year flows to orange, which contain aspects of red as it 

moves toward yellow. The thread continues to change from 

color to color throughout the classroom cxirriculum, spiraling 

toward ever more broader perspectives with changing hues of 

color. 

In multi-age classrooms broad concepts can be negotiated 

among the members leaving the class and the members staying 

in the class while still taking into account the attitudes of 

members coming into the class. Teachers in schools can work 

to develop ciirriculum using broad concepts that build off 

students' experiences and understandings regardless if they 

are new to the classroom or a continuing student. This takes 

organization and commitment on the role of the teacher. 

Role of Teacher 

The different roles taken by the teacher reflect the 

type of cairriculum in the classroom. Referring back to my 

own journey as a teacher, my role changed as my understanding 

of curriculum changed. There were times that I took an 

authoritarian stance and gave students information as in the 

"banking concept of education" (Freire, 1970) or "traditional 

education" (Dewey, 1938). I forced activities on the 



students for what I saw as my purpose of accountability to 

educate them. As I changed my view, I moved from a 

transmission model to the opposite end of the spectrum. I 

went too far, however, and became "laissez-faire" where I was 

a silent member or mainly an observer in many parts of the 

cTorriculum. 

I believed that students need to be educated through 

their own experiences and did not consider the teacher as a 

member in the decision making process. This was not really 

possible for me because I was accustomed to rny previous 

experience of a power relationship in the classroom. I 

wanted to be silent but saw the need for the teacher's 

influence. So at times I was passive-aggressive due to my 

fluctuating beliefs about ray role as a teacher. For example 

during joximal writing time I walked aroiind taking notes on 

what the students were writing, malcing little if no comments 

to the students while they wrote. But then I would worry 

that they were not getting the support they needed for 

writing, which they weren't because my role was not a strong 

factor in the room. 

Eventually, I came to view the teacher's role as being 

aware of the capacities, needs, and past experiences of the 

students as well as encouraging all members to participate in 

the decision making process (Dewey, 1938) . The plan that is 

carried out in a school day is a collaboration with students 

and teacher. Dewey states: "The development occurs through 

reciprocal give-and-take, the teacher taking but not being 

afraid also to give. The essential point is that the purpose 
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grow and take shape through the process of social 

intelligence" (p. 72). 

In an inquiry based classroom where students and teacher 

negotiate the curriculum, the role of the teacher needs to be 

considered. One role teachers play is to support students' 

growth in learning how to leam, not just ^diat to leam. 

Earl Kelley (1955) states: "When that which is to be learned 

is derived from the learner, the role of the teacher is 

radically changed. [S]He becomes the facilitator of growth 

and learning rather than the giver of knowledge" (p. 66) . 

The teacher's perspective becomes one of many to listen 

to and debate within a class of inquirers. In our multi-age 

classroom at the beginning of the year I met with a small 

group of students for a discussion. I assumed my role as one 

participant of many because several of the students in the 

group had been in the class the previous year. They realized 

my voice was an equal member, not the authority of the group. 

That first year students had agreed with everything I said. 

Pradl (1996) in a similar situation reflects, "I'd forgotten 

the inherent disadvantages students frequently feel when they 

first slip into the academic conversation" (pp. 70-71). 

Brooke (age 11), a student in our class for the second year, 

commented on the teacher's perspective to new members of the 

class in this group, "Why are you all just listening to Ms. 

Crawford? You don't have to agree with her just because 

she's the teacher you know. We can listen to everyone in our 

group." Brooke not only saw the value in listening to 

everyone in the group, she also realized that all learners 



should have a voice in decision making, not just the teacher, 

but including the teacher. I needed to observe quietly 

before an equality of response and listening between the 

students and I could occur (Pradl, 1996) . 

Freire (1970) believes that through dialogue teachers 

and students create new relationships. The teacher is not 

just someone who teaches but is also taught in dialogue with 

the students, who in turn while being taught also teach. 

True dialogue cannot exist unless the dialoguers engage 

in critical thinking—thinking which disceims an 

indivisible solidarity between them. . . . Only 

dialogue, which requires critical thinking, is also 

capable of generating critical thinking. Without 

dialogue there is no communication and without 

communication there can be no true education, (pp. 73-

74) 

The role of the teacher then is to be organized and 

systematic in order to engage students in the ideas of which 

they want to know more. Teachers need to make professional 

judgments on the content, goals and organization of 

engagements. In relation to negotiated cxirriculuiti Garth 

Boomer (1992) believes the teacher's role is: 

. . . to present new information, to demonstrate new 

skills, to organize group activity, to arrange for 

resources, to answer questions, to direct children to 

other potentially profitable sources of information and 

to offer critical constructive advice as necessary, (p. 

41) 
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Teachers who engage in holistic learning demonstrate a 

variety of things to the learners around them. By actively 

seeking and utilizing knowledge teachers demonstrate 

themselves as learners. "By demonstrating teaching and 

learning processes to their students, teachers remove 

themselves from the role of content es^erts and become 

instead experts in the art of learning and teaching, eager 

and willing to share that knowledge" (Cordeiro, 1995, p. 7). 

The expectation becomes that everyone in the contmtmity will 

leam and do well. Castro (1994) reflects on her role as a 

teacher implementing a theme cycle in her classroom by 

saying, "My role as a teacher [was] creating a community of 

learners-as-teachers and teacher-as-learner" (p. 11). This 

was a big step she took to understand democracy in action in 

her classroom where children benefitted to become active 

learners and teachers. 

When teachers create a community of learners, they offer 

purposeful assignments. In a study on teacher expectation of 

her students (Edelsky, Draper, & Smith, 1983) , Smith 

describes three goals she used for creating her classroom 

environment. 

1. To get students to see opportunities everywhere 

for learning. 

2. To get students to think and take pleasure in 

using their intellects 

3. To help students learn to get along with and 

appreciate others, (p. 263) 



with, these broad goals Smith had for herself and her 

students at the beginning of the year she was able to manage 

the day-to-day environment smoothly so other goals could be 

accomplished that pushed their thinking. In this study Smith 

provided a genuine literacy environment "in a setting that 

acknowledges all the participants' ownership of tasks, texts, 

and contexts (p. 276) . Because the relationships among 

students and teacher were based in respect and 

interdependence, the students accepted this teacher and her 

style of teaching. 

"The teacher's role is that of facilitator rather than 

technician, helping students pose questions, consider options 

for problem solving, learn techniques, use tools and 

ultimately, make meaning" (Chancer & Rester-Zodrow, 1997, p. 

30) . Five and Dionisio (1996) created environments where 

"communities of learners had time to explore, question, 

wonder, investigate, and most important, think" (p. 3) . In 

all of these teachers' classrooms response and collaboration 

were important elements for the teachers as well as the 

students. The underlying role of the teacher is not to speak 

to the students about the teacher's view of the world, or 

impose the teacher's view on the students. The role of the 

teacher is to dialogue with students about their views of the 

world as well as the teacher's own (Freire, 1970) . The ways 

the different language opportunities in a classroom connect 

and the ways teachers mine these opportunities for 

instructional purposes are what really matters (Gavelek & 

Raphael, 1996) . This can only be accomplished in a 
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relationship where there is equality. 

Democracy in. Classrooms 

Living within a democracy means that decisions are not 

made by the few privileged people in domination, but the 

entire community. Shannon (1993) believ^es that in a 

democracy people participate meaningfully in decisions that 

affect their lives. But he also argues that currently people 

in power influence decisions for all of the people. All 

citizens control the government equally and collectively, but 

because of the ion just influence of the rich over government, 

decisions are made that are not good for the whole. Noddings 

(1992) states that "democracy is not the outcome of a common 

set of words and customs, rather it is an achievement—one 

that depends on the desire to communicate and the goodwill to 

persist in a collaborative inquiry" (p. 154). Edelsky (1994) 

agrees with Cabral (personal communication, 1993) and 

Johnston (1992) that democracy is the significant 

participation through communication. She adds that it is 

"not just having a vote on options already determined behind 

the scenes, but being part of what is now done behind the 

scenes—in essence, eliminating official 'behind-the-scene-

ness'" (p. 252). 

Historically, the purpose of education in the United 

States has been to encourage participation in the democratic 

process (Lincoln, 1995). If this is true, where are the 

voices of the oppressed in schools? It's time to figiire out 

what to do in classrooms in order to create an environment 

where learners can have a significant say in what affects 



their lives. Baker (1966) asserts that: 

Schooling must be what education would be in a society 

with an integrated culture where all the institutions of 

society were freely participated in by all [people] and 

served the full development of human personalities. In 

other words, schooling must be what education would be 

in a truly democratic society, (pp. 133-134) 

Students, teachers, administrators, and the community need to 

listen to each other and negotiate the important beliefs 

about education in such a way that each person's voice is 

heard and valued. A great deal of critical thinking occurs 

when a curriculum is mutually generated between teachers and 

students. They all have a stake in listening to each other 

and sharing information, opinions, and ideas and "this 

promotes the active participation in democratic citizenship 

and value" (Cordeiro, 1995, p. 14). 

By having students listen to one another they begin to 

transact with other perspectives. When a transaction occurs 

in conversations with others, the students are able to 

participate by communicating their beliefs in order to create 

a democratic environment. In many respects for me, 

transaction deals with the dialogue in conversations. In 

transactional theory Rosenblatt (1978) introduced the notion 

of interacting with the text to make meaning. She states 

"'Transaction' designates, then, an ongoing process in which 

the elements or factors are, one might say, aspects of a 

total situation, each conditioned by cind conditioning the 

other" (p. 17) . She goes on to fiirther state "The concept of 



transaction emphasizes the relationship with and continuing 

awareness of, the text" (p. 29). If the definition of "text" 

is broadened to mean more than reading a book, by including 

conversations with others or observing artifacts, then 

students transact with others through dialogue. Through the 

creation of a friendly and informal atmosphere "the students 

will acquire the ability to listen with understanding to what 

others have to say and to respond in relevant terms" 

(Rosenblatt, 1938, pp. 70-71). Pradl (1996) agrees with 

Rosenblatt's' notion of listening and transaction. He 

states, "By first listening to what readers have to say, 

instead of having them remain silent in deference to someone 

else's expertise, a teacher acknowledges the central role of 

the individual in our democratic form of social 

relationships" (p. 74). Encouraging students to listen 

commit them to begin their own conversations. 

Fine (1987) , examined the silencing of classroom and 

school talk in a low-income, "low-skill" high school. She 

states: 

If the process of education is to allow children, 

adolescents, and adults their voices—to read, write, 

create, critique, and transform—how can we justify the 

institutionalizing of silence at the level of policies 

which obscxire systemic problems behind a rhetoric of 

"excellence" and progress," a curriculum bereft of the 

lived experiences of students themselves, a pedagogy 

organized around control and not conversation, and a 

thoroughgoing psychologing of social issues which 
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enables [students] to bury herself in silence and not be 

noticed? (p. 172) 

This type of silencing imderitiines fxindamentally the vision of 

education as empowerment (Freire, 1985). Dewey states (1916) 

that education varies with the quality of life which prevails 

in a group. If these students are subjected to silencing 

what is their quality of life to become? 

Anyon (1980) observed across different socioeconomic 

areas of schools (the working-class, middle-class, affluent 

professional, and the executive elite schools) and noticed 

the different levels of control by the teachers at the 

different schools. Differences in each social class were 

noted in classroom experiences and cvirriculum knowledge by 

the teachers. As the socioeconomic range changed so did the 

instruction of the teachers. At the affluent and executive 

elite schools, children were allowed to make decisions and 

negotiate with the teacher. In other words they actually 

learned problem solving through problems from real life 

experiences. In the assignments given in lower income 

schools there was no discussion to help from connections to 

their own experiences. Anyon suggests there was hidden 

curriculum for the different schools. This study suggests 

that the quality of opportunity in the higher income schools 

was greater than in the lower income schools and that is an 

important aspect of democracy. 

Many students in classrooms sit back and let education 

be "done" to them without a choice in the curriculum, while a 

few students are given voice. If decisions are made by only 



daose in "power" the rest of the commijnity is silenced and 

forced to be technicians in a top-down model of dispensing 

power. In a classroom this means that a few members make 

decisions for all. The students may have choice in book or 

group selections, but they do not get to make original 

decisions about where the groups originally derived. Who 

makes the curricular decisions behind the scenes for content 

and process? The students become objects that move only 

when the people in power allow them to move. Freire (1970) 

believes that the more students accept this banking style of 

education the less they develop critical consciousness to 

make their own decisions. Shannon (1993) takes this thought 

further: 

To develop democratically means to move ourselves and 

our students from our original position of seeing 

ourselves as objects, who believe that economics, 

politics, and schooling happen to us, to a new position 

of seeing ourselves as siabjects, who have the right, 

ability, and responsibility to participate in the 

decision making that affects our lives, (p. 91) 

How does one hear the voices of all members? Town 

meeting formats are places to come together to exercise the 

freedom of choice, opinions, beliefs, and values. The 

democratic nature of a town meeting demands that freedom and 

individual expression be negotiated so each person's voice is 

heard and valued. In classrooms this format might be class 

meetings, where students come together to share the important 

aspects as well as negotiate the important issues of their 
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lives. Students face each other so speakers and listeners 

can see each other. 

At the school level, study groups are forijins where 

faculty or community members can have a voice in their 

understanding of schooling. Teacher study groups are places 

to reflect on teaching or engage in meaningful conversations 

that recognize teachers voices as professionals and provide 

long-term support for reflection and dialogue (Short, 

Birchek, Connor, Crawford, Kahn, Kaser, & Turner; 

Forthcoming) . Keeping with a democratic notion of town 

meetings, study groups are where each member's voice is heard 

and valued. Teachers are able to explore and develop 

innovations that come from their own cxarrent questions and 

interest in study groups. 

Negotiating a democratic classroom is not easy but the 

likelihood of active participation can be increased when 

students are asked to reflect on their learning (Dewey, 1938; 

Freire, 1970; Johnston & Nicholls, 1995; Rosenblatt, 1938; 

Short & Harste, 1996). When students step back to think 

about their learning, it provides an ideal way of drawing out 

underlying principles that are important in the students' 

learning (Barnes, 1992) . 

In a classroom where teachers only use their own or the 

mandated curriculum, students are not equal members in the 

community. Edelsky (1994) states "Education for bringing 

about democracy would aim at helping put an end to the 

systems of domination that create the condition we have now -

-a condition of decidedly unequal influence over who gets 
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what" (p. 254) . Just as democratic decision making needs to 

be in place in a political arena, so do classrooms need 

teachers, students and the local community working together 

to create a collaborative and democratic curriculum. 

Conclusion 

This research is a qualitative teacher research study 

situated in an intermediate, multi-age classroom. I 

attempted to learn about my students as negotiators of their 

curriculum not by studying the students nor their products in 

isolation, but by coming to understand the students through 

their previous and ciirrent experiences. 

By describing the journey to the questions that guided 

this study the reader is able to leam about the history of 

how I viewed curriculum in an elementary classroom and on 

that definition changed over time through experience. The 

history describes curriculum as an organic process, 

curriculxim as a holistic language process, curriculum as a 

connected knowing and curriculum as inquiry. Each section 

describes my understandings at the time of what each type of 

curriculum meant. A review of relevant literature of my 

beliefs provides a framework for this study. It includes 

inquiry, concepts, teacher role and democracy. 

This dissertation is organized in seven chapters. In 

this chapter I introduced the study by describing the journey 

of how I arrived at my questions from my beginning roots as a 

first year teacher of administering tests to my current 

beliefs of a negotiated collaborative curriculum. Chapter 2 

presents a detailed description of the research design and 
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methodology including research site, data collection and data 

analysis. The classroom curriculum context through the 

perspective of broad concepts is described in Chapter 3. 

Chapter 4 presents the research context of the negotiation 

periods or planning conferences. Chapters 5 and 6 examine 

the analysis of the research which are the teacher's role and 

the process of the students. Chapter 7 presents the 

conclusions and implications of the research. 
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CHAPTER 2 

RESEARCH METHODOLOGY: 

A COLLABORATIVE ENVIRONMENT 

This qualitative study employs a teacher researcher 

perspective to inquire into the negotiation of cxirriculiim 

with multi-age intermediate children. Specifically it 

focuses on the negotiation of discovering a new class focus 

on content as students make connections from a previous 

content focus. The study takes a longitudinal perspective 

because it spans two school years, from Spring 1995 until 

July 1996, This methodology was selected because the nature 

of the research questions suggested a qualitative 

methodology, with the researcher being the teacher. 

Cochran-Smith and Lytle (1993) define teacher research 

as "systematic intentional inquiry conducted by teachers." 

Systematic refers to ordered ways of gathering and recording 

information, documenting experiences and making some kind of 

written record. Being systematic is an essential part of the 

research process and this keeps the data organized in order 

to analyze it. Intentional refers to planned rather than 

spontaneous research. Teacher research is a tool I use as a 

way to know my students as learners, and as a way to inform 

my teaching. I am not a researcher looking for proofs or 

generalizable truths. I am a "reflective practitioner" in my 

own classroom, searching for insights that will help me 

understand and improve my practice (Bissex, 1988) . By 

looking intentionally at my own questions about my students. 



I see their actions in and out of class through a magnified 

lens. I need to constantly ask myself, "How do I create more 

meaningful contexts for children to explore their own 

issues?" My systematic intentional inquiry of the 

negotiation process involved in changing the focus of 

studies in the classroom helps me see the contexts that set 

up natural learning for the students. 

The Questions 

Planning the research is important because this is the 

intentional part of teacher research. Having an area of 

interest to look at more closely is the first step in 

formulating a question. The questions I chose to pursue are 

important and come out of my classroom experiences. The 

questions I examine, as a teacher, become richer when I allow 

my ideas and obsei-vations to incubate over time (Hubbard & 

Power, 1993) . I want to look more intentionally at how 

students and teacher move from one focus of study to another 

through the use of a broad concept to provide a framework for 

the curriculiom throughout the year. In particular, this 

study examines the specific negotiation process that happens 

in an intermediate, inquiry based classroom, as the teacher 

and students move to a new class focus. I examine one 

specific instance of this negotiation—the transition between 

class focus studies. Two general questions guide the study: 

1. What are the roles and processes of the teacher in 

influencing and facilitating the negotiation process of 

determining a class focus within an inquiry based classroom? 

2. What are the roles and processes the students use 
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to explore, negotiate and determine a class focus within an 

inquiry based classroom? 

The Research Community 

In this section I describe the school and commxmity as 

they relate to the study. I provide information about the 

faculty, the students, myself as the researcher, and the 

classroom environment. 

I have easy access to the research site because I was 

the classroom teacher and a member of the school faculty. 

Because gaining access involves drawing on the interpersonal 

resources and strategies that researchers tend to develop in 

dealing with everyday life (Hammersley & Atkinson, 1992), a 

teacher-researcher is able to bring a depth of awareness of 

the research site that an outside researcher cannot begin to 

match (Hubbard & Power, 1993) . "Teacher research meikes 

accessible some of the expertise of teachers and provides 

both university and school communities with unique 

perspectives on teaching and learning" (Cochran-Smith & 

Lytle, 1993, p. 5). 

After taking a year off from teaching elementary school 

to work on my doctoral courses, I chose to transfer to this 

school because of the reputation of the principal and the 

impact she had on the teachers in the school. I looked for a 

school that reflected a collaborative working environment and 

that involved students in a community of learners and 

inquirers. In previous years I was a member of a joint study 

group between this school and my previous school. As a 

member in the study group and a researcher of the study group 
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process itself (Short, Crawford, Kahn, Kaser, Klassen, & 

Sherman, 1991), I grew to respect the professional 

relationships that the staff and principal formed as a 

commiinity. I wanted to teach in a learning environment where 

teachers were able to be active participants in making 

choices about ctirriculum for their students. 

Before I became a faculty member of the school, I 

discussed with the principal the possibility of conducting 

research in my classroom and following my students for two 

years. The principal agreed to the research and guaranteed 

that at least half of my students would remain with me after 

the first year. Official permission for the research was 

obtained the second year of the project from the 

superintendent and school board. 

Parents gave permission for all but two of the children 

in the classroom over the two-year period to be part of the 

project. A letter explaining the research project and how 

their child would be involved was sent to the parents and the 

research was discussed in parent meetings both years (see 

Appendix A). 

The Setting 

This study was conducted in a large school district in 

Tucson, Arizona at Warren Elementary School. The local 

community represents people from multiethnic and largely low 

to lower-middle socioeconomic backgrovinds. Seventy percent 

of the students receive government subsidized free or reduced 

meals at school. The ethnic make-up of the student body 

includes 56% Hispanics, 35% Anglo, 2% African-Americans, 5% 



Native-Americans, and 2% Asian-Americans. The school 

population of around 425 also includes approximately 10% 

Exceptional Education students (sensory impaired, physically, 

mentally and learning disabled, and other special needs) . 

The area surrounding the school is suburban, almost 

rural. Set apart from the city by distance, rugged terrain 

and lack of convenient public transportation, there is no 

easy access to public libraries or other cultxiral or learning 

centers. The school neighborhood contains track-homes, ranch 

properties, apartment buildings, and many mobile home 

communities. The school is in close vicinity to the middle 

school where the students feed into as well as other 

elementary school neighborhoods. 

The school building itself was 20 years old in January 

1995 and was coit5)leting a three-phase structural improvement 

plan. It was under construction from the Spring of 1995 

through the Spring of 1996, during the entire time of this 

research. There are 15 classrooms in the building, two 

classrooms in one of the two permanent portables and the 

small portable that houses the Learning Disabled Special 

Education program. Offices are provided for the one day a 

week G.A.T.E. classes (Gifted and Talented Education) and the 

twice-a-week speech and hearing services. Several temporary 

portables housed five to six classrooms at a time as the 

construction took place. Our classroom moved into a portable 

at the beginning of the 1995-1996 school year and remained 

there until February 1996. The school library was 

reorganized through a Library Power Grant and has become a 
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central area in the school. The computer lab contains 32 

Macintosh L. C. computers where students have weekly-

scheduled class times. 

Administrative support is a factor to consider when 

doing teacher research. If administrators support teachers, 

they give status and value to teacher research. "Teacher 

researchers look for support wherever they can find it" 

(Smith, 1993, p. 38) and the principal in the first year of 

the study, Myna Matlin, is an excellent example of an 

administrator who supported teachers in their quest to look 

more intensively at their teaching and their students. She 

valued the work of the teachers at the school shown by the 

programs, speakers, and colleagues she helped bring to the 

school. She listened and gave advice to make our school a 

learning center. In the second school year of the research, 

a new principal was assigned to the school. Most of his 

administrative duties were guided by the building 

construction in the school that took place in his first year. 

The Parent Community 

Teachers need to know the broader school community in 

order to gain the trust of the paxents and outside help. 

Because I was new to the school in 1994, I expected many 

parents to visit before the beginning of the new school year, 

or at least come to the open house that was scheduled within 

the first two weeks of school. I met only half of the 

students' parents before the parent conferences in October 

and most did not come back to school after that time. 

Because I believed contact with the parent commianity was 



important, I conducted home visits on weekend outings with 

the students. In order to get to know students in a 

different setting, I invited them to spend a Saturday or 

Sunday going to different places in and curound Tucson such as 

Mt. Lemmon, Tucson Boys Chorus, University of Arizona 

basketball games, and Winterhaven's Festival of Lights. When 

I took the students home after the outings, I was able to 

meet parents and other family members. I wanted to know 

about students' home lives, the literacy events in their 

homes, social interactions among family members, and their 

interests and hobbies that might not be discussed in the 

classroom. There are many learning events I can obseive by 

visiting the homes of the students. 

The School Faculty 

The teachers at Warren School were as diverse as the 

students that made up the school. They came from many 

cultural and educational backgrounds. In the 1994-95 school 

year there were several new teachers on the staff as well as 

veteran teachers with more than 20 years' experience. We 

actively made decisions about our school in our open faculty 

meetings. With the change in administration in the 1995-96 

school year, there was also a shift in teaching staff, with 

three new teachers. New faculty was a rare event prior to 

the 1994-95 school year when I started teaching at Warren. 

Many of the teachers had worked there for more than 10 years, 

which was different from all the other faculties at previous 

schools. The faculty knew each other well at this school. 



Warren's teacher study group had been meeting for five 

years. In conducting teacher research, it is helpful to have 

a support group of colleagues such as a study group. A study 

group has the potential for supporting individual 

professional growth as well as the development of a strong 

school coitmunity (Short, Crawford, Kahn, Kaser, Klassen, & 

Sherman, 1991) . Teachers often feel isolated in their 

individual classrooms with short Ixinch breaks and very little 

knowledge about other staff members. As members of a study 

group, teachers share ideas and listen to each other. 

Instead of change being forced from the outside, teachers 

gain a new sense of themselves as professionals and 

curriculum-developers. Teachers make decisions on where they 

want to focus their thinking and whether and when to make 

changes in their teaching. When teachers become part of the 

process of making changes in their teaching, they initiate 

their own learning and transformation. Working together as a 

teacher research group enables teachers to brainstorm more 

ideas and more questions than would be possible working alone 

(Laird & Crawford et al., 1994). 

The specific faculty positions at the school were also 

diverse. There were bilingual teachers at all grade levels, 

multi-age teachers at all levels except kindergarten, 

teachers of self-contained classrooms from kindergarten 

through fifth, and several Special Education teachers who 

service students in their classrooms as well as through pull 

out programs. 
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The Teacher-Researcher 

I am the teacher and researcher in this study, with 

eleven years teaching experience in grades one through six 

and at the college level. Most of my experience has been in 

the primary grades where my emphasis was using children's 

literature to develop authentic reading and writing 

experiences and developing reading strategies with emerging 

readers. 

In the past couple of years as I have worked with 

collaborative teacher research groups, my questions have 

centered around an inquiry based classroom. The research 

settings of which I have been a member have helped me develop 

my understandings of negotiation and collaboration. 

One of the research experiences I have been a part of 

was Teacher Study Groups: Exploring Literacy Issues Through 

rn11ahorative Dialogue (Short, Crawford, Kahn, Kaser, 

Klassen, & Sherman, 1991) . The reseetrch group met during the 

summers to analyze transcripts from the study groups at two 

different school sites. The researchers were members of the 

study group, headed by Kathy Short as facilitator for the 

first two years. We developed categories from teacher 

interviews and the transcripts that we presented at local and 

national conferences. We received an Elva Knight Research 

Grant from the International Reading Association. 

Another research experience is a study that examined 

children's multicultxiral and historical understandings based 

on teacher research. This collaborative research included 

six teacher researchers who had worked together since the 



summer of 1991. We began with a pilot study the spring 

before our research began and during the school year of the 

study we analyzed transcripts from literature discussions to 

create two distinct lists of categories on historical and 

multiculttiral understandings from the students' perspectives. 

We have presented our findings at local and national 

conferences. A small grant was awarded from the University 

of Arizona Columbus Quincentenary Program to pursue these 

issues in greater depth. Learning Together Through Inquiry: 

From Columbus to Integrated Curriculum (Short, Schroeder, 

Laird, Kauf&nan, Ferguson, & Crawford, 1996) is a book that 

came out of the research. 

The Students 

The study took, place in iny classroom over a period of 

two school years. The first year the 1994-1995 school year 

began with thirty-one fourth grade students and several 

students came and went throughout the year. The gender ratio 

was 2:1 boys to girls. The ethnic make-up of this group was 

40% Hispanic, 36% Anglo, 12% African-American, 8% Asian-

American and 4% Native-American. This class fourth grade 

class included both gifted and challenged learners. There 

were three exceptional education students who were labeled 

mildly mentally retarded. They were part of our class all 

morning, then went to a self-contained classroom after lunch. 

For the second year of the project the class became a 

multi-age intermediate classroom of nine to eleven year olds. 

At the end of the first year students had the choice of 

continuing in the class or move into another classroom and 
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all but one student chose to continue for the following 

school year. If I had a choice, I would like to have kept 

the entire class for both years but due to class sizes and 

teacher seniority, I was assigned to the multi-age classroom. 

I matched students with simileor traits such as gender, 

personalities, and academics and divided the class in half, 

so that some had to move into other classrooms for their 

fifth grade year. It was a joyful and painful experience 

when students foxand out their placements for the following 

year on the last day of school. While Eddie was shouting, 

"All right, I got Ms. Crawford again," Adrian N. broke into 

tears because he wouldn't continue in our class. 

There were 29 students in the second year of the 

project, with 16 fifth graders and 13 foiirth graders. Of the 

16 fifth grade students, 13 were in the project for two 

years, one student came from another multi-age class in the 

school, and two were special education students. The fourth 

graders in the class came mainly from one primary multi-age 

classroom, with a few students coming from third grade 

classrooms in and out of the school. The gender ratio was 

more even in the second year, 15 boys and 14 girls. The 

ethnic make-up of this group was 48.3% Hispanic, 34.5% Anglo, 

and 17.2% Native-American. In this class there were four 

Mildly Mentally Retarded students that stayed in our class 

most of the day with their teaching assistant. They returned 

to a self-contained classroom for an hour in the afternoon 

where they received additional support from physical 
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therapists, speech pathologists, and their assigned special 

education teacher. 

Getting to Know the Students 

At the beginning of the year each student interviewed 

another classmate as a way to get to know one another in the 

class (Short & Harste, with Btirke, 1996) . In the following 

passages the students introduce each other and give insights 

into their personal lives at the time of this study. It is 

critical that the readers of this document understand who 

these students are within their social and cultxiral, as well 

as individual contexts. While this knowledge is local and 

transitory (Flannery, 1990) , it is not disembodied knowledge. 

Next to each student's name in the title an asterisk will be 

used for students who were in the classroom for two years. 

The last four students in this section were in the class for 

the first year only, marked with an " t." 

The Glorious Exciting Life of Gilbert 

Hi we are going to discuss all about Gilbert's 
fantastic Tucson life. Gilbert was bom in Tucson, AZ on 
June 26, 1986. He used to have a dog , a fish and a bird. 
He likes to ride bikes in the desert. He has lots of 
friends and likes to fish. He has two sisters and two 
brothers. And he is the youngest. He also likes to play 
Sega. His favorite colors are blue, green, and red. And 
he has changed a lot because he reads better. He spells 
better and draws better. His family is very busy 
because they work. His favorite food is pizza, 
sausage and pepperoni pizza! ! He had his best pizza pizza! ! 
a year ago. Well, that's all about Gilbert's exciting 
life. 

By, 

Brooke 



78 

The Life of Adrian* 

Adrian was born in the hot state of Arizona where 100 degree 
days are oxir specialty. His birthday is February 16, 1985. 
He loves to play video games, watch movies, and draw. He 
says his best friends are Billy, Noah, Eddie and Jonah. 
They're all in Mrs. Crawford's class. His favorite sports 
are hockey, basketball, baseball and football. He likes to 
eat fruit. His favorite movie is Mortal Kombat. He also 
likes to listen to Rap music. He likes to go to Golf 'N 
Stuff. His favorite water park is Justin's Water World. He 
is in Mrs. Crawford's fifth grade class. During the siommer 
he went to his cousin's house and spent the night. He has 
one brother who is 12 years old. Now you know about Adrian! 

By 

Taryn 

Mike's* Fantastic Life 

Hi, I learned more about Mike's life. His favorite show 
is Fresh Prince. He likes pizza! He really likes grapes. 
He likes pickles, too. His favorite sport is baseball. He 
likes to go to Golf "N Stuff. His favorite shoes are Nike's. 
He has one sister and two brothers. Mike grew up in Tucson. 
His favorite colors are green, white, and red. His favorite 
song is "Nothing." He has one dog. His favorite book is THE 
TICKLE OCTOPUS. He was bom on July 6, 1984. Mike wants to 
get an education cind stay in school. He is in Mrs. 
Crawford's fifth grade class. Goodbye for now! 

By 

Bettina 

Jonah's* Exciting Adventures of 1995 

Jonah Duron is 10 years old and was bom on September 
12, 1984 in a hot and dry place called Arizona. Jonah's 
favorite sports cire football, basketball, and soccer. He 
also gets a lot of exercise out of these sports. Jonah also 
enjoys playing outside, riding his bike, and going swimming 
the apartment pool. Jonah's family has four brothers, three 
sisters, a mom and a dad. Jonah is the fifth child of all 
his brothers and sisters. He has one dog and his sister has 
one bird. Jonah's favorite food is chicken casserole. His 
favorite dessert is chocolate chip ice cream. Jonah's 
favorite video songs are Dr. Dray, Ice Cube, and House of 
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Paint. 
This Slammer Jonah went to the beach. He played in the 

water and sand. He also went to the lake to fish and go 
swimming. Jonah's friends are Manny, Mike M., Adrian S., 
Billy, Eddie, Omar, Gilbert, Jessie, David, Ricky, and Pilo. 
This year Jonah made a difference by making new friends. 
That was the end of Jonah's exciting summer of 1995! 

By, 

Christina 

The Exciting Life of David 

We are going to talk about David Rainey and all the 
exciting things he has done. David was bom in Tucson, AZ. 
He is nine years old. His birthday is June 18, 1986. 
He likes to ride his bike a lot, play soccer, and draw, but 
he really likes to go fishing. 

David is also very athletic. He plays soccer and kick 
ball. His hobby is to ride his bike no matter what the 
weather is. 

He goes to Warren Elementary and is in Mrs. Crawford's 
fourth and fifth grade class out in the Portable for right 
now. 

He has a lot of favorite things. Bat Man Forever is his 
favorite movie. Blue is his favorite color. Mario III is 
his favorite video game. Pizza is his favorite food. His 
favorite place to go is the movies because he likes to watch 
them. 

He has two dogs. He had three, but one died. His best 
friends are Omar, Gilbert, and Jeremy. 
Well, that's all folks! 

By 

Lacy 

Let' s Have Some Honkin' Tonkin' Time with Omar Perez 

I am interviewing the fantastic wonders of Omar Perez. 
This wonderful boy was bom and raised in Tucson, AZ. He 
lives in a very neat brick house. He has a pet dog named 
Sharpe. What a cool name! He has lots of green grass all 
around his house. He is nine years old. He was bom October 
9, 1986. This wonderful boy's hobbies are racing bikes at 
the bike track and collecting pencils. His favorite music 
station is 1490 Jams. His favorite moves are Dangerous 
Minds, Mortal Kombat, and Ace Vantoiar. He likes going to the 
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mall and to the race track. His father's name is Gus Perez, 
and his mother's name is Yvonne Perez. He has an older 
sister and a younger sister. Sonya is thirteen years old and 
Fife is six years old. Sometimes he gets mad at Fife because 
she breaks his toys a lot of the time. So, how Omar puts 
it, "That's all folks!" 

By 

Thea 

Welcome To Thea's* Wonderful Life 

Thea told me all about her exciting life. Now I will tell 
you all about her. She likes to collect Lisa Frank stuff and 
also she collects Goose Bumps. I always see her with one 
Goose Buitp book. She said that she was bom on January 29, 
1984, in Tucson, AZ. Thea is Ms. Crawford's fifth grade 
class at Warren Elementary School. 
That's all folks! 

By 

Omar 

Jeremy's Interesting Life 

We are going to interview the interesting features of 
Jeremy Christie. He is nine years old and his birthday is on 
December 21st. He is a twin boy and has two other brothers 
by the names of Jacob and Christopher. Jeffrey is the name 
of his twin brother, and his mom and dad are known by the 
names of Sharie and Carl. Omar Perez, David Rainey, and 
Gilbert Astorga are his best friends and have been for about 
a year now. Most people love pizza and so does Jeremy! He 
loves sports, and he is good at them, too. That's Jeremy's 
interesting features of life! 

By 

Sadie 

The Wonderful Life of ? 

Crystal Duperre's life in the city of Tucson, Arizona. 
She was born in 1985. She is nine years old and will be ten 
this coming November 13th. Crystal's favorite music is the 
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music Gaxth Brooks sings called Coxintry. She has seven pets. 
She used to have nine. She has two horses, three turtles, a 
cat, and a dog, also two snakes. One is a bull snake and the 
other is a king snake. Her favorite thing to do is to ride 
her horse and train it. Her favorite foods are pizza and ice 
cream. She likes pepperoni and olives on her pizza. Her 
favorite flavor of ice cream is vanilla. Crystal has one 
brother who is fourteen years old. That's Crystal's life in 
Tucson, Arizona I Now you know who it is!! 

By 

Manny 

Getting To Know Sabrina 

Sabrina was born in the hot state of Arizona. Now she 
is nine years old. She likes to go to the mall and 
F\jntastics. It is real s\inny in Arizona because it's dry. 
For her summer she went to Slide Rock. Her favorite TV show 
is Fresh Prince. Baseball is her favorite sport- Nike's are 
her favorite shoes. Her best friend is Tatyania. She likes 
seafood, and her favorite movie is Dangerous Minds. Sabrina 
is in Ms. Crawford's fourth grade class. The end for now. 

By 

Billy 

Taryn' s Life Is All On A Sheet of Paper 

Taryn lives in the hot dry desert of Arizona. She was 
bom on September 9, 1985. Her birthstone is Sapphire. 
Taryn "s best friends are Kris ten, Andrea, and Rachel. She 
likes to ride horses and also likes to swim. That's her 
favorite thing to do! She likes Rap music and likes pets. 
She likes to go to the mall where she likes to buy clothes 
and watch videos. Taryn's family has one brother and twenty 
cousins and four grandparents. She made a difference in her 
life by doing a science project and what she did saved a 
dog's life. During her summer vacation she went to Justin's 
Water World, Breakers, St. David, and Mt. Lemmon. She went 
to the movies and she swam in her pool. She reads a lot of 
books and went to Rocky Point and to the lakes. This is what 
Taryn did this past sximmer in Arizona. 

By 

Adrian 
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This Is The Exciting Life of Josh* 

Josh Loves to play kick back. It is his second favorite 
game. He also loves to ride his dirt bike when he gets home 
from school. His friends are Kelly and Heather. Also his 
favorite movie is the Leprechaun. The Simpson's are his 
favorite TV show. He also makes a living by racing cars on 
his dirt bike. His mother's name is Essie and his sisters 
names are Emily and Jodie. Josh is also in Ms. Crawford's 
fifth grade class. He is also the only boy in his family. 
Isn't that sad that we have to leave Josh's exciting life? 

By 

Kelly 

Manny's* Wonderful Life 

Manny Pesqueira is from Tucson, AZ, where the hot 
Sonoran desert is. He is ten years old and pretty cool. 
Manny's birthday is on December 29, 1984. The people in his 
family are his mom, brother, and little sister. Manny has 
some pets at home, a dog. 

His brother has two hamsters. He likes sports like 
soccer. Manny's favorite things are sports. He likes going 
to the movie theater and playing outside. His favorite food 
is enchiladas. That's the end of Manny's wonderful life I 

By 

Crystal 

A Special Friend 

I am interviewing Ernesto Rosas who is my classmate at Warren 
School. He was born on May 20, 1986, in Tucson, Arizona. 
Ernesto is 9 years old. In his family he has two sisters. 
Their names are Cecilia and Lupita. To have some fun he has 
three dogs. Their names are Ripken, Cha-Cha, and Aladdin, 
He loves his dogs. Ernesto is very involved in baseball. He 
has a lot of trophies. His favorite movie is Free Willy and 
his favorite food is eating spaghetti and meatballs. It was 
fun interviewing Ernesto. We are friends. 

By 

Sally 
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Welcome To Brooke's* Wonderful Life 

Brooke is ten years old, and she was bom in Arizona on 
September 3rd. Brooke's family is neat. She has a Sega and 
a Sega C. D.. Brooke has 8 animals. Her favorite song is 
Tootsie Roll. Her favorite food is chicken tacos and beans 
and rice. Brooke has one brother who is 16 and one sister 
who is 17. That's all about Brooke's exciting life! 

By 

Gilbert 

Loo-Ah-Lay-Eee-Who11 All About Lacy* 

Lacy is from the hot Tucson, Arizona where the lizards 
live and where the snsikes slither through the sand. She was 
bom at T.M.C. at 3:00 o'clock. She has no animals. Her 
hobbies are singing and dancing. Her favorite things to do 
are swimming and playing and her favorite movies are Casper 
and Forest Gxjmp. Her friend's are Clarissa, Jenny, 
Christina, Janel, Sadie, Thea, Allison, Brooke, and Matthew. 
Lacy is ten years old. Her birthday is April 26th, and her 
favorite music is country. Bye, bye! It's over. Chow! ! 

By 

David 

The Adventures of Sadie's* Life 

I met Sadie Bulowski a couple of years ago. She is nice 
and helps others a lot when people are down hearted. She 
likes to play soccer. She LOVES pizza! Sadie is ten yecirs 
old. She is a good student. Her birthday is March 18, 1985. 
This is the end of Sadie's adventures! 

By 

Jeremy 

We're Entering Eddie's* Life 

Eddie plays a lot of good sports because they are a lot 
of fun. He sort of likes his sisters, but he doesn't have a 
brother. He was bom May 22, 1985. He is ten years of age. 
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He doesn' t want to grow up. His favorite friends are Adrian 
and Billy because they treat him nice. He really likes to 
play soccer, football, and to work, but only sometimes. His 
favorite hobbies are to write a lot because it's fiin. He 
makes a difference by cleaning up his room every day after 
his sisters go in and dirty it. Well, sometimes they dirty 
it and sometimes they don't. 

He was born in Tucson, Arizona, in a good hospital. His 
favorite movie is Mortal Kombat because he thinks it's cool. 
He loves the color blue because he likes it a lot. Eddie's 
favorite game is dodge ball because he thinks it's the most 
fun game. He loves the dinner plate with lasagna in it 
because it is good. He likes to go to the place called the 
Grand Canyon. I know it's sad, but that's the end. 

By 

Clarissa 

A Horse Back Rider, Christina* 

Christina Carrillo is 10 yeeirs old. She was bom in 
Tucson, Arizona, in 1985. She likes to do gymnastics, to 
swim, and she takes violin lessons. She has one brother and 
one sister. Her mom and dad's names are Bemice and Ralph. 
Christina has two horses, two cats, two birds, and she likes 
to eat hambxirgers, tamales, and pizza. She likes to ride 
her horses and her bike. She likes to shoe the horses. Her 
hobbies are sleep overs, and the differences she wants to 
make are doing things different and being the only child. Now 
that's all about Christina Carrillo's 1995 life. Goodbye I 

By 

Jonah 

Kelly's Interesting Life 

Kelly likes to play kick back. When Kelly gets home 
from school, she is tired and falls asleep watching TV. She 
has lots of brothers and sisters. She has a soft lion named 
Louie. Kelly has a favorite movie called Water World. 
That's the end of Kelly's interesting life. 

By 

Josh 
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Noah's Wonderful Life 

Noah was bom on February 22, 1984. Noah likes to watch 
"Are You Afraid of The Dark?" The sports he likes to watch 
are football and hockey. Noah has one brother, and he is in 
third grade in Mrs. Williams' class. Noah likes to play 
soccer outside in P.E. When Noah gets home, he likes to ride 
his bike and climb trees. That' s what I learned about Noah' s 
wonderful lifeI 

By 

Amy 

Welcome to Bettina's Modem Life 

She really likes Full House, and her favorite food is 
enchiladas. Her favorite vegetable is a pickle. Oranges are 
her favorite fruit. Bettina's favorite hobby is going to the 
mall. Her favorite sport is volleyball. Reebok' s are her 
favorite shoes. Her favorite song is "You Are Not Alone" by 
Michael Jackson. She has one brother and one sister. Her 
favorite pet is a turtle. Pink is her favorite color. Her 
favorite book is FUDGE MANIA. Her best friend is Ashley 
Jones. Bettina was bom on February 10, 1986. She has one 
dog because one of her other dogs got taken away to her 
uncle's house for a guard dog. That's the end of Bettina's 
life for now I 

By 

Mike 

Billy*, My Friend 

I met Billy in the fourth grade. He is ray class, and I 
am glad. He was bom in Texas where the cowboys are. Billy 
is ten years old. His favorite food is pizza with cheese and 
pepperoni. He has a sister who is fifteen years old. They 
both like to listen to rap music. On their siommer vacation 
the whole family went to Six Flags to get away from the heat. 
That is all about Billy, my friend. 

By 

Sabrina 
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My Friend 

Jesiis was bom in Tucson, Arizona. He is nine years 
old. Jesus sometimes likes to ride his bike. He plays at 
the park. He likes to watch scary movies with his sister. 
Jesus has one sister and 4 brothers. He plays with them. He 
loves Nintendo, and his favorite game is Street Fighter. He 
likes to eat meat, tacos and beans with cheese. That is it 
for Jesus' life for nowl 

By 

Nikki 

The Featxires of Jessica 

We are going to talk to you about Jessica's life on a 
piece of paper. Jessica is 9 year's old and her birthday is 
April 1st. her favorite colors are pink, purple, and red. 
She has 4 brothers and no sisters, her family is very nice. 
Her favorite foods are grapes and chicken. Over the summer 
she spent time going swiinming. This is the end of Jessica's 
story. 

By, 

Brooke 

Adriant 

Adrian N. is in my class. He likes the Kansas City football 
team. He used to live in Kansas City but now he lives in 
Arizona. He is nine years old and when he grows up he wants 
to be a singer. He was bom March 14. If robbers come into 
his house he would shoot them with his masterlazer. He wants 
to play football. His favorite food is an apple. And his 
favorite sports are basketball, soccer and football. 

By 

Shannon 

Jennifert 

I interviewed Jenny Lynn Ruedas and she is nine years 
old. Her birthday is November 26, 1984. Her hobbies is 
riding horses. She has brown cxirly hair. Her favorite color 
is greenish-blue and purple. Her favorite food is pizza. 
Her favorite movie is Addams Family 2. Her favorite board 
game is Candyland. Her favorite snack is cookies. Her 
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favorite music game is rock or country. She has lived in 
Canada, Idaho, Illinois, Tucson, and Las Vegas. She likes it 
here in Ms. Crawford's class. 

By, 
Jan 

Matthewt 

I interviewed Matthew Martens, his dad is an artist and 
he likes writing, coloring too, and soccer. His favorite 
movie is "The Lion King." His favorite baseball team is the 
Los Angeles Dodgers. 

By, 

Kyle 

Kylet 

I am interviewing Kyle. He is ten years old and his 
birthday is M^ch 17th. Kyle has one brother. His favorite 
foods are popcorn shriinp, lobster and cookies. His favorite 
sport is baseball. His favorite movie is "The Lion King." 
And his favorite Dinosaur is Tyrannosaurus Rex. Kyle's 
birthstone is blue and he likes all colors. He is an artist. 

By, 

Matthew 

The Classroom Environment 

When people walk into our classroom, the first thing 

they notice is that the room is divided into two sections: a 

large open area near the west wall, and tables and chairs on 

the east side (see Figiire 2.1) . The open area is carpeted 

and has several pillows and stuffed animals for comfortable 

sitting. It is sectioned off by several book shelves that 

hold the pictiire books alphabetically, with chapter books, 

poetry, and resource books in separate categories on the 

shelves. We use the open area for class meetings, read-
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alouds, discussions, and quiet work spaces. The bulletin 

board on the west wall is the art gallery. Students have a 

marked off space where they can hang their own personal 

artwork and change it when they feel the need. 

In the south end of the library is a bookshelf that 

contains a wide range of colors, shapes and sizes of paper, 

envelopes, markers, and other useful items for writing. The 

two Macintosh computers and a printer are arranged right next 

to the supply bookshelf that borders my desk, or as the 

students call it, my office area. The east wall is lined 

with built-in bookshelves above a counter that houses all the 

multiple copy books (five to six pictiire books or chapter 

books with same title), informational books, holiday books, 

art and music books, art supplies and musical instriiments. 

The east wall is a place for the calendar, job board, 

memo board, and chalkboard. This side of the room contains 

four roxmd and three rectangle tables designated as work 

areas. The north wall is reserved for posters, graffiti 

charts, webs, and other charts that relate to the focus 

studies in the classroom. Starting above the north bulletin 

board, a chronological time line is created from the webs of 

the redefined broad concept. The charts are hxang around the 

room going clockwise so students can continually look 

throughout the year to see what they have accomplished. 

Data Collection 

Data was collected through several methods. The primary 

data sources came from student and teacher planning 

conferences, field notes, teacher joximal, students' webs. 



Table 2.1 

Relationship between Research Questions and Data Collection 

Research Questions Primary Data 
Data Source 

Secondary 
Data Source 

1. 
What are the roles 
and processes of the 
teacher in influencing 
and facilitating the 
negotiation process of 
determining a class focus 
within an inquiry based 
classroom 

•teacher journal 
•student interview 
•peer debriefer 
•tapes of planning 
conferences 
•transcripts from 
planning conferences 

2 .  
What are the roles and 
processes are the students 
use to explore, negotiate, 
and determine the 
class focus within 
an inquiry based 
classrom? 

•tapes of planning 
conferences 
•field notes 
•student logs 
transcripts 
•field notes 
•teacher journal 
•peer debriefer 

•tapes of literature 
and inquiry discussions 
•planning conference 
student work 
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learning logs and taped conversations during the negotiation 

of a new class focus. Secondary sources include taped 

literature and inquiry group discussions, and students' log 

entries from literature and inquiry groups. Each will be 

described as to how the particular technique provided 

relevant data for the study. Table 2.1 demonstrates how the 

information gathered through each method related to the 

research questions. 

As stated earlier, the research focus that guided my 

data collection is the change process of moving to a new 

class focus and the negotiations that the teacher and 

students go through to make connections from a previous focus 

in order to discover a new class focus of study. The most 

important tools teachers have as researchers are their eyes 

and their view of classroom life (Cochran-Smith & Lytle, 

1993). Therefore, it is important for teachers to use their 

view of the classroom to make decisions on what needs to be 

collected for further analysis. As I made decisions of what 

data to collect, I kept in mind that the research should 

never be conpleted at the expense of teaching; research 

should inform and enhance the teaching and learning in my 

classroom. 

Planning Conferences 

The planning conference occurred dxiring the school year 

when one focus study came to an end. It was a negotiation 

time for students to reflect, discuss and plan for new 

inquiries. The conference was designed to take students 

through a series of questions that helped them reflect on 
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their learning. Time was planned to discuss their 

reflections in both small and large group settings. 

The questions for the "planning conferences" guided 

students to redefine the broad concept so a new focus for the 

class emerged. The questions are grand tour (Spradley, 1979) 

and open-ended so students can take any direction they want 

in their responses (Seidman, 1991). The broad concept (see 

Chapter 4) was used as a common thread to help students 

connect their current thinking to previous iinderstandings 

about their learning. The broad concept in the first year 

was "Harmony" and in the second year "Making a Difference." 

These concepts were used in the questions for the planning 

conference (see Figure 2.2). 

Questions for Broad Concept Reflection 

1. What does "Harmony" (year 1) , "Making a Difference" 

(year 2) mean to you personally? 

2. What does "Harmony" (year 1), "M^ing a Difference" 

(year 2) mean to the world? 

3. What are topics/issues/questions you have that you 

would be interested in further study related to the 

"Harmony" (year 1), "Making a Difference" (year 2)? 

Figure 2.2. Ques'tions for broad concept reflection. 

Students initially worked individually on each of the 

questions by reflecting on them in writing. These pieces of 

writing were called the "broad concept reflections." After 



writing on each question, students discussed them in small 

groups of four or five. In the first planning conference of 

the 1995-96, school year students came together in a large 

group to discuss the first two questions. Originally these 

large group discussions were going to be taped and 

transcribed to look for connections and negotiated talk 

during the discussions. The large group discussions were 

eliminated after the first meeting in the 1995-96 school year 

because conversations were not occurring. Because the large 

group discussions were eliminated, when students met in small 

groups to discuss the first two questions, I audio tape 

recorded in some groups and took field notes in others. I 

collected the students * written reflections from the first 

two questions. 

For the third question students wrote their responses on 

strips of paper (2" x 8") so they could manipulate their 

strips into categories when they met in small groups. The 

students discussed and negotiated where they put each strip 

of paper. This was known as the "broad concept negotiation." 

They used post-it notes to record the names of the categories 

they created. All of these papers and post-its were 

collected from each planning conference. 

The planning conference consisted of the questions for 

the broad concept reflection, the broad concept reflections, 

and the broad concept negotiation. The planning conference 

served an iinportant curricular f\inction in helping the class 

members make curricular decisions. 
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Teacher tTnn-mal 

Lynne Yennanock Strieb (1993) uses journals to look 

closely at her curriculum. She states her journal "is a 

place for planning, for raising questions, for figuring 

things out, and for thinking" (p. 122) . I used the journal 

as a tool to develop initial theories about patterns of 

negotiation, student understandings, and my role as teacher, 

that I noticed in conversations and observations dviring the 

planning conferences. I wrote in it throughout the rest of 

the school year to record the history of the curriculum and 

specific student conversations. The teacher journal was used 

to record reflective observations and notes about what 

occurred in the classroom. I wrote in the journal during 

class whenever students responded in their learning logs. 

During the intensive data collection times (whenever the 

planning conferences occurred throughout the two years) , I 

wrote further observations and reflections in the joximal 

after school when there were no distractions. I wrote about 

what seemed to be the most important events that happened 

during the day (Power, 1996) . Taking the time to reflect on 

the day in a journal is a great resource when trying to 

recreate the history in the classroom. Cochran-Smith and 

Lytle (1993) define journals as "accoimts of classroom life 

in which teachers record observations, analyze their 

experiences, and reflect on and interpret their practices 

over time" (p. 26). 
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Field Notes 

Teacher field notes were used to record observations 

throughout the school day. Intensive field notes were taken 

during the data collection weeks of the planning conferences, 

while less intensive field notes were taken during the rest 

of the year. Notetaking is a common way of gathering data 

for research by recording direct observations of the actions 

the teacher sees in the classroom. Usually these notes 

include who is being observed and the context of the 

observation. They can be used to observe students through 

kidwatching (Y. Goodman, 1978) . The field notes were used as 

a primary source to captxire the content of conversations in 

the planning conferences to add to the thick description 

necessary for qualitative research. When I took intensive 

notes, students knew that I was in their group to observe. I 

needed to divert my eyes downward to signal to the students 

that I was not in their group to participate but to write 

down the content of their conversations. The field notes 

were raw data, initial observation and recordings of what I 

saw happening. 

In Pat McLure's multi-age primary classroom, she sits in 

the back of the room and takes notes when children sit in the 

author's chair to read their writing to the whole class. Her 

purpose of being in the back is to focus the group on the 

student writer and writing, not the teacher (Newkirk, 1992) . 

Like McLure, I devised a way for students not to focus on me 

as the teacher, but to listen and look at each other. By 

diverting my eyes and writing in my notebook, students tended 
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to participate and not demand my attention. 

Field notes were also a secondary research source to 

locate dates of origin of certain conversations that come out 

of the initial analysis of the planning conference and to 

locate relevant taped conversations in literature and inquiry 

groups. During the planning conferences students referred 

back to discussions from the literature and/or inquiry groups 

as a new focus was negotiated. The field notes acted as a 

source to locate the date and particular group so location of 

the taped conversation could be accessed. 

Audio Tapes of Discussions from Plcuinina Conferences 

Another form of data was audio tapes of students' 

discussions. This was somewhat frustrating at first and my 

tendency was to tape too many interactions. Taping with no 

thought to the purpose or fxinction of the data can result in 

too much data and too little focus by the end of the study 

(Hubbard & Power, 1993) . Therefore, I taped students 

primarily during the intensive data collection weeks of the 

planning conferences. In particular, I taped the discussions 

of the small group conversations about question three of the 

planning conference (What are topics, issues, and questions 

you have that you would be interested in further study 

related to the broad concept?). 

Twenty-foxir tapes were taped and transcribed that 

provided an accxirate oral record of events as they occurred. 

They captvired the exact content of conversations that was 

difficult to capture through field notes or the teacher 

journal. The taping also proved to be another ear in the 



classroom when several conversations occurred at one time and 

I wasn't available to be everywhere at once. Audio recording 

was initially intrusive as the students were quite fascinated 

by the P.Z.M. microphone. This microphone is a square medal 

piece of equipment with a long cord that can be shuffled 

aroxind the room easily and turned on or off without the 

students' knowledge. The novelty of being recorded wore off, 

to the point that I found the students realized when they had 

important conversations and asked me if they should be 

recorded. 

Whole class discussions from the planning conference 

were initially recorded at the beginning of the 1995-96 

school year but were eliminated from the data collection 

after the first conference of that school year. 

Teacher Role Interview 

The purpose of the teacher role interview was to get at 

the students' understandings of the role of the teacher in 

the negotiation process. Interviews were conducted with all 

students in groups of four to examine their perceptions of 

the teacher's role during the 1995-96 school year of the 

research. Interviews took place in November 1995 and in May 

1996. Originally the data collection time was to end in 

November of 1995, but after initial analysis of the data I 

decided to continue data collection until May and to 

interview the students at the end of the year. The two sets 

of interviews were not used for coitqparisons, but as 

additional data sources. 
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1. Tell me about this process of figxiring out a new 

class focus. How do you decide what the new focus 

will be? 

2. What do you do during the new focus exploration 

time? 

3. What does the teacher do dxiring this time? 

4. What would youy like to see the teacher do 

differently? 

Ficmre 2.3. Teacher role interview questions. 

The questions were developed in an earlier research study on 

the role of teacher in literature groups (Crawford, 

unpublished; see Figure 2.3). The November interviews were 

recorded in field notes, while the May interviews were taped 

and transcribed. These interviews were to help me understand 

the students' perspective of the teacher's role. 

Audio Tapes of Literature Groups or Inouirv Groups 

Literature or inquiry discussion groups were taped as a 

way to confirm where and why certain conversations began that 

affected the change of the new focus. Fourteen group 

conversations were selected to be taped because of the 

interactions and discussions in their groups. The students 

conversations had lots of talk about their topic or book, 

and they seemed to be making connections and insights that 

might affect the next focus of study. The decision of which 
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groups were taped was made by examining my field notes of the 

group' s content and students' response logs as to the content 

of the discussions. Five tapes were transcribed and coded. 

These transcripts were primarily used to observe the role of 

the teacher within the group. 

Student Artifacts 

Student work related to the research questions was 

collected and photocopied as secondary data sources. 

Specifically, students were asked to reflect in response logs 

such as learning logs, literature logs, and other personal 

journals on the broad concept as it related to pieces of 

literature, field trips, or certain events. The main purpose 

was to find connections and understandings the students made 

to the broad concept and other focus studies. 

Literature Restaonses 

Students responded to literature as it related to the 

broad concept. Reflections took the form of: written 

reflections where students respond in a free style format 

about the book, sketch to stretch where students sketch out 

their meaning derived from the book, written conversation 

where two students write their responses in a dialogue 

format, and comparison charts where students compare two or 

more pieces of literature. After completing most read-aloud 

chapter books, I asked to students to respond to the book as 

it related to the broad concept. I collected these 

reflections, photocopied them, and filed them away. These 

materials were initially purposeful to facilitate 
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tinderstandings of various emerging patterns and themes 

related to connections and understandings. 

Learning Logs 

Learning logs are notebooks where students generate 

entries, notes, lists, drafts, observations, and ramblings. 

Entries in learning logs were made everyday to record 

students' thoughts, questions, and connections to the 

curriculum in the classroom. I looked through students' 

learning logs once a week to learn about the students and to 

inform my teaching. I looked for patterns and themes across 

the notebooks as they related to the negotiation process, 

connections and understandings, and the role as the teacher. 

These entries were photocopied and filed for analysis. 

Pf3f»-r n^h-riefers 

I met with other colleagues to talk about the data and 

my initial understandings of the research. I chose several 

people to debrief on the research. One person was chosen 

because she was removed from the research. Conversations 

occurred weekly to discuss the collection periods, initial 

analysis, and then, as this document was being written to 

talk over the process of a dissertation. Other debriefers 

were people who were familiar with the inquiry process, and 

in particular, people with whom I had worked in previous 

research settings. These colleagues were chosen because of 

their understandings of the inquiry process and their 

willingness to listen to my findings as they related to the 

negotiation process. 
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Data Analysis 

The purpose of this study was to intentionally examine 

the process of negotiation which the teacher and students 

went through to make connections to discover a new focus of 

study. Merriam (1988) states that "the process of data 

collection and analysis are recursive and dynamic" (p. 123) . 

The data analysis was ongoing throughout the study. It 

included analysis while I was still collecting data as well 

as analysis after the two-year study was coii5>leted. I agree 

with Miles and Huberman (1984) that analyzing data while 

still collecting can help fill in gaps or test new ideas that 

emerge dioring analysis. Because this study lasted over two 

school years, I was able to review the data collected in the 

first year and make changes to begin the second year. 

I examined the data for patterns and themes that emerged 

by implementing a constant comparative method of analysis 

(Glaser & Strauss, 1967). Glaser and Strauss describe four 

stages of this method: "Comparing incidents applicable to 

each category, integrating categories, delimiting the theory, 

and writing the theory" (p. 105) . This is known as grounded 

theory or cons trnic ting theory from the fieldwork (Shatzman & 

Strauss, 1973). 

My analysis is closely tied to the four stages of Glaser 

and Strauss. My initial analysis of the data came from 

reading through ir^ field notes and journal to decide how to 

organize the data that was collected. Decisions were made 

about the student artifacts that needed to be collected on a 

regular basis. Some of the data was photocopied with 
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originals being returned to the students. The data was 

marked and filed in storage boxes for more intensive analysis 

at a later date. Keeping the research questions in mind was 

the driving force in determining what was collected. Three 

categories emerged initially from my focus on the research 

questions: (1) the role of the teacher, (2) the negotiation 

process, and (3) the connections students made. 

In the second stage of analysis I transcribed six tapes 

from the planning conferences as well as the teacher role 

interviews. The planning conference tapes were from the 

first conference in October. I transcribed some of the tapes 

myself and had some transcribed by a professional 

transcriber. I went through all of the field notes and 

journals and integrated them into one document from August 

through October. The field notes were raw data of 

observational notes, while the journal included more 

methodological and theoretical notes. These two data sources 

combined to provide a broad view of the classroom. 

I read through the transcripts and notes with three 

different colored highlighters in hand, looking for comments 

that fit the three categories; pink for teacher role, green 

for process, and yellow for connections. After a first 

reading, I went back to the highlighted comments and wrote 

down what I thought the theme of the comment was, or a brief 

description of it. The transcripts were then tagged with 

colored post-it notes that matched the three highlighters so 

initial categories could be located easily. Another set of 

post-its were made with the comments written on them and the 
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location of where the comments came from. For example, for 

the teacher role a pink post-it was marked "teacher journal, 

p. 3. Setting up classroom experiences." 

The second set of post-its was transferred to separate 

sheets of paper, by color of the post it (see Figure 2.4). 

Looking at each group I read through the comments and created 

categories under each broad focus of teacher role, process 

and connections. The first two categories, teacher role and 

process, had many examples and categories were easily 

identified. The connections category did not have many 

examples, but I created sxob-categories with fewer examples 

than with the other two categories. 

The next stage of analysis occurred after all of the 

data was collected and transcribed. I analyzed the data 

chronologically by date, by first going through all the data 

and making piles of each time period in the year. The piles 

consisted of: Spring 1995, August-October 1995, November-

December 1995, January-February 1996, March-May 1996, July 

1996. Student artifacts from the different times of the year 

were integrated into each pile. I began by going through 

each pile with the category sheet, highlighters, and post-its 

to mark significant findings. Sub-categories were changed 

and defined more carefully as more data was analyzed. I 

continued to highlight comments cind write comments on post-

its for student artifacts and my notes. In the planning 

conference and teacher role transcripts I wrote both on the 

transcript itself as well as on a post-it note. The 

connections category was not supported well enough by my data 
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in influencing and facilitating this negotiation from 
one class focus to another 

Figure 2 . 4 . Emerging categories . 
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analysis strategies. I believe the students made 

connections, but I did not have enough data to make 

theoretical statements about them. Therefore, I eliminated 

the research question but retained the data as a sxib-category 

under negotiation process category. I made a table of the 

two sets of categories to use as I continued to analyze data 

(see Table 2.2). 

The categories were clearly defined at this point and 

examples for each category were selected in order to write 

about the emergent theory that I was developing. The data 

was then organized into piles by data sources for easy access 

when looking for specific examples. The categories are 

described in Chapters 5 and 6. 

Trus tworthines s 

Trustworthiness was established to generate confidence 

for the reader of this research. Every effort was made give 

this research rigor through credibility, transferability, and 

dependability (Lincoln & Guba, 1985). 

Credibility was established because of the prolonged, 

persistent observation that took place in the classroom. 

Data collection took place specifically during the planning 

conferences throughout the two years as the class went 

through a focus change. Triangulation of the field notes, 

teacher journal, student artifacts, and talking with other 

colleagues as peer debriefers about the process also brought 

credibility to the research. Special care was given to find 

what didn't fit into the categories and to the anomalies. 
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Table 2.2 

Table of Categories 

Role of Teacher Process of Students 

Organizational Structures 
•The physical setting 
•The Tools 
•Schedule and Lesson 

Plans 
•Organizing Groups 

Focus Lessons 
•Offered by teacher 
•Offered by students 

Setting up Structures for 
Reflection 

•Structures for informal 
reflection: 

-Learning logs 
-Class Meetings 
-Literature 

discussions 

• Structxires for formal 
reflections 

-Presentations 
-Portfolios 
-Broad Concept 

reflection 

1. Making Decisions 

2. Listening 

3. Organizing 

4. Assvuning different roles 
in discussions: 

•Facilitator 
•Analyzer 
•Expresser of other 

Perspec t ives 
•Reflector 

WorkdLng Towards 
Unders tanding 

•Connections to personal 
lives 

•Connections to 
classroom studies 

Facilitator 

5. Kidwatcher 
•Reflection 
•Ref lexivity 
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Transferability came through, a thick description of 

theresearch itself. Being the teacher and researcher in the 

classroom gave me a lens that an outside researcher could not 

have. Dependability is evident in the paper trail of the 

research. The field notes and journal entries have been 

further analyzed to change the sources from initial and 

personal reflections into methodological and theoretical 

responses. 

Conclusion 

This qualitative study employed a teacher-researcher 

perspective to examine the negotiation that occurred when 

moving to a new class focus. The site was selected 

purposefully because I, as the teacher-researcher, chose this 

location to return to after a leave of absence from the 

school district. 

Data was collected through field notes, teacher 

joximals, audio taping of planning conferences, teacher role 

interviews, student axtifacts, audio taping of literature 

groups and inquiry groups. After the initial analysis to 

determine themes and patterns, data collection was changed to 

ensure the inclusion of all student voices. 

The data analysis was a time to make insights from all 

the messiness of analyzing. My house was constantly full of 

color-coded piles of papers where one day I saw nothing of 

value, but when triangulated with other data sources or after 

conversations with others, suddenly made sense. The students 

knew the importance in the years of the study because of the 

of the artifacts I collected from them. A paper trail that 
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consists of many boxes that I'll not be able to get rid of, 

just in case. This ending quote by Hubbard and Power (1993) 

makes a final comment, "The business of getting to the true 

vision of what you have found in your research involves 

sifting through data, seeing and seeing again the truths 

underlying the busy-ness of classroom life" (p. 96) . 
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CHAPTER 3 

THE BROAD CONCEPT AS A CURRICULAR STRUCTURE: 

DESCRIPTIONS OF CLASS HISTORIES 

Through my work in an inquiry based classroom I have 

come to recognize the need for an overarching concept that 

the students and I can use as a framework to connect our 

classroom and individual inquiries across the year. If 

learning is a cycle {Dewey, 1938) or a spiral (Taba, 1962) 

then there needs to be a common point of connection that 

weaves through the framework in order to help learners make 

connections. "A broad umbrella concept is one from which 

almost any topic or issue could be examined so there is no 

limit on what students can decide to pursue" (Short, 

Schroeder, Laird, Kauffman, Ferguson, & Crawford, 1996). 

Broad concepts such as Harmony, Change, Cycles, Sense of 

Place, Making a Difference or Storying provide many possible 

points of connection that can weave across the day and year 

without students' inquiries being forced or restricted. 

In an initial es^loration of using a broad concept with 

students, I worked on a teacher research project with five 

other teachers. We conducted "systematic, intentional 

inquiry" (Lytle & Cochran-Smith, 1993) as teacher researchers 

in our classrooms looking at children's understanding of time 

and perspectives (Crawford, Ferguson, Kauffman, Laird, 

Schroeder, & Short, 1994). We chose our broad concept, 

"Discovery, " initially to support a historical look at the 

discovery of America. We thought "Discovery" as a broad 
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concept could connect to students' imderstandings of the 

issues around Christopher Columbus and go beyond to other 

topics and issues. Throughout the school year students were 

asked to rethink their understandings of discovery through 

interviews at the beginning and ending of the school year and 

through their daily school engagements. Each classroom 

developed a unique imderstanding of the concept of 

"Discovery" through the individual classroom experiences as 

well as the students' own experiences. 

As I reflected on that research year, I began to 

understand the broad concept as a red thread which the 

students can weave through the issues, topics and concerns of 

their lives so they can make their own personal connections. 

I see it as a red thread because the eye is aware of the red 

thread; it is visible and is noticeable without being too 

obtrusive. The red thread pulls all the other threads in the 

curriculum together. The broad concept is an aspect that is 

visible in the ciirriculum and it is part of the whole picture 

that cxirriculum takes on. 

Broad concepts provide a focus for teachers to think 

about the beginning of a school year without predetermining 

the curriculum. Dorothy Watson (Watson, Burke, & Harste, 

1989) states that teachers engage in "planning to plan" but 

the actual plan comes with all learners involved in their 

curriculum. Short & Pierce, along with several teachers 

including myself, parents, and students reviewed, children's 

books in The Reading Teacher from 1993-1995 using a different 

broad concept for each column as a way to focus on possible 
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issues and topics. From these issues and topics we developed 

text sets that the readers of the journal might see as 

possible ways to use literature within a broad concept. 

These "planning to plan" webs do not predetermine the topics 

and themes for the school year, but give a framework to think 

about possibilities and to consider topics and resources 

(Short, Schroeder, Laird, Kauffman, Ferguson, & Crawford, 

1996) . Planning to plan provides a way to consider possible 

curricular experiences for the classroom learning 

environment. 

Previously at the beginning of the school year the 

students and I used to brainstorm a list of "What we want to 

study this year" which usually included topics such as 

deserts, oceans, animals, pollution, or specific countries. 

This list was not always useful in those first couple of 

weeks of the school year, which usually meant they were not 

issues and questions that had the potential to push students' 

understandings of current controversial issues. Life in a 

learning community is nurtured by the interests, ideas, and 

support of others (Peterson, 1992) and that takes time to 

develop. Students and teachers need time together to create 

a learning community that is safe and risk free in order for 

their real questions to surface. 

Previously, throughout the year as one inquiry from a 

focus study ended, we would choose a topic from our web on 

"What we want to study this year" for a new focus study. 

There was no connection from one focus to another; no current 

thinking and understanding of how the two focuses might 



112 

relate to each other. There was no recognition that students 

need to make connections to their own experiences (Dewey, 

1938; Goodman, Smith, Meredith, &. Goodman, 1987; Short & 

Harste, with Bxirke, 1996) so they can think through the 

questions that really matter to them. The broad concept, as 

a red thread, pulls the learners' xanderstandings together to 

tighten and weave a deeper understanding of issues that are 

important to the students that connect from one focus to 

another. 

In the first year of this research I chose the broad 

concept before school started so that I could prepare initial 

experiences and help students connect from their own 

experiences to the broad concept. At the end of the first 

year when the classroom became a multi-age classroom and half 

of the students continued with me for a second year, the 

students and I reflected on our current understandings of the 

broad concept to discover a new broad concept for the 

following year. 

This chapter is set up into two sections, each of the 

history of the school years. The subsequent chapter 

highlights the planning conferences during the specific data 

collection periods, from spring 1995 until July 1996. In the 

first year the planning conferences are not separated because 

the research focus on negotiation did not begin until toward 

the end of that first school year. The 1994-96 school year 

our broad concept was "Harmony" and the 1995-96 school the 

broad concept was "Making a Difference." The history 

includes a description of how the two broad concepts were 
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introduced to stsurt the years and the roles they played for 

each focus study. At the beginning of the two sections there 

are flow charts that show how cxirriculum unfolded throughout 

each school year. 

The flowchart for the 1994-95 school year (Figure 3.1) 

has the broad concept "Harmony" that flows through the school 

year. It is set up as a time line of the content of the 

curriculxjm that occurred. Each section that is emphasized 

with an oval or rectangle signals the focus study that 

occurred in the classroom at a particular time of the year. 

The words coming from each focus study are the inquiries the 

students investigated during the particular focus study. The 

knowledge systems within each inquiry ranged from social 

issues such as anti-racism or homeless and poverty when 

studying "Getting along in o\ir World" to ecological issues 

such as recycling or change over time when studying "The 

Environment." 

Harmony: The 1994-95 School Year 

The school year started like most years, I had my 

nightmare about oversleeping, not having the classroom ready, 

and being without a plan for the first day. To add to the 

typical anxiety of first day of school jitters, I was new to 

the staff at Warren Elementary. Although in previous years I 

was part of a study group with teachers from Warren and my 

former school, Maldonado, there was still much to learn about 

the faculty, the community, and of course, my students. 

My personal teaching materials were moved into the 

classroom several weeks before school started. With the help 
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Broad Concept of "Harmony", 1994-5 
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Figure 3.1. Flowchart for 1994-95. (figure continues) 
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of my student teacher, Nancy, we began setting up the 

background work for our year. The view out of the classroom 

window looked out unto the desert with a rugged mountain that 

was so close you could almost touch it. Two days later a 

huge portable classroom was set up in front of my window so 

now there was a view of a gray wall. We overlooked that 

glitch and tried to make the space inside look more 

welcoming. The classroom was, to take a phrase from a 

familiar Bible story, "A coat of many colors." The door was 

painted fire engine red, while the wall adjacent to the door 

was a clashing shade of red. The largest wall in the room 

was covered with a burnt orange color fabric bulletin board. 

The accordion wall that separated the adjoining room was 

painted cream colored and was peeling from tape that had been 

stuck to it in 20 years of use. I was informed that the 

building was going to go xonder construction for remodeling 

that year but for now I knew there was much to do to get the 

room aesthetically appealing. I began by purchasing blue and 

yellow fadeless paper to cover the burnt orange and peeling 

cream walls. I felt better about the walls, but next it was 

onto the class design. 

As one of the first assignments I asked Nancy to come up 

with a floor plan for the room. After a discussion of what I 

thought a successful floor plan might entail, she designed a 

plan that had a large meeting area and a large area for the 

classroom library. We set up these areas and moved tables to 

where they fit for the rest of the room (see Figure 2.1) . 

We used a similar floor plan for the entire year, so a well 
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thought out plan saves time of rearranging throughout the 

year, although if the plan doesn't work, I'll be the first to 

change it. Finding a floor plan that flows and allows 

students to work independently, in small groups, and in large 

groups is not easy to design in the limited square footage of 

a classroom. 

Planning to Plan 

In the spring before Year I of the study, I chose to use 

"Harmony" as an overarching broad concept that the students 

and I could connect to throughout the school year as a 

framework and touchstone. This concept was chosen because of 

my interest in music and in how students used music to create 

meaning. I thought the broad concept of "Harmony" might make 

a connection to music while students might not find the 

connection as easily in other familiar broad concepts. I 

brains toirmed what I thought harmony was during the spring and 

summer as a psLCt of my planning to plan the curriculum for 

the beginning of the year. I used some of the ideas that 

came from The Reading Teacher children's books column: 

"Living in Harmony" (Short, Crawford, Crowell, Giorgis, 

Kauffman, Peterson, Phillips & Schroeder, 1995) . The coliomn 

on harmony (I was one of the coauthors) was designed and 

written while I was thinking about the school year. Issues 

that came out of harmony were: nat\ire, war and peace, music, 

changing perspectives, environmental awareness, justice in 

the world, and diversity among all people. Nancy, the 

student teacher, and I met several times during the summer 

and developed text sets for these different issues. We did 
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not spend a lot of time developing the text sets because I 

knew the areas would most likely change once the school year 

began, and we, as students and teachers, defined what harmony 

meant to us as a community. 

I also met with Reesa Phillips, a foiirth grade teacher 

in my district, before the school year and we discussed how 

we each would inclement our own broad concepts into our 

individual fourth grade classrooms. We brainstormed 

initiating experiences to introduce our broad concepts in our 

classrooms. Oior hope was that the experiences we provided 

would be open enough for them to make connections to their 

own lives and experiences. In both of oxir classrooms we 

provided similar experiences such as a literacy dig, a 

collection of items representing themselves as learners that 

they bring to share with others; Getting to Know You 

articles, where students interview each other in order to 

understand another person in the class; time lines on them or 

family; literatxire discussions with partners, small groups, 

or the total class on books related to family self and 

community; and conversations and webs on harmony. These 

community building experiences would be set up so students 

could engage in them about what they already knew related to 

themselves, their families or other class members. Reesa and 

I met several times before the beginning of the school year 

to talk about these initiating experiences as well as to form 

text sets around issues we thought might come up in the 

classroom as they related to our broad concepts. 
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Weaving the Broad Concept 

Through Initiating Experiences 

On August 15, 1994, the fourth grade class started with 

31 students, the exact number needed in Tucson Unified School 

District to allow a teaching assistant to be assigned to the 

classroom. Four weeks later, on the day teaching assistants 

could begin, I lost two students which put me below the 

number needed to have an assistant. By Thanksgiving holiday, 

I had dropped a total of seven students. Throughout the 

whole year there were approximately 38 students that were 

assigned on my class list. The average nximber of students at 

one time was about 27. At the end of the year there were 19 

class members who were there from the beginning of the year. 

The community has both transient and stable neighborhoods. 

I met a few students before the actual first day of 

school during registration. On the first day of school I 

clearly remember meeting Thea Cromwell. She came running 

into the classroom 20 minutes before school started and 

wanted to meet me and help in the class. She was like a 

whirling dervish, running from one part of the classroom to 

the next asking questions, and helping herself to supplies. 

The bell eventually rang and the first day of school began. 

Students picked two name tags; they wore one and placed the 

other on a ctibby. That took quite a while before we met in a 

circle on the carpet which would be the forum for many 

discussions in the year to come, a place that students would 

laugh, cry, question themselves and others, and grow as 

learners. To me the class meeting is a crucial aspect of the 
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day where students are able to bring up topics, issues, and 

concerns of school happenings. In this first class meeting I 

had ray very organized and planned format to begin the year 

and the students had their"s. Someone had to give, and so 

began the negotiation that carried throughout the year. 

The actual plans of the first couple of weeks of school 

were carried out through the initiating experiences that were 

set up to define the broad concept "Harmony" as a community. 

The students wrote free writes about what they thought 

harmony was and then discussed their thoughts in small 

groups. The class met as a whole group to web out their 

current understandings of the concept "Harmony." The web had 

about 50 branches of words, phrases and sentences of what 

they thought it meant which included music, animals, people, 

wars, and attitudes. The web was left on the front board in 

clear view so students could add to the web as they needed in 

the first several weeks of school. 

Several books from the text sets that were developed 

off of the "Harmony" web in the planning to plan were 

selected by me to be read during different times of the day. 

Several family stories were selected to help students define 

harmony within the characters' families as well as make 

connections to their own families. Eleanora Tate's (1994) 

Front Porch Stories at the One Room School House was selected 

for the first chapter book to be read aloud daily because it 

is short stories where the characters in the book told 

stories about their families and commiinity. Picture books 

such as The Relatives Came (Rylant, 1985) ̂ Smoky Nights 
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(Biinting, 1994) , Miss Rumphius (Cooney, 1982) and 

Grandfather's Joumev (Say, 1993) were a few of the books 

chosen that were read aloud dxaring different parts of the day 

to initiate discussions that connected "Harmony" to family 

and communities. Students were asked to initially respond to 

the books orally and then move into other ways of responding, 

such as composing and drawings to communicate their 

connections and xonderstandings of the books. 

A set of paired books with a family and/or community 

theme were selected for partner reading to connect their 

understandings of family and community with the broad concept 

of "Harmony." A set of partners read one of the paired books 

while another set of partners read the other book in the 

pair. Each set of partners was encoxiraged to talk about the 

books, then all four students came back together to discuss 

both books. The newly formed group of four students 

discussed the issues and concerns they had of the two books. 

Many students wanted to read both books and so they traded 

their books. As a class we discussed what we thought the 

main issues of the books were as they related to "Harmony." 

Six main areas emerged from the discussions. Issues around 

Jewish culture, grandparents, brothers and sisters, large 

families, teachers and school, and the elderly. Text sets 

were created from these topics and the students browsed, 

selected and formed new literature groups. As these groups 

met, students were asked to think about the harmony they saw 

in the books. 
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Getting to Know You (Short & Harste, with Burke, 1996) 

was another experience we engaged in at the beginning of the 

year. This is a writing assignment where students pair off 

and interview each other in order to create a class newspaper 

that introduces each class member. As a class, we 

brains to rmed questions we could ask someone we didn't know in 

order to find out more about them. Students took several 

weeks to go through a writing process on this assignment. 

Many students had difficulty with the actual mechanics of 

writing and note taking. One reason, I believe, is because 

they did not feel comfortable with their ability to write. 

These students were going to leam a lot about risk taking 

and trusting other class members. This was one of the first 

of many collaborative assignments they had. When some 

students finished their final copy of a typed version and 

began making a display of their article with the person's 

picture, more students were encouraged to continue with their 

work. The articles were on display most of the year on one 

of the large bulletin boards and were great for new students 

and visitors to get an initial understanding of the class 

members. 

The literacy dig and time lines that were in the 

planning to plan did not take a strong root in the classroom. 

Most students worked on time lines because it was an 

assignment by the teacher as opposed to something they were 

interested in. Only two people bought into the literacy dig. 

I think this occurred for a couple of reasons. One, there 

was so much going on at the beginning of the year that the 
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students became overwhelmed by the amoxint of school-and-home-

connections engagements I had planned; and secondly, I chose 

to drop the literacy dig because I did not introduce it well 

and carry through with it by talking about what people could 

bring to share. 

During the first month of school an exploration of 

cubism art was introduced. I did this because initial 

reactions to cubism can appear to be disconnected, with no 

apparent harmony. I wanted to see if students could find 

harmony by examining and analyzing this art form. Students 

browsed through art prints, books on artists such as Picasso, 

Kandinsky and Klee, and experimented with geometric designs 

to make their own cubism portrait. I had the students create 

a portrait of a person using only construction paper, 

scissors, and glue. No pencils or writing utensils of any 

kind were used because I wanted the students to explore 

through geometric shapes and designs. Students chose a plain 

sheet of paper for the background and were asked to make a 

head shape to fill up most of the paper, and then cut it in 

half. Then they made face shapes such as eyes, nose, mouth, 

and ears. To add to the discomfort many were beginning to 

feel, we then traded shapes with other people in the 

classroom. Everyone needed to trade several pieces before 

they glued anything. Many students who voiced their dislikes 

of drawing and "doing art" were creating beautiful pieces. 

Their work was displayed in our gallery of art work. Kyle, 

who is a portrait artist, could not accept this style of art 

because it was not symmetrical and perfect. He became angry 
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because the shapes he received from other people were not to 

his liking, and he wouldn't use them. He was encouraged to 

make his own and not trade, which he did, but he still was 

discontented with this project. We then reflected on where 

we saw harmony in this artwork. Many students commented on 

being able to share with others by trading pieces. Some 

students only traded with one other person so their portraits 

were similar and they thought the two together showed 

harmony. It was important to discuss these pictures not only 

for their likes and dislikes of the assignment but for how 

harmony played a role in the assignment . 

After finishing the first chapter book I read aloud, I 

chose to read The Green Book (Walsh, 1982). This futuristic, 

science fiction book about a community which needs to leave 

the planet Earth and reestablish itself on a new planet 

brought up many issues of trying to build a community. The 

students connected to the importance of trusting other 

people, sharing belongings with others, and discovering new 

ways of living. Another chapter book read aloud at the 

beginning of the year was Crazv Ladv (Conly, 1993) , about a 

boy who helps out the "crazy lady" on the block and her 

mentally-retarded son in exchange for tutoring lessons by 

another neighbor. 0\ir class had three mildly or mentally-

retarded students that spent the morning in our class and 

went with the Mr. Franklin, their special education teacher, 

in the afternoons. Several students brought up at class 

meetings the way these students were being mistreated by 

other people, including people in our classroom. This book 
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gave students the chance to talk about how it felt to be 

teased by others, and Jennifer said she got angry when people 

teased the "special" students in our class because her 

younger brother is also mentally retarded. I visited 

Jennifer at her home around this time and met her brother. 

Jennifer brought a picture of her brother for me which we 

proudly displayed with other class photographs in oxir room. 

Peacefulness seemed to flow through her every time she saw 

his picture. Was this a feeling of security she found in our 

class because her brother was not teased by her classmates? 

Her definition of harmony moved toward peace and tranquility 

as she realized her classmates accepted her family. 

Getting ready to start a new year takes a lot of thought 

and organization. The broad concept provides a touchstone 

that doesn' t impose topics or themes but provides an arching 

framework that can be used to help pull back and refocus to 

make connections to the cxirrent themes, topics, or focuses. 

Initial Concept Web Through Exploration Centers: 

Negotiation of the First Class Focus 

We went through a brief reflective portfolio process 

after two months of school to collect and reflect on the work 

that had been done up until that point. My purpose as the 

teacher was to have students collect and analyze their work. 

During this time we also went through a state- mandated test 

for fourth graders. The Iowa Test of Basic Skills. This was 

the first standardized test most of these students had 

experienced. It was so disjointed from the rest of our 

curriculum. 
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We were approaching the middle of October and had not 

found a class focus yet. My student teacher was getting 

worried because she knew she was going to take over in 

November and felt like she needed to plan out her "University 

required unit." As in years past with student teachers, I 

knew planning out a unit a month in advance was not meshing 

with my understandings of generated curriculum through 

negotiation. Talking with Kathy Short about exploration 

centers helped me understand the importance of giving the 

students time to wonder and wander through their 

understandings of harmony before we jiimped into a focus. 

Exploration centers consist of related sets of materials for 

students to explore and record their observations and 

wonderings through writing and sketching (Short, Schroeder, 

Laird, Kauffinan, Ferguson, & Crawford, 1996). By listening 

carefully to my students, I heard five areas on "Harmony" 

that kept coming out in class discussions. They were 

"Harmony" in music, world affairs, war/peace issues, the 

environment, and natxire. Exploration centers were designed 

around these areas. Music had three centers: a text set on 

music books and composer books; a place to play and create 

music with instruments such as driims, rain sticks, 

tambourines, and other rhythm instruments; and a place to sit 

and listen to different music. The World Affairs had two 

centers: a tape of CNN's "At the Top of the Hour" from the 

night before and a chance to discuss it with other viewers, 

and an election ballot on the upcoming November elections 

where students could discuss the candidates and vote for the 
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officials of their choice. The Nature center had three 

centers: exploring space including current information on 

the comet that had just hit Jupiter, a nature walk up the 

mountain near our school with the student teacher, and a 

collection of rain forest books. The environment centers had 

three centers: making a collage of rain forest plants and 

animals, sorting and weighing recyclables that were collected 

on the nature walk, and making dirty water clean through a 

water filter. The last group was War and Peace and consisted 

of: listening to a taped reading of Faithful Elephants 

(Tsuchiya, 1988) with the music of Barber, Adagio for 

strings, playing in the background; using watercolors to 

respond to the book; and reading current newspaper clippings 

and magazine articles on the Middle East war and using 

graffiti paper to write emotions, feelings, understandings 

and wonderings. 

Every day the centers were set up for the students to 

browse through. They were not assigned to a center each day, 

but entered the centers as their interests drove them to the 

materials within them. The students did not engage in one 

center the entire time but were encouraged to get up and walk 

around to explore all the different centers. At the end of 

the exploration time that lasted anywhere from an hour and a 

half to two hours, students were encouraged to respond in 

logs that had headings on the pages of "Today I noticed . . 

on one side of the log and "I wonder . . ."on the other. 

Students wrote about their experiences of the day. At the 

end of the week we came together to discuss our "I wonder . . 
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." statements. I wrote two questions on the board for them 

to think about: (1) What questions did you have from all the 

exploring this week? and (2) What areas of "Harmony" do you 

want to explore further? Students wrote down their thoughts 

first and then discussed them with partners. During this 

discussion time, I noticed students really listening to each 

other and sharing their comments. As a class we shared oiir 

comments which were focused around Environment and Nature 

issues and because of this sharing our class decided to have 

our focus study on "The Environment." 

Class Focus on The Environment 

The next four weeks Nancy, the student teacher, took 

over teaching as part of the requirements from the University 

of Arizona. She was responsible for creating lesson plans, 

and formal teaching in the classroom. I believed my role 

while she taught was still an active learner in the 

classroom. I did not remove myself while she taught. She 

was responsible for carrying the plans out in the classroom. 

Text sets were formed aroimd issues that came from the 

students' "I wonder" statements from the exploration center's 

reflections. The sets included change over time, 

recycling/garbage, endangered/extinct species, trees, desert 

environment, and rain forests. Nancy had developed sets of 

books for some of the issues our class came up with from a 

previous unit that she worked on in her University course 

work. We needed to put together two more sets of books from 

the issues. The text sets would be introduced the following 

week. Due to a family emergency I was out of school for the 
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first week of Nancy taking over in the classroom. Because 

negotiating cxirriculum was new to Nancy and because of my 

lack of input during this time period, the focus study on the 

environment turned into a teacher directed unit on the 

environment. She was in control of the curriculum. She 

brought in great experiments for the students to watch her 

do, and other activities for the students to engage in. 

The students asked questions about the environment 

during the reflection process on the exploration centers that 

were not being addressed in this planned unit. I would like 

to say the students were going into a small inquiry process 

on the environment, but I just don't think it was happening 

because of Nancy's experience of teacher-directed units. I 

chose not to interfere with her teaching because she didn' t 

feel she had any sense of authority in the classroom. She 

needed to feel a sense of acconplishment of what she was 

doing and I thought I could look at this time as a wondering 

and wandering of ixtposed environmental issues. I don't want 

to sound negative on her work as a student teacher because I 

would not have taken off time from work for my family 

situation if she wasn't a strong and imderstanding teacher. 

Negotiation of a New Class Focus II 

The students and I went through a process over several 

days in December of finding a new class focus to begin the 

new year in January. I began by talking about how to discuss 

and identify the students' wonderings, questions, issues, and 

concerns. I read Eve Merriam' s The Wise Old Woman and her 

Secret (1991) to see what the students thought about the 
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questioning of the little girl in the story. Several 

students commented on the ability of the little girl to ask 

many questions. I also read a poem, "I wonder" by Jeannie 

Kirby (1993); the students had a written copy. 

I wonder why the grass is green. 
And why the wind is never seen. 

Who taught the birds to build a nest. 
And then told the trees to take a rest? 

O, when the moon is not quite round. 
Where can the missing bit be found? 

Who lights the stars, when they blow out. 
And makes the lightening flash about? 

Who paints the rainbow in the sky. 
And hangs the fluffy clouds so high? 

Why is it now, do you suppose. 
That dad won't tell me, if he knows? 

After the first reading, students were asked to respond in 

writing to the poem on the back. We repeated the reading 

aloud of the poem two more times with different people 

reading it cuid then a time for responding after each reading. 

Billy's first response was "It was great because it made 

sense" and then said why he thought it made sense, "... 

because the little girl was asking so many questions about 

who taught somebody to build and color rainbows." Brooke' s 

first response was "It was neat." She moved into a retelling 

of the poem in her own words. Her last response was 

conveying a meaning for her, "It really talks about nature 

and how it can be like The Wise Ladv. . . . You can be nice 

to the earth." Jonah's first response was "I thought the 

book [poem] is good because it rhymes." His second response 



131 

is what he thought the poem is about "a boy who is telling 

the story." In his last response he begins to ask his own 

questions, "I wonder why the grass is green? and why his dad 

don't tell him who made it all?" Thea convincingly answered 

the questions asked in the poem, "I know who does all those 

things, GOD!" In her last response she talked about her 

understanding of God, "God made it all because He's powerful. 

I think it's God because God creates most things." After we 

shared oxir responses to the poems in small and large groups, 

I asked the students why questions are important. 

At another setting students were asked to create free 

writes about "What 'Harmony' means to them personally?" and 

then talk in small groups. They also discussed and webbed 

"What does 'Harmony' mean to the world?" and shared their 

responses with the whole class. The students then 

brainstormed in a whole class the topics, issues, and 

questions they would be interested in related to "Harmony." 

A class web was created with the branches of the web being: 

parents, animal abuse, gang violence, preventing wars, living 

with animals, and friendship. A common language used to 

describe our new focus was "Getting Along in our World" and 

this became otir new focus. 

While we were working through this process of 

negotiating an emerging focus, the class also was getting 

ready for a winter presentation in which our class made and 

sold more than $150.00 of Christmas ornaments. Time was 

scheduled to meike holiday cards and presents for friends and 

relatives. 
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Class Focus on Getting Along in our World. I 

To begin conversations on "Getting Along in our World, " 

I read the picture book Peace Begins with You (Scholes, 1990) 

which is a personal narrative of how to bring peace in our 

world. After reading the book, I asked the students to 

decide how they personally could bring about peace or harmony 

in our world. Students wrote for a half hour without any 

interruptions and several students asked for more time when I 

asked them to come to a closure. I asked the rest of the 

class if others wanted more time, and everyone wanted to 

write more about this issue. Perhaps the reason for wanting 

to spend more time with their writing was the book related to 

harmony within the environment and the questions that didn't 

get addressed diiring the environmental unit were coming out 

again in this free write. I asked the students after an hour 

of writing who needed more time and when most of the class 

raised their hands, I knew this was not just a trite 

assignment to get their thinking started. Students shared 

their writing with other classmates in a writing group to 

talk about what they wrote. 

Part of the district's testing for fourth grade is to 

have students write a personal narrative. I thought the 

thoughts the students wrote about peace might be the perfect 

opportunity to get that writing assignment underway. 

Students in the class had published other pieces of their 

writing in formal publications, such as the "Getting to know 

you Articles," cards and letters to pen pals, friends, or 

family and in informal settings such as reflecting on their 
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learning process after certain experiences. Very few 

students had published anything in a book format. Time was 

spent going over their pieces in writing groups, typing them 

on the conputer, making storyboards for illustrations, 

formatting the pages, illustrating and finally binding their 

pieces into books. The students spent a long time with the 

books which may not have happened if they had not felt 

passionate about their ideas of getting along in haiiaony. 

As the class chapter book read aloud, I chose A Question 

of Tirust (Bauer, 1994) in early January. I read this book to 

get the students talking about "getting along" and they 

related it to their parents. The boy's parents in the book 

are getting a divorce and he feels that his father doesn' t 

trust him to be responsible for taking care of himself or 

pets. The students connected to the boy's-feelings of not 

being trusted and how important it was to talk to their 

parents when they, had troubles. 

The shared chapter books, multiple copy sets, selected 

for our focus on "Getting along in oxir World" were, Pinballs 

(Byars, 1977), Mississippi Bridge (Taylor, 1990), Bridge to 

Ttar-ahi thM (Paterson, 1977), Shiloh (Naylor, 1991), Sadako 

and the Thousand Paper Cranes (Coerr, 1977), and Friendship 

and the Gold Cadillac (Taylor, 1989). Book talks, browsing 

and selection occurred within a couple of days and the 

students began reading the books. Some students read alone, 

others in partners, and others found adults to help them read 

the books. Literature groups started meeting the last week 

of January. Initial conversations lasted about two to three 
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days that focused on retelling and favorite parts. I 

scheduled meetings with the groups to see how they organized 

their understandings from the books. Students reflected in 

literature logs, made individual and group webs, sketches, 

and made lists of important issues from the books they read. 

Toward the end of February the literature groups met to form 

a last set of questions/topics/concerns from the books to 

begin a new class focus in which we, as a class, were 

interested. 

Negotiation of New Class Focus III 

We needed to find a clearer focus of where we were going 

with "Getting Along in our World" so we engaged in a refocus 

process of organizing categorizes the questions, issues, and 

concerns from the chapter books that were read and discussed 

in the preceding weeks. Groups were formed for the 

negotiation process by dividing literatiire groups so there 

was one person from each group at each of the tables. Groups 

worked together to put the questions from the literature 

groups into categories that they named for each cfrouping they 

foxind. All groups worked with the same questions, but many 

different category names came up. After we did this once, 

the same groups went back auid did it again, but they could 

not have the same categories or names as the first time. 

Students found connections across the 

questions/issues/concerns that made sense to them in the 

first set of categories. The second round of categories was 

more challenging for them. They did come up with more 

specific categories. Each group reported and recorded their 
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new category names on the chart paper. 

It's possible to keep this process of categorizing going 

the rest of the year imtil all the categories fxinnel into one 

topic, but we chose to stop at six different categories which 

became the issues within the focus of "Getting Along in Our 

World." They were stealing & lying, war & peace, death & 

dying, anti-racism, abuse, and homeless & poverty. After the 

areas were defined students were asked to reflect on the 

inquiry process as they understood it. I asked them how they 

went about finding questions that were important to them and 

how they answered their questions. Students talked about the 

importance of talking to other people to find questions in 

which they were interested. They also commented on the 

importance of sharing their information to other people- I 

showed the students the inquiry cycle (Short & Harste, with 

Burke, 1996) and talked about the difference between the 

cycle as a circle as opposed to a linear model. M^y 

students had just finished science experiments for the school 

science/inquiry fair where most students conducted a typical 

scientific method research report. I did not compare the 

two. I just emphasized the social aspect of the inquiry 

process and how working with others is important in the work 

place, whether it was team sports, office work, or factory 

jobs. 

Class Focus on Getting Along in our World. II 

As the students reflected on the inquiry process, I 

formed text sets around the issues negotiated from "Getting 

Along in Our World." Students browsed these text sets, made 
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their choices and formed new inquiry groups from their 

previous chapter book groups. Even though the questions that 

formed the new issues came from the chapter book literature 

groups, students needed to be able to change groups and get 

new perspectives from other students. 

My class size dropped below 24 students when we formed 

the new literatxire groups, so I decided to have five only 

small groups and the sixth set was used for read alouds and 

demonstration of the inquiry process. Most students wanted 

to read the "Poverty and Homeless" books so I chose that set 

as the class set to read aloud and discuss in total class 

discussions. There were approximately 10 to 15 books in each 

set that were carefully selected for particular interests and 

students' questions. It took most groups about five days to 

read through most of the books in their sets. Groups started 

meeting for conversations the second week. The groups used 

the strategy of similarities and differences as a tool to 

talk about the books after they spent some time retelling the 

books. I facilitated among the five groups while they met 

along with two university interns working in the class. 

These interns were asked to join one of the groups and help 

as needed, which meant listen to students, take field notes 

on the conversations and add to the conversations. 

The chapter book being read to the whole class at this 

time was Crystal Drop (Hughes, 1993), a story of survival of 

a brother and sister in a time and place where resoturces were 

scarce and not many people were willing to help others. 

Students' comments abounded about the unfair treatment of 
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others in this book, and about the many characters who were 

not trying to get along with each other. I didn't need to 

ask questions to help them connect this book to the broad 

concept. It came up quite naturally. 

The literature discussions were a place where students 

connected to questions, concerns, and issues of interest to 

them. In the "abuse" group Jimmy stated, "if you're killing, 

like in natxire, you're killing yourself." This group decided 

to pursue an issue of why hating yourself and others can lead 

to fighting. The "Anti-Racism" group began an inquiry on the 

unjust treatment of people because of their concern of name 

calling and why it happens. Brooke commented, "Putting 

someone's color down, doesn't mean you know how they are on 

the inside." Brooke's firsthand knowledge of name calling 

comes from both the receiving and calling end of the problem. 

I spent many lunch hoxirs with students from other classes and 

Brooke discussing this problem. 

Other literatiare groups came up with, questions that they 

were concerned about from their conversations from the text 

set of books. The "Stealing and Lying" group decided to 

focus on drug abuse. The "War and Peace" group moved into 

the causes and effects of World War II. The "Death and 

Dying" group looked at the grieving process. Many of the 

groups interviewed experts in the field, such as counselors, 

priests, and therapists for the grieving process. Other 

students interviewed ovir school's deputy on her knowledge of 

drug abuse and gang members. 
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As the end of the year was coining quickly, I knew tying 

up loose ends and asking students for a deadline date to end 

their explorations was needed. I asked students to write the 

information they were collecting in a report format. They 

could use the inquiry booklets as a guide to follow. Matthew 

turned in a 36-page typed document, including his interview 

with his cfrandfather, pictxires, and newspaper clippings. He 

was veiY pleased with the work he put into the assignment. 

Ending Portfolio Process 

Students went through a final reflective portfolio 

process that was the culmination of the process over the 

entire year. They gathered all of their work that was stored 

in hanging files for the year, categorized their work, and 

then analyzed them to show themselves as learners. Each 

student chose four or five examples that showed growth or 

pieces they were particularly proud of for various reasons. 

Negotiation of New Broad Concept 

When the school year ended, we knew that half of the 

class would continue in my classroom, and so we reflected in 

writing on our current understandings of "Harmony." Thea 

believed in taking action on issues she thought were 

important (see Figxire 3.2) . Carissa said, "I can go to 

people's houses and give them a card that says 'Try to stop 

violence.' I can also tell the president to annoimce 'Stop 

violence. Billy made a web of what he thought harmony 

meant at the end of the year (see Figxire 3.3) . 

Over the siommer I analyzed the written artifacts of the 

students and the taped conversations we had from these 
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reflections. A common thread that wove through all the 

students' coitmients was what they could do to bring harmony 

into the world. I coined the phrase "Making a Difference" as 

the broad concept for the following school year. 

I know that harmony sometimes means like 
stopping bad things like abuse and other bad 
things like that. I know that harmony means 
helping stop bad things and not just letting 
everybody else do the hard work. You have 
got to help our world have lots more harmony 
or we would be better off living with the devil. 
I think harmony is also making friends and even 
the people you don' t like you should try to get 
along with them. I also think that harmony means 
making oxir world a better place to live around. 
I also know that harmony means to be nice to one 
another. It also means not littering and helping 
other people like cross streets and helping other 
people do things you know they need help with. 
I think harmony is PEACE! ! ! ! I ! I 

I will try to pick up litter on the ground 
and also try to recycle, feed the birds, and keep 
other people's spirits up by keeping everybody joyful 
at the right times and in the right places. I will 
also try to end war and violence and things that 
should not belong in our world. I will write letters 
to T.V. programs so that they can leam that people 
are dying and fighting because of the violent shows. 
I can also help by telling doctors that people really 
need help and you should take lots more people in then 
one person at a time in three hours. 

Figure 3.2. End-of-the-year harmony reflection (Thea, 
age 10) . 

/VWAA-
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Ficnire 3,3. End-of-the-year harmony reflection (Billy, 

age 10). 

Making a Difference: 

The 1995-96 School Year 

The flowchart of the 1995-96, "Making a Difference" year 

is presented in Fig\ire 3.4. This illustration is a time line 

of the content that occiirred during year II of the research. 

Each oval or rectangle on the flowchart represents a focus 

study that emerged at the time. The issues underneath each 

focus study are the inquiries that took place. The broad 

concept weaves through each focus study and is redefined as 
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NEGOTIATED BROAD CONCEPT FOR 1995-96: 
MAKING A DIFFERENCE 

freating a community through Making a Different 
Engagements to Understand B.C. 

Class Rules Museum Pieces Timelines 

Getting to Know You Literature 
1. read alouds 
2. paired books 
3. small groups 

Concept Web To Negotiate New Focus 

J 

Making a Dinerence: \ 
îni inquiries to help understand inquiry A 
I i \ ^ 

Being Responsible/ Teamwork \ Trying Hard 

Reaching Out Service Setting Goals Relationships 

Negotiate New Focus from Issues, Questions, and Topics on 
"Making A Difference" 

|The Point of Togetherness 
Getting Through Li^ 

Reaching Out 

Exploring Friendships 

Unity/Peacebuilding 

Accepting Others 

Personal Best 

Negotiate New Focus from Issues, Questions, and Topics on 
"Making A Difference" 

Portfolio reflections 

Picnire 3.4. Flowchart for 1995-96. (Figure continues) 
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Class Focus on 
Slavery 

Getting Along Surviving Life 

Commitment for Communtty Saving the World 

T 
War & Peace Showing 

Respect 

Making a Change 

Chapter books related to slavery 
Night John Stealing Away. Children of the Wild West 
Immigrant Train. Soioumer Truth. Zlatah's Diary 

I 
Negotiate New Focus from Issues, Questions, and Topics on 

"Making A Difference" 

Responsible Citizen 

The Truth of Honor 

People's Rights ^ 

Freedom's Harmony 

Survival for the Future 

Sticking Together 

Our Wonderful 
World 

Chapter books related to People's Rights and the areas of interest 

Shiloh 
On My Honor 

Mississippi Bridge 

The Green Book 

1 
Roll of Thunder hear my Cry 
Number the Stars 

Questions related to People's Rights to form Topics for: 

^Expert Projects 
^ 

Space and Beyond Environment 

Slavery World War II ABbse 

Portfolios & New Broad Concept Negotiation 

Death & 
Violence 
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the class develops new understandings on the issues being 

studied at the time. 

Ovir new school year began with the broad concept of 

"Making a Difference." This phrase came out of the 

reflections the students wrote at the end of the previous 

year on what "Harmony" meant to them. Because of my new 

position as a multi-age teacher where half of the students 

continued with me for a second year and the other half of the 

class were new at the beginning of the school year, the 

students were part of the decision process for determining 

the broad concept. Multi-age classrooms get underway with 

surprising ease because they can draw on previous learning 

experiences (Peterson, 1992). The voices of the second year 

students were used to name the broad concept but all voices 

were part of identifying what "Making a Difference" meant to 

our classroom throughout the year. If broad concepts are 

broad enough, they encompass vast ideas and connections to 

students' backgro\mds 

Planning to Plan 

During the summer before school began, I thought about 

the broad concept of "Making a Difference" in order to begin 

planning to plan a working document. I listed issues, 

concepts and interests related to "Making a Difference." I 

also talked with people from different backgrounds such as 

nurses, accountants, biologists, artists and, of course, 

other teachers including my new student teacher, Robin on 

their understandings of the broad concept of "Making a 

Difference." I listed all of these ideas and then put them 
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into twelve areas on the planning to plan document (see 

Appendix B). 

Because of my previous work on broad concepts and 

reviewing children's literature for The Reading Teacher. I 

began by brainstorming titles of books in the different 

categories that could be used for read alouds in the first 

couple weeks of school. I thought about literature that 

would promote conversations around my students' interests in 

social issues from the previous year as well as books that 

would push their notion of the broad concept of "Making a 

Difference." 

I planned initial community building experiences to help 

children make their own connections to the broad concept 

(Kauffman, 1996). Some of the experiences included forming 

classroom rules, writing a Getting to Know You newspaper 

(Short & Harste, with Burke, 1996) , discussing paired books 

on community and "M^ing a Difference, ** and constructing a 

museum and time lines. These experiences were planned to 

focus on making a difference in our lives, families, 

coinmunities and world so students could think about their 

broad concept and how it related to their own lives. 

I preplanned what the first semester might look like by 

making a time line of that semester. The time line was 

organized in weeks so a tentative schedule could begin to 

take shape. I also thought through a daily schedule of a 

typical day in the classroom that would support the 

children's learning. Changes occurred in the schedule when 

the school year began based on the needs of children as well 



145 

Daily Schttdul« 

7:55 First Bttll: 

8:00 Students gather in open area in classroom to 
stretch and prepare for exercise. 

8:10 School Announcements, pledge, and moment of 
silence. 

8:15 Running: Laps are run aroiind school yard to 
prepare our minds and body for the day. 

8:30 Class Meeting: Class Meeting Facilitator starts 
the meeting with a peace pledge; then joys, 
sorrows and cxirrent events. 

8:45 Work Time I: Focus on leaimer as reader. May 
include read-alouds, quiet reading, literature 
groups, inquiry groups, shared/partner reading, 
writing workshop, individual inquiries. 

10:30 Math: Math/science strategies or other mandated 
cxirriculum topics not incorporated into class 
focus studies. 

11:30 Lunch 

12:10 Chapter book read-aloud related to inquiry focus. 

12:30 Work Time II: Focus on learner as writer (2-3 
days a week). Quiet writing, writing groups, 
reading to support writing, piablishing or 
continuation of morning work time. 

Fine art focus (2-3 days a week). Music, art, 
drama, P.E. 

1:50 Class meeting: Evaluate day as a class through 
discussion of new learnings and new xinderstandings. 

2:08 Dismiss 

Figure 3.5. Class schedule. 
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as school programs such as band, orchestra, or other pull-out 

programs. The time frames were designed around large chxmks 

of time for creating and supporting inquiry in the classroom 

(see Figiire 3.5). 

Weaving the Broad Concept 

Through Initiating Experiences 

The beginning of the school year is one of the times 

when the broad concept plays a significant role in curriculum 

development and organization. Community building experiences 

are introduced with an emphasis on relating these experiences 

to the broad concept. On the first day of the 1995-96 school 

year we began by generating a list of what a perfect class 

might look like and how we could "Make a Difference" to 

achieve this ideal. In small groups students created webs of 

their concept of a perfect class and shared these with the 

whole class. We recorded their ideas on chart paper and from 

this list created five categories. The students got into 

five different groups and chose one of the categories and 

designed a rule to go with that category. We all agreed to 

follow these rules by signing an individual contract and the 

final chart that displayed the rules (see Figxire 3.6) . In 

these first days of school the students were starting to 

leam how to put ideas into categories using the list of a 

perfect classroom. They also created the climate for their 

own classroom and for what they expected of each other. 
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We, the members in Ms. Crawford's class, agree to 
follow these rules: 

1. Treat others with respect at all times 
in yoxir work and play. 

2. Use teamwork by working together. 
3 . Try and be a peace builder. 

4. Be responsible in as many ways as you can. 

5. Put forth your best effort in all you do. 

Ficrure 3.6. Class rules. 

When students created time lines of their lives, they 

thought about times in their lives when they made a 

difference to themselves, their family, or the world around 

them. Omar made an entry for age two: "I learned to make a 

difference to myself by eating by myself, so my parents 

didn't have to help me." Students brought artifacts to class 

to show different ways of how they saw the broad concept in 

their lives and used these to create a museum. Bettina 

brought in her Girl Scout sash with the many badges she had 

earned. She told us that being a scout has made a difference 

in her life by helping her be honest and truthful. Noah 

brought in a certificate from the Bear Essentials Newspaper 

about when he wrote an article for the paper and appeared on 

T.V. to read it. He talked about how the certificate reminds 

him that the experience of writing the article made a 

difference to him because it encouraged him to keep writing. 

The students used their classmates' musevim artifacts for 
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iaformation. when they interviewed each other for a class 

newspaper to get to know each other better. 

Literature was used in engagements in order to encourage 

students to make connections with their lives and create 

their own stories. Before the school year started, I 

gathered possible children's literature to discuss in whole 

class read alouds, partner reading with paired books, and 

small group literatxire discussions. Some of the sets of 

books were never utilized because their need never became 

evident through the negotiation of the curriculum with 

students. Some of the books were used to encourage a sense 

of community among the students and to initiate talk about 

the broad concept. The Storv of Three Kingdoms (Myers, 1995) 

was introduced as a whole class read-aloud because this 

creation story of the beginning of time looked at how the 

animal world and the human world live together. Clarissa 

made an immediate connection on "Now that the people had 

power over the animals, they might not treat the animals very 

well." This connection came from her knowledge and 

understanding of endangered and extinct animals from the 

previous year's focus on environmental issues. She brought 

her understanding of the rain forest to this story. I asked 

the students to think about who or what made a difference in 

the book and the students talked about how some of the 

characters were selfish and made a difference by not treating 

each other with respect. 

Community in the classroom was created through sharing 

and talking with other students in partners, small groups and 
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a large group setting. Clarissa, who was a returning member 

of the classroom was not a risk taker in her first year. She 

was a very quiet girl who rarely shared in large or small 

groups. She saw a connection in the book from a year I focus 

study on the environment to our new broad concept and took a 

risk to share. The conversations we had around books were a 

safe place to leam how to listen to the different 

perspectives of other class members. 

Another read aloud that encouraged connections to the 

broad concept and built community building is Michael 

Lacapa's, Less than Half, More than Whole (1994) . This story 

looks at the issue of ethnicity and biracial families. Two 

of my students, Brooke and Thea, have been together in the 

same class for three years and haven't gotten along very well 

with each other decided to do a sketch to stretch (Short & 

Harste, with Biirke, 1996) on the book (see Fig\ire 3.7). 

When they were asked to talk about the sketch, they said, "We 

fought all the time in third grade and now we are learning to 

get along with each other and respect each other like the 

boys in the book. This picture represents our two hands 

reaching out to each other." These two girls had a very 

difficult time being in the same room, much less learning how 

to work with each other. They helped create community in the 

classroom by letting go of their ongoing dislike for each 

other and by acknowledging that they each had differences 

they could appreciate in each other. They worked hard at the 

beginning of the year to set aside their differences and 

learn to accept each other. 
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Ficmre 3.7. Sketch to Stretch—Response to Less Than Half. 
More Than Whole (Lacapa, 1994) (Brooke, Age 11 and Thea, 
Age 10). 

Paired books, two books that are conceptually related to 

each other but set up some kind of opposition to each other 

(Short Sc. Harste, 1996) , are other engagements that can help 

build commxinity and create connections to the broad concept. 

I paired books from the set of books gathered to begin the 

school year on the broad concept. Students selected their 

books, met with their partners to read, and then made a chart 

on how the two books were similar and different. When they 

finished their discussions and charts, students were asked to 
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Figure 3.8. Similarityi- & difference chart—Response to The 
Gold Coin (Flor Ada, 1992) & A Day's Work (Bxanting, 1995) . 
(Christina and Sadie, Ages 10) . 
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decide how the books made a difference. Sadie and Christina 

who read the paired books The Gold Coin (Flor Ada, 1992) and 

A Day's Work (Bunting, 1995) found many ways that the books 

made a difference. Their ideas were shared with the rest of 

the class and a list was formed by each pair of students to 

remind students of ways to make a difference (see Figure 

3.8) . 

Creating an Initial Copr^fap^ 

for Mini-Inauiries 

Other initiating engagements to create community and 

introduce the broad concept included class meeting times and 

written reflections or sketches which were shared with the 

class to discuss how each event showed making a difference. 

These ideas were added to the list along with students' 

individual reflections on the broad concept. After many of 

these community experiences were introduced, we made a 

concept web to get at the students' understandings of "Making 

a Difference." About five weeks into the school year 

students were asked to web in small groups what they believed 

the broad concept meant to them. They were given time to 

think about their own e3<periences and make new understandings 

from the initiating experiences so they could create webs of 

their own questions, issues and topics. 

From these webs students continued to work in their 

small groups and categorize their questions, issues and 

topics by jotting down each entry on separate strips of 

paper. Each strip was then organized into similar areas and 

given a category name. All the groups came together to share 
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their different categories and this information was put onto 

a class web. From the many new categories we organized the 

web into seven major issues of "Making a Difference." 

These issues, teamwork, relationships, setting goals, 

trying hard, reaching out, being responsible and service, 

were used to help students understand the inquiry cycle 

(Short & Harste, with Burke, 1996) in a short, one-week 

event. Students signed up for the area they were most 

interested in and went about finding a topic from their issue 

that they would study. This mini-inquiry cycle demonstrated 

the process of inquiry in a concise manner that helped 

students have a common experience that they could rely on in 

later focus studies. 

One group. Relationships, decided to look at animal 

relationships through the inquiry cycle. They began by 

bringing two different kinds of animals to school so they 

could observe the animals in different situations. Crystal 

brought in her large desert tortoise and I supplied them with 

goldfish from a pet store. Their initial question was "What 

is the relationship between tortoises and goldfish when they 

are placed next to each other?" The students were 

responsible for the care and feeding of the animals while 

they were at school. The students recorded their 

observations in writing and drawings according to a routine 

schedule they formulated. They wanted to see how the 

tortoise and goldfish reacted when they were placed next to 

each other and when they were being fed. After a couple of 

days of observation, the students noticed that the tortoise 
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and goldfish had no observable reaction to each other, but 

the two goldfish reacted to each other. They did notice the 

tortoise had reactions next to the students. When they came 

together to talk about their observations, they decided to 

change their question to form two questions. (1) "What is 

the relationship between the tortoise and hiomans?" (2) "What 

is the relationship between the two goldfish?" 

The students spent time figuring out their questions, 

talking with others, making observations, and sharing their 

understandings of their focus with the rest of the class. We 

then retirmed to our class web on "Making a Difference" to 

negotiate our first class focus study. 

Focus on "The Point of Togetherness" 

This first focus for the year was led by Robin, the 

student teacher, who was excited to take over lesson plans 

and teaching. Oxir new focus, "The Point of Togetherness, " 

was planned from the students' negotiation process. It 

consisted of six areas: getting through life, reaching out, 

exploring friendships, accepting others, unity/ 

peacebuilding, and personal best. The students began the 

focus by reflecting on each of the areas, and discussing in 

large and small groups what they thought each topic meant. 

Robin and I pulled together text sets on each of these topics 

(see Appendix C) and put them out for browsing. 

After about a week of initial experiences of book 

browsing, discussions on the topics, and identifying what 

each topic meant to the students personally, the students 

chose a topic to study further. They listed their top 
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choices of which group they wanted for an in-depth inquiry. 

Robin and I selected the groups from the students' choices 

and the inquiries began. The students tried to make meaning 

on their topics by reading books within their text sets, 

talking to each other about their questions and concerns, and 

inter-viewing outside experts. One group, "Accepting Others, " 

had a conversation on how they looked at different cultiires 

and what they are. They decided to explain their meaning of 

different cultxires through the eyes of an artist. Our class 

was just visited by a local artist-in-residence program, and 

the students were in timed to picking up the language of 

artists. They decided to sculpt their understandings of the 

issues of learning to accept different cultiires. They talked 

about different kinds of music in different cultures so 

Jeremy and Brooke both made violins. Jeremy made a violin 

all in red, while Brooke made one in blue and red. Clarissa 

made two people holding flags. Both people were different 

colors as well as their flags. Lacy made four different 

colored people holding hands in a circle all around the 

world. 

In order to share their pieces they did "Save the Last 

Word for Me" (Short & Harste, with Burke, 1996) where one 

student put their sculpture in the center of the table and 

the other students talked about what they thought it meant. 

At the end of the discussion the artist of the sculpture 

talked about what they meant by the design. They started off 

by looking at Lacy's sculptxire first. Clarissa said it 

looked "like different people of different colors coming 
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together." Brooke noticed the eeurth and thought " It was all 

around the earth." Lacy agreed with the comments and said, 

"It was about different people and different places getting 

together from different parts of the world." After listening 

to comments on the violin's significance, Brooke said about 

her sculpture, "It's how different music can be different 

like Mexican, Spanish, Japanese, because you're still playing 

on the violin, but it is different. You can accept their 

music and it's still playing on a violin." Some of these 

students returned to the clay during a studio time in the 

classroom where they explored different sign systems to make 

meaning out of their literature group discussions. 

An average focus study in my class lasts about six to 

eight weeks. This focus study lasted four weeks because I 

wanted Robin to bring the students to a closing point within 

this focus for her own understanding of the inquiry process. 

Her final days with us were in the first week of December, 

and she wanted to see the negotiation process as students 

move from one focus to another. So students pulled together 

their understandings of their topics of what they had learned 

up until that point. The students did not have formal 

presentations because of the time given to reflect and 

analyze their current understandings. Students were asked to 

informally share what they had learned in their groups with 

the entire class. 

December Portfolios and Holiday Concert 

During the month of December at Warren Elementary, it is 

a tradition to have a holiday evening concert where the 
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students sing songs. Because I am a musician, much of the 

organization of the concert was left in the hands of myself 

and Becky Williams, a primary multi-age teacher. We helped 

the other teachers with song selections and rehearsal of 

their students. Because this is such a big event at our 

school, I knew that within my own class, organization of time 

was going to be imperative. The close of one focus had just 

occxirred, and we were going through the process of 

negotiating a new focus study for the first of the year in 

January. Asking the students to go through a portfolio 

reflection process seemed like a logical txim of events. We 

had gone through a brief version of portfolios in October, 

and I hoped they would expand on the ideas they had stair ted 

then. 

Students went back to their hanging files and current 

work folders to gather all of their work for the year and 

begin browsing through them. They enjoyed looking at work 

they had done from the beginning of the year, comments such 

as "Wow! Look how I've changed from the beginning of the 

year" were common throughout the classroom. They organized 

their work into piles and made categories for each pile. 

Students shared their categories with each other and then 

reorganized if needed. As students looked through their 

work, they selected several pieces that they wanted to put 

into their portfolios for reasons such as growth, change, or 

new learnings. 

Throughout the next couple of weeks students took each 

piece through a process of talking about why the piece was 
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important, writing about it, sharing it with others, revising 

the piece, and editing the final draft of why they wanted the 

particular piece in their portfolio. Time was allotted for 

working individually, in small groups and in large group 

sharing sessions, as the students' needs arose. 

At the beginning of the year I had made reservations for 

our class to see a musical "Freedom Train" that was coming to 

town in February. This is a play about Harriet Tubman and 

the freedom train she led during the Civil War. As part of 

the intermediate grades district-mandated cxirriculum, 

students need to have an understanding of civil war times. I 

thought discussions before and after this play would suffice 

the mandates set out. Tickets were $5.50 per child, which 

are quite expensive for a school field trip. Our class 

decided to raise the money to go to the field trip by having 

a bake sale and ornament sale during oxir school concert. 

In order to give students a brief background of slavery 

that fit into the December season, I decided to read 

Christmas in the Big House Christmas in the Quarters. 

(McKissack, 1994) which is a book on slavery right before the 

Civil War. It was told through the eyes of the slaves and 

how they celebrated Christmas in the slavery quarters and how 

they prepared the big house for Christmas. I had no way to 

realize the in^Jact this book would have on the students. 

Perhaps because of the recent discussions on the previous 

focus, students were keenly aware of the injustice of 

slavery. During the daily readings from the books, I was 

made aware of the students' interest in slavery from the 
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e questions they continued to ask. As they sold the 

ornaments and cookies at the concert, they were sure to tell 

eve2:yone why we were selling them. Right before we left for 

our winter break, I asked the students if they wanted to 

continue reading about slavery after we retximed to school in 

January. Unanimously everyone wanted to find out more about 

slavery. So even though there was a change of focus study 

negotiation time, we decided to go off into another 

direction. 

Class Focus on Slavery 

The students' new understanding of "Making a Difference" 

was leading toward injustice in oxir world. The language they 

used in the final categories from the focus change web spoke 

of saving the world, showing respect, getting along, making 

coinmitments, or making a change. Each of the topics they 

created fit in perfectly with slavery. 

Because I tried to connect the categories from the 

students' questions from the broad concept reflection web and 

their current interest in slavery together, I waited to 

choose books for new literature groups until there was a 

better understanding of what they were really interested in 

studying. I chose to read Devil' s Arithmetic (Yolen, 1988) 

as a class read aloud to broaden the notion of slavery. 

After a week of browsing pictxire books on slavery and several 

class discussions on slavery we made a class topic web (see 

Figure 3.9). The students saw slavery as concentration 

camps, internment camps, child labor, Indian reservations, 

and crossing borders. Six chapter books were selected (see 
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f why t±iey wanted the particulcir piece in their portfolio. 

Time was allotted for working individually, in small groups 

and in large group sharing sessions, as the students' needs 

arose. 

At the beginning of the year I had made reservations for 

our class to see a musical "Freedom Train" that was coming to 

town in February. This is a play about Harriet Tubman and 

the freedom train she led during the Civil War. As part of 

the intermediate grades district-mandated cxirriculum, 

students need to have an understanding of civil war times. I 

thought discussions before and after this play would suffice 

the mandates set out. Tickets were $5.50 per child, which 

are quite expensive for a school field trip. Our class 

decided to raise the money to go to the field trip by having 

a bake sale and ornament sale during our school concert. 

In order to give students a brief background of slavery 

that fit into the December season, I decided to read 

Christmas in the Big House Christmas in the Quarters. 

(McKissack, 1994) which is a book on slavery right before the 

Civil War. It was told through the eyes of the slaves and 

how they celebrated Christmas in the slavery quarters and how 

they prepared the big house for Christmas. I had no way to 

realize the impact this book would have on the students. 

Perhaps because of the recent discussions on the previous 

focus, students were keenly aware of the injustice of 

slavery. Dxiring the daily readings from the books, I was 

made aware of the students' interest in slavery from the 

questions they continued to ask. As they sold the ornaments 
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and cookies at the concert, they were sxire to tell everyone 

why we were selling them. Right before we left for oxir 

winter break, I asked the students if they wanted to continue 

reading about slavery after we retximed to school in January. 

Unanimously everyone wanted to find out more about slavery. 

So even though there was a change of focus study negotiation 

time, we decided to go off into another direction. 

Class Focus on Slavery 

The students' new xinderstanding of "Making a Difference" 

was leading toward injustice in our world. The language they 

used in the final categories from the focus change web spoke 

of saving the world, showing respect, getting along, making 

commitments, or making a change. Each of the topics they 

created fit in perfectly with slavery. 

Because I tried to connect the categories from the 

students' questions from the broad concept reflection web and 

their current interest in slavery together, I waited to 

choose books for new literatxire groups until there was a 

better understanding of what they were really interested in 

studying. I chose to read Devil' s Arithmetic (Yolen, 1988) 

as a class read aloud to broaden the notion of slavery. 

After a week of browsing picture books on slaveiY several 

class discussions on slavery we made a class topic web (see 

Figure 3.9) . The students saw slavery as concentration 

camps, internment camps, child labor, Indian reservations, 

and crossing borders. Six chapter books were selected (see 

Figure 3.4; flowchart under "Slavery") for literature groups 

that fit under their understandings of slavery. 
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Many of the picture books students fomd to support 

their focus on slavery, as well as the shared chapter books 

they were reading, were told as family stories in the form of 

a personal narrative. Another district test for intermediate 

students was to write their own personal narratives, so I 

asked students to think about their own stories. The purpose 

of the test for the district was to see if students could go 

through a process of writing a personal narrative. The 

problem with the district test is they assume it can be a 

little exercise that students do in a short period of time— 

not my students. When they buy into a task, they go all out, 

especially when they've made a connection to their current 

focus study. What I thought might be some short stories that 

I could copy and file in their permanent record folders 

turned into a two-month book-making project on the stories of 

their families. These stories that the students wrote were 

not on slavery, but because many of the books they read were 

family stories, they realized their own personal stories were 

important, too. 

The curriculum content became two-fold at this point. 

There were heavy discussions on issues of slavery within 

their inquiry groups and time to write and piiblish a family 

story in a bound book format. I asked the students to pull 

together their cxirrent thinking on slavery within their 

inquiry groups in order to wrap up the slavery focus. The 

planning conference that occxirred after the presentations 

brought in their current imderstandings of slavery and why 

people treat others with disrespect. 
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Class Focus on People's Rights 

In our new focus there were six areas the students saw 

under People's Rights (see Figure 3.4). I asked the students 

to reflect on each aspect of the web and then discuss in a 

large group what they meant. The conversation the students 

had around these topics seemed to be a politically correct 

discussion. Students used words and phrases that were 

general to the topic, but the ideas were something they cared 

about from issues brought up in previous focus studies. 

Sticking Together meant to have friendships and helping each 

other; Responsible Citizen was identified with following the 

laws, cleaning up, and being in charge; Freedom's Harmony 

meant to have rights to do things, be what you want to be, 

and having peace in the world; The Truth of Honor meant to 

treat people how they want to be treated, to leam the honor 

of respect, and to be truthful; Survival for the Future meant 

learning from the past for the future, technology, and 

learning good things from others; and Oxxr Wonderful World 

related to environmental problems such as recycling, cleaning 

up the earth, and keeping it safe. 

After students chose the groups they wanted to ftirther 

explore, I chose six sets of chapter books with issues that 

supported the topics. Our Wonderful World ended up dropping 

out of the web and Freedom's Harmony became two groups 

because 10 students wanted to be in that group. I believed 

that smaller groups worked better in the class because of the 

pattern of conversational dynamics established among the 

students. Evelyn Hanssen (1990) believes with a smaller 
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group, three to fotir students, fewer topics are introduced 

and fewer perspectives are shared, but the students are not 

competing for the floor. In larger groups of six to seven, 

many topics are raised and many perspectives can be brought 

forth for discussion. Certain students in my class were able 

to dominate discussions while other students sat back and had 

a hard time joining in the conversation. By dividing 

Freedom's Harmony into two groups, it allowed all the 

students to be active members in their groups. 

This focus came directly out of our slavery focus so it 

was a continuation of similar conversations about abuse, 

injustice, and how we treat each other. Our school was a 

Peacebuilders' school, a program that encourages peace 

through the actions people take. As part of a kick-off 

ceremony, each class was asked to come up with a poster that 

represented peacebuilding. This program was not new to the 

students because it was part of the discussions the students 

had throughout the year of "Making a Difference." The 

students pulled together several phrases that were important 

to them and then revised them to come up with a slogan that 

encompassed all of the ideas: "We make a difference by being 

respectful, truthful, and by working as a team." The 

students decided that the picture representation should be a 

collage of a class meeting because of the importance of 

talking through important joys and sorrows. All members of 

the class—students, teachers, and teaching assistants—made 

a pictures of themselves and glued them on a large sheet of 

paper in the form of a circle of people. The slogan was 
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written in the center of the poster and presented at the 

school Peacebuilding ceremony. The students took ovnaership 

in the decision-making process of the poster and the school 

ceremony because of all the conversations that had taken 

place throughout the year. This event became a closure for 

the focus on People's Rights. 

Questions from People's Rights Literature Circles 

How can we survive on other planets? 
If we keep polluting, what will happen? 
How cam. we stop slavery today? 
How can we M.A.D. in the way we treat people? 
How can we stop the process of environmental pollution? 
Are we willing to give up comforts like air conditioned 
cars, hairspray etc. for a better life? 
Are people aware of the hole in the ozone? 
How can death affect your life? 
How can anybody be mean enough to kill? 
How can we get community involved with environmental 
issues? 
How and why did slavery start in America with Africans? 
How does lying affect others? 
Why do some people treat others like they don' t have 
rights? 
How can we stop violence? 
Are there other living planets? 
How did W.W.II start? 
How can we stop animal abuse? 
How come skin color matters? 

Figure 3.10. Questions from literature circles on "people's 
rights." 

Eb^ert Projects 

When all of the students came to a closure on literature 

group conversations from the chapter books on " People' s 

Rights," each group generated a list of questions they had 

related to their discussions (see Figure 3.10). These 



167 

questions became the basis for futvire inquiries. After the 

questions were recorded, the students easily categorized the 

questions into six topics (see Figure 3.4 under "Expert 

Projects"). The questions the students created under each 

category were diverse so that it appeared that individual 

inquiries may work better than small group inquiries. 

Students chose topics of personal interests from the 

major categories that ranged from Hitler, concentration 

camps, African-American quilts, child abuse, to ozone layer 

destruction, planets, the moon, and satellites. Some 

students worked alone, others with partners and a few in 

small groups of three or four students. They came together 

under the larger topic heading to talk over reference 

material or questions where they wanted support from their 

group. Most students found connections between their expert 

projects and previous focus studies as did Taryn with her 

interest in African-American quilts. Through her own 

research on the African-American quilts and slavery, she 

wrote a compelling fictionalized story about why and how 

quilts were made and the stories behind the quilts. As she 

was working on the slavery story, she continually went back 

to books about African-American slavery such as Mintv: A 

story of Young Harriet Tubman (Schroeder, 1996) or The 

Conjure Woman (Miller, 1996) . She reread these stories to 

remind her of where she was and where she was going in the 

composing process (Goodman, K., Smith, Meridith & Goodman, 

Y., 1987) . She paid special attention to dialect in the 

stories and was able to portray dialect in her own story. 
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The following is an excerpt from her story: 

Massa, he said we's gonna have to do siimpun with our 

lives. He said we's gonna have to do sumpun to earn 

. . . freedom! said Delia. "Oh, man, we's hit the big 

one," said Naomi. So that night we gathered around in 

the qucurters to decide what we's gonna do to eeum our 

freedom. We were just a sitting there thinking when I, 

HP, got an idea. "Hey, we can start a quilting party I" 

Taryn wanted to read her writing to smother class that 

was making their own quilt because they were looking at the 

stories quilts revealed. She wanted to share her 

understanding of the "story" behind the art of quilts. In 

her story she pulled together her understandings of the time 

period of slavery, as well as the language of the characters. 

She chose actual slave names from characters in books,and the 

quilts in her story were replicas of actual artifacts she 

found in her research. Taryn's research emphasized her 

transaction with and continuing awareness of the text 

(Rosenblatt, 1978). From her initial research on quilts and 

slaves, she took an efferent view of writing, and transacted 

the text into an aesthetic stance. Writing from an aesthetic 

stance was new for Taryn, and she pushed herself to move 

beyond the comfort zone of what she knew. By taking a risk, 

she presented her understandings in a different format from 

what she had previously worked on during class. 

These expert projects took on a life of their own and 

for most students in the class became inquiries that 

represented their growth and new understandings over time in 
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this classroom. For some of the students it was a two-year 

span and for others one year with the expectation of 

continuing the following school year. Taryn actually was a 

student whom I did not understand until her expert project. 

She was a great student in the classroom in that she 

listened, did her work, and came to school on time. She was 

good at the process of school, but I did not see her 

challenge herself as a learner xmtil the expert project. 

From the point when she realized that the important answers 

were from the questions she posed, she took real ownership in 

the classroom. She began to stay after school to help me and 

to talk about the following school year and what she wanted 

to do. I saw a spark of interest in her own learning that 

was not there in previous focus studies. I don't think she 

really trusted me as the teacher to accept that her own 

questions were the influencing factors of curriculum 

development. For Taym, it took an entire school year. For 

Thea, it took five minutes on the first day of school. I 

wonder how many Taryns there are in classrooms who don't 

trust their teachers until the end of the school year and 

then go on to other teachers. Taryn was lucky enough to 

continue in this multi-age classroom and continue her growth 

as a problem poser. 

Profile of One Student 

This dissertation is based on the process the students 

learned during the negotiation of an emerging focus study. 

Students made decisions for a focus study from the questions 

they had connected to what they learned. The content the 
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students leeimed was rich from previous experiences they 

brought into the classroom as well as the shared experiences 

that occurred throughout the yecir. So to better xinderstand 

the content that emerged throughout the year, I will discuss 

one student, Bettina, to better understand the knowledge she 

gained dxiring year II of the research. 

Bettina entered year II of the study as a fourth grade 

student who had transferred to Warren in third grade. She is 

the oldest child in her family of three children, all who 

attend Warren. She is a social child who is willing to take 

risks and share her opinions when asked. When she entered 

our classroom, her strengths were speaking and listening 

while her weaknesses were reading and writing. 

By following the flowchart for year II (Figure 3.4), the 

content of what Bettina did during this year can be seen. At 

the beginning of the year when "Creating a community" was the 

focus, Bettina participated in all of the learning 

experiences. She interviewed a classmate, Mike, and learned 

about a process of writing. She challenged herself to make 

this interview different from other writing experiences by 

revising her piece to create a catchy beginning and title. 

She brought in artifacts that represented her life when she 

made a difference and shared them with class. She made a 

personal time line of her life showing events that made a 

difference to her. Bettina actively participated in the 

community-building experiences to help our class define 

"Making a Difference" as commxmity. 
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After otir initial definition of oxir broad concept, 

Bettina signed up to be part of a group named "Setting 

Goals." In this group students saw "community helpers" as a 

way to approach setting goals. They were interested in 

seeing what goals were needed to become specific community 

members, such as local store owners, fire fighters, police 

officers, and school personnel. Bettina helped devise a 

series of interview forms, set up interview schedules with 

particular commianity members, and conducted interviews. The 

students analyzed this information and discovered that 

staying in school was important for all the members of the 

community. 

When the class moved into a class focus study of "The 

Point of Togetherness," Bettina signed up to join a group 

named "Unity/Peacebuilders." This was an important issue to 

her because of the violence that was evident in the community 

where she lived. Gang violence was a common occurrence, and 

she wanted to have a fonmi where she could discuss what could 

be done in her community. A set of books on the issue of 

peacebuilding was provided to have a common experience to 

springboard conversations among the group members. Bettina 

was nominated and awarded our class' s, and later our 

school's, "Peace builder" for the week because of the actions 

she took. The conversations with group members, reading 

material, and inteirviews with the school deputy added to her 

knowledge of how to build peace in her community. 

Bettina added to whole-class discussions when we moved 

to a class focus on "Slavery." She added her understanding 
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for the need to build peace and not treat others like slaves. 

She signed up to read the chapter book Steal Awav to Freedom 

(Armstrong, 1993), about two girls from the south during the 

civil war who rim away to the north. This book proved to be 

a difficult one for her to read. With the support of the 

other group members, she was able to make it through the 

mechanics of the reading and she was able to join in 

discussions. Bettina did not participate as actively as she 

had in other settings, even though she was able to discuss 

the problems about the ways slaves were treated. She still 

had xananswered questions of the treatment of slaves. 

Our class then moved into a focus study on "People's 

Rights," where Bettina chose to join a group named "Freedom's 

Harmony." This group was looking into the civil rights 

movement and began by reading a Mildred Taylor book (1990) , 

Mississippi Bridge. In this inquiry group, students 

discussed civil rights leaders such as Malcolm X, Martin 

Luther King, Jr., and President Kennedy. They discussed 

where these people fit into the time line created at the 

beginning of the year of "People and events that made a 

difference." 

At the end of the People's Rights focus study, students 

were asked to list questions they had throughout the year 

that were not answered sufficiently. From this list of 

questions, expert projects were formed. Bettina chose to 

journey back to her questions about slavery and the treatment 

of slaves d\iring the Civil War. She and Teiryn worked 

together to discuss slaves and the meaning of slave quilts. 
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They interviewed a musetim curator in Tucson, Peggy Hazard, 

who has worked on African-American quilts and their meaning. 

Taryn and Bettina borrowed books from the curator to help 

them understand the different styles of quilts. Bettina 

ended her inquiry by writing a short report on the importance 

of quilt making for slaves during the civil war. 

Bettina had a common theme throughout the year that 

involved peacebuilding. She tried to make a difference to 

her classmates by sharing her knowledge of what it meant to 

bring peace to others. She learned about the process of 

peacebuilding through her inquiries into community members, 

slavery, and people's rights. This is just one student's 

personal story of the knowledge she gained in the class 

during a one-year segment. The content learned by one 

student is hard to isolate as one learner because of the 

social nature of learning that occurred in the classroom. 

Bettina's knowledge of the topics she studied came from the 

different perspectives shared in the classroom in small 

groups, such as inquiry groups or literature groups as well 

as total class discussions on the focus study. 

Conclusion 

Children's voices are present in creating curriculum 

when the connections and questions they bring from personal 

and class experiences cire included as they reflect on their 

understandings within a class focus. The first quarter of 

the school year time was spent creating community through the 

broad concept, exploring the inquiry process, and learning 

the process of negotiation to form curriculum. The broad 
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concept is an in^jortant aspect of negotiation process because 

it is the common thread that weaves through the curriculum as 

focus studies emerge. 

This chapter discussed the ways that c\irricular 

engagements are planned to relate them to a broad concept so 

learners can make connections to their personal and classroom 

knowledge. Broad concepts provide possible points of 

connection that weave across the day and year without forcing 

a particular focus or predetermining the curriculum in the 

way that a mandated skills test can take over the curriculum. 

The broad concept is brought up for discussion 

throughout many classroom engagements, such as read alouds, 

writing experiences, or sharing of student artifacts, to help 

students make the connections. It also provides a structure 

for teachers to guide their thinking when planning for a new 

school year or new class focus. 

The use of the broad concept, as described in this 

chapter, is tied closely to the inquiry cycle in that it 

encourages learners to reflect on their beliefs and 

understandings and find connections to their current 

thinking. The structures and frameworks created in our 

classroom support my negotiation with students and are not 

just different ways to impose my agenda onto them. Using a 

broad concept allows me to think about cxarriculum with 

students in a way that encoxirages making connections and 

collaborating with all learners in the classroom. 
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CHAPTER 4 

WEAVING THE BROAD CONCEPT THROUGH 

THE PLANNING CONFERENCES 

In this collaborative classroom we learned how to 

negotiate c\irriculxjm as an integral part of our classroom's 

social life. I saw the actual process of moving from one 

focus study to another or one broad concept to another, as an 

experience that calls for all learners to build off of their 

understandings of the current focus as well as to take time 

to ask new questions. This process, known as the planning 

conference, took place within an organized format that 

spanned from three to five days. During this time students 

did broad concept reflections: free writes on their 

understandings of issues, topics or questions related to the 

broad concept. These broad concept reflections were as tools 

the students used to negotiate a new focus or a new broad 

concept. 

Negotiation is the key element needed in the planning 

conferences to think about a new focus or new broad concept. 

At the end of the 1994-95 school year when students engaged 

in the planning conference to create a new broad concept for 

the following year, students had previous involvement in 

negotiation from the classroom experiences throughout the 

year. In the first nine weeks of the 1995-96 school year we 

created a community through initial engagements. Through 

these engagements, we began to leam how to negotiate with 

each other. In a discussion on the kind of Ivinch we were 
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going to take on a field trip, we talked about the value of 

coining to a decision as a group instead of voting for the 

most popular response. Students thought that we should 

decide by voting for the most popular lunch item. I asked 

them what happens if chili-dogs are chosen and you hate 

chili-dogs? What happens if you're always in the minority 

when decisions are made? I then brought this issue back to 

the curriculum where we were negotiating topics for students' 

inquiries. 

Kathleen: What do you do when everyone wants to study a 
topic and you do not want to, you're in the 
minority?" 

Sadie: See the reason why you don't want that topic. 

Lacy: Talk about it, give reasons why you don't want 
that topic. 

Kathleen: So, you would give reasons why you don' t want to 
study the homeless? 

A.J. : But, if we studied the homeless, it's like the 
other topics on the web. It's related to a 
nursing home, foster homes, and donations. 

Omar: The homeless goes with hospitals because they're 
homeless in the hospitals. It goes with them all! 

Because of this conversation I asked students to reflect 

on how decisions are made and the best way to make a decision 

in a group. This happened in the first month of school when 

half the class was new to this process and the other half had 

a background in making democratic decisions. A.J., who was a 

second year class member thought we should "put the groups 

together and figiire how they go together" and Manny thought 

we should "talk about what's good about the topics and try to 
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Harmony Broad Concept from 1994-95 school year 

I 
Broad Concept: 

Making a Difference 

9/95 
Concept Web to Negotiate Mini-

Inquiries 

i 
10/95 

Negotiate New focus: 
The Point o£ Togetherness 

12/95 
Negotiate New Focus: 

2/96 
Negotiate New Focus: 
People's Rights 

4/96 
Negotiate individual foci: 

Expert Projects in small groups 

J 
5/96 

New Broad Concept Negotiation for the 1996-97 
School year 

Figure 4.1 Flowchart of Planning Conferences form Spring 
1995-Spring 1996 
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put. them together somehow." Most of the students in the 

class, whether they were first or second year members, 

commented that in order to make a decision, talking it out 

was important, as well as seeing how the topics related to 

each other. Only one person thought we should put the topics 

in a bowl for a drawing. 

Because of my beliefs about broad concepts as a 

curricular framework, I used the concepts "Harmony" and 

"Making a Difference" as the focal part of the negotiation 

process during the planning conferences. This chapter 

includes the end of the year planning conference from the 

1994-95 school year, and all of the planning conferences for 

the 1995-96 school year (see Figiare 4.1) . I describe the 

negotiation process that we developed to move from one class 

focus to another. There were two planning conferences for 

new broad concepts, both at the end of each school year, and 

four planning conferences for new focuses in the classroom: 

The Point of Togetherness, Slavery, People's Rights, and 

Expert Proj ects. 

End of Year I Planning Conference 

Throughout the year our class broad concept of "Harmony" 

was a focal point that we returned to in order to help us 

think through what we had just learned and where we were 

going. At the end of the year the students reflected on the 

broad concept again in order to create a new broad concept 

for the following school year. At this point all of the 

students requested to continue in the class room for the 

following year. This fourth grade classroom was to become a 
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multi-age intermediate class with 15 students being able to 

continue in the class and 12 students would be placed in the 

other fifth grade classes or transfer to other schools. 

Our focus studies for the year dealt with social issues 

of environmental problems and getting along in our world with 

its many problems. In the planning conference students 

connected their understandings of these previous focus 

studies to redefine "Harmony" in order to create a new broad 

concept. 

The planning conference began with free writes on the 

two questions: "What does harmony mean to you personally?" 

and "What does harmony mean to the world?" After each 

student reflected, small groups were formed so they could 

discuss with each other the questions for the broad concept 

reflection. The students had just finished expert projects 

and met in similar interest groups to discuss their projects. 

I set up the broad concept reflection groups so one person 

from each similar interest group made a new group. The 

students in the groups discussed the actions they could take 

in order to bring harmony into their lives. In one small 

group discussion about cartoons, students talked about how 

different cartoons encourage and discourage harmony. 

Thea: Looney Times brings harmony because you get happy. 
Kids start being happy. Some are violent though. 

Clarissa: I don't watch them. 

Sadie: I think some are violent. 

Josh: Some teach people lessons. 

Travis: Power Rangers do, because they teach teamwork, they 
work with each other, and they don't smoke. 
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Clarissa: Ya, but still little kids think they can fight. 

Thea: And they think the Power Rangers will come and help 
them 

Clarissa: My cousin can't watch them because it's too 
violent. Some of them are good, but some aren't. 

Thea: X-Men is bad because it's violent. Wolverine is 
bad because he smokes, bad influence. 

Josh: My sister takes things and hits people because of 
cartoons. 

Sadie: Some put on the shows for entertainment but some 
kids get wrong ideas. 

Thea: I think we should write FOX [network] and tell them 
not to show such violent shows like X-Men, Power 
Rangers, Simpsons. 

Clarissa: Oh, the Simpsons are disrespectful, they cuss, 
smoke, and use bad language. 

Thea: Now that I'm baptized I can't watch violent shows. 

In this conversation students discussed the trouble with 

violent cartoons. Even though Josh and Travis thought some 

cartoons taught lessons. Josh shared how cartoons made his 

sister violent. Thea talked about what she could do to bring 

harmony into the world. In another small group discussion, 

Kyle, Eddie and Billy talked about what they should do. 

Eddie thought there shouldn' t be any name calling or 

violence. Billy thought telling the truth was the answer to 

having harmony. When we came together for a large group 

discussion, talk of what the students should do became 

obvious in their comments. Adam said that we should ask 

people for things and not steal. Kyle talked about picking 

up trash. Jimmy thought helping his family could bring 

hannony. Matthew said "you should help all people even if 
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they're not your friends, that's harmony." Students were 

beginning to talk about taking action to make a better world. 

Students then did a free write on the third question for 

the broad concept reflection, "What questions, issues, or 

topics do you have related to harmony?" Students wrote these 

comments on strips of paper. After they finished, they 

returned to the groups that were organized for the first two 

questions and created categories using the ideas from all the 

group members. After each group made categories and titles 

for the categories, they were recorded on a class chart. 

Students then were asked to reorganize their ideas into new 

categories which were also recorded on the class chart (see 

Figure 4.2). 

Over the summer I analyzed all of the broad concept 

reflections the students had written from the planning 

conference along with the class web. From their written 

reflections a pattern kept coming through their comments and 

that was they wanted to take action on the issues they saw as 

important. The phrase "Making a Difference" was coined for 

the 1995-96 school year. 
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Categories from Broad Concept Negotiation 
May 15, 1995 

First Round Second Round 

Drugs Harmony and life 
Peace Questions of harmony 
Fighting Arguing 
Having fxin Nature 
People Relationships 
Fixing Harmony Belonging 
Kindness Abuse 
Where is harmony? World affairs 
Existed Inquiry with harmony 
Harmony and the world Environment 
Stealing Different ways of harmony 
Respect Comments of harmony 
Anti-Racism Confusing 
Learning 
Endings 
War & Peace 
Lying & Truth 
Teaching 
Death & Dying 

Figure 4.2. Categories from new broad concept negotiation. 
May, 1995. 

Defining the Broad Concept to Find the 

First Focus Study: The Point of Togetherness 

When the students finished presenting their inquiries 

from the topics they chose from the initial concept web, I 

organized a formal negotiation process to discover our first 

formal focus of the yeeir. Because the students in my class 

were used to reflecting on their own learning through writing 

or conversing with others, this negotiation began with a 

discussion on the process of reflection of our new focus. I 
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reminded them that ideas come when they thought things 

through instead of trying to write the entire time. Our 

broad concept, "Making a Difference," was the common thread 

that wove through the students' previous learning experiences 

as well as the focal point of reflection in order to 

negotiate a new focus. 

The Three Questions 

The students were asked to write on a series of three 

reflective questions in order to help them think about a new 

focus. The first question the students wrote about was "What 

does 'Making a Difference' mean to you personally?" I asked 

the students to think about themselves at a personal level. 

This question can be easily interpreted more globally, 

because of their use of "vou should do this" or "they should 

do that," so I knew that students needed to focus on their 

own lives. I wanted the students to say what they could do 

personally, take the first person format and answer with "I 

could do this." 

Students shared their written reflections in small 

groups using a revising group format by discussing each 

other's reflections and talking about what they liked in the 

reflection and whether they agreed with what others said 

about "Making a Difference." We met in revising groups when 

students needed feedback on their writing. Students 

informally shared what they were writing about and asked for 

advice about their pieces while they were still composing. 

This type of group can also be more formal where students 

seek out people in the class they see as experts with special 
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knowledge in specific contexts (Goodman, Y., 1996) such as 

excellent listeners, good spellers, or an understanding of 

the type of writing being shared. 

When taking a writing course from Dana Fox (1993), she 

introduced two questions to think about when discussing other 

writer's pieces in writing groups: (1) What did you like 

about the piece or what worked well? and (2) What did you 

want to know more about? Donald Graves (1994) believes the 

questions students ask each other have become formulaic 

questions irrespective of the actual piece the author is 

sharing. I have found these two questions are broad enough 

that students use them as stepping stones to begin a 

conversation about their writing. At the beginning of the 

year students are given a "Writing Group Feedback" sheet with 

the two questions printed out for them to think about and 

space for them to write comments about their own writing from 

other students. As the students have more experience in 

writing groups, they leave the sheets behind when they do not 

need the structure of the questions. 

Clarissa (age 10), a very shy and quiet student, shared 

in a writing group a written narrative about herself as a 

singer and how singing has helped her not to be so shy. 

After going through the writing group experience Clarissa 

commented that she "got some really good feedback from it 

[the group] by having other people talk about how they liked 

the piece. I learned how to change what I wrote." The 

advice her group gave her was specific for her piece of 

writing. 
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In the process of the planning conferences, students met 

in small groups and conversed willingly by sharing their 

reflections and responding to each other. The boys, in the 

following excerpt, exhibit active participation through their 

questions, comments, and connections. 

A.J. : Helping myself, school work. 

Noah: What's your main thing, not what you think about 
it? 

Billy: I'll go, I think making a difference means using 
pride, honor and respect. It means more personally 
for me to join clubs so it will help me get jobs in 
the future. 

A. J. : I like that in that one little sentence there was a 
lot of information. 

Josh: I liked the pride, honor and respect. 

Noah; I agree that if you making a difference it will 
help you get a job. 

Billy: M.A.D. [Making a Difference] means that being 
responsible for own self and taking actions, I 
have goals I need to get. 

Noah: M.A.D. means helping; books we read they don't 
make a difference, but the people in the books do. 
Making a difference is work and it can be fun. 

Josh: How you act affects people. How people act helps 
others. 

Noah used words such as "I agree. . . ."or asked specific 

questions of A.J. when he began the discussion of what 

"Making a Difference" means to you personally. The class 

formed their own groups, and most students formed groups with 

people who were friends. The students seemed to share their 

responses easily throughout all the groups. 
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I wanted the students to hear the viewpoints from all 

the members in the class so we met as a whole group in a 

circle to share otir reflections. The whole group seemed 

artificial because students did not appear willing to convey 

their responses in the total group. It started with Bettina 

telling what she wrote, then Brooke asked her to clarify what 

she meant. After that discussion the students just looked at 

each other, and no one was willing to participate, I finally 

asked each person to explain what "Making a Difference" meant 

to them. There were still very few comments from other 

students, so I demonstrated by asking the students questions 

or asking other students if they wanted to respond to what 

their classmates were saying. 

The large group discussion was not as useful as the 

small group sharing because the large group was not a 

conversation—it was a long time of sitting and listening to 

others. Since the students were not active in the large 

group discussion, I changed the format of the discussion 

groups for the next question that the students were asked to 

write about. The question was very similar, "What does 

'Making a Difference' mean to the world?" I asked the 

students to form groups of four or five, with two foxirth and 

two fifth grade students sitting together. One person in 

each group was asked to be the facilitator and report back to 

the class after they participated in small cproup discussions. 

The only sound in the classroom as the students wrote 

out their reflections was the noise of pencils riinning across 

papers. The students were intently engaged in their writing. 



187 

In contrast to the quiet of the room during writing, it was 

humming with the buzz of conversations when they shared their 

writing in small groups. When we met as a large group to 

hear all the ideas in the class, the students listened 

quietly as in the first large group meeting, but this time 

the group did not go on as long. Each of the six groups sat 

together on the floor in one large circle, and if the 

facilitator of the group needed assistance, the other members 

were able to add to the reporting of ideas. 

The third question used to facilitate the negotiation 

process of a new focus was "What questions, issues, or topics 

do you have related to 'Making a Difference'?" Students were 

asked to look back at their previous reflections to see if 

they had issues or topics they could highlight with markers 

and then write out on strips of paper. From the issues and 

topics they wrote, I asked them to think about related 

questions which they also wrote out onto more strips of 

paper. 

Forming Categories from Written Reflections 

The students had piles of the strips of paper that had 

their issues, topics, and questions for "Making a Difference" 

written on them. They met in small groups to make categories 

using all the members' papers by grouping together ideas that 

were similar. I did not give a lot of explanation of how to 

create the categories so each group approached this endeavor 

differently. I asked the other adults (student-teacher and 

two classroom assistants) to give very little advice since I 

wanted to see how they worked together in order to solve 
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their problems. Most groups struggled with how to get 

started, but eventually they came up with categories. 

In our class our experiences with creating categories 

started the first day of school when we developed our class 

norms by using a similar process; thus the students had some 

background on how to create categories, and, of course, the 

students, who had been with me in the previous yeeir, had also 

gone through this process at that time. Still, there were 

dilemmas within groups, especially when certain people 

dominated conversations; basically students with the loudest 

voices usually got their way. In this first negotiation of a 

new focus for the year, I stepped in and asked questions like 

"Why do you agree with Brooke?" or "Is there somewhere else 

this idea can go?" I wanted the students to realize that 

everyone should have a voice in the decision-making process. 

When the groups finished placing their ideas into 

categories, they were asked to name each category in order to 

share with the rest of the class. We met for a class meeting 

in our typical fashion, on the floor in a circle, each 

student sitting with his/her group members. Each group 

shared their categories as well as the process of how the 

students worked together to formulate the categories. As 

students reported, I recorded their data on a chart in the 

form of a web, with "Making a Difference" being the center. 

When all groups had a chance to share their information, 

they were asked to go back to their tables and create new 

categories by starting over with the slips of paper. The 

only request was that they not use any of the categories that 
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had already been recorded on the chart. Students were asked 

to think about each idea in a new way. Some groups just 

renamed their categories, while others thought very hard 

about each strip of paper. We then recorded their new 

categories onto the chart with a different colored marker. 

All voices in the room were heard through their own personal 

ideas on the strips of paper that were formed into categories 

within the small groups. There were 26 different category 

names on the web and we were ready to narrow down the list 

{see Figiire 4.3) . 

Negotiating a New Focus: 
Categories froa small group discussions 

October 11, 1995 

Being Friends Abuse 
Teamwork/Setting goals Pollution 
Donations Working to Get Jobs 
Keeping the World Clean Pride 
Respecting Others Teamwork 
Helping Setting Good Goals 
Respect Friendship w/others 
Environment Following Directions 
Being Responsible Gangs 
Caring Environment 
Survival Trying Hard 
Solving Problems Recycling 
Responsibilities Relationships 

Figure 4.3. Categories from an emerging focus negotiation, 
October, 1995. 

The previous year I typed all the categories and gave a 

copy to each group to re-categorize into final categories, 

but I realized we might still come up with 26 more 

categories. Because of the difficulty discussing in a large 
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group setting, I asked for a volunteer from each group to 

represent their group's ideas, much like representatives do 

in the United States government. Each group decided who its 

representative would be. These decisions were made rather 

quickly except in one group who had two people with loud 

voices. A disagreement broke out and that group stayed in at 

lunch (on their own decision) to settle who the 

representative would be. It wasn't a surprise to see the 

representatives: the popular students (Jonah and Omar), the 

smartest students (Crystal and Noah) , and the ones with the 

loudest voices (Thea and Brooke). 

The volunteers were excited to be selected by their 

group and were ready to start. The group of representatives 

cut up the combined set of typed categories so they could 

begin putting them into categories. Crystal began the 

process by pulling one category and asking if there were any 

others like the one she pulled. The group did not work very 

well for the first ten minutes. Noah asked if he could quit 

the group. I told him he would need to find a replacement 

from his group and he convinced A.J. to take his place. The 

students listened mostly to Brooke and Thea, who love to 

disagree with each other even when they agree. They made 

decisions without discussing it with the other members. 

Crystal tried to get everyone's attention and said, "You need 

to discuss with everyone what you're doing and why you're 

putting them into the different categories." Everyone 

stopped at that point and tried to get reorganized. This is 

when I became an active participant in the group. 
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Thea and Brooke were disagreeing on one of the 

categories. I tried to landerstand what they were talking 

about by just restating what each one was saying. When the 

other members understood what they were arguing about and 

realized they were both saying the same thing, Brooke said, 

"You don't have to agree with Ms. Crawford just because she's 

the teacher!" I liked the spxink Brooke took, even though 

everyone saw that she was disagreeing just to disagree. She 

did not see me as "the expert" or "the teacher." This 

statement came back throughout the year when I became an 

active participant in different group situations and students 

didn't agree with me. This first planning conference of the 

year took place at the beginning of October. I was glad 

Brooke was able to realize early in the year that everyone 

has the right to their own opinions and perspectives on 

things. 

The group created final categories which were seven 

different focuses: Reaching Out, Relationships, Teamwork, 

Responsibility, Trying Hsird, Respecting Others, and Survival. 

The process of creating the categories was similar to the 

forming of categories from the students' strips of papers in 

small groups. The strips of papers were from the typed 

category sheet that came from the class web of categories. 

The representatives negotiated the organization of how the 

strips went together. After all of the papers were placed in 

categories, two volunteers stayed to create titles for the 

categories. The titles of the categories came by looking at 

all of the strips of paper from each group to decide what 
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they had in common. The decision on whether the class would 

choose one of the seven categories or have all seven at one 

time was made in a class meeting. 

Total Class Focus or Small Group Focuses 

For a homework assignment the students were asked to 

reflect on each of the seven focuses and decide for 

themselves which one they wanted to explore further. At a 

class meeting the students reported what they felt about the 

different focuses. They explained which category was most 

important to them and why. Everyone shared reasons why the 

categories were important for them to explore fxirther. There 

was a somewhat equal distribution of students in each of the 

seven categories so we decided to have all of the focuses 

going at one time. 

The six representatives that were chosen to form these 

categories came together again to name the main focus of the 

seven categories, which became issues to be studied. The 

representatives discussed what all seven issues had in 

common. Their first attempt coined the phrase "Finding the 

Good in Others by Being Together." It brought all the ideas 

together, but I thought it was a bit wordy, so I asked them 

if they could shorten that phrase at all. A.J. immediately 

came up with the title "The Point of Togetherness." The 

representatives all agreed that this was better then their 

first attempt so they brought this title to a class meeting 

to make the final decision for their class focus title. 
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Planning Conference to Negotiate a 

Focus Study on Slavery 

After the students finished their inquiries from The 

Point of Togetherness, we were well into December with much 

left to accomplish. I wanted to go through a new focus study 

negotiation process, have students do portfolios, plan a 

going-away party for our student teacher, make and sell 

holiday ornaments at a school holiday program, as well as 

prepare our class songs for the program. The process of the 

new focus study went much quicker this time. I gave the 

students time in class to reflect on the same three 

questions. They went through the process of reflecting 

without meeting in small groups between each question to 

discuss their ideas. The students went right into writing 

out their thoughts onto strips of paper after they had 

reflected in their learning logs on the first two questions. 

The categorizing process was much easier for the 

students because of their previous experience. My directions 

were very simple such as "Get into groups and make categories 

out of all of your strips of paper." Students didn't 

question this process at all and they recorded their first 

categories on a class web. They knew they were going to 

rethink their strips to make new categories and did this with 

very little difficulty. The number of categories doubled in 

size from the first focus negotiation process (see Figure 

4.4) . The categories also seemed to be more specific because 

of the exploration of questions they made in their inquiries 

in the previous focus. 
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12/5/95 Negotiating a N«w Focus: From 
"The Point of Togethexnes s" 

Categories £roa small group discussions 

getting through life racism 
believe in yoxirself relationships 
learning from each other stop pollution/recycling 
setting goals respons ibility 
helpful peace 
saving the world friendship 
respect service 
making friends being there 
teamwork making peace to the world 
getting along better survival 
hardness in life homeless 
giving saving the environment 
harmony community 
showing respect reaching out 
fighting violence, wars, Peacebuilder 
family commitment for community 
pollution setting goals 
togetherness reaching into the environment 
nature & world cleaning 
school saving animals 
making a change reaching out (service) 
animals stop the wars 
teamwork education 
getting along not doing what is right 
peaceful things caring for the homeless 
war & peace responsibility 
stop violence 

Figure 4.4. Categories from scond emerging focus 

negotiation, December, 1995. 

Again, representatives were chosen from each of the 

small groups. They were selected by the students in the 

group to represent the ideas that were discussed in the 

initial categorizing of the strips of paper. The 

representatives met to put the 53 categories into final 

categories. They came up with seven categories that they 

named: Getting Along, Svirviving Life, War & Peace, 
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Commitment for Community, Showing Respect, Making a Change, 

and Saving the World. This new focus was to begin after the 

winter vacation. Because of time restraints, we did not meet 

to decide whether the class would choose one of the focuses 

or have all seven going on at one time. 

Since it was December, we were making holiday ornaments 

to sell at oxir all-school Holiday Program to make money to go 

on a field trip in February. We were also going to see the 

play "Freedom Train," a musical of Harriet Ttxbman's life, as 

a way to discuss the social studies mandated curriculum on 

the Civil War. Because we were making ornaments for a play 

on slaves, I thought it best to read Christmas in the Bia 

House. Christmas in the Quarters (P. McKissack & F. 

McKissack, 1994) so students had background information on 

slaveiry. As we read this book every day, the students kept 

asking more and more questions about slaves and how they were 

treated with disrespect. The more we read, the clearer it 

became that the students' interests were obviously heading 

into a focus study on slavery. So we decided to look at the 

seven categories they developed from their reflections 

earlier in the month through a class focus on slavery. 

Planning Conference to Negotiate Focus Study 

on People's Rights 

When students finished their dramatic presentations from 

the literature books they read on slavery we began our third 

negotiation of a new focus study at the end of February and 

the beginning of March. This time the three questions were 

given as a homework assignment and students came to class 
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Figure 4.5 Taryn's Broad Concept Reflection 
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ready to arrange their slips of papers into categories within 

small groups. Like many students, Taryn's homework (Figure 

4.5) shows her londerstanding of slavery as well as the 

reflection pushed her thinking into another aspect that 

emerged out of slavery. She came ready to discuss her 

questions, issues, and topics that she wrote about. 

The students took a more active role in the process of 

recording the data on a chart by engaging in discussions when 

similar categories were suggested. They offered suggestions 

on how similar categories could be combined or eliminated and 

did not need my suggestions on how it could be done. There 

were 43 categories formed from all of the students' input on 

questions, issues, and topics of what "Making a Difference" 

meant to them at this point in the year (see Figure 4.6) . 

This process of arranging initial and secondary categories 

took only the first part of the morning when students were 

ready to choose their representatives from their small 

groups. 

The representatives developed six final categories: 

Freedom's Harmony, Survival for the Future, Our Wonderful 

World, Sticking Together, and Responsible Citizen. During a 

class meeting students thought about the different 

categories, talked with each other about the categories of 

this new web, and decided to look at one of the categories 

within small groups, where they could choose which category 

they wanted to explore. So the representatives came back 

together to name the focus which became "People's Rights." 
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2/29/96 Negotiating an Emerging Focus: 
From "Slavery" 

Categories £rom small group discussions 

Education Environment 
Community in the world Relationships 
Peace Futxare 
Stopping drugs Friends & family 
Reaching out Being aware of the world 
Respect Prejudice & racism 
Helping Caring 
M^ing a difference Slavery in the world 
Wars Getting through life 
Teamwork Killing others 
Our wonderful world Righting wrongs 
Going for what's right Saving the world 
Service Freedom 
Fighting with others Charity 
Supporting others The bad in our lives 
Survival Elect for the right reasons 
Exploring harmony Personal ideas 
Personal commitment Differences in the world 
Trustworthy Being all you can be 
Keeping lives safe Changes 
Toge themes s Honor 
Peace in different places 

Figure 4.6. Categories from planning conference, March, 
1996. 

Planning Conference to Negotiate 

a New Focus on Expert Projects 

The students came to closure on the "People's Rights" 

focus with a major discussion from shared literature circles 

on books related to "People's Rights." I asked each 

literature group to generate questions they were thinking 

about, which related to their book, and the category they 
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chose from the web on " People' s Rights." We came together 

for a class meeting to share their questions. After many-

questions were recorded on the chart, students immediately 

saw how questions went together and came up with six 

different categories that the questions fell under: 

Environment, Space & Beyond, Death & Violence, Slavery, World 

War II, and Abuse. 

I asked everyone to give me an idea of which group they 

might want to join, but they would have the chance to think 

about it over the weekend and make their final decision the 

next week. It was obvious that many students had individual 

inquiries within the topics, so I thought the students might 

want to go into individual inquiries instead of a small group 

or class focus. After the students decided on an area for 

their personal inquiries, I explained to them that they were 

going to become experts on one of the areas or one of their 

own choosing, if it wasn't on the chart. They could work 

either alone or in small groups to explore their questions as 

they pertained to the different areas. 

That Monday, everyone chose an area from the chart, or a 

version of it and met with others in their group to decide if 

they wanted to work alone or in small groups. Victoria, the 

only girl who chose World War II, was a little intimidated 

when she noticed that none of her friends chose this area, 

but when she realized her questions were about Hitler, she 

ended up working with just one other person from the group. 

This negotiation time happened within an hour as far as 

deciding the important questions they were currently thinking 
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about and putting these questions into categories. We 

started off creating questions in small groups, met with the 

whole class to inform others of the questions, and then 

categorized those questions. They did not just say the first 

thing that came into their minds, but because of the inquiry 

process of thinking and questioning, they were able to 

articulate those ideas into thoughts. Because of their 

expertise in negotiating, the process of creating categories 

was easily done within an hour, which previously in the first 

negotiation period of the year took more than one week. The 

students were able to work through the process with ease and 

understanding. 

Planning Conference to Negotiate 

The Broad Concept "Changes" for the 1996-97 School Year 

Even though I saw how easily the students were able to 

form questions and create categories, I decided to take them 

through the whole process of asking them to reflect on the 

three questions as they related to the broad concept at the 

end of the year. Because I taught in a multi-age classroom, 

I wanted the students to go through the last negotiation in 

order to analyze it for a new broad concept for the following 

school year. The written reflections were quite long, and 

for some students several pages in length. Mike wrote for 

about one hour about what "M^ing a Difference" has meant to 

him. The process of the forming groups and creating 

categories went smoothly as a class. 

This time forming the representative group became my 

decision because I would meet with these students after 
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school was out for the summer. I wanted to choose one 

student to represent each of the five groups to come up with 

final categories and the naming of the broad concept. I also 

wanted these representatives to include both students 

continuing in the class for the following year and students 

who had been in the class for two years. Even though the 

students chosen were representatives from groups, they were 

appointed by me instead of elected by their group. This was 

a change in the democratic process I believe in, but it was 

needed because I wanted equal representation from both groups 

of students. It took several adjustments and phone calls to 

find the right mix of students, fourth and fifth grade 

representation, and students who were available to meet 

during their summer break. 

Four students were contacted, Jonah and Christina, both 

fifth graders going on to middle school, and Omar and 

Crystal, fourth graders retximing to our class the following 

school year. We scheduled a whole day to meet and discuss 

the students' class web (see Figiire 4.7) that was created at 

the end of the year. These four students quickly analyzed 

the web and found five areas that emerged from their 

analysis: respecting peace, getting involved with the world, 

making personal decisions, commxmity problems, and 

environmental extinction. In each area they discussed the 

concept of "Change" that was evident within each of the 

areas. So, for the following school year oxir broad concept 

was "Change." 
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5/96 Nttgotiating an Baerging Broad Concept 
Categories from small group discussions 

Pollution Caring for Mother Nature 
Peacebuilding Getting involved w/work 
Time Making something better 
Abuse Death/Violence 
Future Making a change 
Chcirity Exploring others 
Helping Caring for Animals 
Responsible Reach out to the World 
Confidence Getting involved in the world 
Relationships Wrong/Right decisions 
Prevent Gangs Education 
Setting goals Homeless 
Poverty Cultures 
Consequences Getting through a rough life 

Figure 4.7. End of the year broad concept categories. 

Conclusion 

This chapter discussed the ways that the planning 

conference relates to a broad concept so leaumers can make 

connections from a previous focus study to a new focus study. 

Broad concepts provide possible points of connection that 

weave across the day and year without forcing a particular 

focus or predetermining the cxirriculvmi. 

This process of negotiating a new class focus gives 

children a stronger voice in decisions about the class focus 

because they have a tool for sorting, grouping and 

categorizing their thoughts. Sharing their topics, issues, 

and questions helped the class negotiate by coming to a 

common agreement instead of voting on a topic where a 

majority would rule and then there could be a minority. 

Students learned about representation in order to make 
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decisions. Each small group chose a member to speak for 

their group's needs in deciding a new class focus. No 

decisions were made without having the ideas brought back to 

the large group for additional discussion. 

The process of negotiating a new focus occurred when one 

focus came to an end and students presented their findings to 

other class members. They thought about questions they had 

about their topic, as well as how it related to the broad 

concept in the school year. Students and the teacher worked 

together in the classroom to build curriculum from all of the 

members' interests as they negotiated the curriculum. When a 

class moves from one focus to another, the broad concept is a 

central point that they reflect on in order to push their own 

thinking forward. It is the red thread that weaves through 

the entire process because it is a larger conceptual 

connection that students reflect on to create new meanings. 
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CHAPTER 5 

DEMONSTRATIONS OF NEGOTIATION: 

ROLES AND PROCESSES OF THE TEACHER 

The role of the teacher is to provide opportunities for 

students to engage in their learning. These opportunities or 

demonstrations show a potential learner how something might 

be done. Frank Smith (1983) believes "the world continually 

provides demonstrations through people and through their 

products, by acts and by artifacts" (p. 102) . The role of 

the teacher is to provide the context where all members in a 

classroom are encouraged to take ownership for their 

learning. 

Because I assume that learning is collaborative and 

everyone leams differently, I implemented an inquiry model 

of learning as the ciirricular framework. Students have 

typically encountered traditional teacher-centered classrooms 

where most experiences are filtered through the control of 

the teacher. In inquiry based classrooms the role of the 

teacher needs to be reconsidered as students gain greater 

imderstandings over their own learning. There seems to be a 

conflict between the teacher's responsibility for control and 

the responsibility for learning in the classroom (Barnes, 

1992) . From an outside view an inquiry classroom may look 

chaotic with little teacher control. The control issue 

changes from a teacher-centered control of isolated skills to 

the use of demonstrations where the teacher leads students 

further on their way in understanding the world around them. 
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The role of the teacher changes from being one who knows all 

and provides knowledge to one who educates and provides 

demonstrations for learning to occxir. 

Because traditional models of teaching have 

overemphasized teacher control in the past, educators have 

negated control to an almost laissez faire mode of education. 

Dewey (1938) believes it is absurd to exclude the teacher 

from membership in the group because of "the experience the 

teacher can bring to the group has a peculiar responsibility 

for the conduct of the interactions and intercommunications 

which are the very life of the group as a community" (p. 58) . 

In my experiences, leaving the teacher out as a member limits 

student learning only to the students' existing beliefs and 

knowledge, leaving the role of the teacher at a minimum. 

Teachers need to take the responsibility in the classroom 

without going overboard on control. 

In particular, the role of the teacher is especially 

important when moving from one focus of study to another when 

students ' voices eire significeint decision-makers. Through 

the analysis of the student interviews on the role of the 

teacher, my teacher journal, transcripts from the planning 

conferences, and field notes I discovered obvious patterns of 

my role during this negotiation process which I was unaware 

of at the time. The categories are Organizational 

Structxires, Focus Lessons, Setting Up Structiires for 

Reflections, Facilitator, and Kidwatcher. In this chapter I 

discuss how the role of the teacher each of the categories 

provided demonstrations for learning to occur. 
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Organizational Structures 

Because of my prior research experiences with inquiry 

cxirriculum, I was convinced that inquiry developed through 

the negotiation of curriculimi with students (Short & Burke, 

1996a) . However as if the students became part of the 

leeiming process sind the creating of curriculiom the role of 

the teacher is radically changed. The teacher needs to 

become the facilitator of growth and learning rather than the 

giver of knowledge (Kelly, 1955) . 

Dorothy Watson (Watson, BTxrke, & Harste, 1989) states 

that teachers engage in "planning to plan," but the actual 

plan comes with all learners involved in their cxirriculum. 

These "planning to plan" documents do not predetermine the 

topics and themes for the school year, but give a framework 

to think about possibilities and to consider topics and 

resources (Short, Schroeder, Laird, Kauffman, Ferguson, & 

Crawford, 1996) . Planning to plan provides a way to consider 

possible cxirricular e^speriences in order to set up a 

classroom leeiming environment. 

Chapter 3 details the organizational structxires that 

set up at the beginning of the year to encourage students' 

participation and engagement in their learning. The 

structures described in that chapter are demonstrations I 

intentionally set up so students would have the basis to 

negotiate their own ciirriculum. In my research I found four 

aspects of organization structure that played important roles 

in setting up the inquiry process to support negotiation: the 

physical setting, the tools, the schedule and the lesson 
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plans, and organizing groups. These areas were important 

when considering the teacher's responsibility of setting up 

the type of community that emerges in an inquiry based 

classroom. 

The Physical Setting 

Because I value talk in the classroom, the setting was 

already in place for the planning conference. Tbe room was 

arranged with open areas for gathering as a whole class, 

tables for small group discussions, and small secluded areas 

for thinking and working alone (see Chapter 2, Figure 2.1) . 

These work areas were thought about and arranged before the 

school year began because I realized the need for different 

types of gathering places in a classroom. The arrangement 

was organized to encourage discussions by the students by 

having seating arrang^aents where students faced each other 

in tables instead of rows of desks. The large group meeting 

area also was arranged with enough room to sit in a circle 

and for students to face each other so they could see 

everyone when they talked. 

Each year before school started, I met with the student 

teachers who would be working in the classroom for the fall 

semester. Both of the student teachers were asked to design 

floor plans that included different types of gathering places 

as well as room for the classroom library. After creating 

and arrsinging the floor plsuis, Nancy, in the first year, 

brought personal items from home to decorate, such as rugs 

and pillows for the library area. Robin, in the second year, 

brought stuffed animals and posters to decorate the room. 
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Both student teachers realized that classrooms needed to be 

inviting to the students as well as fimctional places to 

leaxn. 

The Tools 

Another of iry teacher roles was to provide tools and 

demonstrate why and how students might use them. Dewey 

(1938) argues that this is the responsibility of the teacher. 

He uses the term "objective conditions" to discuss the set up 

of the situations in which a person is engaged. He believes 

these conditions include not only the equipment, books, 

apparatus, toys, and games, but also what is done by the 

educator. Some of the tools the students used to negotiate 

the new class focus were: the learning logs for recording the 

broad concept reflections; strips of paper on which they 

recorded the questions, issues, and topics; post-it notes; 

small group and class webs; and typed category sheets. 

Learning logs were tools in which students recorded 

important events. They wrote when there was a need to 

reflect on what they were thinking and their learning. In a 

normal day students may have written in their logs three or 

four times, but always at either the beginning or ending of a 

day to record what they needed to do next in their learning. 

I began the year by having the entire class reflect at the 

end of the day in their individual logs, but I changed the 

recording time to the beginning of the day in the middle of 

the year because of scheduling problems. My role was to 

introduce the logs and to provide an open format of how to 

use them for reflection purposes. 
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The strips of paper were used to manipulate their ideas 

and questions in small group discussions. Each time we went 

through a planning conference to change our focus throughout 

the year, 2" by 8 1/2" strips of paper were given to the 

students on which to record their questions, issues, and 

topics. After the students manipulated the strips as a group 

into categories, I gave them colored post-it notes to record 

the names of the categories for their group of ideas. These 

groups of papers were then brought to a class meeting to 

record the categories in the small groups on a class web. 

Another tool I used to help organize the process was 

typing their categories from the class web onto a handout for 

each group of students initially, and then just one handout 

for the representative group. This list of categories was a 

visual aid, used by the students to manipulate the categories 

more easily than when the names were not movable on the class 

web of categories. The students were encouraged to cut these 

categories into strips of paper and organize them. When the 

categories were not movable on the web, it was more difficult 

to visualize how certain items went together. This tool 

became important when we moved into representative groups to 

negotiate final categories. The students needed to work 

together and move around the slips of paper that the 

categories were written on while trying to be mindful of all 

of the different groups in the class. 

Some of the students reflected on my role during the 

negotiation of a new focus and thought that my role was to 

provide them with the materials needed. Manny said, "You 
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give us little stickies and we write on them" (May 17, 1996) . 

Lacy also commented, "You're giving us like the pink slips to 

write on and stuff, to name the categories" (May 17, 1996) . 

Both of these students are referring to the post-it notes. 

Another student commented, "You give us new booklets," 

referring to learning logs. The tools were devices to help 

the students organize themselves and their groups in order to 

set up conditions for a more productive discussion on what 

was iit5)ortant for them to think about next in their 

cixrriculum. 

Schedule and Lesson Plans 

My lesson plans and daily schedules were an important 

part of organizing the process of negotiation. I used my 

journal as well as a formal, typed lesson plan book for 

recording how I thought the process would occur. My journal 

was used to record the big ctirricular picture of what I was 

thinking and how it might look, while the formal lesson plan 

book took the form of a daily schedule format. I had to use 

my journal first to get an overall picture of what was 

happening before I was able to put the ideas and plans into a 

linear lesson plan format. 

Two weeks before a "change in focus" time was to occur, 

I reflected in my journal on what we were doing and how much 

time I had imtil we would begin our negotiation. 

Inquiry groups for most groups seem exciting. Animals, 

plants, and community are ready to analyze their data 

make predictions of what they think about their topics. 

The recycling group is trying but I think they' 11 be at 
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it for a couple more days. If planned right the first 

three groups can analyze and prepare for presentations 

tomorrow. Maybe Tuesday let them wrap up presentations. 

The last three groups need Friday to analyze their data 

and Tuesday to prepare. Which means by that Wednesday 

is presentation day. And that would leave two open days 

for free exploration and so Monday, we could start the 

negotiation process. So I didn't do formal exploration 

centers, but we did do a variation by exploring what 

M.A.D. means, helped us explore these ideas through 

Photography, Being Responsible and Teamwork as a whole 

class. Perhaps when we staurt a new focus we can start 

with total exploration centers on the topics. (September 

28, 1995) 

In this reflection I was able to think, through where we 

were and what we needed to accomplish before we began our 

negotiation of a new class focus. The reflection focused on 

what was happening on each day, as opposed to what was 

happening at each part of the day. 

My lesson plans and journal became more of a daily 

schedule at the time of negotiation. 

Wednesday: 

8:45-9:15 Meet with three groups while the other groups 

go to class library or school library. 

9:15-9:45 Chcinge groups 

9:45-10:15 Large group discussions. 

After this work time, I reflected in my journal on what 

happened during the negotiation time. 
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Large group discussions are not what I expected for my 

data collection. The small groups are great. What I 

need to look at is how is the large group facilitated? 

What is going on? Am I the center of the focus? What 

is my role? (October 9, 1995) 

Lesson plans and schedules are important aspects of 

setting up the process because they come from my reflections, 

as a teacher, about what is going on in the classroom. They 

help me organize my thoughts and plans that need to be 

carried out or perhaps parts that might be missing. In the 

next section I discuss what happens when the process of 

negotiation isn' t going the way it should, and there is a 

need to pull back and regroup. 

Organizing Groups 

Another part of my role in organizational structvires was 

how the students were organized into their groups. For the 

first negotiation of a new focus time in the 1995-1996 school 

year I decided with whom the students would work because some 

of the students had prior experiences with the planning 

conferences. Half of the students were in this class the 

previous year and had already encountered negotiated 

curriculum. I organized the students so that there were two 

retiuming fifth grade students working with two first-year 

students either in fourth or fifth grade. The students found 

places in the room either at tables or on the floor to 

discuss their understandings and questions of the class focus 

and to negotiate their common beliefs about the broad 

concept. 
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I put the organizational structxires in place to invite 

participation among the students. The seating arrangements 

were set up to encourage dialogue. The tools provided 

students with devices to use in order to encourage 

negotiation among them. My schedule and lesson plans helped 

furnish a structxire for keeping track of what happened during 

the planning conference. The plans and schedule were then 

used to map out where the students were headed. The 

organized groupings gave students support from other class 

members so they could share their current understandings of 

the broad concept as they considered a new focus. In the 

next section, I discuss how focused lessons are presented to 

provide information for students and teacher to understand 

the process of negotiation. 

Focus Lessons 

Intentional focus lessons occvir at times when I see the 

need to explain specific aspects of a learning process. The 

students benefit from a demonstration from both teacher and 

students because the idea that is shared may help the learner 

in similar situations. Focus lessons are not step-by-step 

plans the students need to copy, but more a range of ideas 

that have worked in related situations for others. Routman 

(1996) has chosen to use the term focus lesson because when 

speaking about mini-lesson, "taken literally, some people 

think we are talking about little lessons with no substance 

or expectations tied to the lessons" (p. 69) . When speaking 

about reading process Goodman, Watson and Bxirke (1996) define 

strategies as "the reader uses a number of complex plans or 
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strategies . . . the reader is integrating new information, 

ideas, and feelings with the knowledge he or she already has" 

(p. 3). Strategy lessons are organized to support learning. 

Strategies also exist in a negotiation process. I have 

identified two different types of strategy lessons. Teacher-

initiated strategy lessons, or what some call mini-lessons, 

occur when I am leading the discussion. The second type 

occurs when I ask students to share what they are doing to 

help others see their process of learning. 

Offered by the Teacher 

One way to demonstrate is through a focus lesson where I 

help students make better sense of the process of 

negotiation. These lessons occur when I see the need for 

further development in the students' understandings. It 

might be a quick comment made to the entire class such as 

"What do you think about what Crystal said?" Another form of 

a focus lesson might be a more formal approach where I've 

planned a specific example of how they might approach the 

topic at hand. For example, when students wrote their 

interviews at the beginning of the year and shared them in 

small groups, I noticed the beginning sentences needed work. 

I planned a focus lesson aroxond beginning sentences for 

interviews. 

I constantly take field notes as I observe the students 

in small and large group negotiation discussions. It is 

through these notes that I find the content needed for mini-

lessons in areas, such as the craft of dialogue, so children 

can understand the fxmctions and power of language. As I 
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leam what rny students say about their craft, I use it as a 

resource for mini-lessons (Calkins, 1991b) on the qualities 

of dialogue. I wanted the students to negotiate their 

curriculum through dialogue about what really matters to 

them. 

For example, after an initial concept web was organized, 

students had an interest in foster homes. I used my notes 

that I took from their discussions to identify their interest 

and pulled together several books on foster homes. I read 

Stevie by John Steptoe (1969), which is a book about a little 

boy who goes to live with another family while his mother is 

not able to take care of him. Because we were about to begin 

a planning conference, I set up a focus lesson on 

categorizing questions that matter. After listening to the 

story, we brainstormed questions related to foster homes that 

were triggered from the book. The students' questions were: 

Do they treat you like their own children? 

Do they treat you right? 

What is it like to live in a foster home? 

Do real parents ever come back? 

What do you do in foster homes? 

Is it fun? 

Do you go outside? 

Is it sad? 

Who pays for kids in foster homes? 

I then asked the students to find patterns by putting 

certain questions together. The teacher's role here was 

sharing how to record questions, and then how to organize the 
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information, that may lead to futxire inquiries. 

M^y focus lessons I demonstrated as a teacher were 

statements to help students think about what they personally 

could do to make a difference in the world. In many 

conversations students talked cibout the ever powerful "they" 

or "you." I overheard a conversation where students talked 

about the problems of homeless people on "A" Mountain- "They 

should give them money to get a home," "They should make them 

leave" were comments made by students. I asked the students 

to think more personally about what they could do, 

individually, not the "they" in the world. M^y students 

gave personal ideas on actions they could do to help the 

homeless. Focus lessons were not always planned ahead, but 

came from spontaneous occtirrences in the classroom or the 

critical moment of teaching. They happened because of an 

immediate need in the classroom or how an event was 

interpreted by the learner. 

Offered by Students 

Another way for focus lessons to occur is to ask 

students to sheure their process. This serves two pxirposes: 

one, so others can see how they negotiate and leam from 

them, and the second, so the learner can control his/her own 

learning process. "The more a learner controls his own 

language strategies and the more he is enabled to think 

aloud, the more he can take responsibility for formulating 

explanatory hypotheses and evaluating them" (Barnes, 1992, p. 

29) . 

In this example, I asked Jonah to explain his reason for 
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gathering certain papers together. The members in the group 

he was working with got stuck at examining one slip of paper 

too closely for an initial look at their data. Jonah was 

pulling the strips of paper into a very specific grouping, 

and putting aside the ones that did not fit for the time 

being. The other students just examined one slip of paper 

for a very long time. I asked Jonah to explain what he was 

doing. 

Ms. Crawford: You know what? Jonah just pulled all these 
out right here and these you had all together 
because why? 

Jonah: Cause environment, but we thought it all over. 

Ms. Crawford: It's ok. Why do you have all these together? 

Jonah: Cause they all remind us to keep the world 
clean, cause of the environment. 

Why don't you read them off and see if 
everyone here agrees with you? 

Keeping the world clean. Recycling. 
Environment. Pollution. 

Ms. Crawford: 

Jonah: 

Ms. Crawford: Is that ok with everybody? 

Thea: 

Brooke: 

Yeah. 

Uh hm. 

Ms. Crawford: Do you think those all go together then? 

Omar: 

Adrian: 

Thea: 

Yeah, they're all about the environment. 

Yeah, that's what we put together. They're 
all about helping people and. people helping 
the environment. 

Cause you could pollute the environment and 
you can help clean it up. 
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Prior to this excerpt, the students had focused in on 

one piece of data that they couldn't decide what to do with, 

even though there were many suggestions of where to put it. 

Taking time to think through em idea is not wrong, but Jonah 

tried to find immediate connections of how the slips of paper 

went together. He got the momentvim moving in his group and 

they decided to put papers aside that they couldn' t agree on 

or weren't sure about at the time. The group later came back 

to the stack of papers that needed to be examined more 

carefully. By going through all of the other piles of 

papers, they were able to find places where they fit more 

easily once most of the categories were initially developed. 

Students had many experiences sharing their strategies 

to support other students. David's strategy of what he 

called "Go-Fish" helped other members in his group decide in 

which categories to place their reflections. David explains 

to Ernesto the strategy of how to play the game he created. 

David: Ok. You can pick stuff now to put down. You pick 
from the pile and we see if we have any more like 
it. 

Bettina: It's like Go Fish. 

David: Friendship. Where do you think this goes, Ernesto? 

Ernesto: Friendship? What? Let me see. Friendship? In 
peacebuiIder? 

Omar: Like I have making a choice. That goes with 
Friendship. 

Bettina: Yeah. 

David: Yeah, that's right. Do you get it? 
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Ernesto: And "taking care of our world" goes in there? 

David: Yeah, right there. 

David explained to Ernesto a strategy that helped him 

participate in the group process. Ernesto typically did not 

participate in the negotiation process. He was one of the 

special education students in the classroom, and from my 

observation, it appeared he did not always understand what 

was going on. The purpose for his placement in the classroom 

was for social interaction. I wanted him to take part in the 

curriculvrai as much as possible, but there were many times his 

teaching assistant would pull him out and work separately 

with him. I was glad to see David devised a strategy that 

involved all group members. 

Focus lessons are used as demonstrations to push 

students' thinking beyond their current zone of comfort. 

They give students an example of how to think about their 

learning from a different perspective other than their 

current beliefs. The role of the teacher is to plan for 

these exait^les either by presenting focus lessons to the 

whole class or by asking children to talk through their use 

of strategies to solve problems. Another way of pushing 

students' thinking is through establishing structures to 

encourage reflection. 

Setting up Structxares for Reflection 

Students must constantly reflect on their work in order 

to make sound judgments about their thoughts and 

understandings. During the change of focus period in our 
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classroom the students are asked to think and write about 

what matters to them because "when we reflect on who we are 

and who we want to be, we cannot help but grow" (Sunstein, 

1992, p. ). This reflection process develops over time as 

students learn to ponder all the content and the process of 

their learning. 

Reflection is a continuous aspect in developing 

curriculum. Students need to be encouraged to step back and 

think about what matters to them so they can be active 

members in creating curriculum. When students engage in 

conversations and dialogue with others, they become more 

reflective about themselves as meaning-makers (Short & 

Harste, 1996) . I set up experiences that engaged students in 

self-reflection in both informal and formal situations so 

that they had opportiinities to step back and look at the 

bigger picture before I asked them to actively create 

curriculum. In order to understand the formal reflection 

that took place during the new focus negotiation period, an 

explanation of how informal reflection is helpful. 

Structures for Informal Reflection 

Learning Logs 

By asking students to reflect in learning logs from the 

first day of school, I provided students with a framework of 

how decisions were going to be made in the classroom. I 

asked students to reflect informally on the work they did on 

a daily basis. Sometimes this took the form of learning 

logs, where the students wrote about their imderstandings and 

questions from the day. There were times when I asked the 
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students to reflect on a specific question, but usually the 

students thought about what they were learning and wrote 

about any part of their learning experiences. I usually 

asked students to describe what they did, what they learned 

and what questions they had from their learning. These three 

prompts gave students a start for their written reflections. 

By valuing the students' voices through their reflections, I 

gained valuable insights into what really mattered to them. 

Sometimes reflection took the form of conversations and 

dialogue with others, where students were asked to share what 

they thought about either in small or large group 

discussions. These conversations came cdDout in many 

situations such as: during class meetings when students 

needed to discuss social concerns in the classroom, in 

literature discussions to get to the meaning of the book(s) , 

or as a way to get at a deeper meaning in the context of a 

focus study. 

Class Meetings 

Oxxr class started the day with a class meeting where the 

students and I came together to share our joys, sorrows, or 

current events. We shared the iitportant events that mattered 

in our lives. Class meetings also occurred when there was a 

need to discuss specific curricular decisions, such as in the 

planning conference. Students were given the opportunity to 

listen to what others thought as well as share their own 

reflections on particular issues. In the following 

transcript students had just finished reflecting on "What 
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'Making a Difference' means to otir world." Thea facilitated 

the conversation. 

Sabrina: Gangs are affecting the world. Nowadays a lot of 
kids want to be in gangs and there' s a lot of 
killing like teenagers getting killed. It is also 
affecting the world. 

Thea: Do people agree with what Sabrina just said? 

Lacy: I agree because gangs are not just in one area. 
They're all over. 

Omar: And they're going all over the world. 

Bettina: I agree because they are affecting the world 
because they're like spray painting on the walls 
and they're. . . . 

Jeremy: They're just doing things to pollute. Like they're 
ruining peoples' homes and then they're like 
littering. 

Christina:! agree because the gangs that are everywhere are 
setting the exanples for little kids and they're 
starting gangs or something. 

Omar: I think you've got to stop it because pretty soon 
they're like maybe half of Tucson's going to be in 
a gang then we're definitely not going to have no 
choice. 

Kelly: ! agree because the kids, the people that are in 
gangs, like Christina said, the little kids are 
going to start. The little kids are going to like 
making their own gsuigs like you. 

Thea: Kelly, you were saying that gangs control other 
little kids? 

Kelly: And if more people do it, then they're going to do 
it too. 

Thea: Does anybody have anything to add to that? 
Victoria. 

Victoria: I agree because every time we go to the store we 
always see people paint on the walls in the 
neighborhood. 
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From the topic that Sabrina brought up about gangs, students-

shared their experiences of gang violence they see in their 

neighborhood. Reflective conversations can move students 

into taking action on the concerns they have. 

During a class meeting Bettina brought up a current 

issue in oxir community of homeless people who had camped out 

in the neighborhoods surroianding "A" Mountain. Brooke 

thought it wasn't fair that they should be asked to leave. 

While other students agreed with her, very few students 

talked about it in general. I knew these students had 

opinions on the homeless because of our former class focus on 

slavery. During this focus it was made evident that homeless 

people are treated like slaves. The students had just 

negotiated "People's Rights" as their current class focus and 

I knew they were trying to understand why people are abused. 

I asked them to turn to a partner and reflect about what they 

thought about the homeless people on "A" Mountain. When we 

came back together to discuss what they thought, almost 

everyone had an opinion to share this time. 

Students were given the opportunity to reflect with a 

partner and then share their thoughts with the entire class 

on an issue that they connected to their cxirrent class focus 

on People's Rights. Because I gave them the opportunity to 

share their ideas in class meetings they were able to discuss 

their thoughts about the issue and move their thoughts into 

actions such as Clarissa's desire to have a fund raiser so 

our class could buy the land that the homeless people had 

taken over. 
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Literature Discussions 

Students took time in literature circles to reflect in 

order to get to the meaning of the book{s) they read. Before 

students engaged in conversations about books, I asked them 

to come prepared to talk. I provided students with several 

strategies and different kinds of groups that helped them 

reflect on what they thought were important issues in the 

books they read. At the beginning of the year, I offered new 

contexts for talking about books so the students could 

experience several strategies in order to get to their own 

understandings from the books they read. I started each day 

with a particular read-aloud that connected to our class 

focus and then asked the students to engage in a particular 

experience after hearing the book. The experiences took the 

form of written reflections, sketch to stretch, dialogue 

journal entries with a partner, or a web or graph. After 

these experiences, the students were asked to talk about 

their understandings of the book in different settings, such 

as with a partner, small group, or total class discussions. 

These curricular engagements gave students a way to find 

their own voices and share them with other class members. 

Throughout the year students used the different literatxire 

strategies to help them get at what they believed about the 

books they read. Thea, after listening to a chapter book. 

Journey of the Sparrows (Buss, 1991) , chose to make a web of 

how it related to our broad concept (see Figure 5.1). She 

wrote down questions and issues that the book made her think 

about in short descriptive words and phrases. Sadie wrote a 
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written, reflection on the same book and connected it to the 

current focus of People's Rights (see Figure 5.2) . Both 

students were able to get to the iirqportant issues they 

thought came out of the book and bring these issues to a 

class discussion about People's Rights. 

Throughout the year I asked students to reflect 

informally through daily learning logs, in class meetings, 

and literature discussions about their learning. Because I 

encouraged them to informally step back and think about their 

learning, they became meaning-makers of their own ciirriculum. 

Because students had the experience of informal reflection, 

they were able to connect what they knew about reflection to 

more foirmal self reflection processes. 

Structures for Formal Reflections 

Presentations 

Formal reflection took the role of presentations from 

inquiries, portfolios, and the planning conferences. When 

students engaged in presentations from inquiries, they were 

not just "cute" activities made out of a shoe box or a play 

about the book they read. They were thoughtful responses on 

what the group learned from their discussions. When students 

were ready to present, I asked the students to make a list or 

web of what they thought was in^ortant from their group's 

discussions. Students talked together about the important 

issues that emerged from their group. When a group of 

students read Across America on an Emigrant Train (Murphy, 

1993) , they thought about the injustice of slavery around the 

world. For their presentation they reenacted the lives of 
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five historical slaves highlighting their feelings about 

slavery. It was a cJramatic presentation they wrote, not a 

play about the book. It communicated the idea of injustice 

by showing slavery throughout time. The students did not 

tell the audience what slavery was, but showed what it was 

through the characters they portrayed. My role as the 

teacher was to push students' thinking into a reflective 

stance so they could make decisions about the iit^jortance of 

their group's discussion. Christina reflected on the process 

of the presentation: 

We made a web of what we wanted the class to know and 

with that information we would put together a list of 

things to do. . . . Every day we would give ourselves 

homework of things to look up or do. . . .We would get 

on the phone, and sort of on three way, we would tell 

about how we would get our presentation done. ... If 

someone found something new, the next day in school we 

would tell our ideas to each other. ... We gathered 

oxir information and put it together into a presentation. 

I think we did a good job! 

Christina's reflection on the process demonstrates how her 

group listened to the suggestions I made about making lists 

of what they learned. They turned to that list in order to 

decide what they thought were important aspects for their 

presentation. 

Portfolios 

Reflection can also be more formal as in the use of 

portfolios where students organize work that they believe 
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shows themselves as learners. The portfolio is sm. 

opport\inity for students to learn how to examine their own 

work and participate in the entire literacy/learning process 

(Graves, 1992). Students keep track of their individual 

learning processes through portfolio reflection. Through 

portfolios, students have the opportxmity to step back and 

take a look at themselves over time as readers, writers and 

learners (Kauffman & Short, 1993) . Portfolios are a 

collection of work that reflect students' current 

understandings and growth as learners. Although starting 

with a writing portfolio is a concrete way for students who 

have never used this form of reflection, it is also exciting 

to give students the opportxmity to explore the idea of an 

overall learning portfolio. 

Reflection and portfolio are synonymous with my 

understanding of portfolios. I believe students need to 

formally step back and look through all of their work to 

discover the important aspects they are learning. My 

students put together a formal portfolio three times during 

the year by going through all of their work throughout the 

year in learning logs, writing folders, notebooks, joximals, 

messages, letters, publications, artifacts from 

presentations, and anything else they valued. As they went 

through their work, I pushed their thinking by asking them to 

reflect on their work as well as the process of creating 

portfolios. 

When we did our portfolios in December, students 

gathered their work in a large space where they organized it 
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into piles that made sense for them. I continually asked 

them, "How does yoxir work show you are a learner?" As they 

went through the sorting of their piles of work, they also 

shared with class members informally about what they 

collected. When they began to make decisions on the way they 

organized their work, we came together in a class meeting to 

share what we were thinking. Students came with lists of 

their categories and were able to discuss why they were 

putting work into certain categories. Initially, students 

put most of their work into content area categories such as 

math, science, literature, and writing. 

One problem that arose was that their "writing" pile 

became a dumping ground for all the work that they didn't 

know how to classify. I suggested they look at their piles 

again and see if they could organize their work differently. 

I pushed them to think about ways to organize their work 

without using the content area categories. When we came back 

again to the new categories, students were looking at 

"setting goals, changing our world, accomplishing things, or 

getting to know others," as categories. They still included 

content areas, but they were looking at their work with an 

additional lens, not just a content area lens. 

Some of the students had more than 10 categories while 

others had less than five categories. I realized that in 

order to show a breadth of their work, the students would 

need to choose work from their categories that showed them as 

learners. We stepped back again and thought about how to 

choose the work for the portfolio. Because of the different 
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nximber of categories each student had, I didn't think having 

one example from each category would work. I set a range 

between foiir and seven pieces of work in which the students 

would reflect on their learning. 

After students chose their pieces that would go into 

their portfolio from the piles of work they had created, I 

asked them to think about what they chose and how the pieces 

showed them as learners. Students needed to think seriously 

about each piece they chose. We then came together as a 

whole class and shared one of the chosen pieces. The 

students were able to listen to their classmates' reasons of 

why things were iir^jortant to them. I then asked the students 

to think about how each piece showed they were leeimers. 

Again, they were asked to reflect in a written format. As 

they finished their written reflections, they met in small 

groups of three or four to talk through their ideas and gain 

new insights from other perspectives. They also talked about 

what they could now do to make each piece better. The 

students wrote a final draft of their reflections that was 

then tagged to the original piece. 

Through portfolios, students saw where they had been, 

where they were at currently, and the possibilities of where 

they might go as learners. Crystal reflected in her 

portfolio on notes she had taken about a debate we had on 

whether hikers should be allowed to climb Mt. Lemmon because 

of animal habitats being disrupted and hikers being killed. 

She realized that because of the close-to-home issue, she 

needed to know what was happening in the world as a member of 



232 

otir society and that "it's not just a city problem, we all 

need to decide what we want to see happen. " In her 

portfolio reflection on the debate piece. Crystal talked 

about taking action. She said, "I need to be aware of the 

news so I can participate in important conversations of local 

and world events." She may not be heading a rally to fight 

for or against the hikers today as a 10-year-old, but through 

her reflections she is actively becoming part of an educated 

society that is aware of what is going on and is discussing 

the pros and cons of issues that are of iitportance to her. 

My role as the teacher was to provide a classroom that 

involved the students' interaction and input into the process 

of portfolios so they could face the real questions and 

dilemmas in our world. I wanted the students to be 

accountable to issues that were grounded in the reality of 

their own experiences so they could become decision-makers. 

Through a reflective portfolio, students were able to set 

goals from themselves and become problem-posers into their 

own personal learning. 

The portfolios were based on students' reflections of 

what they thought mattered in their learning. The students 

took the time to think about their own growth process and 

make decisions about what they thought they needed to work 

on. Students were asked to think about their own learning 

processes and make their own decisions on how to change their 

process. It was natural for the students to think about the 

content of their learning for the bigger picture of 

curriculum in the classroom and make decisions on what they 
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valued. By seeing the bigger picture, students were able to 

connect the content of what they learned to questions they 

wanted to pxirsue. Portfolios provided the students with a 

demonstration of reflection to discover meaning in their 

learning. The demonstration of reflection was the basis for 

the negotiation of a new class focus. 

Planning Conference 

Reflection is a major tool I use to negotiate a new 

class focus with students, because as students evaluate the 

content and process of their work over time, they are able 

"to evaluate their purposes for learning and establish goals 

for where they want to go next" (Short & Harste, 1996, p. 

140) . Because of this process, I am able to gain valuable 

insights into my students' new inquiries. These insights 

inform the way I set up the learning environment for the 

students. 

The questions I devised that the students reflected on 

from the planning conference came out of discussions I had 

with other colleagues on negotiating curriculum. It was 

important to link the new focus to the previous focus as well 

as to connect it to the broad concept in the classroom. 

These questions were written down and discussed in small and 

large group settings. They were used as a springboard to 

help students make connections to what was important in their 

own lives. 

When the class was ready to move into a new focus, we 

reflected on three questions related to the broad concept, 

that I discussed in Chapter 4. The first question, "What 
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does the broad concept mean to you personally?" helped 

students make connections to their own lives. It was meant 

to encourage students to think about their individual 

connections related to the previous class focus. I wanted 

students to think about what they had just finished inquiring 

about, and how it particularly affected them personally. 

The second question the students reflected on was "What 

does the broad concept mean to the world?" Again, through 

the previous class focus students were asked to think about 

what that focus along with the broad concept meant to the 

world. They were asked to move beyond the comfort zone of 

their own backyard, and move into the issues of our world. 

The last question was "What questions, issues or topics 

they had related to the broad concept?" This question was 

more concrete because students moved to "And so now what do 

we want to do because of what we learned?" In the class 

focus of "The Point of Togetherness, " some of the issues the 

students looked at were Peace Building, Reaching Out to Our 

Community, and Friendships. When we were negotiating the new 

focus, student responses varied from very specific questions 

about the topics they had just finished thinking about such 

as "pollution" and "How can we recycle?" to very broad 

notions of the broad concept such as "How can there be peace 

in my community?", "How can I help people who need help?", 

and "Why don't people respect other people the way they want 

to be respected?" 

Because my role was to find the best ways to involve 

students in the process of reflection, students wrote out 
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their reflections so both they and I could have a paper copy 

of what they were thinking. I also had the students share in 

small groups what they had written after each question. They 

reflected on one question at a time and revised their 

reflections after they talked in small groups. 

Facilitator 

It is my belief and understanding that talking is an 

active way to leam. Through discussions many voices are 

heard so as to make decisions on what students wants to 

leam. When students negotiate curriculum through 

discussions, they hear multiple perspectives on issues and 

often come to new understandings. 

One of the common roles for teachers is that of the 

facilitator. This is a role that teachers naturally assume 

in classroom discussions whether it is a large or small 

group. I was a member of a research group that collected and 

analyzed data on the role of the teacher in literature 

circles (Kauffman, Short, Crawford, Kahn, & Kaser, 1996). 

Teacher as facilitator was a significant role identified in 

this research. My ctirrent research on the negotiation of a 

new focus study supports several subcategories we previously 

identified in the role of teacher as facilitator. Four of 

the subcategories—extension, restatement, conversational 

maintenance, and clarification—support communication among 

all members in a group. 

The first teacher facilitation role is encouraging 

students to extend their thinking. I used comments such as 

"Why do you think that?", "What do you mean?", or "How come?" 
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in order to push students to share more of what they were 

thinking. Students did not view these questions as an 

indication that something was wrong, but usually elaborated 

on the comment they had made. In one transcript of a small 

group discussion, students were supposed to discuss and 

negotiate where to put their strips of paper in order to 

categorize them. Instead, students individually put their 

papers into different piles without discussing the reasons 

behind their decisions or checking whether anyone agreed with 

them. 

Kelly: Being there, loving, family and loving each 
other. 

Crystal: This is a peace builder. Reaching out, goal 
setting with everything . . . 

Kelly: Wait. Wait, let me see. 

David: Teamwork, working together, team working together, 
stopping fighting so you don't get hurt, working 
together, getting a job, school work, torust. 

Billy: These are questions, and answers? 

Kelly: Here's another one. Making the world last 
longer. Food, it helps you sxirvive. 

At that point I wasn't a member of this group but was 

observing several other groups to see how things were going. 

The students in this group verbalized what they were doing, 

but no one was listening to each other. I joined this group 

because I noticed they were not talking with each other, but 

were talking at each other. 

Ms. Crawford: You know, what I'm watching you guys do right 
now, I'm watching each one of you just put 
them into groups and I don't hear any 
conversation of making sure as a group it' s ok 
to put them in a group. I just see people 
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Kelly: 

Crystal: 

Kelly: 

Billy: 

Ms. Crawford: 

Christina: 

Billy: 

Ms. Crawford: 

Billy: 

Ms. Crawford: 

Billy: 

Kelly: 

Crystal: 

Ms. Crawford: 

Kelly: 

Crystal: 

Kelly: 

Christina: 

Kelly: 

putting things down. 

Where do you guys . . . where do you think 
this should go, you guys? 'How do I work with 
someone?' 

Maybe you could put it in peace, like right 
here. 

It would be teamwork. How are we going to 
figvire this out? This is really hard. 

Cause some people say peace. Some people say 
teamwork. 

Explain yoxir reasons why. 

What are your reasons? Why did you pick this 
one? 

I picked that one because I want to know how I 
can work with somebody. 

I guess what I'm asking you, Billy, is you 
said it goes in which one? 

Teamwork. 

And explain why. 

Because it has like you want to like work with 
someone. 

Crystal, why do you think it goes in peace? 

Because sometimes you have peace when you work 
with somebody. 

So do you see teamwork and peace as very 
related topics then? 

Yeah, so we should have those two together. 

Probably. Is it ok if we put them together? 

Yeah, we should. 

Yeah. 

Valerie, what do you think? 
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Crystal: 

Kelly: 

Valerie: 

Kelly: 

David: 

Kelly: 

Billy: 

Kelly: 

Crystal: 

Kelly: 

Christina: 

Kelly: 

Ms. Crawford: 

Ok, here's peace. . . . 

But first we have to get from o\ir team. . . . 
Valerie, do you think we should? 

Yeah. 

David? 

Yeah. 

Billy? 

Yeah. 

Crystal? 

Yeah. 

Christina? 

Yeah. 

Yeah. Ok. So then we'll put it there. 

I like the way you guys are working as a team. 

These students moved from putting the papers into piles 

with little or no talking to each other to checking with 

everyone to make sure they all agreed or at least discussed 

their reasons behind their decisions. This discussion was 

extended because of the questions I asked such as "Explain 

why." These extending statements and questions pushed 

students into a discussion and an agreement among themselves 

on the ideas they were categorizing into groups. Extension 

statements are genuine questions that are meant to help 

students extend their thinking so the other members in a 

group can understand the thinking of the student who is 

talking. 
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I restated comments when I felt others had missed 

something that had been said or wanted to encourage students 

to consider a comment in greater depth. In the "extension" 

example from a transcript on the planning conference, I said, 

"So do you see teamwork and peace as very related topics 

then?" This comment was a restatement of what was being said 

to see if the students agreed on what they were stating. I 

believed the students needed a summary of what they were 

saying because there was a long pause. After I restated what 

the students were talking about, the conversation picked up 

momentum and the students made a decision about what they 

were working on. Restatement comments are used to encoxirage 

students to think about what was said in greater depth. 

Another type of facilitator talk was conversational 

maintenance. This kind of talk was sometimes aimed at 

keeping order, such as "You're interrupting her." I found 

that when I joined groups I, as the teacher, was expected to 

be in charge of issues of conversational maintenance. I 

personally had problems hearing when several students talked 

at one time, so I made comments, such as "I can't hear when 

everyone is talking." 

I believe that one person at a time should talk while 

everyone else listens. This is especially true in large 

group discussions when side conversations can distract the 

flow of conversation. For exartple, in a large group 

discussion, several students were having side conversations 

while one member was talking. I directed the statement, "Can 

you hear him?" to a couple of the students having their own 
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conversation to bring them back to the discussion. 

Another form of conversational maintenance was to check 

in to see if the conversation was ready to move on. 

Statements such as "Does anyone else have something to add to 

that comment?" or "Is there anything else?" were asked to see 

if students were finished with the issue being discussed. 

Other times it was used to invite silent members to 

participate: "Did Valerie want to say something?" 

Conversational maintenance includes statements directed at 

keeping the flow of conversation moving. 

Clarification, providing additional information to 

clarify details related to the story or discussion, was the 

one category that was not as evident in the planning 

conference data but was present in our research on literature 

circles. I believe this category was not foTond in the 

planning conference transcripts mainly because I did not 

permanently join groups during the time they were working. I 

usually facilitated all the groups in the class at one time 

so I did not stay in one group long enough to clarify 

historical or current misunderstandings of the information 

they discussed. 

I joined literature groups and stayed for longer periods 

of time, as compared to planning conference small groups. In 

literature groups I usually stayed longer because the content 

being discussed interested me. I became a member of the 

group and shared my own personal perspective on the books. 

In the planning conference there was no evidence of 

clarifying statements by me because I usually stayed in the 
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groups for shorter time periods. Students clarified 

information to their classmates when they negotiated a new 

focus study, especially when they felt very passionate about 

a topic or issue. Tsuryn and Victoria conveyed very strongly 

to Jeremy their knowledge of World War II and concentration 

camps during a discussion on War and Peace. They both 

clarified events aoid issues when he gave misinformation about 

the effects of war. 

In the facilitation role of teacher, examples from the 

planning conference transcripts I was not a full time member 

in the group. I was a drop-in member. In other words, I 

joined the groups when I noticed a dilemma in the group. My 

focus was on the students' process of negotiation to help 

them move into a more in-depth discussion on the data they 

were analyzing. I did not feel the need throughout the year 

to sit with one group the entire time because they were able 

to analyze their data through their discussions. My role as 

facilitator was monitoring the process and checking to see if 

they needed any assistance. 

Kidwatcher 

Another role a teacher takes is to be a kidwatcher 

(Goodman, Y., 1978), which is the "informal observation of 

students in various situations by the classroom teacher" (p. 

214) . Through my own personal reflections from kidwatching, 

I am able to see change in students' interactions. I listen 

and watch students in a variety of social and cultxiral 

contexts to see how they interact with each other as well as 

how they come to know and understand the world around them. 
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My field notes and joximal were significant places where 

I recorded student growth and learning. In particular, 

during the planning conference I documented situations where 

I thought learning was occurring through negotiation, as well 

as times when students seemed to be troxibled with the 

experience. If students became frustrated, I needed to 

change an organizational structure to encoiirage students' 

understanding of negotiated curriculum. 

Being open to change is an important view to hold when 

negotiating a curriculxam because everyone has their 

individual opinions on how the new focus gets negotiated . 

The foormation of a curriculum is to create a purposeful 

experience. Barnes (1992) states that to develop a 

meaningful ctirriculum, students and teachers must come 

together in meaningful communication. Dewey (1938) believes 

purposeful commimication is a complex intellectual operation: 

It involves (1) obseirvations of surrounding conditions ; 

(2) knowledge of what has happened in similar situations 

in the past, a knowledge obtained partly be recollection 

and partly from the information, advice, and warning of 

those who have had a wider experience; and (3) judgment 

which puts together what is observed and what is 

recalled to see what they signify, (p. 69) 

The role of the teacher is to be aware of the development of 

the curriculum through a give-and-take communication with and 

among the students that involves observation, knowledge of 

the situation, and the judgments made. It is through 

reflection, stepping back and thinking about the situation. 
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as well as reflexivity, questioning the values, and 

interrogating the very constructs used to make sense of the 

world (Short & Harste, 1996) , that teachers are able to make 

judgments that affect cxirricular decisions. Teachers who are 

kidwatchers develop ways to docxment student learning as well 

as their own learning. 

Reflection 

The decisions I made in the planning conference came 

about from the different forms of communication that took 

place in the classroom. Through careful observation, 

listening to students' conversations, and my previous 

experiences of working in collaboration with others, I was 

able to change the scheduled plans to better support our 

process of negotiation. 

At one point students were trying to figure what was 

meant by "topics" when asked the question, "What issues, 

questions, or topics do you have related to Making a 

Difference?" They understood questions and issues quite 

easily, but were not sxire what was meant by topics. After 

several failed attempts of trying to help them understand 

what was meant by topics, I told the students to write their 

questions and issues related to the broad concept. That 

evening in my journal I made a chart of questions, issues, 

and topics related to the book I had read aloud that day. I 

was trying to figure out a way to help students understand 

the idea of topics. 

Through my reflection, I figxired out a tool to help 

students understand topics. The next day I read Amelia' s 



244 

Road (Altman, 1993) and made a chart as 1 had done in my 

journal. As a class, we thought about questions, issues, and 

topics related to the book. As responses were recorded for 

the first two, the topics section was left blank. I then 

decided to take one of the suggested issues of "service" and 

put that on a new chart. I asked the students to web out 

what topics would relate to service. They looked at me for a 

long time and still didn't understand, so I suggested 

"homeless" and added it to the list. From that point, topics 

flowed out of the students like a river: foster homes, 

nursing homes, hospitals, soup kitchens, shelters, recreation 

centers, donations. Salvation Army. All I needed was to 

figure out a way to help students understand topics by 

connecting it to something they already understood, and they 

were able to brainstorm topics easily. Through my 

reflections in my journal I designed a siirple foannat to help 

the students. 

An example of kidwatching that came through listening to 

one student, observing his interactions with others, and then 

stepping back and reflecting on the situation was a problem 

of social interaction. Jeremy had come into the classroom 

before school started to tattle on one of his classmates 

because she was making fun of him. I asked him if he had 

talked to her about the problem, and he said he didn' t want 

to talk to her on the playground. I encouraged him to bring 

up the issue at a class meeting where students have the 

opportunity to share their joys, sorrows, or current events. 
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Jeremy: I don't like people calling me gay with my new 
clothes. Brooke said it. 

Ms. G.: We don' t need to mention names 

Brooke: Wait I have something to say. Jeremy, you call 
other people names, like on Halloween you called me 
four-eyes. 

Jeremy: I didn't do it. 

Sabrina: Yes, you did. You said, "Cinderella didn't wear 
glasses." 

Brooke: I didn't like it when you called me that. 

Thea: Some people, sometimes they don't listen when we 
say don' t do that. Some people who aren' t in this 
class. 

Kelly: I don't think we should put them in detention 
because it doesn't seem to matter [to them]. 

Brooke: We already have it on the contract that we will 
treat people with respect. 

Ms. G. So why would you break the contract. 

Jeremy: I forgot. 

Ms. G: It should be in yoiir everyday life, you shouldn't 
even think about breaking the contract. 

At the end of the day as the class wrote in their 

learning logs, I reflected about Jeremy's interaction during 

the class meeting. 

Jeremy is having social problems with students in the 

class. He comes from such a difficult living situation 

where there is little if no adult supervision in his 

home life. It's no wonder he is so aggressive toward 

the other students. I wonder if they'll be able to 

accept him this year. He can drive me crazy too 1 I'm 

proud that he was able to talk about how he felt when he 
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was called "gay." He's showing some growth in his 

personal interactions in the class. I am watching 

him right now and he still hasn't begun reflecting 

in his learning log. I wonder if he knows what 

learning logs are for yet. (November 11, 1995) 

I used my learning log to think about this student who needed 

my attention as the teacher, in many learning situations. 

Jeremy was a member of the class who was pulled out for 

special education resource because he was labeled "Learning 

Disabled." He and his twin brother had been placed in 

special education classes when they were in second grade and 

had been receiving searvices for several years. 

I watched Jeremy closely because he puzzled me. He came 

into the classroom with what I saw as social problems, and I 

wanted him to realize that he needed to talk through his 

problems with other students, not just revert to violent 

behavior. I was constantly given notes by other students and 

teachers about Jeremy's inappropriate actions on the 

playgroxmd. This was the first time Jeremy came with 

problems about another student. I used my journal to reflect 

on Jeremy's social interaction in the class meeting. 

One thing to note about Jeremy, in the two years he has 

been a member of the class, he went from a student, who 

everyone avoided because of his aggressive interactions with 

others, to someone who others chose to work with. In his 

first year in the classroom when he was in literature groups 

and inquiry groups, I had to talk to the other members in his 

group privately about how to work with Jeremy. As he gained 
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experience socially by working with other class members, he 

realized that what he thought was important. He shared his 

interest of birds which became a personal inquiry for him. 

When we studied the state of Arizona, as part of the fourth 

grade mandated cxirriculum, he convinced four other students 

to join him to find out about the birds of Arizona. He 

changed from being a student no one wanted to work with to an 

expert on a topic with whom several students wanted to work. 

Because Jeremy was given the chance to voice his 

opinions, he began to work on his social interactions. He 

spent many of the first couple years of his schooling out in 

the hall or in someone else's classroom. He did not interact 

well with other students. Jeremy experienced broad concept 

negotiation groups where he wasn't asked to leave. He 

participated in the negotiation process by sharing what he 

thought and by listening to the other group members. No, 

Jeremy was not perfect in his group but he was in a group 

learning what it meant to collaborate. 

Reflexivitv 

My initial plans at the beginning of the year of how 

students would negotiate were changed completely once we got 

started. Even though the students had previous experiences 

in working collaboratively to set up class rules, talk in 

literature discussions, as well as to form a class commvinity, 

they were having trouble talking about their reflections on 

the three questions that initiated the negotiation process. 

I thought that the students would write about one question at 

a time and come together to discuss the question in a large 



248 

group. The students made it apparent by giving one-word 

responses given in a roiind-robin format that they were not 

discussing, they were just giving answers to a directed 

question. Even the trusted Brooke and Thea, who had 

something to say on any topic, did not converse; they, too, 

only had one-word responses. 

I thought because of the students' prior experiences 

they would be able to talk in a large group and a meaningful 

discussion would occvir. This did not happen, so I changed my 

plans. I initially thought about the questions and wondered 

if they were not working for the students. When I read 

through their written reflections, many students had 

wonderful content in their writing. They seemed to need the 

freedom to talk about it in a different setting. I wondered 

why the total class setting did not work for them in this 

first round of a new class focus negotiation. So I decided 

to have students talk in small groups at their tables after 

they had reflected on the broad concept questions. I still 

questioned my reason for sharing their information in a large 

group. "Was there a need to talk in a large group or would 

small groups suffice for the information?" "Did I need them 

to talk in large groups because I needed to hear all the 

students, or did they need to talk in large groups for a 

different reason?" These questions pushed my own thinking on 

whether the process I had set up was needed for my purposes 

only, or whether the information be commxanicated to the whole 

class in another format that was not as threatening. I 

questioned the value of the format and whether the students 
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needed my format to madce sense of the discussion questions. 

For the next day, I borrowed three tape recorders and 

tried again to see if students talked about "What the broad 

concept meant to them personally," if they met in small 

groups. I also suggested that they use a response pattern we 

had developed in oxir writing groups. After the students 

shared what they wrote, the other students responded to what 

they liked about it and what they wanted to know more about. 

Using these questions gave students a familiar discussion 

guide to move them into a conversation. Even though many of 

the students' conversations seemed somewhat forced, they did 

begin to talk and respond to each other. 

Billy: I'll go, I think making a difference means using 
pride, honor and respect. It means more personally 
for me to join clubs so it will help me get jobs in 
the future. 

Adrian: I like that in that one little sentence there was a 
lot of information. 

Josh: I liked the pride, honor and respect. 

Noah: I agree that if you make a difference it will help 
you get a job. 

Billy: Making a difference means that being responsible 
for my own self and take actions, have goals I need 
to get. 

Noah: Making a difference means helping. Books we read 
they don't mcJce a difference, but the people in the 
books do. Making a difference is work and it can 
be fun. 

Josh: How you act affects people. How people act helps 
others. 

I still wanted the whole class to hear what each group 

talked about, and I feared that the groups would come to the 

class meeting and we would have one-word responses again. I 
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did not want to give up on a whole class meeting. One other 

change I made at this point was to asJc one person in each 

small group to take notes on the discussions and bring to the 

class meeting. The meeting was more of a discussion than the 

previous day, and having a volunteer from each group share 

what their group talked about helped facilitate the 

discussion. 

This change of plans on how the negotiation for each 

question took place raised questions about my beliefs on how 

the rest of the negotiation of a new focus would occur. I 

decided to ask for volunteers from each group to look at the 

final categorizing of the class web of ideas so a new small 

group would form from all of the other small groups. All of 

the ideas came from sharing the work of the small groups. As 

described in Chapter 4, students met in small groups and 

categorized their questions, issues, and topics on the broad 

concept. Each group put their categories on a class web, 

recategorized the strips of paper, and added the new 

categories to the class web (see Figure 5.3). The class web 

had two sets of categories recorded. The first roxind was put 

up in one color marker, and the second round was recorded 

with a different color marker. Up until this point, the 

students worked mostly in small groups. 

I questioned my original need for the students to 

negotiate as a whole class and decided to change my plans to 

fit the students' needs of working in small groups. I wanted 

the whole class to be part of the negotiation process of 

deciding the new focus. I wanted all voices to be part of 
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the decision of the new focus. I wasn't willing to give up 

the notion that students could negotiate their cxirriculum. 

It then occurred to me to ask each group to elect a 

representative in order to form "the representative" group 

instead of asking for volunteers. All class members would 

have a representative that would speak for their needs and 

desires related to the new focus. Each elected 

representative tried to express the values and decisions made 

in their small groups when they met with all of the 

representatives in a newly-formed group. They categorized 

the class web and made suggestions for the title of the new 

focus, which was then brought back to a class meeting to be 

discussed as a whole group. 

This new format of representatives grew out of my 

students' need to discuss important issues in small groups 

instead of a large group setting. My interrogation of the 

format was not just a stepping back and rethinking the 

situation, but related to why was it important in our 

curriculum to hear all voices. I needed to decide if I was 

willing to accept representatives instead of the students' 

actual voices. The decision to accept the representatives 

grew out of the need to move the class forward in the 

negotiation process. 

The decision to have representatives made me question my 

beliefs about democracy in classrooms. I strongly believe in 

the concept of town meetings and mciking decisions as a whole 

class, because students need to feel that what they choose to 

do in school is useful, interesting, engaging, and 
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meaningful. "Students need ownership in the choices they 

make and they need to know that the choices they make are 

real. The view of language learning, teaching [and 

community] is what makes a whole language classroom" 

(Goodman, K., 1986, pp. 31-32). I was questioning my beliefs 

of democracy and whether student representation could work 

where all voices are heard. 

Conclusion 

My goal was to take responsibility in the classroom 

without going overboard on control. Through careful 

examination of my role, I provided demonstrations that took 

the students' experiences into consideration and encouraged 

dialogue and working together. Because I set up the physical 

setting and fiimished tools in the classroom, as well as made 

initial plans, I provided an environment that promoted 

negotiation with students. 

In my role as teacher, I provided focus lessons either 

through the students' or my insights and perspectives. By 

asking students to talk through their processes of learning, 

they engaged in conversations that led others to different 

decisions and conclusions about the issues they discussed. 

The focus lessons provided demonstrations to help students 

negotiate their own personal understandings. 

Structures for reflection were set up through informal 

reflections that occurred on a regular basis in the 

classroom, as well as formal reflections that occurred at 

specific times throughout the year. These reflective 

structures provided students with experiences that helped 
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them think about what mattered in their lives. The students 

were given times to reflect on what they learned, as well as 

the process of their learning through several engagements 

such as learning logs, portfolios, and the broad concept 

reflections. 

Another way to push students' thinking is through the 

role of facilitator in discussions. I encoxiraged student 

interaction and talk in the class through brief statements to 

encourage more discussion. I was addressed specific types of 

talk that interfered with discussions. 

One of my most powerful roles was being a kidwatcher. 

Through the insights of careful listening and note taking, I 

reflected on the important changes that needed to occur 

within the negotiation context of creating ciirriculum with 

students. I provided demonstrations within meaningful 

contexts of what students might do to negotiate their 

curriculum, not what they should do. I wanted the students 

to consider new possibilities of how to interact with each 

other to create engagements for themselves where learning 

occurred. 
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chapter 6 

WORKING RELATIONSHIPS OF NEGOTIATION: 

THE ROLES AND PROCESSES OF THE STUDENTS 

The process to determine a new focus was created through 

negotiating the curricultun. "Negotiating curriculum means 

deliberately planning to invite students to contribute to, 

and to modify the educational program, so that they will have 

a real investment both in the learning journey and in the 

outcomes" (Boomer, 1992, p. 14). I acted on my beliefs that 

negotiation involves students and teachers working together 

to create cxirriculum. This collaboration occurs when all 

members of a class are active participants in determining 

their leaim-ing content. My intent was to establish an 

environment for the best possible learning for all learners. 

I wanted students in my class to take ownership in their 

learning by being active participants in the learning process 

because "the key to negotiation lies in the ownership 

principle: people tend to strive hardest for things they 

wish to own, or to keep and enhance things they already own" 

(Cook, 1992, p. 15). 

The working relationships during the negotiation process 

developed because all voices were encouraged to share their 

opinions, ideas, and thoughts. Because so many varying 

voices were heard, relationships of differing perspectives 
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unfolded throughout the year. Meinbers in the classroom 

learned to accept others' perspectives even if they did not 

agree with each other. They learned how to discuss and 

negotiate differing ideas to create a curriculum that all 

students believed in. 

In this chapter, I discuss the working relationships 

that made negotiation possible. The planning conferences 

throughout the year are the context for discussing of 

process the students used to explore, negotiate and determine 

the new focus. 

The research question I address in this chapter is "As 

we move from a previous to a new class focus, what roles and 

processes are the students using to explore, negotiate and 

determine the new focus within an inquiry based classroom?" 

The primary data sources I analyzed were transcripts of the 

planning conference, field notes, and teacher journal. From 

this analysis, the following categories emerged to describe 

the students' involvement in the negotiation process: making 

decisions, listening, organizing, roles of the students, and 

working toward understanding. 

Making Decisions 

When students made decisions on how to negotiate and 

determine a new focus, they brought experiences from our 

class discussions to this process. The category "Making 

Decisions" focuses on the processes that students developed 
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for how they would work at making decisions with each other 

in the negotiation process. 

At the beginning of the year, the students discussed how 

to make a decision based on them talcing multiple perspectives 

of a situation. We talked about voting for the most popular 

answer and whether that was the best way to come up with a 

decision everyone could accept. Lacy and Sadie both 

suggested that we talk about why we did or didn't want to 

study the particular topic. After the discussion I gave a 

homework assignment: "How can we make a decision that we all 

can live with? Write out some ideas of how you think we 

could decide what we want to study. " The next day during a 

discussion about making decisions the students decided those 

combining ideas with others and listening to each other was 

the best way to make inportant decisions for creating a 

meaningful curriculum. 

Students tried to become more specific on topics of 

study for mini-inquiries on our broad concept of Making a 

Difference. Seven major categories were developed and we 

tried to find topics of study under each category. The 

students worked in groups of four or five, with members 

having their own perspectives on what topics could be studied 

from the broader focus their group was examining. Listening 

to the group " Setting Goals, " I heard three members talk 

about looking at community, one person wanted to focus on 
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college and another person on school. Josh realized that 

school and college both fit imder commvinity so all the needs 

in his group were met. He was able to combine the topics so 

all the students' needs were included. 

Another group, "Trying Hard," had two different topics: 

work/jobs and environment. They tried to decide how their 

two very different ideas could become one area of study. 

They realized that if the students, who wanted to look 

specifically at jobs, focused in on work related to the 

environment all their ideas could be included in their group. 

The topic of study became "Environmentalists," so both topics 

of interest could be discussed. The students listened to 

each other and combined ideas to create one topic of interest 

that all students wanted to examine. 

When I gave the homework assignment of "How do you make 

decisions?", I was not as aware that this strategy of 

combining ideas would be used throughout the year to help 

students make decisions. They learned to give their 

opinions, listen to each other's perspectives, and combine 

ideas into a broader focus so all the needs could be met. 

Combining ideas started as a strategy lesson that I shsured 

with the students' input into the process, and it developed 

into a useful tool that they kept retximing to when decisions 

needed to be made. 
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When students worked in a small representative group to 

make the final categories, a couple of students asked Omar 

for his opinion on whether a particular item should be in the 

group of papers. Omar immediately said, "No, I say, no." 

When another student questioned his answer, he said "Because 

they [certain members in the group] want it that way." The 

other group members immediately juir^jed on his decision 

saying, "Now it becomes a popularity vote and it's not a 

popularity, you have to have a reason ... if you want to 

have a say. Otherwise, say, 'I don't know. I'm not sure 

right now. '" The students in this group realized they were 

making decisions for the rest of the class, and they did not 

want it to become a popular vote or majority rules. They 

tried to listen, share perspectives, and combine ideas for 

the best of the community. 

Sometimes a relationship was changed because the 

students learned to hear what the other members were saying, 

even if this occurred through my facilitation, as a teacher. 

In the next category students show what can happen when they 

leaiTL to listen to each other. 

Listening 

A real discussion requires careful listening as well as 

thoughtful speaking. Thoughts build off one another as they 

are brought forth dxiring the conversation at hand. Students 

must become aware of their roles as listeners in discussions 
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so they are provided with opportrinities to understand what 

they hear in order to realize value is placed on effective 

listening (Goodman et. al., 1987) . Students in my class 

learned to listen during real speech events, such as 

literatiire discussion groups or class meetings where students 

had problems or concerns they needed to talk about. They 

learned to take turns, add to a conversation, and change 

their opinions, as well as listen to all voices in the class. 

Natxiral learning occurred because of certain common 

experiences that took place in our classroom. Camboume 

(1988) refers to these experiences as the conditions of 

learning. He states that certain conditions can be 

identified in any complex learning achievement which occurs 

in a natural environment. Because students were given many 

authentic opportxinities to be immersed in real speech events 

through demonstrations of listening and responding in class 

meetings and literature discussions, the expectation was that 

all members would learn to use negotiation. Students took 

the responsibility of learning by making choices about 

listening to class members and in tiom responding to each 

other. Their approximations or attempts to listen and 

respond were accepted by class members. It was through these 

opportunities that they learned to listen, they learned about 

listening, and they learned through listening (Halliday, 

1985). 
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In my first year at Warren Elementary I was assigned to 

teach a fourth grade class with students from four different 

classrooms. I was challenged as a teacher with the students 

I received that first year. Two in particular, Thea and 

Brooke, had been together for several years. I was drawn to 

Thea immediately because of her outgoing personality, quick 

sense of reaction, and eagerness to learn. The two girls 

were in constant competition, both in academics and 

socialization. Brooke had some of the same personality 

traits, but she was liked by the students more than Thea. 

These two girls were similar in their manners and teir^jers, 

that is to say, they both lost them quite often. Brooke was 

able to smile her coy smile and get anything out of others, 

where Thea tried but just couldn't muster the charisma Brooke 

had over people. 

The students in my class usually chose their own 

learning groups, and I was surprised to see Brooke and Thea 

together in so many small group learning situations. I think 

they wanted to like each other but saw each other as 

competitors. With that being said, Thea and Brooke appeared 

together in a final categorizing group. It shouldn't have 

surprised me because they both were bossy in their groups and 

could persuade the members of their group to let them be the 

representative. Perhaps they saw power in the position of a 

representative. So the working relationship they determined 
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was to disagree with the other person, no matter what. In 

the following excerpt the two girls were just beginning to 

make meaning of their listening through the engagement of a 

broad concept negotiation. 

Brooke: 

Ms. Crawford: 

Brooke: 

Ms. Crawford: 

Thea: 

Ms. Crawford: 

Thea: 

Ms. Crawford: 

Thea: 

Brooke: 

Ms. Crawford: 

Brooke: 

Ms. Crawford: 

Thea: 

Brooke: 

Ms. Crawford: 

I think that this should be a category because 
respecting others and respect, those are two 
that are . . . 

Brooke, I don't think anyone is arguing with 
you. 

I know. 

I think Thea agrees with you. I think Adrian 
agrees with you. I think everyone here agrees 
with you. 

I don't agree. 

Yes, you do. You said survival is different 
from respect, right? 

Uh hm. 

Ok. We're not looking at these. 

I don' t think gangs and abuse would go in 
respect at all. 

Yeah. Either do I. 

Yes, you do. That's what you were arguing. 

Wait. Which one? Gangs and abuse are . . . 

You were saying gangs and abuse go with 
respect. 

You were, huh? 

I was? 

Yes, because Brooke was, because Thea was 
saying they don't go there and you said yes 
they do, yes they do. So you need to listen 
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to what Thea is saying because then you have 
been agreeing with her the whole time. You've 
just been arguing with her. 

I spent most of the time being a facilitator to help the 

girls focus on the content of what they were saying and not 

to their reactions. It was difficult to figtire out when they 

had an opinion on an issue and when they wanted to disagree 

with each other. The working relationship of these two girls 

helped the other students in the group see disagreement. The 

other students learned to listen to what Brooke and Thea said 

to see what they really meant. Their antagonistic 

relationship was up front for all to observe and leam from. 

Other students used terms throughout the year like "What I 

hear you saying is . . ." or " I agree with yoxir but ..." 

because of the demonstration of my listening in this 

conversation. I had to listen carefully and restate what 

Brooke and Thea said to help other members realize that they 

needed to listen to each other. 

Another exanple of when students learned to listen to 

each other is when they tried to enter a conversation. In a 

small group setting of five students Brooke dominated a 

conversation. Crystal let Brooke know she had been talking a 

lot by commenting, "Yeah, but see Brooke, you've already done 

three, so it's his turn now." Crystal's message to Brooke 

was that she was dominating a conversation and others needed 

a turn in the discussion. 
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Bettina used listening to connect a comment she made to 

an earlier comment by a group member, "I'm going back to what 

Thea had said. Some people choose to be in gangs but some 

people choose to like talk about each other. Even though it's 

not right but it's like, you know, it's ok." Bettina used an 

active listening strategy by building on another person's 

comment and pointing out where it came from. 

In a total class discussion Adrian listened to the 

discussion and realized they were making similar comments as 

a previous total class conversation, "This discussion sounds 

like the one we had on [what making a difference 

means] 'personally' and it's supposed to be [what making a 

difference means] 'for the world. '" He was able to listen 

carefully to a total class conversation and connect it back 

to a conversation that had already taken place. He was 

trying to push the students beyond what they knew personally 

and move them out into a larger xinderstanding of "Making a 

Difference." 

Students listened carefully, then changed their opinions 

based on what other members in the group said. In a 

representative group, students made decisions on the final 

categories. As mentioned earlier, Brooke sind Thea did not 

listen to each other, they just more or less disagreed with 

whatever the other person said. Brooke was the more popular 

of the two girls and won over other group member's opinions 
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based on her popularity, instead of the content of what she 

said. In this next example Thea tried to explain the reason 

behind her decision to categorize the ideas in the manner she 

did. Adrian used active listening to change his original 

opinion on the issue and to state what he saw the two girls 

doing throughout the discussion. 

Ms. Crawford: 

Thea: 

Ms. Crawford: 

Thea: 

Ms. Crawford: 

Brooke: 

Thea: 

Ad. J. 

Ms. Crawford: 

Thea: 

Abuse is the opposite of respect? 
you think it belongs there? 

That's why 

But if it's the opposite, it should be in the 
opposite group. 

Yeah, but it's not respect. 

That's what I think. 

I mean abuse is not It's also not teamwork, 
teamwork. 

Jeremy, we're in a group. 

And you need the opposite of one group at 
least, not everything like relationships. You 
can need not just relationships, the opposite 
of relationships. 

I still think that these should go with 
survival because if you're abused, you're 
going to try your hardest to sxarvive, right? 
Without being killed. 

But I'm also hearing A. J. 's point that if 
you're being abused, you want to be respected. 
But this is a topic and a topic can go imder 
either one. Abuse is a topic that you can, 
you could stick abuse lander siirvival, you 
could stick abuse under respect. I think the 
point is that you want these as separate. Is 
that what I'm hearing you say? 

Yeah. I think they go together but he doesn' t 
want it. And nobody wants it so . . . 
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Ms. Crawford: You were the first one that said to take it 
out. 

Thea: And I wanted it in because everybody was 
saying they didn't want it. I wanted it in. 

A.J.: Do you know what I'm hearing is that if three 
people, if four people want something and like 
three people don't, it's oh the foxir people 
get it and the three people don' t. I think 
that we all need to work together and get it 
because Thea has a good point there that she 
doesn't really want it. And I think that it 
shouldn't be together. I think those should 
be two separate groups. 

In this example A. J. showed active listening, even when 

the rest of the group disagreed with Thea and did not want to 

discuss the particular idea anymore. He realized that the 

students were competitive in the decision-making process, and 

they were not always listening to what they were saying. The 

students learned to listen carefully to each other throughout 

the year, not just join a conversation to talk. They engaged 

in real speech events that demanded careful listening. In 

the case of Thea and Brooke, I would like to say they learned 

to listen to each other through authentic engagements and 

were able to have a wonderful relationship. That is not the 

case. They rarely joined the same literature or inquiry 

groups throughout the school year. The only times these two 

girls worked together were in the representative groups if 

they both were chosen by their groups. The relationship they 

learned to accept was that of tolerance for each other. They 

did not openly disagree with each other throughout the school 
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year as in previous years, but they also did not choose to 

associate with each other in work or play. 

Organizing 

Organizing a classroom for negotiation was my goal 

before the school year began during the second year of 

research. I thought about the tools, the set-up, the 

structure, the routines, and what the class should look like 

(see Chapter 5). I concentrated on the layers needed to 

create a classroom where students have a sense of who they 

are as well as of their other class members (Graves, 1983) . 

I wanted itry students to understand a sense of commxmity in 

order to negotiate decisions made up of the contributions of 

all the members in the class. However, organizing wasn't 

just my role as the teacher. It also involved the students' 

organization of what the process of negotiation meant for 

them as individuals. 

The organizational process that I set up was a format 

that took place in the beginning of the year to create a 

class of negotiators. Time was dedicated to class meetings 

where students had the opportxinity to bring out issues that 

concerned them and to get responses from other members. The 

functionality of the classroom arrangement was such that 

students had places to work alone, in small groups, or in 

large groups as needed. A democratic organization style was 

put into place where students were encouraged to state their 
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opinions, debate issues of importance, and come to decisions 

within the classroom context. Because I valued people 

teaching each other, mediated by the world (Freire, 1970) , I 

wanted the students to be a part of the decision-making 

process in order to determine a new focus study. Onore and 

Lubetsky (1992) believe the process of negotiating the 

curriculum is "organizing experiences which allow intentions 

to be expressed, problematized, and developed" (p. 259) . 

I, initially, set up a format of specific questions the 

students considered in order to initiate conversations around 

a new focus, the time to discuss those questions, and the 

supplies to record their information. I wasn't aware how the 

students would determine their own understanding of a process 

of negotiation. Their organizational decisions ranged from 

determining where they sat in their groups and who spoke 

when, to worrying about the number of categories they created 

in small groups and determining the titles of each new 

category. 

When the format consisted of working with the entire 

class, decision making was difficult because of the 

organizational format that was in place. Students had a hard 

time talking with each other and hearing what was said. As 

the organizational format changed to working more in small 

groups, students took the time to listen to the different 

perspectives among the members. When students worked in the 
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final categorizing group or the representative group, they 

learned to organize the information easily because of their 

previous experience categorizing the data. 

In one representative group, the students had worked 

long and hard on establishing the different categories. The 

only task left was to give titles to the categories. I 

suggested that the students decide if they wanted to continue 

or to come back at another time to finish. Most of the 

students were done for the day and were happy to break away 

from the intense discussions. Brooke and Thea volunteered to 

continue working in a small group to decide the titles of the 

final categories. Because of their previous working 

relationship, everyone thought that the titles would never be 

determined, but they showed us differently by working 

efficiently, with no relationship problems. They both went 

through the data with me and made decisions on titles. 

Ms. Crawford: Ok. Oh boy. The two arguers decide to stay, 
huh? Let's start with this one. Donations, 
caring, helping and pride. Is there one of 
those words that fits them all or do we need 
to make up a new word? 

Brooke: Pride. 

Thea: A new word. 

Brooke: No. 

Thea: New word. New word. 

Brooke: New word. 

Ms. Crawford: New word? Do you have an idea? 
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Thea: 

Brooke: 

Thea: 

Brooke: 

Thea: 

Brooke: 

Thea: 

Ms. Crawford: 

Thea: 

Ms. Crawford: 

Thea: 

Ms. Crawford: 

Brooke: 

Thea: 

Brooke: 

Thea: 

Ms. Crawford: 

Thea: 

Brooke: 

No. 

I think maybe solutions. 

I think it should be caring. 

Caring? 

Yeah. 

I like that one. 

I think it should be called caring. 

Donations, helping, caring and pride. And 
you're thinking caring? 

Wait. Wait. If we're going to change it, 
then there's caring right there. 

So, I guess what I'm trying to look at is 
? 

Cause you care for people in order to give a 
donation, and you care for people in order to 
help people, and you care in order to have 
pride. 

Another word that we had before that was 
similar to this was called reaching out. 
Reaching out to others. 

It's over here. 

Then we'll call that one reaching out. 

Well it's over here. Plus it's over here, 
but . . . 

We can call that reaching out. I think we 
should call it reaching out. 

So that one we had before. So do we want to 
just call this one reaching out then? 

Yeah. 

Uh huh. 
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Ms. Crawford: 

Thea: 

Ms. Crawford: 

Brooke: 

Ms. Crawford: 

Thea: 

Ms. Crawford: 

Brooke: 

Ms. Crawford: 

Thea: 

Ms. Crawford: 

Brooke: 

Ms. Crawford: 

Thea: 

Ms. Crawford: 

Thea: 

Brooke: 

Thea: 

Ms. Crawford: 

Brooke: 

Thea: 

Because when you reach out you care for 
people, you might donate, you help. 

I think this is going to be oxir next group, 
right? 

Right. 

So we're making groups for other people? 

Right. Titles of groups. 

So we've got to make sxire they're really good 
and they make sense. 

Ok. Relationships, being friends, friendship 
with others. 

Having good relationships. 

So relationships then? 

Yeah. Having good relationships. 

Ok. 

Hey, we' re having the same ones. 

I know. That's ok. That's ok. Teamwork, 
teamwork, pollution, keeping the environment 
clean and protecting the environment, 
environment. 

That's because all these came with, cause we 
moved on and we had and then these 
are the same questions we had at first. 

Ok, what about this one? 

How about environment? 

Keeping the world clean. 

I mean environment. 

That's a topic though. 

How about environment? 

That's a topic also. 
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Brooke: An issue is like this, right? 

Ms. Crawford: Yeah. 

Thea: I think it should be teamwork. 

Brooke, Thea and I continued to work through the strips 

of paper in each category with similar discussions. The two 

students talked back and forth and chose not to argue and 

disagree with each other. At the end of the session I 

commented, "Now that was easy." And both Brooke and Thea had 

to agree it was and questioned themselves as well as the 

other group members about why it was so difficult in previous 

situations. The organizational strategies they learned in 

previous situations helped them get the job done. They were 

able to listen to each other and make decisions on titles for 

the categories. 

Another one of the organizational strategies across the 

data was the way students formed categories from their broad 

concept reflections. Students explored ways to form 

categories by developing strategies for the process of 

negotiation in order to determine a new focus study. These 

strategies were developed out of a need to communicate their 

beliefs and understandings of the content of the reflections 

that each student brought to the negotiation process. 

In the transcript of the final roiond of categories in a 

representative group, students tried to figxire out how to 

move beyond their discussion of organizing certain issues. 
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There was a difference in opinion about what to do with the 

strips of paper with no resolution coining out of their 

discussions. Brooke and Thea led the debate on where one 

particular issue fell into the categories that were already-

created. Thea believed one thing, so of course, Brooke took 

another viewpoint. The two girls continued their debate, 

leaving the rest of the group out of the discussion even when 

Crystal suggested a strategy to bring both of their ideas 

together, "I think relationship goes with responsibility 

because you have to be responsible to make relationships with 

other people to be friends." This was a successful strategy 

that had worked in other situations as a way to come to a 

consensus in a group. 

Students previously discussed ways to come to a decision 

in class meetings. In reflecting on this negotiation 

process. Lacy wrote that it involves "combining things 

together" to come to agreement. Josh stated, "We decide how 

they all go together, and if they all go together, we have 

one group, and if they don't, then maybe we have more then 

one group." However, because of the relationship Brooke and 

Thea had outside of the group, they didn't want to combine 

their ideas. Finally, Adrian suggested another strategy: 

"Why don't we put it off to the side right now and come back 

to it later?" The other students in the group agreed with 

his suggestion so they could move on. Brooke and Thea 
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accepted the decision to move on, but continued to argue 

throughout the transcript. 

For many of the students in the class, negotiation was 

an abstract concept that they had not experienced before in 

classrooms. They had been in situations where the curriculum 

was already decided and set in place by either the teacher or 

the district mandates for the grade level. Little, if any, 

time had been devoted to the students' desire to create a 

curriculum so they needed new strategies in our classroom. 

David discovered a strategy to better understand the process 

of negotiation through the role of play. For young children, 

play is a serious game that involves separating the imaginary 

situation from the real. Vygotsky (1978) states that 

"creating an imaginary situation can be regarded as a means 

of developing abstract thought" (p. 103) . Through David's 

creation of an imaginary situation, a game, he found a way to 

better understand the real situation, the meaning behind 

negotiation. 

David devised a game he called "Go-Fish" similar to the 

card game played by children. In his version everyone takes 

their own strips of paper and reads them one at a time. 

"Like you'd say I have enviroiunent, does anybody else have 

anything to do with environment? So you're just kind of like 

torying to make categories like that." In this first round of 

categorizing, David's group worked quickly with little or no 
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relationship problems among the members. The students looked 

at the situation as a game to play and patiently waited their 

turns. 

The organizational decisions started with my ideas of a 

format for the students to help facilitate the negotiation 

process. As students experienced the process I set up, and 

realized what they said mattered in the determination of a 

new focus, their engagement increased and they developed 

their own strategies for organizing. Because most students 

engaged in the process, they were able to figxire out how to 

move beyond problems in groups through negotiating their 

ideas to form categories so a new focus study emerged. 

Assuming Different Roles in Discussions 

When students went through the process of moving from 

one focus to another, they took on different roles within 

their large and small group discussions. One of the 

questions I asked the students at the end of the school year 

was to think aibout what they thought their roles were during 

this time. By looking at these interviews as well as through 

the transcripts of their discussions I have established five 

subcategories of student roles; facilitator, analyzer, 

expresser of other perspectives, helper, and reflector. 

Most students became discussants in the small groups 

settings when a new focus study was being negotiated. 

Sometimes their role was a lead position as a facilitator to 
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move the conversation along; other times the role was 

participatory as that of an analyzer, giver of ideas or 

helper; and still at other times students saw themselves 

stepping back into a reflector role. Kelly states her role 

in the negotiation process was, "I talk about why I want the 

topic that I want or I don't want it, and if the topic is 

good or not and why I chose it." Kelly' s voice was evident 

in all discussions of which she was a member by taking on 

most of the roles within this categoiry through facilitation, 

participation and reflection. Students took on several roles 

at different times during the discussions, depending on their 

personal needs as well as the group' s needs. In the 

following examples students' reflections are used to explain 

the different roles that they assumed. 

Facilitator 

One of the weekly jobs in the classroom was to be the 

facilitator of class meetings. A strategy that students 

developed over a period of time to help them with this role 

was to ask people what they had to add onto someone else' s 

comments. Students learned to use comments such as, "Does 

anybody have cinything to add to that?" to enhance discussion. 

During a broad concept negotiation discussion in a second 

round of categorizing Crystal used language that she learned 

from being a facilitator of daily class meetings. Her group 

was talking about issues of being a peacebuilder. They were 
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gathering the papers that had comments of peace and Wcir. She 

used phrases such as "Ok, do you have any peacebuilding?" 

"Do you have any more that go with peacebuilding?" These 

comments kept the group focused on what they were doing. 

In one broad concept transcript, in a first round of 

categorizing, several of the students were silent when 

negotiating what to do with the slips of paper. Kelly 

facilitated by inviting other members to participate. She 

used comments such as, "David, what goes with peacebuilder?" 

"Crystal, do you think it goes in peace?" "Do you think it 

should go in reaching out? David? Billy?" "Valerie, your 

turn to read your question." Most of the students in this 

group were quiet students in large group discussions and 

needed a little coaxing to join in the discussion. Kelly 

encouraged students to participate through invitations of 

using the students' names. 

During the first negotiation of a new class focus I made 

the decision to move from large group discussions to small 

group discussion in order to answer the question "What does 

the broad concept mean to you and what does it mean to the 

world?" I made this decision because of the lack of 

discussion in the large group. I still believed that 

students should and could discuss important issues in a large 

group setting so at the end of the year I decided to move 

back to a total class discussion on these two questions. 
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I wanted to be a member of the group, not just a 

facilitator, so I asked volunteers to be the facilitators of 

the two discussions. There were a couple of students who 

took charge in facilitating small or large group settings 

when they were members of a group. Brooke and Thea were 

experienced facilitators because it was a role they nattarally 

assumed in many situations, so it was no siirprise to me that 

they both volunteered to be the facilitators of the two large 

group discussions. 

In the two transcripts from the discussions on what the 

broad concept means personally and to the world, Brooke and 

Thea used the strategy learned in the class meetings to move 

discussions along by asking others if they had something to 

add to the conversation. Most of their forms of facilitation 

moved conversations forward through using conversational 

maintenance, restatements, or extensions. They took the role 

of a formal facilitator when they made conversational 

maintenance comments such as "Can you speak up a little 

louder, please?" to get people to talk to the whole class, so 

everyone could hear them, not just the people sitting next to 

them. Brooke used management techniques when she stopped a 

conversation and asked a student to listen to the people who 

were talking. Jereony was discussing gangs and what it had to 

do with making a difference while Ernesto was playing around 

in the background. Brooke stopped Jeremy and said. 
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"ErnestoI" She paused a couple of seconds and then said, "Go 

ahead, Jeremy." Another time when two students were talking 

at the same time she stopped them and said, "Raise your 

hands. You both are talking at the same time." In this same 

discussion, Jeremy brought up the topic of the homeless, but 

just laid it out without any discussion. He didn't explain 

his perspective on what he thought about homeless nor did he 

bring out issues about them. Brooke used an extension 

statement, "What do you mean by that, Jeremy?" to encourage 

him to explain his thoughts. Thea used one comment to both 

restate and extend a student's comment. The discussion was 

about breaking away from jail and Thea asked, "So what you 

mean is we could stop all that violence. But how are we 

going to do it? Does anybody have anything to add to what he 

said?" She summed up one student's comment and encouraged 

other students to join in the discussion. About her role as 

facilitator, Thea believed, "Oh, I talk to people about how 

their feelings are about it, what they want to do and how we 

can make our own choices and make a difference in how we can 

make a choice." 

Brooke and Thea were formal facilitators, where class 

members knew these two girls would tcike over the role of 

facilitation if they were in their small group. Many other 

class members natxirally took on the role of facilitator when 

they did not have Brooke or Thea in their groups. 
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Conversations were facilitated in an informal way where 

several students in a small group facilitated conversations 

without being the assigned facilitator. Comments were made 

such as "Do you want to do issues first?" to initiate 

conversations or "Do you want to put them together now?" to 

move the group along. Students were typically not assigned 

to facilitate, they assumed the roles as needed to move the 

discussions along. 

Analyzer 

Some students took on the role of analyzer of the data. 

They saw the working relationship as a collaborative effort 

but believed their personal role was that of an analyzer. 

Sadie's comment, "I just think what questions I have, like 

the most important ones, then I try to put them together with 

everyone and see what kind of different focuses we have" is 

an example of the process she perceived. She was able to 

examine the big picture in the planning conference by 

expressing her interpretation of her reflections as well as 

other group members. She analyzed her work by discussing it 

with other members and combining similar ideas to create 

categories. 

Billy also thought his role was to analyze the data by 

seeing ". . .if they soxmd right and if they can go in the 

groups." Omar's analysis technique was to "decide and help 

us to the conclusion and to think what topic we should have 
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and think why I should have the topic. [To find out] what's 

the reason behind yovir topic and why you chose it." His 

actual statements in transcripts where he gives reasons 

behind the topics, he chose supports his reflection 

statement. Omar's voice was heard through his comments on 

culture: "... Because when you don't respect other 

cultures, you're like abusing them." The students in this 

group analyzed their data to find topics that belonged under 

the issue of abuse, and he gave a reason why he thought data 

belonged under the particular category. 

Most students in the class were able to analyze their 

own reflections and add them to their groups' categories. 

Some students were able to look at all the reflections in 

their group and discuss the reasons behind the categorizing. 

Students who saw themselves as analyzers of the data tended 

to see a big picture through their reflections. They 

examined the data carefully in order to discuss their 

decisions of what should be done with the data. They were 

able to interpret data through their discussions with the 

other members in their groups. 

Expresser of Other Perspectives 

The role of expresser of other perspectives was taken on 

by students who tended to reflect on what they did in their 

groups in order to keep their group thinking about the 

categories. Lacy, who is one of the oldest siblings in a 
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very large family, believed her role was "to get some ideas 

down and think about the groups [ to see if they] make sense." 

She always took care of her younger siblings in the school by 

checking on them at lunch or break times, so it made sense 

that in ovir classroom she took on the role of offering new 

perspectives. She engaged in conversations as well as 

invited others to participate through her questions, comments 

on ideas, and statements of the opinions she had. Lacy used 

this role as a way to invite other members to participate in 

her group. In a literature group on John Brown: Onp» man 

against slavery (Everett, 1993), a book about slavery in oxir 

coiintry and the beginning of the Civil War, Lacy invited the 

members of her group to discuss a particular situation. 

Lacy: How would you feel if you were a slave and 
John Brown saved you? 

Victoria: I would feel happy and then if he got caught I 
would try to . . . 

Gilbert: Do the same thing for him. 

Victoria: Yeah. 

Gilbert: Cause it's your turn to do the same like for 
him or other people like. 

Victoria: I'd try to do the same thing for you to save 
other people, and try to save other people how 
he saved me. 

Gilbert: It's your turn to try to save other slaves and 
then it goes on and on like that. 

Lacy: Yeah, I know. I would feel very grateful that 
he risked his life to save me. Nobody I know 
would do that. 
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Students continued to discuss the idea of being freed by John 

Brown with conversation flowing among all of the members. 

Then Lacy offered another perspective on the situation. 

Lacy: 

Adrian: 

Crystal: 

Lacy: 

Crystal: 

Gilbert: 

Crystal: 

How would you feel if John Brown killed you? 

I don't know. 

Ok. John Brown wanted to free slaves but why 
did he have a feeling that slaves should have, 
should be free instead of being captured? 

He had like the heart or something. I'm glad 
he did. 

There'd probably still be slavery right now. 

Oh yeah, what somebody said about . . . if it 
wasn't for him there would still be slaves. 

Yeah, and what God said, everybody is equal. 

Victoria & Lacy: Equal. 

Crystal: 

Lacy: 

Gilbert: 

Crystal: 

Lacy: 

Crystal: 

Equal instead of not equal. And equal is 
better than non-equal. And everybody is 
equal. 

People think just because they're better than, 
white people think that they're better than 
African Americans because they're like 
colored. I don't see what the difference is. 
It's just colored. I mean, they still walk, 
they eat, they do the exact same things. They 
might just do it differently. 

It's still the same. 

It's better to be different than to be the 
same. 

I think John Brown really knew that. 

They just look different outside but they're 
the same. 

Lacy: In the inside they're the same person. 
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Crystal: Their heart's the same, their lungs the same, 
everything's the same. And John Brown felt 
like he needed to free them so everybody would 
be ok. 

Lacy: And I mean there's still a little bit of 
slavery today but not as bad. I mean, the 
white people don't like tell the African 
Americans do this and stuff. 

Lacy offered different perspectives in this literature group 

by asking students to put themselves into two different 

situations from the events that took place in the book. 

Victoria also commented on her role as expresser of 

other perspectives, "I think I tend to make up new ideas for 

the web so they can fill that." Victoria was a very quiet 

and shy student, whose voice was rarely heard in large group 

settings. In small groups she felt she had the place to 

express her own ideas and others listened to her. It is no 

wonder she sees herself as someone who expresses other 

perspectives. In the following exaitple, Victoria reads a new 

reflection that was on a strip of paper that her group 

members were deciding where it went. She offers two 

different places for the reflection to go: 

Victoria: Why does the world have problems? 

Jeremy: It should go with Peacebuilders. 

Taryn: Yes. 

Jeremy: But Peacebuilders doesn't do problems. 

Victoria: They [Peacebuilders] solve problems and that's 
part of "Why does the world have problems?" 
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Crystal: Oh yeah, put it in Peacebuilding. Put it in 
Peacebuilding. 

Victoria: Yeah, I wrote that and when I did it I was 
kind of thinking it went with violence. 

Crystal: Do you mean "How could we stop violence?" 

Victoria: Yeah, I thought there was violence here. Like 
with the examples "How do gangs make a 
difference? Why do gangs kill other gang 
members when they are on the same side?" 

Victoria expressed two suggestions of where to put the strip 

of paper but left it up to the group to discuss her two 

perspectives. She encouraged Jeremy to work through his idea 

of what Peacebuilders do by agreeing they solve problems, but 

added that world problems also deal with violence. 

Christina saw this role as a mediator. "I give my 

opinion sometimes when we're in an argument, not really an 

argimient but a question. I try to give my opinion and see if 

anybody has anything to add to that and that's how I figxire 

out where the focus should be." She believed her role was to 

offer ideas so the other members had different perspectives 

of what they were discussing. 

Another way students expressed perspectives was through 

support. This occxirred when students saw themselves as 

helping other students in their groups. Josh thought, "I try 

to help in the group if others get stuck on something that 

they're trying to do." Josh perceived his role as someone 

who worked on the problem when the group was stuck. 
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Another way this role was defined was how the people got 

along in the group. Eddie thought that he helped in his 

group by, "... finding names for the categories and trying 

to help other people, like being a peacebuilder." The idea 

of being a peacebuilder came out of class discussions about 

what a classroom should look like when we discussed class 

rules at the beginning of the year. The term "Peacebuilder" 

came from a project developed by Dr. Dennis Embry that was 

widely used in the city of Tucson. Students in my class saw 

Peacebuilders as people who brought harmony into problem 

situations and tried to come to resolutions through 

discussion. 

Reflector 

The role of student as reflector occurred when students 

stepped back to think, either aloud or quietly, before they 

made decisions that affected the group negotiation process. 

Taryn saw her role as that of a reflector. "I would state 

what our group thought about the topic and what I thought 

about it and what I feel is important about it. I would 

write a lot about our topic, and sometimes I would have to go 

out of the group for a while." Because of her role as a 

reflector, she was able to be a sxjmmarizer within her groups. 

A group of students in which Taryn was a member tried to 

distinguish whether peacebuilders and violence were separate 

categories or belonged together. They discussed the 
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differences between the two issues and could not make a 

decision on whether they should go together. One student in 

the group insisted that wars and violence did not belong with 

peacebuilders. Taryn connected back to a movie she saw as 

part of her own personal inquiry on slavery. She stated, 

"That [wcir] was still peacebuilders, and Schindler was 

working for the Jewish, but he was like undercover since he 

was trying to stop, he was going against killing Jews, and 

that' s a peacebuilder." She used reflection to think about 

the topic being discussed as well as a previous learning 

experience into which she had put a lot of thought. Students 

who took the role of reflectors in their group had the 

ability to step back and bring in other ideas from previous 

learning experiences. They made connections easily to make 

meaning out of the current conversation. 

Miscellaneous Roles 

Other roles that appeared throughout the data ranged 

from students who took on power roles, to students who named 

categories, to students who encouraged others to join the 

negotiation process. One role was that of taking positions 

of power. When Brooke and Thea fought with each other and 

did not listen, they were having a power struggle with each 

other. Both girls were vying for the attention of other 

class members and thought they could achieve the attention by 

being in charge in their group. They both wanted their 
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perspectives heard and acted upon. Brooke or Thea did not 

give up on their opinions \intil all other students disagreed 

with either one or both of their comments. 

Another role was naming the focus study or issues aroxmd 

the focus during the representative negotiation meeting of a 

planning conference. The students, who came up with titles, 

saw a relationship within the group of words or phrases that 

were combined into one category. When a representative group 

saw the commonality among the different issues, they would 

then try and come up with a word or phrase that represented 

all the issues. A.J. took on this role of making suggestions 

for titles to bring back to the entire class for discussion. 

The students respected his input on the naming process and 

agreed to go with the title he suggested. 

David created a game as a role within the negotiation 

process. Because of this game, Ernesto was encouraged to 

participate in a way he had never done before in the 

classroom. The students in the class realized that our four 

special education students, who were in the class most of the 

day, did not always actively participate in our classroom 

discussions and learning experiences. David helped Ernesto 

become involved in the negotiation process through the game 

he created. Ernesto shared his questions, issues, and topics 

in the small group and helped make the decisions on where 

they were placed. Ernesto played a role here too. It was 
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his need that encoxiraged David to become explicit about 

negotiation and develop the game. Previous to the game 

experience, Ernesto had not participated in the negotiation 

process of the planning conference. David's role encoxiraged 

silent members to share. In the next section the 

connections the students made will be addressed. 

Working Toward Understanding 

In examining the types of londerstanding which occtirred 

in the planning conferences, students continually made 

connections to previous learning situations. Students made 

personal connections to their own experiences and connections 

to previous class studies. Dewey (1938) states that stopping 

to think about the current train of thought and bringing 

connections from other "possible tendencies makes for a more 

comprehensive and coherent plan of activity" (p. 64) . 

Because students made meaning through connecting to their own 

past learning experiences, they were able to work toward an 

understanding of new issues and topics. 

Connections to Personal Lives 

Students made personal connections to their own 

experiences through the negotiation that occxirred when making 

decisions for a new focus study. Students were asked to 

reflect on the different categories of the new focus study 

web in order to determine whether the class would choose one 

of the categories for a new class focus or whether all of the 
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categories would be implemented in the classroom. Each 

student talked about why they were interested in the category 

they chose. One of the categories, "foster homes" was chosen 

by a student because "kids get taken from their parents." 

This student's personal experience with foster homes came 

from her placement in a foster home. She wanted to find out 

more about the care given in foster homes because of her 

personal interest. In the same discussion Thea made a 

personal connection to her grandmother in a nursing home. 

Thea stated, "I want to study nursing homes and visit them so 

they don't feel so lonely. Sometimes when you are old, you 

feel alone and this [visiting] makes them happy." Thea 

explained that her grandmother was going into a nursing home 

and she worried about what type of care would be given to 

her. Thea wanted to visit her grandmother's nursing home on 

a regular basis. 

A group of representatives tried to understand the 

category of "relationships" as part of the broad concept web. 

Brooke and Jonah discussed their beliefs of relationships. 

Brooke: Because, Jonah, listen, if you're not 
responsible, in a relationship, how do you 
think that you guys are really going to last? 
You're not going to last in a relationship. 

Jonah: How do you know relationships are like that? 

Crystal: I think the difference . . . 

Brooke: I had a friend since I was two years old. 
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Jonah: I think it's a different group. 

Brooke: Well, think of yoxir best friend, Jonah. You 
have to be responsible to have a relationship 
so that you can trust them. 

Brooke tried to help Jonah \xnderstand relationships through a 

personal relationship she had with a friend for a long period 

of time. She even tried to have Jonah connect to the 

friendships he had had in his life. 

Another type of personal connection students made was to 

events that occurred in their lives. At our school there was 

a concern of gang violence in the neighborhood. There was a 

lot of gang graffiti on store walls, neighborhood fences, and 

even in our school. The school community was concerned about 

gangs, and they had the school's D.A.R.E officer talk to the 

classes about gang violence. The students in my class 

connected with the ideas discussed by the officer during a 

planning conference. In a small group discussion, students 

talked about the issue of respect. One student commented, 

"When you're in gangs, you don't respect what you would call 

your friends. And they aren' t really your friends." The 

students in this group talked about how gang members abused 

people. They did not see abuse as making a difference. The 

connection these students made to the concern within the 

community on gangs became part of the c\irriculum created in 

the classroom. Because of the graffiti on the school 

building, storefronts, and neighborhood fences, the students 
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saw it as their own personal problem, not just a problem 

outside of their own lives. 

Connections to Classroom Studies 

Students frequently made connections to previous 

learning experiences in school. Within the planning 

conference, students were asked to think about what they had 

just finished studying in order to make a decision on what 

they were interested in exploring next. In a total class 

discussion, students talked about what "M^ing a Difference" 

meant to the world. Several students connected to the issues 

of helping homeless people as a way to make a difference. 

The class had several class debates on homeless people in our 

community. Students had taken sides on whether the homeless 

people should be helped or not. The students also discussed 

the reasons behind their opinions. These debates took place 

when the students were studying "People's Rights," and they 

tried to look at multiple perspectives on the issue of 

homeless people. 

Sadie: We should start making, like some people go 
out to bars and start drinking and then they 
don't pay their bills and they lose their 
house. They should start like paying their 
bills. 

Sabrina: I think that we can help them out [homeless 
people] because they're part of our world and 
they need help. 

Lacy: We can like make them like a group of people 
together and then we can do like donations for 
the homeless and send it out. 
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Jeremy: We can't be giving them food. When you give 
something to them, they better get jobs and 
stuff. You can't just keep doing it all their 
life. Like giving them food. They would 
probably go buy liquor. 

The discussion continued with people talking about 

getting jobs for homeless people and why or why not they 

should help them. Sadie thought that something should be 

done to get people to be responsible for themselves so they 

won't become homeless. Sabrina talked about what should be 

done once these people were homeless. These conversations 

connected directly to the classroom debates that occurred a 

couple of months earlier. 

Another classroom connection came from a small group 

discussion within a planning conference when students were 

formulating categories from their own broad concept 

reflections. Jeremy, Taryn, Crystal, and Victoria were in a 

second round of categorizing their reflections. They 

discussed issues of war and peace. Jeremy tried to prove 

that the two issues should not go in the same category. 

Victoria, who had done an expert project on World War II, and 

Taryn, who had seen the movie "Schindler's List," tried to 

explain to Jeremy why they belonged together. Both girls 

made connections to the different events as points to show 

Jeremy that they belonged together. Victoria gave specific 

examples of people who used violence and what others did to 

bring peace that she learned about in her expert project. 
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Taryn connected to the movie by discussing Schindler's plight 

to helping the people in concentration camps and how he 

brought some peace to the people. Both girls passionately 

debated that "war" belongs with "peace" because of their 

connections and understandings of World War II. Taryn 

finally became so angry that she said, "Stop the stupid tape 

a minute." She was not a student who showed anger at all in 

the classroom, and she didn' t want her anger to show up on 

tape. The noise level at their table got louder and louder 

until a decision was made to bring the two issues together. 

Because the tape was off, I'm not svire how the issue was 

resolved. When the tape was turned back on, the voices were 

calm, and Taryn said, "We'll put them together then, right?" 

and all agreed. The connections Taryn and Victoria made to a 

previous classroom study, their expert projects, were so 

powerful to them it caused a normally quiet child to lose her 

temper because of her beliefs about war and peace. 

At the beginning of the year I read literatiire to the 

students and asked them to connect our broad concept to these 

books. Clarissa was able to show how a book also connected 

to a focus study in the previous year. I read The Storv of 

Three Kingdoms (Meyers, 1995) which is a creation story of 

how man came to live with the animals in land, water, and 

sky. She thought that now that the people had power over the 

animals, they might not treat the animals very well. This 
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came directly from her understanding of endangered and 

extinct animals that she studied in the previous year. Mike 

also connected to a focus study in the previous year when he 

was making decisions on what he wanted to study. He chose to 

study donations "because last year we donated to the poor and 

maybe we could do it again." Both students connected to a 

learning experience they had in the previous year. Both of 

these students were in the class for two years and saw the 

connections in the curriculum from focus study to focus study 

and year to year. 

Conclusion 

Dewey (1938) states that "the only freedom that is of 

endxiring importance is freedom of intelligence, that is to 

say, freedom of observation and of judgment exercised in 

behalf of purposes that are intrinsically worthwhile" (p. 

61) . If this is true, then we must allow students to 

envision their own curriculum by finding purposes that are 

worthwhile. Learners need to find ways to create a 

meaningful curriculum that is built from their own 

experiences. As members of a classroom, students need to 

negotiate a c\irriculum with each other. 

The working relationships formed within the negotiation 

process aure factors that influence the decision-making 

process. These relationships developed because all students 

were encouraged to voice their perspectives. Students made 
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decisions about the negotiation process. They listened to 

each other and organized, themselves through a formal set-up 

that was initiated fay the teacher but then changed as 

students took ownership within the process. Students assumed 

roles within the process of negotiating through facilitator, 

analyzer, expresser of other perspectives, and reflector. 

They worked toward new understandings by making connections 

to other experiences in their lives. 

Negotiating the curriculum comes from all voices of the 

learners in the classroom. Questions from the students' 

personal inquiries through the broad concept reflections 

drive the ciirriculum for all members in the class community. 

Students need to engage in the conditions of learning in 

order to create a meaningful learning experience. 
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chapter 7 

conclusions and implications 

This qualitative teacher research focuses on the 

curriculum negotiation process over a two-year period in an 

intermediate multi-age classroom. Because I believe learning 

is collaborative and everyone leams differently, the 

cxirricular framework was based on an inquiry model of 

learning. A broad concept supported students in making 

connections across and within the class studies and their 

individual inquiries. 

The purpose of this study was to describe, categorize 

and analyze the processes and roles of the students and 

teacher within the curriculum negotiation of determining the 

focus of class studies. In order to achieve these purposes, 

the following questions guided this study: 

1. What are the roles and processes of the teacher in 

influencing and facilitating the negotiation process of 

determining a class focus within an inquiry based classroom? 

2. What cire the roles and processes the students use 

to explore, negotiate and determine a class focus within an 

inquiry based classroom? 

This study involved multiple data sources in order to 

study the negotiation process that occurred among the class 

members in the context of the seven planning conferences 
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within small and large group settings. Audio tapes and field 

notes of the broad concept negotiation discussions, my 

teacher journal, interviews of students in the second year, 

photocopies of student learning logs from the broad concept 

reflections, audio tapes from literatxire groups and inquiry 

groups, and photocopies of student artifacts made up the data 

pool. The constant comparative method of analysis (Glaser & 

Strauss, 1967) was implemented to examine the data for 

patterns and themes that emerged throughout all stages of the 

study. 

This chapter considers how the findings of the research 

questions presented in previous chapters contribute to 

understandings about negotiated cxirriculum within a 

democratic learning environment. In order to address this 

focus, this chapter is organized in foxir sections: What did 

I leam? What do the findings mean? What did I leeim about 

research? and What are my new questions? 

What Did I Leam? 

The findings from the research questions have been 

organized into the two areas of my questions: teacher's role 

and process and students' roles and processes. The 

categories that fall xonder each area are briefly sxammarized. 

Teacher's Role and Process 

One role of the teacher is to provide opportunities for 

students to take ownership for their lesuniing. The teacher's 

role is to be aware of the capacities, needs, and past 

experiences of the students as well as encouraging all 

members to participate in the decision-making process (Dewey, 
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1938) . role as a teacher fell into five different 

categories: organizational structxires, strategy lessons, 

setting up structures for reflection, facilitator, and 

kidwatcher. 

Organizational Structures 

The organizational structures that I set up influenced 

the negotiation process by providing a fo\mdation upon which 

students could build. The students' personal space as well 

as their social interactions were considered in organizing 

for negotiation. The physical setting involved having spaces 

available for different sizes of meeting areas to help 

students commxmicate with each other through dialogue. The 

students reflected individually in private spaces so they 

could bring their ideas to small or large group discussions. 

In these discussion groups students talked about the 

important issues, questions, and topics so as to make 

decisions about futiire inquiries by negotiating with class 

members. 

The ways teachers organize their classrooms reflect 

their views and beliefs. Teachers who organize classrooms in 

which children have many opportunities to engage in 

meaningful learning engagements that are built from students' 

experiences, believe that learning is social in nature. 

Building from the assumption that learning is social, an 

inquiry model of learning was the framework put into 

practice. 

The arrangement of the furniture as well as the 

location of books and supplies were thought out to support 
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the curriculum and to invite interaction among the learners. 

"Valuing the diversity of children's ways of knowing is 

supported through planning an area and times where children 

have access to many tools and artifacts' (Kauf&nan, 1996, p. 

231). Students needed interactive spaces where negotiation 

could occur for the classroom's ongoing social life. 

The data indicated that the tools in the classroom were 

devices that helped the students organize themselves and 

their groups. The students were provided with learning logs 

as well as other types of paper to record their 

understandings that they shared within large and small 

groups. The different-sized papers with students' 

reflections of the broad concept were easily manipulated 

within small groups so as to negotiate categories for an 

emerging focus. The students worked together and moved the 

categories around while trying to be mindful of all of the 

different perspectives from classmates. 

Focus Lessons 

Focus lessons occurred when there was a need to explain 

specific aspects of a leeiming process. Both teachers and 

students shared focus lessons. The data indicated that the 

teacher's role was to identify when strategies needed to be 

presented by either the teacher or the students. By 

reviewing field notes, my teacher journal, or taped 

discussion groups, I was able to find the content needed for 

focus lessons on areas where the students needed assistance. 

These lessons were not always planned ahead. Sometimes they 

happened because of an immediate need in the classroom or the 
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interpretation of an event by the learner. These events were 

critical teaching moments when learning strategies were 

shared because of a need in the classroom. Students were 

asked to share their processes of thinking in a focus lesson 

to help other classmates see the learning process through 

another student's perspective. 

Setting UP Structures for Reflection 

Structiires for reflection were both informal and formal. 

The data suggests that reflection gives students a way to 

find their own voices and share them with other class 

members. There were informal reflections such as learning 

logs, class meetings, and literature discussions. Because I 

encoxiraged students to step back and think about their 

learning, they could talk about what mattered to them in 

informal settings. Because of these informal settings, 

students were able to connect what they already knew about 

reflection to the more formal settings such as presentations, 

portfolios, and planning conferences. The formal reflections 

focused on bringing out the important issues in their lives 

so they would discuss these with other class members. 

Through these discussions students were able to negotiate 

ideas for an emerging focus. 

Facilitator 

The teacher's role as facilitator within the planning 

conference was different from a teacher's role in literature 

discussions or inquiry discussions. The data indicated that 

I monitored all six or seven groups during the planning 

conference at one time instead of staying with one group for 
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a long period of time. When facilitating literature 

discussions or inquiry group discussions, I tended to stay 

longer in groups. I see several different reasons why 

facilitation is different in the planning conferences. The 

first reason is the process was new to the students and to me 

as a teacher. I needed to monitor all the groups because of 

the uncertainty of many students. I continually walked in 

and out of discussions while they occurred in the planning 

conferences. Often students needed clarification of the 

process, not the content they discussed. In literature 

discussions students had more experience from previous years 

with talking about books. They were accustomed to the 

process of discussing books. The students did not need 

process clarification in literature discussions or inquiry 

discussions as much as they needed content clarification. 

Kidwatcher 

The teacher's role of kidwatcher is to observe students 

in various situations. I noticed that through the 

observations I made by kicSwatching, I was able to step back 

and reflect so as to alter plans, modify schedules, and 

rethink my beliefs. This reflection allowed me to take a 

larger step back toward a reflexive state. I wasn't just 

questioning the practical learning experiences within the 

classroom. I began to question the values of my beliefs 

about democracy as it was implemented within the classroom. 

I interrogated the very constructs used to make sense of the 

world of democracy in which I believed (Short and Harste, 

1996) . 
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Students' Roles and Processes 

The categories that emerged to describe the students' 

involvement in the negotiation process are: making 

decisions, listening, organizing, assxmiing different roles in 

discussions, and working towards understanding. 

Making Decisions 

Students developed a way to negotiate within small 

groups by combining ideas and looking for bigger issues that 

would encompass many perspectives. I was pleased that 

students tried to combine ideas instead of going with a 

majority rule way of decision making. They worked toward a 

consensus agreement instead of a popularity decision. When 

given the opportunity to discuss what really mattered to them 

as individuals and when they trusted that I, as the teacher, 

valued their opinions, students took ownership in their 

learning. 

Listening and Organizing 

The data suggests that students learned to listen to 

each other through engaging in real speech events that 

demanded careful listening. Students needed to listen to 

each other within their groups so as to negotiate the 

important issues, questions, and topics they valued. 

"Dialogue requires thoughtful listening and responding" 

(Peterson, 1992, p. 104). Through listening, students were 

able to engage in a discussion that pushed their thinking to 

the point where the members join together to understand. 

Students developed organizational structures that helped them 

within the negotiation process. They were able to debate and 
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discuss, when they disagxeed with each other, and to create 

strategies to better understand how to form categories. 

Assuming Different Roles in Discussions 

Students talked about the different roles they assumed 

in the planning conferences in an interview at the end of the 

second school year. I discovered through these interviews, 

as well as through the transcript analysis, that almost every 

student took on the role of an informal facilitator at some 

point during discussions. Students were assigned to be class 

meeting facilitators on a weekly basis where they were asked 

to facilitate large group discussions. This was a formal 

role of facilitator for class meetings. They monitored 

interactions of the students and asked questions to keep the 

conversation moving. In small group settings, all members 

were responsible for the discussions, so they informally 

challenged, questioned, and disagreed strongly, as well as 

formally used conversational maintenance or clarified 

statements made by others in the group. 

Working t--owa-rds understanding 

In the planning conferences, students made connections 

from previous experiences to work toward an understanding of 

what they negotiated for an emerging focus. Through the 

analysis, the data revealed that students made connections to 

both their school lives and personal lives when deciding on 

an emerging focus. They brought their personal home 

knowledge into the classroom. Taryn's examination of slavery 

in African-Americcins with the whole class led her to expert 

projects on both African-American quilts and slaves of World 



305 

War II. Her dual project came about because her family chose 

to see the movie, "Schindler's List." This movie broadened 

her beliefs of slavery which she brought into classroom 

discussions of World War II. 

The school knowledge she experienced was linked with her 

home experience. Bames (1992) differentiates between school 

knowledge and action knowledge. He states: 

School knowledge is the knowledge which someone else 

presents to us. . . . If we never use this knowledge we 

probably forget it. . . . Once the knowledge becomes 

incorporated into [our view] of the world on which our 

actions are based I would say that it has become "action 

knowledge" (p. 81). 

Taryn had incorporated her view of slavery into action 

knowledge because she chose to look more intensely at the 

topic. It was my hope that the curriculum in our classroom 

was not the type of school Icnowledge that Bames describes, 

but what the members of the class negotiated from and 

integrated into their own beliefs and actions. 

What Do the Findings Mean? 

After reviewing the findings, I developed a nximber of 

implications that pertain to the different leaming contexts 

of teachers in elementary classrooms and teacher educators. 

The overall implication emphasizes democracy in the 

classroom. 

Democracy is essential in an inquiry based classroom. 

According to my beliefs and understandings of an inquiry 

based classroom, it needs to be a democracy. Students need 
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to be in a learning context where decisions are made by the 

members in the classroom. All members in this community, 

including the teacher, should have the right to voice their 

perspectives on the issues at hand. Dewey (1916) describes a 

democracy as "primarily a mode of associated living, of 

conjoint communicated experience" (p. 87) . The democratic 

ideal in education is to have a social process. Dewey 

believes there is greater reliance on mutual interests that 

play a role in social control. Through dialogue, continuous 

readjustment of the learning situation occurs to change the 

social habit of the community. Individuals need to refer 

their own actions to that of others, and in turn, consider 

the action of others when making decisions for themselves. 

This means students need to talk eind listen to each other in 

order to negotiate a cxirriculum that is meaningful for all 

members in the classroom. From the dialogues that occur in a 

democratic classroom, barriers, such as race, class, 

religion, and gender, can be confronted and perhaps worked 

through. 

Negotiating a democratic classroom is not easy but the 

likelihood of active participation can be increased when 

students are asked to reflect on their learning (Dewey, 1938; 

Freire, 1970; Johnston & Nicholls, 1995; Rosenblatt, 1938; 

Short & Harste, 1996) . When students step back to think 

about their learning, it provides an ideal way of drawing out 

imderlying principles that are important in their learning 

(Barnes, 1992). 
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StructTires need to be set up in classrooms that 

encovirage all members to join the learning community. These 

structures should provide students the opportxinity to connect 

their previous learning experiences with the cxirrent focus in 

the classroom. They should encourage collaboration and 

dialogue among the members that are involved in the important 

curricular decisions that occxir in the classroom. 

Two major areas thus have emerged in my thinking to 

categorize the implications: teacher researchers and teacher 

education. The teacher researcher implications have been 

categorized into three areas: planning, teacher reflections, 

and connections. 

Classroom Teachers 

Planning 

The ways teachers organize their classrooms reflect 

their views and beliefs. Teachers, who organize learning 

environments in which students have opporttxnities to engage 

in meaningful learning experiences that are built from 

students' experiences, believe that learning is social in 

nature. If we build on the asstomption that students need 

opportunities to negotiate their cxirriculum, then the 

following implications need to take place in the different 

learning contexts: 

Teachers, who promote inquiry based classrooms, provide 

time for students to reflect on their current understandings 

to explore emerging concepts. 

It is important when planning to realize that if 

students are to be part of the negotiation process, they need 
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to connect their previous experiences to their current 

understandings. Reflection does not come easy for many 

students, so time has to be set aside for demonstrations and 

explorations of reflection. In my classroom at the beginning 

of the year, we ended the day by stepping back and writing 

what we learned, what we thought it meant, and the questions 

we had about the day. After each child wrote in their 

learning logs, we came together for an end-of-the day class 

meeting. "It takes time to pile up these varied experiences, 

which many teachers often consider a waste of time. However, 

if each learning experience is designed to contribute to 

multiple types of leciming, this time is well used" (Taba, 

1996, p. 71) . The time we spent setting up a structxire for 

reflection helped the students throughout the year when they 

were asked to reflect on the bigger picture of what they were 

learning. Learning logs, literatxire logs, and class meetings 

are opportxinities where students can step back daily to 

reflect on their learning. Portfolios, presentations from 

inquiries, and curriculum negotiations are examples of when 

students reflect on the bigger pictxire of their learning. 

Teachers who promote inquiry based classrooms provide 

oDoortunities for members of the classroom to listen to all 

voices represented in the classroom so as to negotiate their 

curriculum. 

Students need to know their voices matter. In cases 

where students have learned silence, they need to know that 

the classroom will not look like what they have been used to. 

In my classroom students were encoxiraged to tell their 
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stories by sharing the important joys, sorrows, or ciirrent 

events that occurred in their lives. By starting with the 

familiar and asking students to talk about their personal 

stories, they were able to discuss issues that mattered to 

them personally. Lincoln (1995) states, "The social context 

in which we now place children and minors is a rapidly 

changing one, directed away from the view of children as 

chattel property and toward a view of children as both the 

inheritors and the inheritance of the future" (p. 88) . 

Students who have been treated like chattel property in the 

classroom do not have voice in decisions. Students need 

opportunities to make decisions that matter in their lives to 

lead them to the future where their decisions will affect the 

world in which they live. 

One of the biggest changes that occxirred by analyzing 

the data was my belief about representational decision making 

in a democratic classroom. I believe that democracy in the 

classroom is a place where all voices need to be accovuated 

for. I want every student to be part of the entire 

negotiation process of forming a focus study. Through my own 

reflective journal, I was able to question my beliefs about 

making decisions with a whole class and moving to 

representational decision making in the classroom. Through 

student representatives, all members' voices are not only 

represented but are heard when selecting an emerging focus. 

All students' voices were involved in organizing the 

categories, before the representative group was chosen, 

through their broad concept reflections and small group 
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negotiation.. All voices were involved in final decision 

making after the representative group organized the final 

categories. There was negotiation during a class meeting of 

whether the emerging focus would be one or all of the 

categories. Students were polled individually on what they 

wanted to focus. 

The research indicated there were many opportunities for 

students to voice their opinions so other perspectives could 

be heard on different topics of discussion. The 

representative group is not a behind-the-scenes group where 

elite members are selected to make decisions for the class. 

The members should be appointed by their peers in small 

groups, who decide the person they think could best represent 

their groups' opinions, perspectives, and understandings of 

the categories. Edelsky comments on the need for significant 

participation not just a vote on ideas predetermined by 

others (1994). The categories that the representatives 

create to determine an emerging focus should come from the 

ideas discussed in small groups, where all class members 

participate and share their opinions. The representatives 

should then return to a class meeting to present the newly-

organized categories and discuss with the whole class whether 

they agree or not with the categories. 

Teachers who promote inquiry based classrooms need to 

provide class meetings and small and larae arouo interactions 

so critical dialogue can occur. 

Class meetings are places where all students and the 

teacher(s) come together to discuss important issues in their 
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lives. In these meetings students sheire their thoughts, 

listen to others, and add to discussions so as to interact 

with other class members. Opportunities for small group 

interaction are needed because smaller groups provide some 

students with the opportunity to risk sharing their 

perspectives that they may not take when in a large group. 

In small groups, students get more involved in the discussion 

which leads to more in-depth dialogue about the issues. 

Peterson (1992) believes that dialogue occurs when 

members join for the purpose of understanding, disclosing, 

and constructing meaning. He furthers states: 

Meaning originates within a dialogue and encounter, and 

the interplay between the learners and what commands 

their attention. . . . It is by sharing interpretations 

within a dialogue—responding directly one to the other 

—that opport\mities arise to negotiate meaning and to 

broaden the base for understanding, (pp. 110-111) 

The dialogue in planning conferences, of both large and small 

groups, can come from issues or concerns raised in previous 

focus studies. Students often will not agree with one 

another's ideas and will use dialogue to resolve issues and 

reach consensus in the group in order to categorize their 

thoughts. 

Teacher Reflections 

Teachers who promote inquiry based classrooms explore 

and refine their own purposes through reflection. 

Reflection usually occurs because of some difficulty 

that cannot be easily solved which causes the learner to step 
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back and analyze the experience. As a teacher, I regularly 

reflected on the happenings in the classroom and examined the 

process and content of curriculxom. Through a closer look, I 

was able to analyze, change plans, and search for materials 

that might bring about connections for the learners in the 

classroom. '^Reflective teachers are simply and unabashedly 

committed to the education of all their students and to their 

own education as teachers" (Zeichner & Listen, 1996, p. 12) . 

Keeping a journal and reflecting on the process and 

content of learning enable teachers to rethink and refine 

their overall purposes and techniques during specific events 

in the classroom. By pinpointing specific events in the 

classroom of when to step back and think about their 

classroom's, teachers gain insights about their own role as 

well as the process the students are going through. These 

observations can lead to an examination of what is happening 

in the classroom and why, so as to push toward a critical and 

supportive examination of one's own teaching (Zeichner & 

Liston, 1996). 

Teachers who oromote inquiry based classrooms explore 

ways in which they can enaaae in reflective (dialogue with 

their peers. 

There were many opportunities for me to engage in 

reflective dialogue in the classroom with peers. Because I 

had student teachers, there was always a dialogue after 

school of what we were doing and why we did it. Initially, I 

explained to the student teachers what I did and why. Having 

another educator in the classroom pushed me to verbalize my 
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practice which led to further inquiries. As the student 

teachers gained more experience in the classroom, the 

discussions initiated by the student teachers came out of 

their reflective journals. I asked them to record their 

questions during the day in a journal so we could discuss 

them at a later point. Schon (1983) defines this type of 

reflection as "reflection-on-action" where the teacher 

reflects either before or after a lesson. He also believes 

that reflection can occur during the action, "reflection-in

action." This is when the teacher adjusts instruction or 

tries to solve a problem while in the process of teaching. 

Teacher study groups is another place where reflective 

dialocfue with peers can take place. Teachers can talk about 

their own classroom practices and discuss with other 

colleagues their concerns and questions they have as 

teachers. By listening to others and sharing perspectives, 

teachers move their thoughts and concerns into an action that 

they might not have thought about on their own. Through 

collaboration, teachers gain new perspectives on their own 

teaching. 

Teacher research is va.7>Tah7^ for teachers who want to 

explore their own questions. 

The learning that comes from eui intentional systematic 

inquiry that is derived from teachers' interests from their 

classroom experiences is a meaningful event. Teacher 

research is a valuable way to leam through experience. 

Through teacher research teachers take opportvinities to 

reflect on the important aspects within their own classrooms 
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in order to change and iii5)rove the learning experiences for 

their students. 

Connections 

In schools teachers need to create meaningful learning 

contexts that build from the students' experiences. 

Opportxinities need to be provided for students to engage in 

learning contexts that bring about connections from previous 

learning experiences. 

Teachers who promote inauirv based classrooms provide 

frameworks such as broad concepts so students can connect 

their own understandings of topics being discussed to their 

current and previous experiences. 

Broad concepts help learners make connections to find 

problems worth pursuing. Through the use of a broad concept, 

both teachers and students have a framework that spirals 

throughout the year as inquiries unfold. The broad concept 

can be redefined throughout the school year as students' and 

teacher's understandings change as a result of the inquiries 

occxirring in the classroom. In a classroom where curriculum 

is negotiated, a broad concept continually changes and 

evolves. 

The broad concept then becomes one long thread that 

continually weaves its way through the school year and into 

following school years in multiage classrooms. With each 

transition, the students bring with them the understandings 

learned from previous inquiries to inform their new 

inquiries. As the thread weaves through the spiral, the 

concept changes and broadens to encompass larger perspectives 
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as the students connect their learnings to the world around 

them. 

Teachers need to provide students with frameworks in 

which they connect to their own experiences. Teachers who 

promote inquiry in their classrooms create communities where 

students ask their own questions as well as go about 

answering their own questions through the collaboration of 

the other students and the teacher(s) in the class. Broad 

concepts in inquiry based classrooms provide students with a 

common experience of a connecting point in which all students 

share their own experiences from previous learning contexts. 

Teachers who promote inquiry based classrooms choose 

literature books that evoke meanings for students to 

critically discuss. 

Children's literature selections help students make 

connections both to their own e^eriences as well as to the 

broad concept. Book selections need to be deliberate to 

emphasize concepts or issues being discussed in the 

classroom. Choosing meaningful books leads to meaningful 

discussion with critical perspectives. Freire (1970) states 

that reading newspapers, magazines [and books] from different 

interpretations of the same fact "helps develop a sense of 

criticism, so that people will react to newspapers or news 

broadcasts not as passive objects of the commxaniques directed 

at them, but rather as consciousnesses seeking to be free" 

(pp. 103-104). In order to choose books that intrigue 

students and have the power to enhance rich discussions, 

teachers need to have a thorough knowledge of literature and 
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of their students' interests (Gilles, 1991) . Students need 

to be able to discuss books they read or listen to by finding 

connections to their own lives. The books teachers read 

aloud need to be chosen from careful selection by keeping in 

mind the class focus as well as the interests of the students 

in the classroom. 

Teacher Educators 

Teacher educators may want to consider negotiated 

ciirriculum in their courses because the learners will have 

ownership when all members are part of the dec is ion-making 

process in the coxirse. Negotiation curriculum within teacher 

education coxirses can involve reading materials and issues 

within the course content, as well as format of the course. 

If curriculum negotiation is considered within the courses in 

a program of study, than teacher educators may want to 

develop a coxirse on cxirriculum negotiation. From my study on 

curriculum negotiation, several iir^jlications have emerged for 

teacher educators to consider. 

Teacher educators who promote negotiated curriculum 

demonstrate reflective thinking in the classroom. 

If teachers need to allow time for elementary students 

to be reflective in the classroom, then teacher educators 

need to provide opportunities for reflection in their 

classrooms for preservice and inservice teachers. Dewey 

tells us that we leam through experience. Because 

reflection is so beneficial for classroom learning, teachers 

need similar reflective experiences for their own personal 
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inquiries to create meaningful engagements within their own 

classrooms. 

Teacher educators may want to consider the use of exit 

cards as a reflective tool. These cards can be used to see 

what the students are thinking related to the current topic 

being discussed in the coiirse. Journals can be used for 

students to record their thoughts about their reading, 

observations in school, and as thoughts about the course. 

The journals may be individual or roving dialogues which are 

traded among other students in the classroom. 

Teacher educators who promote negotiated curriculum 

provide courses with choice in order to lead to democracy in 

the curriculum. 

Absence of freedom can prevent an individual from having 

the quality of growth needed to expand the intelligence 

(Dewey, 1938) . Even though the amount of freedom varies from 

person to person and decreases with maturity, choice is still 

needed at all ages of learning. Just as elementary classroom 

teachers need to be aware of the background and experiences 

of the students, so do teacher educators. Teachers come into 

classrooms with different knowledge and experiences and need 

to grow from where they cire. Choice needs to be built into 

courses by the tools or materials available for instruction 

as well as through different group interactions. Courses need 

to be set up with choice, so each learner in the classroom 

will be able to build from their cxirrent beliefs and push 

themselves with the collaboration of others and with the 

tools available. 
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Having different selections of reading materials from a 

variety of students' interests is one example of how to 

provide choice in coxirses. Just as elementary teachers need 

to be aware of various interests of their students, so do 

teacher educators. By becoming aware of the interests of 

students, teacher educators can provide a variety of 

materials for their students. Starting with a common reading 

experience, students and teachers can determine other similar 

interests as these issues relate to the course. Teacher 

educators can then provide choice for fxirther readings. From 

the different issues of the students, small group 

interactions may occur around special interests to foinn 

inquiry groups. 

Teacher educators who promote neaotietted. curriculum 

provide time for preservice teachers to observe in the field. 

Preservice education may want to consider classroom 

practicioms for each course in teacher education programs. It 

is an injustice to the preservice teacher if the only 

classroom experiences they encoxmter is dxiring methods 

courses or later. These students need to have more 

opportunity working in classrooms, as well as with individual 

elementary students, to experience for themselves purposeful 

observation. Through initial coxirses taken in education 

programs, students can hone in on observation strategies 

before they have more responsibility in the classroom. 

Discussions in their courses with other preservice teachers 

and the course instructor can lead to new insights of the 
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classroom community that they may not notice dxiring the 

observation period. 

Teacher educators who promote negotiated curriculum 

provide ouoortunities for inservice teachers to narrv out 

teacher research. 

This implication holds to the value of Jcidwatching in 

the classroom. Teachers need to have experiences to observe 

and document students' growth in the classroom. Through 

intentional, systematic inquiry, teachers can carry out 

research to answer their own questions. These questions 

should come from their own reflections that emerged from 

classroom observations. 

By providing choice in the courses taught, teacher 

educators can encourage teachers to explore the questions 

they have from their own teaching in the courses they take. 

Options for teachers need to be considered because teachers 

may not be able to complete the inquiries within a one 

semester course. Options might include the background 

reading for their questions, a thorough exploration of 

significant questions, or, perhaps an in-depth look into 

different data sources for a specific teacher research 

inquiry. Courses in teacher research need to be offered so 

as to honor the teacher research that occurs in classrooms. 

These courses need to be expanded over the length of a year 

or longer to provide support to the teacher researchers. In 

the first course the emphasis is on the "why" and "how" of 

teacher research and finding significant questions from their 

own teaching. The second semester course may be geared 
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around special interests among the teachers based on their 

specific questions. 

University researchers should collaborate with classroom 

teachers where there is a shared research agenda from the 

beginning to the end process. 

Who better knows the classroom community then the 

teacher in classroom? When research is conducted in 

classrooms, it should be in collaboration with the teacher or 

teachers involved in the research. The teachers in the 

classroom should be peirt of the research process from the 

beginning, when finding the research issue or questions, 

deciding on the data to be collected, analyzing the data, and 

continue through writing up the findings of the research. 

The teachers in the classroom should have the opportxinity to 

be involved in every part of the research. Research on 

teacher research needs to be encouraged by providing courses, 

conferences, and professional literature that promotes 

teacher research. 

What Did I Learn about Research? 

Several issues came up while collecting and. analyzing 

the data for this research that may inform other researchers 

on the process. The first issue comes because of the study 

being teacher research. Even though I had student teachers 

in the classroom during the Fall semester, I was alone in my 

classroom much of the time. I would like to rethink how I 

employed the other adults in the classroom, especially the 

university students. I noticed that my best field notes came 

from times when the student teachers were more actively 
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involved in the classroom. This gave me the opportxinity to 

take different types of field notes than when I was more 

involved in teaching. I had an in-depth view as the teacher 

in the classroom, but I also had the opportianity to write 

down occurrences that I saw more clearly because of the 

student teacher's involvement in the class. 

After analyzing the "Teacher Role Interviews, " I would 

like to have asked the students several more questions about 

the negotiation process. I gained much information from the 

students in their interviews. I would like to have had the 

opportunity to ask the students, individually, about 

questions on their process. 

The representatives in each planning conference were 

chosen within the small group settings by the students in 

each group. I did not analyze who each representative was 

and why they were chosen. If I did this research again I 

would create a sociogram of the students to find out who 

students wanted to work with and who students wanted to play 

with, to find out the type of students that were chosen for 

representatives. 

In other research studies in classrooms, I will use more 

photographs to record the history of the classroom. 

Photographs were taken in this classroom study, but not 

enough to record the everyday history that occxirred. 

Photographs were taken on special events, such as 

presentations from inquiry groups or literature groups, field 

trips, and planning conferences. Photographs of the day-to
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day occxirrences would make the research more rich with visual 

descriptions of the classroom. 

What Questions do I Have? 

This research conducted in a multiage intermediate 

classroom can inform learning theories and classroom practice 

on curriculum negotiation. It also has the potential of 

informing elementary teachers who want to promote democratic 

voices for decision making in their classrooms. 

Additional research possibilities have come about as a 

result of this investigation. This research suggests further 

exploration of the following issues: 

1. What does negotiated curriculum look like at the 

university level? 

2. Why is reflection so difficult for some students? 

3. How do children feel when they are in different types of 

curriculum? Where are their voices in different 

paradigins of learning? 

4. How will I, as a teacher educator, promote collaboration 

with teachers? 

5. How do teachers feel about a democratic classroom? What 

is keeping teachers from promoting democratic 

classrooms? 

The first question is one I would like to consider in 

the courses I will be teaching at the college level. The 

last question is one I would like consider when working with 

elementary teacher researchers. 
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Conclusion 

Students need to be involved in the decisions they make 

in the classroom. This study has been filled with concepts 

of negotiation, curriculum, and democracy. The relevance of 

this study cannot be generalized to a larger population. 

Nevertheless, as Erickson (1986) reminds us, "The search is 

not for ahgfract universals arrived at by statistical 

generalization from a sample to a population, but for 

concrete universals, arrived at by studying a specific case 

in great detail and then comparing it with other cases 

studied in equally great detail" (p. 130) . Educators can 

use this study to compare other situations of negotiation, 

democracy, and cxirriculum to situations with which they are 

familiar. 

I saw how students connected curriculum to their 

personal lives. They created a relevance for themselves as 

they connected their home to school, and school to home. 

This connection was enhanced through the use of a broad 

concept on which the students reflected. The broad concept 

was a guide the students turned to as they moved from one 

study to another. 

By eavesdropping on the students' conversations during 

the planning conferences, I gained a deeper understanding of 

the meaning the students made about their curriculum. 

Students were willing to negotiate their curriculum by 

working in an open and free environment. The students 

created critical dialogue, where they made decisions based on 

the transactions that occurred, by hearing the voices of all 
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members in the class. They did not have to work in a 

transmission model of education. 

Education in a democratic community moves beyond the 

individual growth of a member. Social interaction between 

community members is essential to the growth of members in a 

learning commxonity where people are e^qjected to live and work 

together. The democratic society occxirs when the intercourse 

of the members is mutual and where there is opportunity to 

change (Dewey, 1916) . In this study the students had the 

opportunity to voice their opinions and the freedom to create 

their own curriculum through a meaningful context. 
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APPENDIX A 

PERMISSION FOR RESEARCH 

Dear Parents, 
As many of you may know, I am a doctoral student at the University 

of Arizona in Language, Reading, and Culture. As part of the Ph.D. 
program I need to conduct research in wy field of study. Itagotlafciozi 
in an In^iry basad elaaarooa is the area I have been looking at 
with my students. Last year, in the 1994-1996 school year, I documented 
a group of students by looking more intently at their understandings of 
curriculum and how it is negotiated among the class members. I have 
continued to look at these students as well as the new members who 
joined the class for 1995-96 school year. 

In order to understand the students' understandings of cxirriculum 
and how it is negotiated, I am mainly looking at my field notes and ray 
personal reflective journal. I will also use audio and video tapes of 
students conversations around both discussions, inquiry discussions, and 
class meetings; children's work samples such as written reflections, 
drawings, and sketches; and student portfolio assessments. Photographs 
that are taken throughout the school yeour will also be used as a visual 
history of the classroom. 

This research has been approved at the University and is currently 
being looked at by Tucson Unified School District Research Department. 
The benefit yoior child receives by being part of this study is my 
documentation of negotiation procedures which is used for student 
evaluation as well as immediate feedback on the process of negotiation. 
In other words, the students are part of a Democracy they create in the 
classroom. 

I am asking your permission to use your child's school work in my 
research through the tapes, photographs, and work artifacts your son or 
daughter produces throughout the school year. All names will be changed 
unless you would like your son or daughter's actual name to be used. 

Thank you, 
Kathleen Marie Crawford 

I give permission for my child to be part of the research study of 
Kathleen Crawford which can lead to professional articles and/or 
presentations as well as the written dissertation. She may use: 

Work samples such as written reflections, sketches, logs. 
Audio and Video taped conversations 
Photographs 
Choos* on* of th« twot 

Please change my child's name for confidentiality to 
Mv child's name may be used for the research study. 

I do not give permission to use ray child in the research study 
Parent Signature Student Name 
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APPENDIX B 

PLANNING TO PLAN 

1995-199$ Plaaning To Plan: MaJclnff A Di££«r«nc« 

Broad Concept; Making a Difference 

Zssues/Concepes/ Interests fron Waking a Difference 

Self Accceplishments 
Tbuebing Lives 
Service 
taking Action 
Helping Others 
liaising Conscioussness 
Respecting others 
Bwucraging Change in Others 
Realizing Mew Perspectives (in others or ideas) 
Growing 
Enviroooiental Issues 
Zn Paa^y. own life, self. «r/oehers 

Possible Ixpsrieaces to fora riiMuuft jr througb ths as« of ths Broad Coocept 

1. Bring items from hocDe chat represent yourself —Mug a dlffezenee in our world. 
Share ehem in soall groups-do 
*Save Che last word* w/the artifacts and then share either in large group or cnuseuxB setting. iltxd CO labal crdfaets Kite eweKi. i 

2. Tiaeline of yourself or family adifferetiee. Select tines in your life when you feel 
you've made a difference. 

3. Getting to Know You Articles: Interview a student that will mske a difference for our 
classroom cesnmity. HOw will your article make a difference in forming our conmunity? 

4. Literature circles with paired books that have family/self/cosmniey making a difference in 
our world (see list). Groups meet in partners, then partners team up with another set of 
partners, then faring to whole class. 

5. toncept Web of "Making a Difference*: This will occur at the end of the 2nd or 3cd week of 
school, axad will be continually added to as new issues/concerns/ideas/ come out through 
cooBunity building es^eriences through the broad concept. 

6. Classroom Rules-Mhat does a perfect classroom look like? Negotiate areas. 

7. Literature that relates to Making a Difference 

TiMlias for First feMster» Aagnst a3-0ecaab«r 22, X99S. 

Weeks 1-5: Cowromicy Building within eh« Broad Concept of a Olffsrvae*. 

Vfeek 6: &qploration Centers for students to browse through. Centers are set up from students 
interests and current undersirandings of the broad concept. 

Vfeek 7: Hegotiation of the New Class Focus. 

Week 8 6 9: Portfolio Evaluation, (end of goazcer) 

week 10: I.T.B.S. and Conferences 

Weeks 11*15: New Class Focus on negotiated topics. One area will be used for ̂ rtiole class 
mini inquiry, while other topics will be carried out in small groups. 
(Stttdettt tMcter takss 

Week 16: Negotiation of the New Class Focus. 

Week 17 t 18: Portfolio Evaluation. 

rii—iiniry •aildiag Ispesisnces for thm Pirse «••!((•) of schoolt 
•Class rules: Mhat is an ideal classroom. Respond by yourself, share with others bring back to 

large group. Row can we ensure that our classroom will be ideal? What rules need to in effect? 

Setting of Schedule: 
Providing time for 

students to respond to their learning in all sign systems 
for wide reading and writing 

What did you do to make a difference for youself this school year? 
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APPENDIX C 

TEXTS SETS FOR "POINT OF TOGETHERNESS' 

Z. Personal B«st/Coailtm«nt; 

Bartone, Elisa. Peppe the Lamplighter. NY: Lothrop, Lee and 
Shepard, 1993. 

Baylor, Byrd. Hawk, I'm Your Brother. NY: Macmillan, 1976. 
Blake, Robert J. Doa. NY: Philomel Books, 1994. 
Bruchac, Joseph. A Bov Called Slow. NY: Pholomel Books, 1994. 
Cooney, Barbara. Miss Rumphius. NY: Truii5)et Club, 1982. 
DePaola, Tomie. The Art Lesson. NY: Tr\jmpet Club, 1989. 
Hoffman, Mary and Binch Caroline. Boundless Grace. NY: Dial 

books, 1995. 
Medearis, Angela Shelf. The Sincrinrr Man. NY: Holiday, 1994. 
McCully, Emily Arnold. Mirette on the High Wire. NY: 

Putnam. 
Rabe, Bemiece. The Balancing Girl. NY: The Trxainpet, 1981. 
Rylant, Cynthia. Birthday Presents. NY: Trxjinpet Club, 1987. 
Moss, Thylias. I Want To Be. NY : Dial books, 
Tomqyist, Rita and Marit. The Old Musician. NY: R&S Books, 

1994. 

II. Accepting Different Cultures 

Adoff, Arnold. All the Colors of the Race. NY: A Beech Tree 
Begaye, Lisa Shook. Building a Bridge. Flagstaff, Arizona: 

Northland Piablishing, 1993 
Feelings, Muriel. Moia means one: Swahili Counting Book. NY: 

Dial, 1971. 
Garza, Carmen Lomas. Family Pictures * Cuadros de Familia. 

San Francisco, California. Children's Book Press, 1990. 
Hoffman, Mary * Binch, Caroline. Amazing Grace. NY: Dial, 

1991. 
Hamanaka, Sheila. All the Colors of the Earth. NY: Morrow 

1994. 
Mora, Pat. Tree. NY: Macmillan Publishing, 1994. 
Moss, M^issa. In America. NY: Dutton Children's Book, 1994. 
Musgrove, Mcirgeiret. Ashanti to Zulu; African Traditions. NY: 

Dial, 1976. 
Ober, Hal. How Music Came to the World. Boston: Houghton 

Mifflin, 1994. 
Polacco, Patricia. The Keeping Quilt. NY: Simon and Schuster, 

1988. 
Seltzer, Isadora. The House I live In At Home in America. NY: 

Scholastic, 1992. 
Shange, Ntozake. I Live in Music. Stewart, Taborie & Change, 

1993 . 
Surat, Michele Maria. Angel Child. Dragon Child. U.S: 

Carnival, 1983. 
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APPENDIX C 
TEXTS SETS FOR "POINT OF TOGETHERNESS' 

III. Exploring Frlandshlps 
Buchanan, Ken. This House is Made of Mud. Flagstaff: 

Northland, 1991. 
Cavan, Seamus. W.E.B. Du Bois and Racial Relations. 

Brookfield, Connecticut: The Millbrook Press, 1993. 
Flanders, Michael and Swann Donald. The Hippopotamus Sona. 

Canada: Little, Brown & Company, 1991. 
Greenfield, Eloise. Grandpa's Face. NY: Philomel Books, 1988. 
Havill, Juanita. Jamaica Taa-Alona. NY: Scholastic, 1989. 
Hutton, Warwick. Beautv and the Beast. NY: Atheneum, 1985. 
Lacapa, Michael. The Flute Plaver: An Apache Folktale. 

Flagstaff: Northland Pxablishing, 1990. 
Lacapa, Michael. Antelope Woman: An Apache Folktale. Arizona: 

Northland Publishing, 1992. 
Martin, Rafe and Young Ed. Foolish Rabbit's Big Mistake. 

Putnam, 1985. 
Pena, Amado. Calor. A story of Warmth for all Ages. Waco, 

Texas: WRS Publishing, 1995. 
Senisi, Ellen B. Brothers and Sisters. NY: Scholastic, 1993. 
Steig, William. Amos and Boris. NY: Scholastic. 1971. 

IV. Unity/Peace Building 

Bunting, Eve. Smoky Night. San Diego, Harcourt Brace, 1994 
Myers, Walter Dean. The Story of the Three Kingdoms. NY. 

Harper Collins, 1995. 
Coles, Robert. The Story of Rubv Bridges. NY: Scholastic, 

1995. 
Elish, Dan. James Meredith cind School Desegregation. 

Brookfield,Connnecticut: The Millbrook Press, 1994. 
Hopkinson, Deborah. Sweet Clara and the Freedom Quilt. NY: 

Alfred A. Knopf, 1993. 
Heide, Florence Parry and Gilliland, Judith Heide. Sami and 

the Time of th*^ T-rnnV^l. NY: Clarion Books, 1992 
Heckert, Connie. Dribbles. NY: Clarion Books, 1993. 
Perrault. Little Red Riding Hood. Creative Education Inc, 

1983 . 
Pfister, Marcus. The Raibow Fish. NY: Scholastic, 1992. 
Scholes, Katherine. Peace Begins with You. San Francisco, 

Sierra Club, 1989. 
Tresselt, Alvin. The Gift of the Tree. NY: Lothrop, Lee & 

Shepard Books, 1972. 
Tsuchiya, Yukio. Faithful Elephants: A True Storv of Animals. 

People and War. Boston: Houghton Mifflin Company, 1951. 
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TEXTS SETS FOR "POINT OF TOGETHERNESS' 

V. Learning From Each Other 

Baylor, Byrd. The Table Where Rich People Sit. NY: Charles 
Scribner, 1994. 

Bunting, Eve. The Wednesday Surprise. NY: Clarion Books, 
1989. 

Floumoy, Valerie. The Patchwork Quilt. NY: Dial, 1985. 
Cooney, Barbara. Island Boy. NY: Viking Kestrel, 1988. 
Franklin, Kris tine L. The Old. Old Man anH the Very Little 

Boy. NY: Atbeneum, 1992. 
Houston, Gloria and Lamb,Susan Condie. My Great-Aunt Arizona. 

NY: Harper Collins Publishing, 1992. 
Lyon, George Ella. Who Came Down that Road? NY: Orchard, 1992. 
Merriam, Eve. The Wise Women and Her Secret. NY: Simon & 

Schuster, 1991. 
Polacco, Patricia. The Keeping Ouilt. NY: Trumpet Club, 1988. 
Singer, Isaac Bashevis. Why Noah Chose the Dove. NY: Farrar, 

Straus and Giroux. 

VI Reaching Out (Service) 

Aardema, Vema. Bringing The Rain to Kapiti Plain. NY: Dial, 
1981. 
Brett, Jan. Fritz and the Beautiful Horses. Boston: Houghton 

Mifflin, 1981. 
Fox, Mem. Wilfrid Gordon McDonald Partridge. NY: Kane/Miller, 

1984. 
Hamankaka, Sheila. Peace Crane. NY: Morrow Junior Books, 
1995. 
MacGill-Callahan, Sheila. And Still the Turtle Watched. NY: 

Trumpet Clxib, 1991. 
Mochizuki, Ken. Baseball Saved Us. NY: Lee and Low , 1993. 
Near, Holly. The Great Peace March. NY: Henry Holt, 1986. 
Raschka, Chris. Yol Yes? NY: Orchard Books, 1993. 
Silverstein, Shel. The Giving Tree. NY: Harper and Row, 1964. 
Weiss, George David. What a Wonderful World. NY: Simon & 
Schuster. 
Williams, Vera B. A Chair For mv Mother. NY: Scholastic, 
1982. 
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TEXTS SETS FOR "POINT OF TOGETHERNESS" 

VII. Geteteina ThrouQh Lif« f£««lina», ffwppr^) 

Bxinting, Eve. The Wall. NY: Clarion Books, 1990. 
Feelings, Tom. Soul Looks Back in Wonder. NY: Dial Books. 
Mills, Laxiren. The Raa Coat. NY: Little, Brown and Company, 

1991. 
Moore, Lilian. The Ualv Duckling. NY: Scholastic, 1987. 
Oppenheim, Shulamith Levev. The Lilv Cupboard. A storv of the 

Holocaust. NY: A Charlotte Zolotow Book, 1992. 
Schroeder, Alan. Ragtime Turtipie. Canada: Little, Brown, 1989. 
Scott, Ann Herbert. Sam. NY: McGraw-Hill Book Company, 1967. 
San Souci, Robert D. Sootface. An Oiibwa Cinderella Storv. 

NY: Bantam Doubleday Dell Publishing, 1994. 
Uchida, Yoshiko and Yardley, Joanna. The Bracelet. NY: 

Philomel, 1976. 
Seuss, Dr. Oh the Places You'll Go I NY: Random House, 1990. 
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