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The Center for the Learning and Teaching of Elementary Subjects was awarded to
Michigan State University in 1987 after a nationwide competition. Funded by the
Office of Educational Research and Improvement, U.S. Department of Education, the
Elementary Subjects Center is a major project housed in the Institute for Research on
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curriculum, instruction, and cvaluation practices in the teaching of these schooi subjects,
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research; and making specific recommendations for the improvement of school policies,
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questions include, What content should be taught when teaching these subjects for
understanding and use of knowledge? How do teachers concentrate their teaching to use
their limited resources best? and In what ways is good teaching subject :natter-specific?
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stakeholders (representatives of the underlying academic disciplines, intellectual ieaders
and organizations concerned with curriculum and instruction in school subjects,
classroom teachers, state- and district-level policymakers) concerning ideal curriculum,
instruction, and evaluation practices in these five content areas at the elementary level
Phase II involves interview and observation methods designed to describe current
practice, and in particular, best practice as observed in the classrooms of teachers
believed to be outstanding. Phase II also involves analysis of curricula (both widely
used curriculum series and distinctive curricula developed with special emphasis on
conceptual undersianding and higher order applications), as another apptoach to
gathering information about current practices. In Phase III, models of ideal practice
will be developed, based on what has been learned and synthesized from the first two
phases, and will be tested through classroom intervention studies.

The findings of Center research are published by the IRT in the Elementary
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Abstract
This paper discusses integration from two fifth-grade students’ perspectives 1 the
context of learning to write. The authors provide accounts of Brenda's and Billy's
development of “knowledge and ways of knowing.,” and “ways of being in a learning
community” in the context of a writers workshop. Ways in which each student
integrated meaning constructed in 4 writers’ workshop and with meaning
constructed in science and social studies learning to become qualitatively ditferent
or "transformed" participants in a community of writers are described. Each
student's case of integration is a unique and distinctive story of personal sense-
making and personal knowledge use. These cases are also representative of the kinds
of integration the authors saw occur during one school year with 47 fifth-grade
students. Qualities of the learning setting developed 1n all three subject matter

contexts that supported student-constructed integration are discussed.
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Prologue to a Set of Papers on Integration Including
Integration from the Student Perspective:
Constructing Meaning in a Writers' Workshop (ESC Series No. 62)
Cheryl L. Rosaen, Barbara Lindquist, Kathleen Peasley, Constanza Hazelwood
Integiation from the Student Perspective:

Constructing Meaning in Science (ESC Series No. 63)
Kathleen J. Roth, Kathleen Peasley, Constanza Hazelwood

Holistic Literacy:
Voices Integrating Classroom Texts in Social Studies (ESC Series No. 64)
Corinna Hasbach, Constanza Hazelwoog,
Elaine Hoekwater, Kathleen J. Roth, Michael Michell

The Li 0 Sci { Social Studies Proi
Each paper in this set explores integration from the perspective of fifth-grade students who

were the focus of our collaborative teaching and research across the school year, 1990-91. We are
a group of school-based and university-based educators who have been working together for the
past three years in a project called the Literacy in Science and Social Studies Project (LISSS). In
this project we have been exploring ways to teach for understanding in science, social studies, and
communication arts, with an emphasis on studying ways in which discourse and writing can be
used effectively to promote understanding.

Taking on Teacher-researcher Roles,

During 1990-91, each of the group participants (two fifth-grade teachers, one third-grade
teacher, two university professors, three doctoral students in teacher education) took on what we
called a teacher-researcher role. Through c»llaborative planning, teaching, and researching we
tried out new ways of changing and studying our practice and new ways of studying students'
thinking and learning as it develops in a classroom setting. Cheryl Rosaen and Barb Lindquist co-
planned and co-taught writers' workshop with the two fifth-grade classes, with Constanza
Hazelwood and Kathleen Peasley providing data collection assistance. Kathleen Roth and
Kathleen Peasley co-planned for science across the fall; Roth taught science to Lindquist's fifth

graders while Peasley taught science for Elaine Hoekwater's fifth-grade students. Hazelwood,




Lindquist, Hoekwater, Hasbach, and Rosaen assisted in data collection while Roth and Peasle:
taught science. Social studies for both fifth-grade classes was co-planned and co-taught by
Hoekwater and Corinna Hasbach, with Hazelwood again providing research assistance.

Although we often worked in subject-specific subgroups (science, social studies, writers’
workshop) for planning an! teaching purposes, the centerpiece of the LISSS project was a weekly
two-hour study group involving all project participants. During the first year of the project, this
study group focused on study and discussion of what it means to teach for understanding, how
discourse and writing can be used as tools for understanding, and what sort of learning community

needed to be established for all students to develop per-~nally meaningful understandings of social

studies, science, and communication arts. When we took on the new teacher-researcher dimension
to our work in our second year toge dizt, study group became a place to share in our study of our
students' thinking and learning and to study our teaching practice. We reflected together on the
changes that each of us was implementing in the classroom. We worked collaboratively to develop
research questions and data collection techniques for the cases of teaching and learning we were
developing. We talked extensively about the 47 fifth graders and their thinking and learning.
Our Initial Views About | .

We began our work together with an interest in better understanding the role that writing

could play in science and social studies teaching and leamning. We believed that new approaches to

writing and classroom discourse could support students in developing more meaningful
understandings of science and social studies concepts. Our view of “understanding” initially
emphasized two aspects of integration. First, we wanted students to develop connected networks
of concepts in each subject area, not just to memorize lists of words and dates. Secondly, we
wanted students to integrate their study of science, writing, and social studies with their personal
lives and experiences and ideas. We did not address a third kind of integration~-cross-disciplinary
integration. Although our study group discussions cut across the three subject matter areas of

interest, each teacher-researcher team was exploring teaching for understanding within one
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particular subject matter area. Integrated teaching of science, social studies, and writers'

workshop was not a prominent aspect of our plan, although Rosaen and Lindquist did have some

goals for getting students to write about subject matter topics in writers' workshop. We viewed
teaching for understanding within each subject matter area to be a challenging enough task for our
first year of joint planning, teaching, and inquiry. Thus, we made few explicit attempts to integrate
our teaching of social studies, science, and writing instruction around a common theme or set of i

concepts. Students explored desert plant and animal adaptations at the same time that they

conducted a study of the history of the school and wrote pieces about themselves. They studied
concepts of food, energy, cells, adaptations, and evidence in science while they explored the
concepts of racism, empathy, discrimination, freedom, democracy, power, exploitation, and
perspective in social studies. Descriptive writing techniques, authorship, revision, collaboration, 1
and point of view were emphasized in writers' workshop. While many of these topics and
concepts could have been integrated in our teaching, we did not set that as a prominent goal. An
exception was an au*hors' design unit toward the end of the year in writers' workshop in which
students were encouraged to write about science and social studies content.

Our students taught us about integrated learning even though integrated teaching was not
purposefully planned. Each of us conducted in-depth interviews with a subsei of the fifth-graders
at the end of the school year. Our interviews were clearly defined in our minds as science
interviews, social studies interviews, and writing interviews. While each interview was planned to
explore ways in which students integrated knowledge within each subject area and ways they
integrated their school learning with their personal lives and experiences, questions designed to
explore students' ways of integrating across these three subjects were few (because we did not
intend in our teaching for such integration to occur). However, students' interview responses
raised important cross-disciplinary integration issues. In the science interviews, for example,

students used ideas from social studies (“‘perspective”) and writers' workshop (“‘collaboration”) in
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meaningful and interesting ways. Such data prompted us to reexamine integration from the
students' perspectives both within and across subject matter areas.

This reexamination of the data from cross-disciplinary as well as disciplinary perspectives
enabled us to develop a new framework for thinking about integrated learning and integrated
teaching. As an analysis strategy, each subject matter eam separately examined the data
(individual and si.:all group student interviews across the year, field notes and transcripts of
lessons, student writing in the three subjects across the year, videotapes of small group work in
each subject area). Each team looked for evidence of students' cross-disciplinary integration while
focusing on studying integrated learning within a particular subject area. The communication arts
team (Rosaen, Lindquist, Peasley, and Hazelwood) asked: How did students integrate science and
social studies knowledge, skills, and ways of knowing with their development as writers? The
social studies team (Hasbach, Hazelwood, Hoekwater, Roth, and Michael Michell, a doctoral
student in teacher education, who participated in analysis and writing) asked, How did students
integrate their developing knowledge about history and social studies with their personal life
experiences? The science team of Roth, Peasley, and Hazelwood asked, How did students
integrate science concepts and ways of knowing taught across the year? How did students
integrate ideas from social studies and writers' workshop with their science learning? Each of the
three subject matter teams then wrote a paper based on their analysis.

Looking across the three papers: Differences. Each subject-matter focused paper describes
cases of integrated learning, highlighting those aspects of integration that seemed most salient
across the interviewed students. In social studies, the most striking kind of integration constructed
by students was integration of social studies concepts with their personal lives, beliefs,
experiences, and feelings. Integration of ideas about discrimination and racism, for example, were
powerfully connected to the personal lives of students who had experienced significant
discrimination. The students in the science paper revealed to us fascinating cross-disciplinary

insights as well as meaningful integration of concepts taught across the year in science. Ideas from

iv J




writing and social studies like “perspective” and “collaboration” appeared to be very useful to
students in describing their understanding of scientific inquiry. In the writing case, links across
subject areas were also striking, with students using ideas from social studies and science
(“‘sexism,” “discrimination,” and “empathy”) in their development as writers.

Looking across the papers: A new framework for thinking about integrated learning. As
we looked across the three analyses, we found common characteristics in our teaching of the three
subjects that helped us explain what might be enabling students to make such powerful connections
both within and across subject matter areas. These commonalities suggest that our teaching across
these subjects was integrated in many ways that we had not recognized while we were engaged in
the teaching. Our teaching in the three subject areas shared common characteristics:

1. Features of the learning community. In our study group sessions, we jointly
conceptualized the kind of learning community we were trying to create in each of our
classrooms. We used Hermine Marshall's (1990) distinction between the metaphor of a
classroom as a workplace coinpared to a classroom as a learning place and developed a list of
related qualities that are important to us in creating learning communities that contrast with
more traditional, work-oriented classrooms. In work-centered classrooms (like ours in the
past) the emphasis is on each individual completing his or her work, often merely for the
sake of “getting the job done” rather than for the purpose of icarning. In a learning-oriented
classroom, students still complete work, but there is an emphasis on how and why the work
is being done. Thinking, questioning, discussin, ~aking mistakes, trying new ideas, and
so forth are valued and rewarded as much as completing a finished, correct product. We
tried to create environments in which everyone's knowledge and experience was valued and
respected and in which students as well as teachers felt ownership and engagement in the
content of study. We designed strategies to engage students in meaningful learning tasks
while avoiding teaching strategies and evaluation patterns that encouraged students to

complete work at the expense of making sense and raising questions. Table 1 summarizes
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some of the features of the leaming community that we strove to create in teaching science,
social studies, and writing.

2. Epistemological orientations of the teachers--knowledge as tentative and
socially constructed. The features of our learning communities described in Table 1 are
built upon some basic assumptions we share about the subject matters we are teaching. For
example, an important aspect of our leaming communities was collaboration. Collaboration
was important to us not only because it is an effective way to engage students actively in their
learning; collaboration is also a basic aspect of knowledge construction in science, social
studies and history, and writing that we wanted to communicate. Rather than presenting
science or history knowledge as something that was personal and private—the property of a
single individual--knowledge in our classroom learning communities was created by
students (and adults) working in collaboration with one another. This emphasis on collective
cognition, rather than on the individual, is consistent with a social constructivist
episternology of science or history in which the knowledge rests not external to the
individual, but rather is located within the discourse community, “within the corps of human
beings with a common intellectual commitment "(King & Brownell, 1966, p. 68). We
encouraged students to view their texts (including textbooks, other print sources, videotapes,
visitors, statements by other students and teachers, experiments, etc.) as authored, as
tentative statements of knowledge, as open to question and change. We wanted to
communicate that scientific and historical knowledge are human creations just as are fictional
stories created by writers. We wanted students to understand the rules of evidence that are
used to create historical and scientific explanations and descriptions and to judge the merits of
a literary work, while also understanding ways in which the biases and perspectives of the
writer can influence the way knowledge is presented and which knowledge gets presented in

official school texts. In all subject areas, students were supported in being critical readers of

multiple texts.
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Table 1

A Learning Setting vs, a Work Setting:

Creating a Conceptual Change Learning Community

A CONCEPTUAL CHANGE SCIENCE
LEARNING COMMUNITY

A WORK-ORIENTED CLASSROOM SETTING

*Sense making and learning as the goal

*Personal, emoticnal involvement in
meaningful and authentic problem
situations

*Ownership and commitment by each person;
responsibilicy shared

*Active inquiry and question asking
are valued and encouraged

*Expertise comes from everyone, is
shared; learning is a collaborative
process

*Everyone's ideas are valued and
respeccad as useful in the learning
process; diversity is celebrated in
a caring snvironment

*Good learners listen to each other

*Public sharing and revising (working
out) of ideas

*Evidence, not authority, is used to
construct new knowledge and judge
merits of ideas

*Each learner starts and finishes in
¢ unique place; learning as a process
ol conceptual change

*Getting the work done as the goal;
getting facts learned or activiries
and procjects completed

*Dapersonalized, unemotional
relationship with work, getting
the products made

*Teacher as executive in charge of
sverything

*Getting the right answer is valued
and encouraged

*Expertise comes from the teacher
and learning is a private activity

*Workers need to keep quiet and
busy; diversity i{s a problem for
quality control and efficiency

*Good workers listen to the teacher

*Only complets, polished final
products are shared

*Knowledge comes wrapped in neat
packages that are delivered from
teacher or text to student: all
packages are to be appreciated and
not quescioned

*All workers create the same
product or else are faflures;
learning as a "you have it or you
don’t® phenoaena

NOTE: The metaphor of a learning vs. a work setting for thinking about
classroons was adapted from Hermine H. Marshall (1990) in "Beyond the Workplace

Metaphor: The Classroom as a Learning Sercing” in Theory Into Practice, 29,

94-101.




3. Curricular centrality of students' personal lives and experiences. In all three
subject areas, we centered curricular planning around students' thinking and experiences.
We thought about the content from the students' perspectives in planning and altered our
teaching as we learned more about the students' ideas and experiences. We tried not to shy
away from personal connections that might be emotionally laden; in writing and in social
studies, students were encouraged to think about, draw from, and share experiences that
were important to them--even though at times these experiences were hurtful ones. In
science, students were encouraged to have personal reactions and feelings about the content
of study. They were able to share their feelings of alienation from science without penalty;
they were respected for having a wide variety of personal beliefs about the use of animals
in scientific research, and they were introduced to scientists as human beings who had
families and personal lives as well as passions for learning about the world around them.
These three commonalities across our classrooms gave us a new framework for thinking
about integration from the students' perspectives. This framework for thinking about integrated
learning is challenging our thinking about integrated teaching. We began this study assuming that
we were not engaged in integrated teaching. But our students demonstrated some exciting ways in
which they were making significant connections among ideas that we never expected. Thus the
students challenged us to rethink our definition of integrated teaching. What is integrated teaching?
*What does integrated curriculum look like? Our entering view, consistent with the literature on
integration, was that integrated teaching is built around a conceptually or topically integrated
curriculum. Theme teaching, for example, is integrated teaching, because the curriculum is built
around a topic or concept that cuts across disciplinary areas. When teachers get together to plan
such theme teaching, their discussions focus on conceptual links across the subject areas - about
curriculum content. Now we are thinking that such theme teaching may or may not result in

integrated student learning. The students have challenged our belief that integrated curriculum is
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necessary in enabling integrated learning. Instead, we now see the three commonalities described
above as critical factors in creating integrated teaching that supports integrated learning.
Continuing Our Explorations of Integrated Teaching and Integrated Leaming

We have learned many lessons about integrated learning from our students. In this paper
set, we describe cases of integrated learning and our emerging understandings of the features of the
instructional context that supported such learning. The papers focus purposefully on cases of
meaningful and successful integration. We chose such a focus because we were surprised and
excited to discover that so many students--including many students labelled “at risk”’--were able to
make such powerful connections. Given the wealth of studies that demonstrate the difficulties
students have in transferring knowledge, we think these students' success stories need to be told.

To help us examine and question our emerging framework for thinking about integrated
teaching, we want to continue our analyses of students who were less obviously successful in
integrating knowledge within and across subjects. This is difficult to study using our existing data
because our interviews were not designed to tap cross-disciplinary integration, and each
interviewer made clear to the student that the interview was about science or social studies or
writin~. Students who appeared to have knowledge compartmentalized into disciplines may
actually have made some tich connections among the subjects that were not elicited by very many
of our questions.

In our future research and teaching collaboration, we want to continue to examine
integrated teaching and learning. During the 1992-93 school year, we plan to continue our
integrated teaching in terms of our new framework for thinking about integrated teaching: the
learning community, epistemological orientations, and curricular centrality of students' personal
lives and experiences. In addition, we will explore the role of curricular content integration in
supporting integrated learning. Building a curriculum around the theme of “1492--The World 500
Years Ago and Today,” we will incorporate as many subject areas as possible in our integrated

teaching. Will this curricular integration around a topical theme enable students to make even more
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powerful connections than those made by the students reported in these papers? We are not
convinced that such an integrated curriculum will appear integrated from the student perspective.
We know we will learn a great deal about aspects of iniegrated curriculum that are meaningful only
to the teachers versus aspects that are meaningful to students. We hope that such an inquiry into
integrated curricular content will enable us to understand whether our future efforts should focus
on teaching for understanding within each subject matter area or should be focused explicitly on
integrated curriculum as well, or whether we should aim to strike a balance between integrated and
subject specific teaching.

As you read one or more the papers in this set, you may find it helpful to refer back to our
three commonalities that cut across all three papers. We also hope you will join us in considering
the questions we are raising about integrated teaching and learning: What features of instruction
are critical in supporting integrated student leamning? We invite your reactions and comments and

hope our work stimulates a lively dialogue about these important issues.
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INTEGRATION FROM THE STUDENT PERSPECTIVE:
CONSTRUCTING MEANING IN A WRITERS' WORKSHOP!

Cheryl L. Rosaen. Barbara Lindquist, Kathleen Peasley, and Constanza Hazeiwood

With LISSS Colleagues:
Corinna Hasbach, Kathleen J. Roth, Elaine Hoekwater, and Carol Ligett2

Since the Fall of 1989 we have worked with a group of educators (university
teacher educators and researchers, graduate assistants, teachers) in a Professional
Development School in a collaborative effort called the Literacy in Science and Social
Studies Proj - (LISSS). The focus of our work has been to explore ways to engage
students genuinely in their learning and to create classrooms that are learning
settings for all students. We share a particular interest in exploring ways to teach
for understanding in science and social studies, with an emphasis on studying ways
in which discourse and writing can be used effectively to promote understanding. As
our collaboration evolved, so did our vision of what learning settings could look like,
our vision of what it means to learn subject matter, and our vision of what we as
educators of diverse backgrounds can do together to improve our classroom teaching.

During the 1991-2 school year, several members of our group took on a
teacher-researcher role to learn new ways to study students' thinking in a classroom
setting and to study our own teaching practice. We studied 47 fifth-grade students'

learning as different members of our group taught in three subject matter contexts--

I'This is one of a set of three papers on curriculum integration originally presented at the
annual meeting of the American Educational Research Association, San Francisco, April 1991,

2Cheryl L. Rosaen, assistant professor of teacher education at Michigan State University,
is a senior researcher with the Center for the Learning and Teaching of Elementary Subjects.
Barbara Lindquist is a fifth-grade teacher at an MSU Professional Development School. Kathleen
J. Roth is a senior researcher, and Kathleen Peasley, Constanza Hazelwood, and Corinna Hasbach
are research assistants with the Center. Roth is an associate professor of teacher education at
MSU; Peasley, Hazelwood and Hasbach are doctoral candidates in teacher education at MSU. Elaire
Hoekwater teaches fifth grade and Carol Ligett teaches third grade at an MSU Professional
Development School. The authors work together in the Literacy in Science and Social Studies
(LISSS) Project at the school. We want to acknowledge the joint contributions of all project
participants in developing the ideas about learning community, teaching for understanding, and
learning as transformation that are discussed in this paper.
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science. social studies, writing--across onc school year. tracing students’ learning
within and across subject matter arcas. Iniually we planned on discussing our
ongoing research during our weekly LISSS study group and assumed that sharing
what we were learning would help cach of us carich the research we were doing
within each subject matter arca. Thal shanng and learning did occur, bul even more
exciting things happened as well.

As our group explored and discusscd particular ways in which the fifth-grade
children constructed knowledge and ways in which they understood particular
concepts. we noticed that the lines between and among learning in our three subject
matter areas began to blur; that is, many of the conceptual understa.dings, ways of
knowing. and ways of being n a learniny community that we saw particular students
develop in one context piayed important roles in the lcarning that took place in
other subject maticr contexts as well.  These arcas of growth thus became more than
developing understandings that students usced in multiple contexts: they also included
transformations in values, attitudes and interests (Jackson. 1986) that influenced
further learning within and across subject matter areas. There were some areas
where we had intentionally tried to integrate our teaching across subject matter
areas (e.g.. use of writing in science and social swudies, usc of the concept of empathy
to understand author's purpose in writers’ workshop and discrimination in social
studies), but we saw signs of other kinds of integration that we had not intentionally
supported in our teaching.

These initial insights led us to investigate intcgration from the students’
perspectives, to learn more about ways n which particular understand’ gs.
approaches to learning, attitudes, values. intcrests. and so on developed in one
context might influence a students’ lcarning in another context. By focusing on the

meaning students constructed over time. we gained insights into ways in which




students constructed their own integration across the subject matter areas, and

identified qualities of the learning setting that seemed to support the integration.
This paper reports on integration from two students' perspectives in the
context of learning to write. We provide accounts of Brenda's and Billy's
development of knowledge and ways of knowing, and ways of being in a learning
community, in the context of a writers' workshop. We detail ways in which these
students integrated meaning constructed in a writers' workshop with meaning
constructed in science and social studies learning, to become qualitatively different
or "transformed" participants in our community of writers. [Each student's case of
integration is a unique and distinctive story of personal sense-making and personal
knowledge use; these cases are also representative of the kinds of integration we saw
occur with students generally. Qualities of the learning setting developed in all
three subject matter contexts that supported student-comstructed integration are

discussed.

Developing New Visions of Teaching and Learning:
What [Is Integration?

Since the first year of our collaborative work, our group has spent a great deal
of time talking about subject matter teaching and learning in science, social studies
and writing, and the notion that learners construct new knowledge in relation to the
prior knowledge and experiences they bring to the learning context. As we delved
more deeply into studying students’ understanding and thinking, we sought ways to
broaden our aotion of learning to include more than understanding subject matter
concepts that are “"out there" to be received, and more than individual cognitive
processes that take place inside a student's head. We also sought ways to
conceptualize, organize and plan our instruction in science, social studies, and
writing so that what each of us taught in our respective subject matter areas would

complement and enhance learning in other subject matter areas. This led us to
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explore new ways to think about meaningful learning within and across subject

matter areas.

Intecration as Combining Into an Integral Whole

Integration: 1. the act or instance of combining into an integral whole; 2.

behavior, as in an individual, that is in harmony with the environment; 3.

Psychology: the organization of the constituent elements of the personality into a

coordinated harmonious whole. (The Random House Dictionary of the English

Language, Unabridged edition, 1971)

Two lines of research, cognitive science research and research on literacy
acquisition and development, informed our thinking about the learning process and
the role integration might play in it. For example, cognitive research on subject
matter learning and learning strategies (e.g., Posner, 1989; Pressley & Levin, 1983),
and on literacy learning (e.g., Pearson & Johnson, 1978; Rumelhart, 1980; Smith,
1982a, 1982b) has informed educators' understanding of learners and the learning
process.  Through transactions with the environment, learners restructure their
knowledge structures and construct new knowledge (Carey, 1988; Vosniadou &
Brewer, 1987). From this view, children learn to use writing, written text, and
discourse as learning tools, not as emnds in themselves. Literacy includes reasoning,
problem solving, and critical and creative thinking as ways to generate new
knowledge and new skills (Brown, 1991; Michaels & O'Conmor, 1990). Research on
literacy acquisition and development also describes ways in which children's
knowledge construction through transactions with text and through discourse are
shaped by the prior knowledge and experiences they bring to literacy events (e.g.,
Halliday, 1978; Rosenblatt, 1938, & 1978; Teale & Sulzby, 1986; Wells, 1981, & 1986).
Thus, the learner plays a significant role by bringing together different aspects that
enter into the learning process, by constructing meaning, and combining different
parts into a "unified whole."

Drawing on these lines of research, many tnoughtful educators have argued

for an integrated approach to fostering and supporting students’ literacy
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development and learning in other subject matier arcas.  This approach seemed
worth pursuing in our teaching, since it acknowledges the learner as playing a
central role in constructing mecaning. and therefore playing a central role in the
extent 1o which experiences in onc leaming context (c.g.. writing) are connected to
experiences in another (e.g.. science or social swudics). For cxumple:‘when the four
language modes (listening, reading, writing. and spcaking) are used as the means to
support children’s inquiry into particular topics across the disciplines. they become
more than ends in and of themselves. As children use the language modes in an
integrated fashion in real language usc. their language capabilities also progress
(e.g.. Atwell, 1989, 1990 Fulwiler & Young. 1982: Hill, 1986: Hynds & Rubin, 1990;
Jensen, 1989). This approach (o literacy nstruction s somctlimes called a
“transactional approach” (Weaver, 1988). or a “wholc-language approach” (Goodman,
1986). Also drawing on these lines of research, some ecducators recommend using
broad themes or issues as a means (0 organize an integrated approach to literacy
instruction, thereby opening up the subject mauer content o include exploration of
concepts and issues in other disciplines (c.g.. Moss, 1984, 1990; Pappas, Kiefer, &
Levstik, 1990; Rudman, 1984; Walmsley & Walp. 1990). Thus, combining teaching and
learning into a “unified whole” could involve crcating opportunities (or students (o
develop knowledge and skills in one area as they use them to pursue learning in
another.  Because different members of our group were responsible for teaching in
different subject matter areas during different time blocks during the school day, we
explored ways to collaborate as teachers to support students' learning and create a
"unified whole” across the school day insicad of allempting o creatc a series of
integrated thematic units.

[niegrate¢ Teaching and Integrated Learning

As we began the year teaching and rescarching in our respective subject

matter areas, we often noted in our study group mectings that although our subject
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matter goals were distinct, there were similarities in several qualities of the learning
environment we were trying to develop and characteristics in learners we were
trying to nurture. We explored ways to capture simultaneously the social,
interactive, cognitive, and affective dimen. ons of teaching and learning in our
classrooms, and to think about ways in which teaching and learning in each subject
matter area may be similar or different. These explorations led us to develop two
metaphors that described the kind of learning environment we were trying to
create, and helped us define the nature of knowledge, ways of knowing, and qualities
of learners that are integral aspects of developing significant understandings in
science, social studies, and writing: a learning place metaphor, and a quilting
metaphor.3 When we began to ask questicns about integrated learning, we
discovered a third metaphor that helped us describe more explicitly the richness of
the learning we saw going on: a metaphor of transformation.

Peter Elbow (1973) described writing as being like "cooking™ in that new ideas
and perceptions result from the writing process. We recount a brief history of our
own talking, thinking, and writing because our own learning process contributed to
our current understandings of integration from the students’ perspective. In
discussing the value of working or "cooking” with metaphors, Elbow claborated:

When you make a metaphor, you call something by a wrong name. If

you make a comparison, an analogy, or an example, you are thinking of

something in terms of something else. There is always a contradiction.

You are not just calling a house a house, but rather a playground, a

jungle, a curse, a wound, a paradise. Each throws into relief aspects of

the house you might otherwise miss. You are seeing one thought or

perception through the lens of another. Here again is the essence of

cooking, new ideas and perceptions result. Connections are loosened so

that something may develop or grow in whatever its potential directions
are. (Emphasis added, pp. 53-4)

3These metaphors were developed collaboratively by all LISSS Project members.
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Our exploration of the three metaphors helped us discover aspects ol the teaching
and learning process that we might not have otherwise perceived.  These metaphors
enriched our teaching and our analysis and interpretation of the data.

A Learning Place Metaphor 1o Highlight the Social _Context

Hermine Marshall's (1990) distinction between vicwing the classroom as a
workplace compared to a flearning place was helplul 1o us in delining the emphasis
we valuc in our teaching of science. social studies and writing.  We used this
distinction as a starting point to develop our own idcas rcgarding subject matter
knowledge, skills, dispositions, teacher and student roles. and what would represent
learning.  For example, in traditional classrooms. getting work done is emphasized
over what is actually learned from getting the work done. In such a work-oriented
setting, subject matter is ncatly packaged and defined and ready o0 be “delivered” 1o
students. In a learning scuing, knowledge is socually constructed and developed by
people. This means that evidence. not authority. s used 0 construct new knowledge
and judge the merits of ideas. This places cach person in the position of sharing
expertise rather than limiting expertise to knowledge found in texts or in the
teacher's head. Moreover, thinking., quecstioning, discussing, learning from
mistakes, trying new ideas, and so on arc valued and rewarded as much as completing
a finished product.  Students not only locus on lcarning particular subject matter
concepts but also on knowing how and why ccertain concepts and ideas are connected
and useful. Understanding what it means 1o be a scicntist, a historian, or a wnter is
part of the subject matter "content” in a lcarning place. Additionally, taking risks,
challenging ideas, listening, collaborating. apprcciating diversity, as well as
responding to and respecting others' ideas arc important social behaviors in the
learning place, since they arc nccessary aspecis of constructing knowledge.  Our

image of the learner in the Icarning place is somconc who fecis a sense of ownership
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and commitment to his or her own lcarning, and has the disposition o inquirc and
ask why.

A Ouilting Metaphor 1o Highlight the Social Construction ol Knowledge

The learning place metaphor hclped us gencrate a shared vision of the
qualities of the classrooms in which lcarning would take place. and student
participation we wanted fo nurturc.  Wc also wanted 1o capture the nature of subject
matter learning more particularly--our goals for tcaching for understanding as they
were played out in our teaching. Afler much discussion cf alternative images, we
came upon quilting as a metaphor to rcpresent bath (e process and product involved
in teaching and learning for undcrstanding.  The multiple tayers in a quilt represent
lﬁe complexity ol teaching for understanding.  The quilting process itself represents
the notion that the doing is just as important as finishing the quill.  Moreover. the
uniqueness of each quilt emphasizes how we were cach heading toward certain
subject matter goals, but also creatcd unique "products® or supported students in
developing unique understandings in cach curriculum unit: cach quilter (students
and teachers) experienced uniquc expcriences and constructed unique
understandings, skills, and dispositions.  The stitches in the quilt rcpresent the
qualities of the learning place we discussed above.  Without the backing and the
many tiny, consistent stitches, the quilt would fall apart. ft would not only lose its
function. it would lose much of its beauly. for the tiny stitches that go through all
three layers of the quilt form the beautiful patterns: they are not random. We think
of the backing of the quilt as thc lcarning community in our classrooms and the
stitches as the qualities of the leaming scuting thal arc crealed over time as students
and teachers engage in learning activitics logether.  Pcople visiting our classrooms
need to look for "liny stilches” to appreciate the qualities of our learning
environment: the response studentls reccive on iheir written work: the

encouragement to ask questions and to makc sensc instead of just finishing work or
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memorizing facts: the care pul into (cacher questions and actlivities (0 communicate
sense-making and meaning: the ways in which student icu?_; arc listened to and
brought into the fabric of the classroom: the cncouragement and support stadents
arc given (o forgc new connections and patlerns.

This image of teaching and lcarning iv an alternatine vicw ol the typical
notion of teacher as someone who imparts knowledoe or skills (o students, and 1t rests
on a fundamentally different relationship among icacher and students. Instcad of
imparting  knowledge, teaching for understanding is gcared toward empowering and
enabling learners (o construct their own mcaning <o that the learning is relevant

and useful, and so that learmers have the desire 0 and know how (o go on learning.

The Metaphor of Transformation 1o Hichlivcht (he Learncr

The learning place and'quilling metaphors helped us ook at and understand
the social nature of learning in our classrooms and the soci.l construction of
knowledge. however. these metaphors were not as powerlful in helping us think
about how individuals construct meaning in the social context. As we studied our
students’ individual learning across the year. they began 1o teach us about
integration in ways we had not thought of.  Wce scarched for an image of learning
that would help us capiure the kind of lcarming we discovered.

Jackson's (1986) notion of “transformative tcaching” derives from the
metaphor of the learner undergoing a mctamorphosis--a transformation, a profound
and enduring change, ofien of dramatic proportion. For this kind of growth to take
place, Jackson asserted that students and t(cachers engage in both a psychological and
epistemological relationship, and that the rclationship brings about modifications in
attitudes, values, and interests as they relate to subject matter.  This image of students
undergoing a “transformation" capturcd many ol the kinds of changes we had been
talking about in our study group. For example, wc were s‘ccing students interact with

each other differently: talking with cach other rather than through the teacher as
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mediator; challenging cach others™ thinking: showing genuine interest 1n cach
other's wriling; using evidence to cxplain and defend their ideas: asking to spend
more lime wriling; bringing writing m {rom home and talking on the phonc at
night about pieces they were writing.  We were also sceing them use concepts. ideas.
values. and interests they had learncd or developed inoone subject matter context in
other contexts. They were not only learning within cach subjcct matter area. they
were becoming qualitatively different people. which also shaped their further
learning. As we invesligated morc purposcfully what may have brought aboutl such
“iransformations.” we came o discover three Kinds ol connections thal scemed Lo

influence these changes.

Making conncciions within subjecl matler arcas.  Within cach subject matter
areca. we were working toward hclping studenis develop particular knowledge. skills
and dispositions, as well as helping them »sce their lcarning as connected and useful.
In the area of wriling. for example. we wanted students to understand what il means
to be a writer. This entails developing particular knowledge (e.g.. characteristics of
quality literature: language for discussing response Lo literature: knowledge of
descriptive writing techniques and particular forms of writing), and skills (e.g.,
ability to use descriptive wriling lechnigues: ability 1o wrile in a variety of forms),
and ways of knowing (e.g., using lilerature as a source of writing ideas and
lechniques; using a journal as a place to gencraic and store writing ideas). It also
entails developing the disposition to wrile. to usc their knowledge of good writing as
they write, and to participate in a writing coiamunity so others can learn from them.
[f students were to make rich connections among these different areas--if they were

.
10 be "transformed’--they would behave diffcrently as writers and  as learners.  They
would. for example. choose to write. scck writing idcuas from cach other and
literature, choose to help others with their writing and so on. In writers’ workshop,

these areas were represented by (wo curriculum strands in our unit development and
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our teaching: lcarning (o write. and learning 1o understand  and  appreciate

literature.,

Making connections as a learner.  In all three subject matter contexts, we

wanted students 1o lcarn how to lcarn (c.g.. using writing to think. asking questions,
$

questioning the authority ftor knowledge). and intended that their growing
awareness and usc of such stratcgics would become apparcat across their school day.
In addition. we wanted students (o learn o behave socially o a community of
learners (e.g.. taking risks, challenging idcas. responding (o others. respecting
others' ideas, appreciating diversily, u)ilulmrulmg;. We tricd o foster
transformations in their level of ownership of idcas. commitment o their own
learning and the learning of others. and their tendency to retlect and think. We
wanted them begin o develop qualities that are vequired of people who are in a
learning place (c.g.. Can | have more time to work on a picce | swiied at home?) and

shed qualities of task oriented workptace participants (c.g.. How long does my story
have 10 be and when is it due?). -In writers’ workshop. this arca was represented in
our unit planning and teaching by a titid curriculum strand: supporting students in

becoming full participants in the learning community.

Making connections across subject matter arcas.  From studying our students'

learning and participation in the lcarning community. we began to understand a
third kind of transformation. Learners who cxpericnce transformations in one
subject matter area will come to other lcarning contexts as different people
(although this does not occur in a linear [ashion). As our students changed as
writers (e.g., experimenting with new (orms of writing, learning to make their own
decisions as writers. learning to talk aboul writing among cach other), they also
changed as learncrs of science and social studies.  For cxample. as students learned
new concepts and skills in social studies (c.g.. concepts such as racism, sexism,

discrimination. justice, equality: skills such as critical rcading of text). and in science
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(e.g., the nature of scicntific inquiry. use ol argument and evidence, the language of
science). new understandings, attitudes and valucs that sicmmed from their learning
in science and social studies began (o emcrge in our discussions of literature and
student writing.

More To Leam

We know a great deal about children's development as wrilers (e.g., Bissex &
Bullock. 1987: Calkins. 1983; Newkirk, 1989). as rcaders (e.g.. Clay, 1979: Langer, 1990
Lehr, 1991), and the ‘ateraction among the language modes in children's literacy
development (e.g.. Hansen. 1987. Langer. 1986; Langer & Applcbee, 1987. Loban,
1976). Likewise, ways in which students’ understandings have developed through
use of various language modes have been well researched (e.g.. Barnes, 1976; Blake,
1990; Hynds & Rubin, 1990). However, rescarch is nceded on how intcgrated
instruction that is intended to support students’ literacy development in several areas
as well as subject matter learning is actually interpreied and intcgrated by students
into a “unified whole.” How effective is this approach (o organizing and
implementing literacy instruction in furthering students’ language capabilities and
in supporting subject matter learning?  From the students' perspectives, what
meaning do they construct, in what ways is the mecaning integraied, and to what
extent and how are learners transformed?

Studying Integration From the Students’ Perspective
arch stion

In the context of teaching writing, Rosacn and Lindquist co-planned and co-
taught a writers' workshop across one school year while engaging in qualilalive
research on their own teaching and the students' learning.  With research assistance
from Hazelwood (also conducting research on science and social studies teaching
with the same groups of students) and Pcaslcy (also studying hcr own science

teaching with one group of fifth graders). wc studied the [ifth-grade students’
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developing knowledge, skills and disposition to write and the nature of their
participation in the writing process over time. The purpose of the study was i
examine the following questions: (a) Knowledge, Skills, and Ways of Knowing: How
did the students participate in literacy activities and the writing process? What
qualitative changes were evident in written products over the year? What
knowledge, skills, and dispositions were developed? (b} Ways of Being in a Learning
Community:  How did students interpret and participate in the social context in which
the literacy learning took place? How did their interpretation and participation
shape their writing knowledge and skills and their disposition to write? (c) Ways of
Integrating: In what ways did students construct meaning across subject matter
areas? To what extent did they integrate meaning constructed through experiences
in one subject matter context with meaning constructed in another subject matter
context? From the students' perspectives, to what exteat did understandings,
approaches to learning, and social norms in the learning community in each subject
matter area become integrated, or form a "unified whole"? In what ways were
learners "transformed,” and how did transformations in one area influence learning
in another?
Methodology

The students. One fifth-grade class included 22 students and the other 25. The
47 fifth graders are predominantly Caucasian, but included one African-American
student, three Hispanic students, and two students of Native-American descent. These
students live in a community that is mainly rural and blue collar and located adjacent
to a hid-size city and a large university. The newer neighborhoods being built have
attracted more professional and paraprofessional families. Of the five elementary
schools in the district, this school is considered to have the highest number of "at-
risk" students. Many students live in a neighboring trailer park and are living on

low family incomes.
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Target students. Seventeen target students werc chosen necar the end of the
year for more intensive study (six [cmales uand three malcs from one class; three
females and five males from the other). The students in the target student group
represent a range of abilities (including students receiving speech therapy and
Chapter [ reading assistance, as well as students of higher academic ability).  Sixteen
students are Caucasian and one is Hispanic. The two students’ cases reported in this
paper are part of the target group, a male and fcmale from the same fifth grade class.

Data _sources. Classroom lessons, group work. and writing conferences
conducted with the 47 tifth graders were documented with ficld notes, audiotapes and
videotapes across the year. All whole-class lessons were audiotaped from September
through February.  Whole group lessons were videotaped March through May.
During individual work time, one audio rccorder was placed at different four-desk
clusters to capture interaction that ook place within clusters.  Rosaen carried an
audio recorder with her whenever she worked individually with students.  Large-
group and small-group sharing sessions were cither audiotaped or videotaped.  All 47
students' written work (e.g., journals, writing projects, written evaluations of their
own writing progress) was collected.

The 17 target students were interviewed formally at the end of the school vyear.
Twelve students were interviewed individually (and videotaped). Two small-group
interviews (five students from one class und live [rom the other) were also
videotaped.  Students were interviewed informally as part of ongoing instruction
throughout the year to learn more about how thcy made sense of the literacy
learning experiences. their own perceptions ol the writing process, and how they
perceived these experiences to be related (or not rclated) to learning experiences in
science and social studies. These informal intervicws were audiotaped. Rosaen and

Lindquist audiorecorded their planning sessions across the year. and saved all
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written documents associated with planning (c.g.. planning notes. schedules.
calendars. resource lists).

Data analysis.  Data analysis was wimed at understanding four main aspects of

teaching and learning:  (a) the intended curriculum  throughour the year: (b) the
enacted curriculum, including the subject matter content and the development of the
social context for learning over time: (¢) individual mcaning constructed by students
within  writers’ workshop: and (d) individual mcaning constructed by studenis across
subject matter areas.
Using planning records. audiotapes und ticldnotes. Rosaen and  Lindquist
constructed a chronological summuary o ther miended  curriculum across  the  year.
dividing the year into seven instructional units and summarizing daily lessons
within each unit.  Three curriculum strands guided our planning and teaching
across the year: (a) crealing and supporting the lecarning community, (b)
developing writing knowledge and skills, and (¢) developing literary understanding
and appreciation.  For each unit, we identificd which curriculum strand(s) was more
prominent ("foreground”) and which strand(s) was less prominent (“background”).
Table 2 provides an overview of the yearlong curriculum and the emphasis of the
three curriculum strands in each unit. This curriculum overview was used as a tool
in tracing students’ development over time. as a way to compare the intended and
experienced curriculum, and as a way to locate in real timc what was occurring in
the learning community when insights about a particular lcarner’s growth were
investigated.  Using field notes. Hacclwood constructed detailed notes regzrding the
development of the learning community across the year, paying attention to the
nature of language used by teachers and students. the overall atmosphere in the

classroom, and the nature and level ol participation.
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Table 2

Sept. 25-Oct. 8

collaboration through
cooperative groups;
public sharing and

writing process
embedded in way the
task was structured:

Unit Overview and Curriculum Strands
PHASE 1: LAYING |Strand 1: The Strand 2: The Strand 3: Literary
GROUNDWORK Learning Writing Process Understanding and
Community Appreciation
Unit 1: All About | Background: Foreground:
Me relationship building: { overview of the writing
Sept. 4-24 trust, respect; process (ome complete
modeling how students cycle)
could help each other |revising techmiques:
with writing and how |leads, word choice, use
to collaborate; of details, focus
learning is celebrated | parents’ night as
occasion to_publish
Unit 2: Animalia Foreground: Background: Background:

Identify why Animalia
is appealing and
interesting; use of

revision of ideas; brainstorm ideas, use | quality literature as

ownership, of details, sense- model

commitment, shared making

responsibility,

learning is celebrated
Unit 3: Background: Foreground: Background:
Descriptive use of evidence and practicing the writer's|use of literature as
Writing developing shared craft: revision models; revision of
Oct. 9-Nov. 11 expertise about what |techniques to create published literature

makes good better description

description; public through use of 5

sharing and revision senses and

of ideas; learning is exaggeration; revise

celebrated; ownership, { before you write

commitment, shared

responsibility
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Table 2 (cont.)

PHASE 2:

Strand 1: The Strand 2: The Strand 3: Literary
INITIATION Lesrning Writing Process Understanding and

Community Appreciation
Unit 4: Foreground: Foreground: Background:
Establishing a how to work together responding to each literature share day as
Writers' as a community of other's writing: routine;
Workshop writers; use patterns |receiving a piece, share literature on
Nov. 8-Dec. 19 established to support | author's day, winter topics as

and develop capacity | getting topic ideas; source of ideas and

to help each other (see | visit from author; models

Strand 2); Christmas walk-

personally meaningful | through

learning as a goal
Unit 5: Poetry in | Background: Background: Foreground:
Writers' Workshop |use author's day and use writing process to | learn about aspects of
Jan 7 - Feb. 7 literature share day as|creaie poetry or other |poetry: simile,

pattern to encourage forms of writing; personification, line

celebration and
sharing;

"l wish" group poem;
personally meaningful
learning as a goal

students have choice
of topic and form

breaks, color poems, "I
wish" poems, poetic
license

use published pieces
as_models

17
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Table 2 (cont.)

PHASE 3: DELVING |Strand 1: The Strand 2: The Strand 3:  Literary
MORE DEEPLY Learning Writing Process Understanding and
INTO AUTHORSHIP {Community Appreciation
Unit 6: Author's Background: Background: Foreground:
Design inquiry, asking use author's design as |understanding
Feb. 13-March 21 questions, public a framework for own relationship among
sharing of ideas, use | writing aspects of author's
of evidence and shared design: author's topic
expertise, valuing and and purpose, topic
respecting others’ knowledge, choice of
ideas, personally form, audience,
meaningful learning as audience response
a goal
Transition Period |Background: Foreground: Background:

March 25-April 18

continue writers'
workshop as schedule
permits (testing,
vacation
interruptions)
sharing of student
writing and published
literature

select piece to put in
middle school folder
and write a paragraph
about self

create “wish list" of
books to order for
library (also served as
information on student
interests for next
unit)

Unit 7:  Author's
Exploration
April 22-May 16

Background:
collaborate with
others to explore
different book sets
and develop focus
question

Background:

study authors'
biographies and book
sets to get ideas for
topics and forms;
study own "All About
Me" piece from
viewpoint of memoir;
develop focus question
for finding out more
about fictiom,
biography, or subject
matter

Foreground:

use biographical
materials and book
sets to explore:
Where do authors get
ideas?

What do authors do to
improve their writing?
Explore book sets:
fiction, biography,
subject matter sets

Using field notes, audiotapes, videotapes, and student interview transcripts,

dimensions of learning commupity participation for each target student were

developed and coded. These dimensions include: ownership of amd commitment to

writing tasks; using a variety of resources in writing projects; asking questions to

clarify thinking; participating in a varicty of activities to stimulate thinking;

engaging in purposeful editing; engaging in writing as an ongoing process;
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increasing control over multiple aspects ol (he wnting process.  Cross-case analysis
(with LISSS project rescarchers working in the context ol teaching science and
social studies) included investigating the cxtent to which these behaviors were
evident in the context of science and social studics lcarning, and how students made
sense of leaming cxperiences across contexis.  We also tooked for and kept track of
instances where particular subject matter concepls or "wavs ol knowing” in a
discipline were evident in students’ participalion in writers’ workshop (e.g.. concepts
such as empathy. discrimination. scxism. agism: the nature ol inquiry for wrilers.
historians. scientists).

To learn about students’” growth in writing knowlcdge. writing skilts and
dispositions to write. we analysed their written work. audiotapes of writing
conferences, and interviews using the following cualcgorics: themes explored in
writing; writing style and voice: forms of writing cxperimented with, and used: use of
language structures: mechanics; awarcness ol and allention o audience.  Cross-case
analysis included investigating and kceping track of instances where particular
science or social studies concepts or "ways of knowing” were evident in students'
approaches to wriling, 1o participating in the wriling community, or in the actual
content of their writing.

Two Stories of Student-Constructed Integration

We turmn now to recounting two storics ol student-constructed integration thal
are drawn from our data on two case study students.  Thesc stories are each framed
around an incident in the classroom that prompted us to pursue more closely whal
influenced the student to participate in that way. and to try to trace the students'

transformations over time. Brenda and Billy arc students who were in Hoekwater's
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fifth-grade class.4 Lindquist and Rosaen co-taught writers' workshop in both classes
while Hoekwater and Hasbach taught social studies to both classes.
Brenda: Making Women and Girls Visible
We begin with a short vignette describing an incident that took place during

“authors' day," our Wednesday routine for sharing of drafts and finished pieces. This
incident took place just as our poetry unit (the fifth unit we had taught) came to a
close. During this unit students experimented with a variety of poetic forms and
devices. During the fall months, we had taught a series of introductory units that
were more teacher-directed as a way to introduce various writing techniques to
students and support their participation in a learning community characterized by
lots of social interaction and collaboration. As part of the new writers' workshop
format, we instituted the routine of having an authors' day on Wednesdays during
the month of November.

It is February 6 and as they do each Wednesday, students in this fifth-grade

classroom are sharing their writing on authors' day. It is Tim's turn to share a

story he has been working on for some time--a story about some murders that

took place at the school. Since he has such a long story and there are several

others who also are waiting to share, Rosaen suggests that he select one part of

the story and ask his audience to respond for a particular purpose. After

reading a portion of the story and discussing the similes he used in his piece,

Tim continues reading quite a long segment, and then asks for questions or

comments.

Brenda: How come there was only boys in it? There wasn't one girl.
(many overlapping comments)

Casey: We're in communication arts, not social studies!

Rosaen: Tim, can I ask you a question?

Tim: Yeah

Rosaen: What do you make of Brenda's comment as far as thinking about

yourself as an author and finding out how people in the world are responding
to your writing? What do you make of her comment?

4All student names are pseudonyms. Actual names of teachers are used.
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Tim: Well, as Johnny said, it 15 my stonv and | can put what | want in it and |
think maybe [ should put some @irle o

{There 1s more discussion of how to « : this as f(eedback for the author.)

Rosaen: Casey. one other comment il Iowanted 1o make note of is that you

said, [ heard you say. "This is comr wvcation arts. not soctal studies.”...Can you

say more about why vou madc that -mmem?  What reminded vou of that?
Arthu.: Because in social studies we were talkimg about sexism...

Rusty: And discrimination all across the fuall..,

Rosaen:  So can we hring in adeas rom social studics i here?  Was that helpful

to your discussion?

Casey: She never would have said thut. probably. if we hadn't been studying

that in social studics.

Rosaen: In other words we bring alb our cyperiences 1o reading things, we

don’t just have experiences n onc spol and ihen forget about them and act like

we're different people.  We're the samc pcople when we go into social studies

and English. So she brought that...

Casey: 1 know. what I'm saying ix she would never probably said it i she
wouldn't (inaudible) in social siudies.

Rosaen Are you saying that she had a ncw idca in social studies, Casey. is that

what you are saving, and if she hadn't gotten itha idea in social studies she
would never have brought it up here?

Casey: Yeah
Lindquist: [s that, do you see a problem with that?

Casey: No

Brenda: | think he was saying that us girls shouldn’t get new ideas.
Rosaen: Is that what you meant Cascy!

Casey: No.

On the day we had this discussion, wc were very cxcited 10 see Brenda bring up an

idea from social studies in our sharing time during writcrs' workshop.  After all,

it

was this kind of connection we were hoping students would begin to make and the

kind of initiative we hoped o sce them take--that issues they were cxploring in
studies would have relevance and meaning in other contexts in their lives, We

also excilted to see Brenda speak up aboul a topic thal was personal to her in a

social
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learning community that had omy rccently begun to take on a collaborative and
cooperative atmospherc.  Up until a few weeks prior 1o this discussion, this class had
been our toughest challenge lo cngage in genuine debale about issues that they
cared about. Wec also saw some further commitment from Brenda on the issue of
women's importance during a March 19 discussion ol a4 poem entitled "Girls Can, Too!"
by Lee Bennctt Hopkins (1972) in which he described a girl oulsmarting a boy and
getting all his bascball cards. During this discussion, as we probcd for whal
Hopkins's purposc for writing was and pursued the issue of whether girls are beller
than boys. Brenda offered cxamples of times when girls might be betler in sports,
and sometimes smarter also.

But how do we know Cascy was correct in his hunch that Brenda would not
have brought up this issue if they hadn't been talking about sexism in social studies?
How do we know il laking the risk o challenge Timmy surrounding this topic is a
real "transformation” in Brenda--a c¢hange that will last and cndure--and not just a
coincidence, or something that was on her mind for the moment, or not just a brief
and fleeting interest that lasted only a month? To answer these questions we needed
to stand back from this incident and takc a closcr look at who Brenda is, what kinds of
learning we saw in her, and wherc we found support for the idea that her behavior
on February 6 reflected a transformation. Wc¢ cxamined whether this was an example
of how she had personally integratcd hcr lcaming [rom social studies into her
participation in the writing community.

Brenda's Starting Points as a Learner in Science, Socigl Studies and Wriling

Brenda's prog.ress as a leamcr camc up often in our study group discussions
during the early fall months, mostly because ol contrasts we saw in her class
participation in science and writing.  She is a soft-spoken, cooperative student who
began the year completing assignments willingly.  However. in science, she spoke

more frequently, and played a leadership role wm her small group work. She was

(2
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more engaged in the questions being pursucd. which included taking her science
journal home at night to discuss idecus with her mother.  In soctal studies. she also
scemed more easily engaged in the topics under discussion.  For example, she
included more claborated details and expressions of emotions 1m her journal writing.
She also showed a concern about the way her group iv social studies functioned in a
note to Ms. Hoekwater:

Mrs. Hoekwater.

Sorry to waste a piece of jernal paper but this is very important. [ know

[ chose to have Roxanne join our group but she docsn't listen to us' She

only puts her own ideas down and then we say no Roxanne we changed

our answer (o something but she says "NO!' und keeps hers!!!

Sinceraly,
Brenda

p.s. she's never serious. She's always joking around. (undated entry)d
This is not the first time the issue of collaboralion arose in her social studies journal.
Prior (0o writing her note (0 her leacher, she used the word “collaboration” several
times to discuss the way the scttlers approached working with the Native Americans:

When the settlers got 10 north america and met the indians. they

collaborated on how 1o help crops grow. by putting 3 fish in a hole with

the seeds as fertilizer.  Another example the indians and settlers

brainstormed (collaborated) on how (0 usc nets (o0 catch fish. Another

example that the indians and settlers collaborated about was how to live

on nuts and berries if were lost or food was dying off.

They also collaborated on how 1o huild housed and what kind of

housed to build. They desided to usc biy lcaves for waterproof rcofes and

the best logs for building the body of the house. (November 14 entry)

[n writers” workshop, Brenda did contribute occasionally to whole-class
discussions. and followed through quictly on small-group assignments. Rather than
participate fully with all small-group members, she tended (0 pair off with either

Dorie, a Vietnamese student whose proficiency in spoken English was minimal, or
’

Clare. She fit the image of a typical "work sciting” student who did her assigned

3Students’ own spellings. punctuation and usage are printed as found 1n their writen
work.  Cross-outs and rdeas edited out by studeats on draits are not included.
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work, and seemed to work morc in parallel with her pcers rather than
collaboratively.

The first assigned writing of the year required students (o write an "All About
Me" piecc. Like the rest of the students in the class, Brenda's lirst draft tended o be a
list of facts about herself and her fumily.  When Rosacn taught mini-lessons on
writing a series of leads intended to help the students develop a more purposclul
focus for their piece, Brenda chosc from her list of possiblc lcads a sentence about
her hobbies. and wrote her sccond draft with that focus. She also followed dircctions
and wrote her draft on every other line so she could add more details.  For example.
she added the words printed in italics ibelow) to her sccond draft after mini-lessons
on use of detail and descriptive words:

Do you have any hobbies likec me? Some of minc are reading mystery's

(my best one was the hidden staircase). riding my bike around the block

and shopping at the mall. | like playing with animals paticholly my cat

and dog the best because there just like a friend. Even though [ like my

2 best friends { ] and [ ] a lot more | don't like playing with my

brothers turtles because they are shy. Bul animals like my calico cat or

my dog [ /can cawch a ball or play with string..5
Yet her final copy ended up being a less detwled version:

Do you have hobbies like me? Some ol my hobbies are playing with our

animals. We have 1| dog named | J. 1 cat named | |, 6 turtles (no

names) and fish. [ like my cat and dog the best becausc it's hard to play

with fish and turtles are boaring. But dogs can run and catch a ball

when cats can play with string and do tricks.
Her final version did not seem to show much commitment to improved writing or
ownership of the piece, but rather tike a school assignment she finished by a due
date.

's Trapn L a Wriler

Brenda grew as a writer across the ycar in many ways. Onc arca we examined

was the nature of her participation in the writing community, and how she made

ONames are left oul 10 prolcct the studenis” ndenuties.

(R

v/




O

ERIC

Aruitoxt provided by Eic:

connections.as a learner. As described above. Brenda began the ycar doing her work
in parallel with other students. but began 10 sec the value of sharing with others.

She spent o great deal Qt‘ time working with Doric creating o Yesterday book that they
wrote, itlustrated and published jointly She ulso saw other reasons for collaborating,

such as (0 make the writing process more enjoyable:

[:  Which [picce] did you cnjoy writing the most?  When one was the most fun
o write?

Brenda: | think my Yesterday book was.
l: Your Yesrerday book? And what made that so much fun?

Brenda: It was fun 1o draw the pictures and 1o write about the girls that are my
age, you know, and it was just a little (un picce o do.. Dorie thought it would
be fun 100. so | let her in on it and she g0l to draw some of the pictures and it
was really fun trying 10 make all the background in ume 1w pick out her
clothes and  stutf. (Individual intecrvicw 5/31/91)

Collaborating was also a way for Brenda o work on improving the quality of her
writing:

Well it has something to do with collaborating. because they would
explain 10 you what they felt or what they think you could ‘do to improve
your work or what you might be able to take out that would improve
your work.”" (Group intervicw 5/29).

[ like knowing what pcople around mec think...l want othcr people 10
wanl o rcad my books.... (Individual inte, ~w 3/31/91)

In fact, learning how to improve the quality of her ‘ling was an important theme
in Brenda's writing growth, one that she was awarc of w: 'n she she said that she
thought she grew as a writer "quite a bit" and offcred thisx cxplanation:

['ve started realizing how much description counts in a book and how
much explaining counts 'in a book. 'Causc | could say Michael ran out 10
the door and checked for John. John. John, come here.  John ran
downstairs. ['saw a dog get bcat up! Where? Let's go find him, I'll get my
sisters. | mean that wouldn't bc very fun. (Individual interview 5/31/91)

Well, [ would definitely, | would go back and add more description.
Because I love books that havc a lot of description. but they don't go on
and on forever with the description. Like uabout a pinc ‘rce, you don't
really need to. | mean you can describe the smell or something, you

When asked what she would do to make one of her pieces even better, she explained:
|
|
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don't have to say that it has these little prickly things on *he end. I
mean you're gonna know. (Individual interview 5/31/91)

In addition to an awareness of the importance of description, Brenda had tried out
and come to value some of the techniques for improving her writing we had
discussed, and used them to help her write her mystery story:

And sometimes I just like going out, we have a beach, and I like sitting

on the beach and looking into this because it makes it easier. Especially
if I'm gonna make the outing at a lake, I think it would be interesting

looking at our lake and addirg some details.... Because I can't really
think of a lake and add details without looking at it. (Writing conference
5/14/91)

Another technique Brenda tried was using her journal as seeds for larger pieces, and
deciding later if she wanted to pursue an idea:

Brenda: Well, I write a lot of things in here, like I would like to learn how to. I
really didn't think of that as something I would want to publish.

I.: So do you use it to kind of jot down things to try and and thea you decide if
they're going to be a piece?

Brenda: When I'm not sure if I want them to be a piece or not...in my journal
I'll just look it over and I'll go, "Well, I don't think I really want to do this, why
spend my time on it?" (Individual interview 5/31/91)

Brenda also found value in using literature as a source of ideas, and as a source of
good writing:

Because I'll read a book and I'll think that they, I thought that the writer
did a really nice job and I'll write down some of the things that I liked
about it, sometimes, and then I'li look back in it and I'll write questions
about it, about how I could do that. And then I'll g0 back whken I'm
looking for ideas and I'll look what I had written down earlier and
sometimes I'll use that information and sometimes I'll go, "Why did I
write that? I don't want td use that information in this book."...I usually
don't throw it away because I'll want to keep it in case I have another
book that I might want to use that sort of information for. (Individual
interview 5/31/91)

During the composing process, Brenda also sought ideas and techniques from books
such as when she was creating her mystery story, the piece that she considered the
one that she learned the most from because, "Well, I have more to think about, 'cause

it's such a, it's a chapter book and I have to think harder about what I want to do with
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i’ (Individual Interview 5/31/91).  When she was having trouble proceeding. she
turned to literature for help:

[ read a bunch of the beginmings ol the [mystery] books because |
couldn’t think of a beginning but [ ~ort of had an idca of what I wanted
o write ... every night [ go in my room and | rcad morc of my mystery
books, ‘cause [ have a bunch of mystery books, and 1. [ try and get idcas
from my book.... | writc my idcas down in that [journal| every day,
every night... tIndividual mterview  5/31/91)

Brenda also came 1o see thal writing a good picce takes time. and that the guatity of
one's writing is more important than the quantity:
‘Cause you might have only onc or two really ¢ood storics. And that's
better than having ten or twelve really bad stories.... No, | mean they
wouldn’'t know they were bad but they dont add as much description

‘cause they don't take as much tme with them. «(Group interview
5/29/91)

<
When asked. in 4 group interview. il students considered themscives 10 be  authors,
Brenda was among three (out ol five) who were quite delinne in saymg they were:
Brenda: I just think that anvone can be an author if they write something., |
don’t think it has to be published...or that 1t has to be out on the market just (o
make vyou an author.
[ris: [ think that I'm sort of an author now that | have hcard what they said
‘cause somelimes | write a lot of poctry and um | think I'm an author because |
have been writing a lot for writing workshop so | sort of think | am and sort of
think t'm not.

Brenda:  Why do you think you're not! | don't understand how you don't think
vyou arc.

fris;  Well, sometimes | can't think of anything 0 write.

Brenda: I don't think that authors alwuys have something in mind that they
want to write. (Group interview 5/29/91)

Brenda's seclf-assurance that she is a writer because she writes and her willingness to

challenge her peer in a group seuting show o trunsformation in her commitment (o

writing compared to her approach o writing i the tall.  She also participated

differently--more actively and with more conviction--in (he writing community.
These examples show clearly that there were several arcas of growth or

transformation for Brenda as a writer: her participation in the writing community.
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her knowledge and use of writing tcchnigues. her commitment o improving the
quality of her wriling and taking on further chatienges.  We wondered whether
some of these changes might have been influcnced by her Icarning in science and
social studies. As wc investigated this question. 1t became apparent that Brenda's
growing understanding of and commitment 1o the wvisibility of women--in  history, in
science. and in writing--seemed to influence her participation i the writing
community. She constructed her own integration--a personal understanding and
connection with this issue--across thc threc subjcct matter arcas to become a more
committed writer and participant in the writing community.

Women and Girls_Become Visibic

To figure out what may have intluenced Brenda 1o chattenge Tim regarding
why he did not include any girls in his siory. wc considered Cascy's hunch that she
probably wouldn't have brought the issue up if their class "had not studied it [sexism]
in social studies.” The issue of the visibility of women is one that was treated
explicitly in both science and social studies class. so we cxplored connections Brenda
made within science and sccial studics regarding this issue. and then considered how
she might have made connections across the three subject matter arcds.

Women as_scientists. In September Brenda's scicnce class. taught by Peasley.
studied the nature of scientific inquiry and focused on what it means to be a scientist.
For‘ example. Peasley asked students to draw a picture of a scientist at work and
describe what the scientist is doing. Brenda drew a picture of a male scientist
wearing a lab coat standing next o a lab tablc with a cartoon bubble that says. I
wounder.” Her expfanation confirms that in her mind the scientist is male:  “This
scientist is woundering if he added the lava to the dry iccd water if the water would
turn red and orange from the lava or stay the same” (9/10/90 journal entry). Three
days later. after discussing and writing aboul diffcrent aspecis of scientists’ work.

students were asked to discuss and writc about a picturc of Dorothy Hodgkin at work.
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and answer two (uestions: (1) What do you think this person is doing? and (2) Do you
think this person is a scientist!  Why or why not!? Brenda's response. untike many of
her classmates, was that thc woman is a scientist:

(1) 1 saw her 4 am’s and thought the artist drew 4 arm's on her because

scientist arc so busy it's hike they almost need 4 arms so they work in

groups.

[ think she is scarching for clues in o little book 1o find out why.
She has 4 arms with a magnalying glass to look for closer clues. | also
think she is writing down her thoughls.

(2) I think she is becausc she's is investigating about somcthing like a
scientist.

Although Brenda did not address ecxplicitly her change in thinking, she opened up
her thinking to include women as scientists in this entry.  The following day, she
pursued this connection when asked to list ways she is and is not like a scientist

I am like a scienust because |

--study  things

--read

--write journals

--do research about what 1| want to know about

--share my discovery's with others

--Go to meetings (at school)
--talk (to teacher & friends about important things. cven problems |

might have)

--invent things

[ am not like a scicntist because I...

1) don't travel to share my idcas

2) talk to public about my idca's
Just as she was being supported to think of herself as an author in writers’ workshop,
Brenda was being encouraged to think about ways in which her own behaviors are
like that of men and women scientists.  Women and girls were becoming visible 1o
her in ways she had not previously thought of. Shc also saw Peasley, her female
science teacher, as a scientist and scemed to lech that she was cntering a scientific
community, as rcflected in this journal cntry: "I liked when you vaid vou thought of
the same things | did becausc its ncal to have a rcal scientists think what | think."

As a leamer ol science, Brenda continucd to show the qualities of being

curious and asking questions, even several months later:
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I would like to know more about the similarities and differences

between human and plant food because I can't think of that many.... I

liked the part when we got to handle real plants. It was fun. I like

experimenting with real things--I don't like just picturing it in my

mind. I like doing the real thing. (Science interview 2/4/91)

Women and girls as makers of histor. While Brenda was experiencing what it
meant to be an author and a scientist, she aiso was experiencing what it meant to be a
historian in social studies class, taught by Hoekwater and Hasbach. During the early
fall months, the students learned to use primary sources to investigate and write an
historical account of their own school. The role of women in history was treated
explicitly as a topic in December when the class began to study social issues and the
meaning of central concepts related to them such as: empathy, discrimination,
prejudice, rights, duties, justice, equality, racism, sexism, agism, ableism, democracy,
exploitation, social conflict. In January, this study was followed by a series of
discussions designed to bring the invisible--women, Africans, Native Americans,
Hispanics--to the foreground.

When we studied Brenda's writing and participation in social studies class, two
things stood out: Brenda's "way of knowing" in social studies, and concepts that were
salient for her. An important theme in social studies class was the idea that history is
socially constructed, not "out there” to be received. Brenda seemed to embrace this

idea and adopted it as a "way of knowing" for herself. This perspective was revealed

when she was interviewed about social studies at the end of the year:

At _school:

They tell me about their book and I tell them about my book you kmow
what happened or we let each other read each other's journals every
day, you know, before the teacher reads them ... so you don't have to
read every single book, you kmow, you could just learn about it from--
journals or from them instead of having to read the book.

When I would read by myself without having anyone else to rcad with

me it got sort of boring and because I wouldn't have anyone to tell about
what I was reading about ...

[TuN
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| like doing things ... and hecaring what other people have 0 say and
comparing things that | have to say and what other people have 10 say.

It's neat working with other kinds ol people and we all wlk 10 cach
other and they say. "Wecll. how would you like it i it happened to you.” |
mean [ don't know anyone that thought it would be fun o be made fun
of because of the coior ot skin or because of what they were.

At _home:

Every night. every night | wlk with my mom and my dad and my
brother and my uncle ... wec'll get a wm o say what we did during the
day. My mom and dad usually ask me about social studics and because
they think that it's neat what wce're studying about ... so | think they

tike it because they were never taught those things betore.

Qutside school with_ friends:

Yeah. [ talk. me and Clare watk about it a lot with Laurie because we were
hoping she could be in the samce cluss ... we'll go oul in someonc’'s back
yard during the day. you know. and wc'll ask cach other questions about
what happened in certain subjects.

Brenda appreciated and wvalued the role of ~social nteraction. and the role that
sharing ideas played in her lcarning. These comments also show that she was
disposed to spend time talking about social stadics issues and concepts. that she was
engaged in her learning.

Another quality of Brenda's approach o lIcarning that "became apparent in
social studies was her use of empathy to understand others’ perspectives.  Brenda
defined empathy as. "to try and fecl like somconc clse or 1o be in their shoes...” She
reminded us of the women described in Belenky. Clinchy, Goldberger. and Tarule,
(1986) who “integrate their voices.” construct their own knowledge. and become an
intimate part of the known. For example. when her class learned about the
conditions under which enslaved pcople were wransported 10 the the colonies. after a
detailed description of what she had learned about the conditions. she purposely tried
to become an intimate part ol what she was learnmyg:

And we leamed how jammed they wecre und so me and a friend went

outside for recess. and me and some friends went out for recess and we

just, we just sat there and it was rcally hard. | mecan we were like, "Oh! |

want to move! [ want to move!™ because we were trying 10 (ind out what

it was like.... I can't imagine doing that lor two months.... Yeah. because
we wanted to know what it was rcally like because we're going, "Well, |
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don't think it would be 100 bad. I mcan I've been crunched in a car
before and it wasn't too bad because it was only a litde while.” And then
we tried it outside tor only live minutes and it was like, "I don’t want to
do this anymore.” so wec cnded up going and playing with somcthing
else.  Bul we lound out what that was like and that was terrible

Brenda extended her empathy to her classmates ax well.  When asked if there was

anyone in the class who she would consider "invisible.” she named Roxanne and

explained:
She's visible but invisible. Pcople make fun of her. which means that
they see her and they notice her but the dant notice her s being good.
just because she's overwcight or something they make fun cf her. But |
think that she can be rcally nice il vou wive her a chancc.... | nolice
her as a nice person... She's invisible because no one nodces her
because she’s nice.

Her understanding of Roxanne's feelings was claborated 1o show that she tried to look

at the experience from Roxanne's perspective, 1o think about what it would be like to

be Roxanne:

She seems lo be really upset about 1. you know. and | would be too if that

happened to me ... people make fun ol her. they say <he stinks or

something and she doesn't really. you know, they just say that because

they want to be mean ... because she’s different and that's just like the

black people, they were different.

As the class studied the ways in which particular groups of people have been
invisible in history (e.g.. women, Africans. Native Amcricans. Hispanics), Brenda
began to see the impact on her own learning on her own understanding of important
issues. She also was learning a language and developing her own voice for

discussing such issues. When asked why it v important to study social studies. she

replied,

Because we have to leamn about what othcr people in our history have
done and what wrongs--to make them nght. And [ think that it's
important that we know what happened because if 1 didn't know what
happened ! never would have known about Harriet Tubman, and 10 me.
Harriet Tubman is a very important person.... | never would have
known lo be against it [slavery] if I hadn't lcarned about what happened
to some of the slaves and stull.

She also showed conviction about the issuc ol whether and how women arc inciuded

in historical accounts. such as in hcr textbook:

32

BESTCOPY AVAILABLE




['d be really upset beccause you know that, they should just include

women.... Yeuh, becausc ['ve been reading some books ar home and 1.

I've noticed that and itU's like. well, | never would have noticed that

betore. I think it's good that [ notice it now because it's important.

When they talk about pcople like Phyvlhis Wheatly or Harrict Tubman,

don't put them on a whole separate page.... | wish they would just

include the women ... | mcan invisible is like only having a few

sentenccs or not cven a  paragraph.
Brenda's new understandings of the role ol women in history. and ways in which
their contributions have been invisible in some historical accounts supported new
attitudes and values about what should happen in the futurc. Thce new language she
was learning--thc mecanings of concepts such as racism. ~sexism. discrimination,
empathy--and ilx connection 1o history gave her words 1o cxpress her feclings and
attitudes. and may also have coentributed o giving her her own voice. her own

visibility in the classroom.

Brenda's wisibility in writers” workshop.  As women and girls became visible

for Brenda in sciencc and social studics class, she hecame a more visible girl in
L4

writers’ workshop when she challenged Tim 1o cexplain why he did not include girls

in his story. She noticed that girls were invisible, and voiced her concern about it.
Given our deepcr understandings ol Brenda as a lcarner in scicnce and social studies,
this writers’ workshop incident does scem to be an illustration of Brenda's many
transformations coming together into a unified whole. coming together as
“integrated voices” (Belenky et al.. 1986) 10 challenge a classmate about an issue that
had become a personal part ol her knowing. Cascy's hunch about Brenda seems (o be
at least partially true. although morc went im0 her transformation than merely
talking about scxism in social studics.  She made conncctions in three areas: within

writers” workshop. for herself as a lfearner. and across subject matter areas.

Billy: lt's Not My Problem

Billy is a youngster who cxpericnced many kinds of transformations as a

writer and as a learner. and his story allustrates miteresting  contrasts with Brenda's.

33 A4 y

ERIC BEST COPY AVAILARLE

X




The vignette we recount below took place i March during the same unit as Brenda's
story. the Authors’ Design unit.  This unit tollowed our introduction to writers’
workshop unit (unit four) and our poetry unmit cunit five). and focused on helping
students cxamine the relationship among an author's chosen topic. main idea, the
form of writing, the intended audience, and the likely and actual audience reaction.
During February we had examined scveral poems related 1o the treatment ol Native
Americans and their loss ¢~ the buffalo. We discussed the concept of "empathy” in
relation to audience reaction. We had decided to shilt from studying poetry written
about and by Native Americans to caploring 4 pocm that might get us thinking about

empathy in relation to gender issues.

Lindquist started out the day's mini lesson reviewing the concept of
empathy by explaining, "We've been looking at empathy in regards t0 how
the Indians might have felt when they lost the bulfalo and when they lost
some of the other things that «hecy lost when the white man came to this
country. Today we're going ¢ takec a look at a dilfcrent piece of writing
and we're gonna see what kind of empathy we get with this particular kind
of poem.” When Lindquist asked lor volunicers. Billy raised his hand and
read the poem:

GIRLS CAN. TOO!
Lee Bennew Hopkmns

Tony said: "Boys arc beuter!
They can...

whach a batl.
ride a bike with one hand
Icap ot g wall”

[ just listened
and when he was (hrough,
I laughed and suaud:

"Oh, yeah! Wc¢ll girls can, too!”

Then [ leaped off the wall,
and rode away

With Ais 200 bascball cards
' won that day.

After asking the students o respond in ther journals to two questions: (1) Who
do you think wrote this poem? and (2) What is your reaction L0 it?, the class
explored their responses. As Lindquist pursucd students’ thinking about the
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first question by asking. "Why would a man wriie a poem tike this?" Billy
replied, "He's agamst sexism.” A lively debale emerged when Rosacn
challenged the students:

Rosaen: s he right? Is this poct right?

Billy:  Yes.

Rosaen:  Right about what?

Billy: Boys are better.

7 Both

7 Girls

77 Both the same

Rosaen:  Who's beuer?  Boys or girls?  Whats he trving o say? Both the same?
[t says. "Girls Can. Too!"  Whao's right?  What's he trying o say?  Is he trying 0
get away with saying girls arc better than boys?

77 No.

Rosaen: Timmy

Timmy: Um. hes just making it sound like, um, well he's just saying in the
poem that girts are ecqual and they are

Rosaen: Equal. How? What's he irying 10 suy’?

Timmy: They can do most ol the same things boys can.

Rosaen: Exactly? How does the poem cnd! Who's smarter in this poem?
1. The girl.

Rosaen: What does she do”.... She rode away with his 200 bascball cards. So
what did she do? She outsmarted this guy. What's this man (rying 1o say to you
about boys and ygirls?

The discussion continued with scveral students adding comments such as.
"Girls can do the same things as boys and somctlimes they can do even better.”
and "Boys are better at sports and girls arc smarter,” and "In sports sometimes
the Globetrotters are girls.... Some girls might not be smarter than boys."
After the debate wound down a bil, students werc asked to decide. for
themselves, whether they thought the author's message was "important.” "not
my problem,” or "not important,” and place their names on a continuum that
was posted on the blackboard:

Important------- Not my Problem--------. Not Important

Billy placed his name under "not my problem ™ without hesitation.
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Billy was able to identify quickly and succinctly the author's intention--that he's
against sexism--and yet his personal response was that "boys are beuer” and the
issue was nol his problem. What sense can we make of this incident?  We already
know from Brenda's story that the class had been studying the mecaning of sexism in
social studics and had also considered the invisibility of wemen i history.  Can
Billy’s actions be interpreted as a (ransformation in allitude. values, or interest
surrounding the issucs of sexism or cmpathy when the bouom fine for him is that the
author's message is not his problem? Tﬁis was anintriguing gueston for us that led
us 10 investigate his learming in science. social studies and writing 10 scec what we
could learn about how Billy constructed his own integration.

Billy's Ways of Knowing in Scicnce. Social Studics _and Writing

When we took a closer look at Billy's participation and lcarning across the
year in the three subjecl matler contexis, we wcre confronted with what seemed to be
many inconsistencies, discrepancics and pussling issues such as the ones illustrated
in the incident described above.  We olten found oursclves asking questions like. "So
did he learn something or not?" and “Is this still learning for school. or has he
actually personalized this concept for uscfulness in his lite?”  One reason for this
uncertainty was that he dutifully completed his assignments and the quality was
good, but was he interested. intrigued. or challenged?  When we persisted in
exploring what his thinking and learning were like. and resisied cxplaining his
learning as lacking passion and commitment and  pursued alternative  ways  of
thinking, we began to make some progress in understanding Billy as a leamer. We
found Belenky et al’s (1956) ideas about women's ways ol knowing to be a helpful

starting point in understanding Billy as a lcarncr.! By asking ourselves questions

Tyust as the authors of this volume suggest. the tdeas i Women's Ways of Knowing do not
necessarily apply only 10 women. Rather. their ~tudy focused on lcarming more about how women
come to know, and can certammly shed light on how men may think and learn as well.
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about particular qualities of koowing that cut across the different categories of
“knowing" described in the book (silence, received knowledge, subjective knowledge,
procedural knowledge and constructed knowledge), -we were able to piece together an
image of changes over time in Billy's views of subject matter and how he came "to
know" subject matter.

Science as fixed and unchangeable knowledge created by experts. Billy began
the year as a competent and confident learner in science. He engaged in group
discussions with self-assurance and in fact seemed to disregard his group members'
contributions when they did not easily come up with "right answers." He seemed to
think of scientific knowledge as fixed and unchangeable and to think that learning
science meant finding out about scientific knowledge individually and remembering
it.  As Billy participated in a science learning community that emphasized asking
questions, considering alternative explanations and perspectives, and use of
evidence to construct understandings, these experiences provided opportunities for
him to open up .is thinking about the nature of scientific knowledge and how one
comes to know science. For instance, instead of reading ahead in the the text to find
the "right answer” as was his habit in the early fall months, he became more willing
to consider other sources, as shown in the following classroom interchange:

Peasley: Casey asked, "If I already knew that dirt was food for plants and if

someone else [a scientist named Von Helmont, who did an experiment

demonstrating that dirt is not food for plants] had already done that
experiment, then why did we spend two days talking about whether or not

dirst was food for plants? Why didn't I just tell you the answer on Tuesday?" I

think that is a good question to ask. A couple of ideas?

Billy: Maybe he's not right and maybe we can think of some other things that
he didn't think of. (Class discussion, 11/8/90)

Moreover, instead of restricting his thinking to information in the text, Billy began
to use ideas he had learned outside of school--how fertilizer is applied--as evidence to

support his position that plants get their food from the ground, as shown in the

excerpt below:
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Peasley: How do plants get their {ood?

Cascy:  They uabsorb it through their roots.

Peasley:  Cascy says they absorb it--any other idcas? Do you agree or disagree”

Billy:  That's why you put the lertilizer on the ground and not over the plants.

Because they get the nutrients and att the swult (rom the ground and gather it

in their roots. (Class discussion. 11/29/90)
Instead of discounting his group members™ contributions, he began to listen. to
consider, and to value the contributions ol others as sources ol information and
knowledge such that his classmates became his collcagues in knowledge
construction.  The eacerpt below shows how he not only considered his classmates’
ideas. hec also incorporated their ideas tnto his own thimking to change his mind
about whether fertilicer is food for planis:

Peasley: So do you think that fertilizer v (ood for plants?

Billy: [ don't know--ycah--and other swall that help the plant..

Clare. (adds (o idca) helps them grow.

Brenda: 1t gives them cextra cenergy.

Billy: [t gives them cnergy 10 live and grow.

Brenda: Extra cnergy.

Billy: It doesn't need it but it helps them grow. (Class discussion, 11/11/90)
At the end of the year Billy reflectcd back on the unit Peasley taught in the fall and
commented, "She [Peasley| would question us and then we would argue about it with

each other" (5/29/91).

In his science lcarning Billy bcgan the scar as what Belenky ct al. (1986) call

a "separate knower,™ willing to accept others” authority but not his own. As the

above examples illustrate. he began to shilt his approach to learning science and
showed signs of becoming a “connccted knowcer” who was willing to construct his
own knowledge and seck evidence from sources other than the text--his own life, his

classmates, and himself.  This gradual shift was not made casily. In fact. for a time




period Bill; participated less in class, going from daily participation to giving one
comment every two to four days. However, the nature of his comments shifted from
parroting back what he had read in the book to constucting his own ideas.
History as remembering facts and details. In social studies, Billy also thought
“remembering"” information played an important role in learning history, and
maintained this view throughout the year. When he was interviewed in May, there
was still an emphasis in his conversation on what he remembered or recalled and,
| yet by that time, his explanation for the importance of le_a_;ning history also included
> both using knowledge in his own life as well as being able to communicate with
others. Parts of Billy's explanation are italicized to show these aspects of his
thinking:
Billy: I know a lot more about colonization. All I knew when I started this

year was people from England came over and started colonies. That's all I
knew. Now I know a lot more facts and details.

Billy: [ didn't even know there was a Mexican-American war. [ learned a lot
about the Civil War and a lot about colonization. And I learned about famous
people and achievements of them and I learned about some presidents and
what things some of them were famous for.

Int.: Do you think that it's important to learn ali these things?

Billy: (long pause) It depends kinda. If you are going to be an historian, yes,
it would be. And just so you can answer questions in school it's important.

|

|

\

|

Int.: What facts and details? Give examples of things you learned this year.

|

|

Int.: Would anybody else like an engineer or a person in computers, or a

| minister or a fisherman need to know about history?

Billy: Well, the reason [ think I'm glad I know it is because it gives you a
better idea about things. Like when we learned about the black people being
discriminated against, it gives you an idea in some of the books that we
brought in and read about what they went through and stuff. It kind of makes
you stop and think before you go off teasing other people just because they are
black ... it's good for us to know those terms [colonization or discrimination]
because we wouldn't know what our teachers were talking about if we didn't.
We also would not know what other people were talking about. (5/28/91)

In this excerpt, it is evident that Billy's notion of "knowing" includes remembering
or recalling facts and details. However, he also began to understand the role
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interpretation of events plays in history. and the role bias might play in written

accounts:

Billy:  They just tell things like, they don't say. they don't give many opinions
at all. they just give you the facts.  But if those facts were (0ld by someone
else’s perspective they would be a dittle more interesting,  Like on the Mexican
War they could have asked somcone Spanish or Mexican instcad of just the
Americans. Some bias in somc things like the book 1 checked out in the
library, Santanna was made out 10 be a scoundrel because he burned up the
port or whatever and killed cverybody. But the Mexicans would hold him as a
hero. You get one opinion from that. That he’s not good and you don't really
have to decide for yourself because you don't know.

Int.: Now why do you think it's important (o have other opinions? Wouldn't
that be very confusing?

Billy: You could hear some of the things he did and decide in your mind. He
was a good general for his side <o he might be a good gencral.

One important area of change for Billy scems o be in his understanding ol what it
means to know in the disciplines. Instead of “receiving” knowledge that is
constructed by authorities in the discipline, he was learning that he and others play
an important part in constructing history. In this way, he fits Belenky ct al's (1986)
description of “separate knowers [who| move toward a collegial relationship with the
authorities.  Armed with new powers ol rcason. separate knowers can criticize the
reasoning of authorities...[authority] rcsts on rcason rather than power and status”
(p. 107). Billy even began to challenge his social swdies teachers' authority, as
shown in his response to a question on a preitest before a unit on the Civil War

(2/7/91):

Question: Do you think therc s a nced lor Civil Rights woday? Why, or
why not?

Billy's response: NO! 1 think its kind ol weird when people arc so ant-
sexist. (Hiat, -Hiny)

Question: Did the Civil Rights movement cnd?  Why or why not?

Billy's response: In some ways. Some women still cmphisise a little too
much, 1 think. Hint. Hint
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Billy seems 1o have shified the locus of authority from being cxclusively external (o
including internal authority as well.  Belenky ¢t al. (19Y88) discussed this as a
characteristic of “subjective knowledge.” where. "along with the discovery of
personal authority arises a sense ol voice--in ity carliest Torms, a “still small voice” 10
which a woman begins (o auend rather than the long-familiar cxternal voices that
have directed her” (p. 68).  Not only was he learning that he has a say in what counts
as knowledge, but he was beginning 10 voice his concerns 1o those in positions of
authority., his tcachers.

Billy becomes an_author.®  Billy hegan the school year participating in

writing class as what we catled a "school-smart kid™ who could fulfill writing
assignments quickty and casily. It was common to <cc Billy follow directions for
writing tasks cfficiently and then spend the rest of his time rcading the latest book
he had checked out Irom the library. He (fid no less than what was cxpected. but no
more either. For cxample. lor his first writing assignment, "All About Me," he
worked on developing a focus in his writing. and changed the lcad in his first draft
("My name is Billy. My haobbics arc ...} to a more locused and interesting idea o
pursue (“My family does a lot of things together. At dinner ...).  He added descriptive
details and personal information when asked but worked alone unless he was
assigned 1o work with a partner for a particular task, and was often scen reading hi:
book during writing timc instcad ol lurther revining his dralts.  For Billy, wriling
secmed to include doing what the teacher requested. and using whatever techniques
were suggested.  He admitted that he still did not feel particularly interested in
writing: "Writing isn't my favoritc subject anyway. | don't like it that much”

(Journal entry. 10/90).

8Also see ESC Seres No. 38, Rosaen and Lindquist ¢1992). Litcracy Curriculum-tn-the-
Making: A Case Studv of Billv's Learning, whicn provides addinonal details about Billy's
transformations as a4 wrier.
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By November. hc was beginning 1o reflect on the role time, cffort. and
attention (0 use of good wriling fechniques can play in improving his writing and |
his level of eajoyment:

[ think | am a much better and much more descriptive wriler than |

used o be. 1 remember thinking "what a long time werc spending on

this assignment"' "['ve ncver spent this long on onc project. " 1 never

liked writing very much But | like it alot morc now.

[ think it [description] hclps your writing alot. [t makes it sound much

more interesting and makes you want to continue reading

exaggeralion makes it much morc interesting 10 read and  writc.

He also was beginning o show an awarcness ol audience for his writing with his
new concern for making his writing “intcresting.” a term he used oftecn when
talking about good writing. On his mid-term Progrcss Report rellecuons, he
expressed again his decpening understanding ol writing. and the importance of his

own role in the process:

To become a good writer you have to practice. and work at it, you have (o
be patient. willing (o start over. and over again.

The most important thing | learned is that “"when you writc a piece it is
not automaticly done. It still can be worked on and made betier no
matter how good you think it is.” (1/30/91)

n

In addition to this new awarcness, wc begun (0 sce a different level of commitment 1o

his own learning with a new goal he had sct for himsclf with some encouragement
from Rosaen that he would get the support he needed to try a new form of writing,
adventure story:

"My goal is to writc a fiction story that v good.” (Mid-tlcrm progress
report, 1/30)

Goal--to write a good fiction adventure story. with pcople my age.
(Second-term writing workshop goals. 2/7/91)

Billy also began to participatc more fully n our writing community. He

changed frem only working with others when assigned 10 choosing to collaboraie

with Stan when he wrote his adventure ~tory His commitment to his own goals
persisted even when Stan lost interest in the story:  "He quit and started talking 1o
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people around him. and [ was the only onc working on it." (Writing conference,
3/20/91). He saw collaboration as a way “to get idcas and to help each other make the
story more interesting”  (5/29/91).

Another change in his participation was Billy's more frequent choice 1o
participate in small-group and wholc-ciass opportunities o share. At first. he was
content with listening o oihers. but by Fcbruary, he shared a paragraph he had
written. and by March was eager o rcad his entire adventure story to a small group.

'By April. when asked to reflect in his journal about where authors get their
ideas for writing. Billy showed that he felt o close connection o authors as people

who write:
Authors are people 1o,

“They have family life «if their marned) and (ust the same as all
people) like to have fun. Like me. I'm an author. That doesn’t mean |
don't like to have fun. Sure. [ take trips swim. fish. and other fun stuff.”
In their activities they can get [deas. Authers are people 00, (4/22/91)
He also came to value the freedom and responsibility he had as a writer in our
| learning community:
You got to do what you wanted.  Write what you wanted. Have as long as
you wanted.... All the ycars prior to thin ycar we just talked. this is how
| vou write. You should make it descripion.  But this year we got 10 use
that instead of just talk about it. (3/29/91)
Evidence of a sustained commitment to this idca cume when Billy joined Brenda in
agreeing that he is an author, even when somc of his peers were ecither not sure. or
did not consider themselves to be authors:
’ Because authors are people who write stories or books. And that's what
| we're doing, we're writing stories and poctry and short books and
‘ stuff.... We can publish them 1f we want to... So | consider at lcast me an
|
]

author. (5/29/91)

ransformations in “ways of knowiy  und “ways of being” in the learning

community. Billy’s conceptions of what it mcans to learn seemed to change from
viewing knowledge as received (to be remembered and recalled) to seeing the active

role he and others play in knowledge construction.  He also changed his views of
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writing from seeing it as somcthing onc docs according to the way a teacher assigns
it to something that hc can improve through ume. patience. clfort and use of
$pecific wrniting techniques.  He participaied more Tully 0 the [carning community
in all three subjecct matier contexts--showmg more willingness to cotlaborate in
knowledge construction and morc willingness 1o share ideas und 1o help others in
their learning. He was making important connections i two arcas: within  writers’
workshop. and about himself as a lcarner.

Billy's Understanding _and Usc ol Empathy: Separaic _or Connegled Knowing?

Billy's changing vicws ol ifnowledge construction and his increased and more
committed participation in the learmng community are cxamples of transformations
in Billy that werc important to his fearning.  Yet we stll had the nagging question 10
pursue as to why Billy chosc to say the the issue he delined as being “against sexism”
raised in the poem "Girls Can. Too!" was “not his problem.” instcad of sceing it as an
important issue with which he could cmpathize.  When we tried to trace Billy's
understanding of the concept of cmpathy .cross writing and social studies we saw
some apparent discrepancies that we soughlt 1o understand.

Examples of "conngcled knowing.” In ~ocial studies, when Billy was exposed to

examples of discrimination. he seemed to cxpress cmpathy quite strongly. For
example, after secing the videotape "A Cluss Divided” that recounted a tleacher's
experiment with favoring bluc-cyed over brown-cyed students 1o help them
understand what it feels like to be discrimmated against, Bidly wrolc the following

journal entry (1/8/91):

[ got a very big leeling of respect for Mrs. Janc Elliow. T thought,
How great it is that somcone finialy tound a good way to teach how
wrong discrimination is. [ was a litle bit awed. and just a little
surprised. | thought it was ncat. and amazing that the class could divide
against itself quickly. [ would like (I think) w go through that.  But
after seeing the moving about it I would probably just sit back in my
chair and laugh if Mrs. Hockwaler did 1 with us.  Aller sceing the movie
[ doubt it would have much cffect of n were tnied on us.  But if we hadn't
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scen the movic [ think it would have a lot of cffect. | don't think you
need to have somcthing bad happen 1o do an cxperiment like that.

[ know that I have discriminated against people before.  like
when I'm with a friend and a girl asks o play 1 would say "NO!" but after
this moving [ think | would say "Yes!™  And | would discriminate against
people or kids younger than mc [ would say "no vou can’t play with us
vour to little, kid.  But [ don't think I would after sceing this movie. |
wouldn’t do that.

The movie had alot of cllect on me!

Not only did he cxplain the level of impact the video had on him. he claborated on
how his actions would change in the futurc.  After studying about the treatment
enslaved people endurcd. Billy wrotc a passionate journal cntry about his feclings
(2/26/91):
They were so discriminated. | can’t believe how cruel the while

people were 1o the black people. | wonder why the white people

thought they were betier than the “ihe blacks.”™ | can't sec why one

human being thought thcy were so much better than others of a

diffrent colored skin, so much better that they could kidnapp., kill, whip,

torturc., and have them work from “can sce to can’t sce.”  They treal

them like they don't have fcclings that they just cxist like they were

made to work their butt off for somconc ¢lse.  So somconec clse could

make money, or be lazy and not do any work. My hcart would not alow

me to whip people, and makc them «it or lic stll for hours, days. weeks,

months.  So cruel.
This entry is cvidence ol a rcal cmotional connccuion that approaches Belenky et al.'s
(1986) description of "connected knowing” where people lcarn through empathy, “in
the lens of another person” (p. 115) and “authority ... rests not on power or slatus bul
on commonality of experience” (p. 118). Billy scemed to understand not only the
concept of empathy rationally but also used the concept o get closcer o
understanding the feelings. thoughts and cyperiences ol others.  This is similar o his
shift in his approach (o lcarning scicnce. when he began 1o rclaic to his classmates
differently--to listen to them [lor insights and build on their idcas--and opecrated as a

more empathic knower than he had belore,

Examples of “separate knowing.” During thc Author's Design unit in wrilers'

workshop, we had explored Native-American poctry and discussed the concept of

empathy.  We were auempting (o build on what we knew students were leaming in
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social studies to help them understand how empathy works in relationship to an
authors’ intended purpose for writing and the audience's response. On one occasion,
we asked the students to select from a set of poems one that would best communicate
the Native American's experience of losing the buffalo. Billy's participation with his
group seemed to show qualities of being a "separate knower” where he intellectually
understood the concept of empathy, but did not experience empathy. Billy's words
are italicized to show his emphasis on empathy as thinking:

When asked by Rosaen what audience réaction the writer of "The Revenge of

Rain in the Face" may have intended, Billy immediately responded, "They

wanted us to feel empathetic--is that how you say it? To put yourself in

Indians' moccasins and walk a mile... Try to think like Indians think." When

Rosaen asked if the author got that reaction out of him, Billy responded in the

negative, while some of his peers said yes, they did have that reaction. Yet

when Rosaen suggested that perhaps the author was not successful in getting

his intended audience reaction, Billy insisted that the poem was successful: "I

think it was successful. It made you think how the Indians thought, like the

white man came and took over."” When asked what that way of thinking was,

Billy replied, "They hated it and they wanted revenge.... ([They felt] mad,

hateful, disgust." (Audiotape, 3/5/91)
In this instance, Billy focused on understanding the Native-Americans' thinking,
even labeling words like "hate" and "revenge" as thinking. This could be an example
of "separate knowing" where "separate knowers avoid it [projection] by suppressing
the self, taking as impersonal a stance as possible toward the object. Separate
knowers try to "weed out the self” (Elbow, 1973, p. 171) so that "the flowers of pure
reason may flourish" (Belenky et al.,, 1986, p. 109). Billy knew intellectually what the
author wanted him to empathize with, but weeded himself and his personal feelings
out of the picture.

When he was interviewed at the end of the year about ideas studied in social

studies, Billy showed a similar kind of distancing--understanding the point of many

concepts, but exempting himself from action or personal involvement, as shown in

the italicized words:




Billy: If people don't discriminate against Native Americans and blacks they could
get the same rights as white men and wcmen. And then they would appear more
in history maybe.

I.. Once they get more rights they'll appear more in history, is that what you're
saying?

Billy: Yes.

I. How can we help them get more rights and how can they get more rights?
Billy: By people learning about what happened and the young ones that grow up
to be the elder generation, like the adults, they, since they have learned about
that, they could change that. People my age would grow up to be the government
because the people that are adults now will die and we'll be the adult age. And we
will learn about his and maybe change it or something. [ don't know.

I..  So you think that learning about this is very important if you want to change
it. This is like the big first step. You learn about it and then in the future if
you're part of the government you can change it. Is that what you're saying?
Billy: Kinda.

I..  What if you're not president or you're not in the government? Do you think
there's anything you can do to change things?

Billy: I guess you could write letters to the government.

L: Would that be something important for you to do in your life? To try and
change things for people who don't have the same rights as you do?

Billy: I don't know.

I.: Okay. Do you ever talk about the ideas of equality, justice, racism, sexism,
exploitation, discrimination, outside of social studies?

Billy: Not really.... 1 just don't talk about those things I guess.

I.: Is it anything that you have learned in social studies that makes a difference
in your own life outside of school?

Billy: I don't think so. I don't know.

I.. Do you treat anyone differently because of what you've learned in social
studies?

Billy: No. I don't run into any blacks, but when I do, I guess maybe I do, I'm not
really sure.

I.: And what's different?

Billy: I include other I guess, I don't know.
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I.. What would you do in the future if the textbook you're given presents only one
perspective of history and why would you do that?

Billy: Probably nothing.... 1 could find the address of the company in the book...
But then I probably wouldn't ... [ guess I would be satisfied to keep it this way
because you can find things out about the other perspective by checking things
out at the library or the teachers will bring it in. (5/28/91)
Billy's responses in this excerpt are dramatically different from his earlier
journal entries about his response to the videotape and to the way enslaved people

were treated. Although he understood intellectuaily the issues of discrimination and

empathy, and during brief moments actually did empathize with victims of

discrimination, he did not seem to feel particularly moved to act on his
understandings. Or perhaps it was easier for him to express emotions in private
writing, such as in a journal and more difficult when he was with his peers or when
being interviewed by a teacher. Still another possible explanation is that Billy's
attitude reflects a privileged white male perspective (Mclntosh, 1988). Perhaps he
took for granted his position in society (white, male, middle class, and privileged) and
assumed that he was not vulnerable to such treatment, and such issues would not
actuaily touch his life.

Yet we still maintain that Billy experienced some important transformations.
He developed intellectual understanding of some key concepts that are an important
part of being an active and literate person. Additionally, he acquired some language
with which to explore ideas and to interpret the world around him. For example, he

did interpret Lec Bennett Hopkins' message in the poem "Girls Can, Too!" as one of

antisexism, even though this message did not seem to be as personally significant to
him. Language plays a central (but not sufficient) role in developing reflective
thought (Belenky et al., 1986), and Billy acquired language that he can use in ways
he did not have available before. Although he did not weave together “he strands of
rational and emotive thought” and integrate objective and subjective knowing (p.

134), he experienced both separate and connected ways of kmowing. By the end of
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the year e¢mpathy was a rational concept for him separate knowing), although ae
did experience persaonal conncctions at times.  He could use. understand, and talk
about the concept of cmpathy, but 1t was not a central fcature of how he interpreted
o
the world around him.  Wec think these examples illustrate the beginnings of Billy's
becoming a connccted and empathic knower i scrence. ~social studies, and  writing,
and trust that he will continue o grow and change in signilicant ways beyond his
fifth-grade vcar.  Instcad of sccing this as a case ol cither separate or connected
knowing, or arguing that he cither did or did not change. ithis is a case ol Billy's
unique transformation. which we were able 1o understand by taking a closer look at
how he individually interpreted ideas and constructed  his own integration,
Learning From Students

These cases illustrate that the nature of the transformations Brenda and Billy
experienced were quite different. cven though they participated in the same
learning community. Bringing different starting  points. different  personal
characteristics. different views of knowledge and “ways of knowing.,” they made
sense of the learning experiences in unique ways.  Yet we identified certain aspects
of the learning community in scicnce, social studies. and writing that supporied each
one in their development.

In cach lcarning community there was an cmphasis on scveral "ways of
being” that supported students' transformations, Public sharing and revision of
ideas were key characteristics.  This included supporting students in making their
ideas explicit (through talk and writing). cxamining thinking through asking
questions, and learning to use cvidence and shared cxpertise 1o construct new
knowledge. Students leamed (o collaboratc. not just in geiling work done but in
thinking together. and came to valuc the diversity of backgrounds, ideas and talents
their classmates had to offer. They learned 10 valuc and respect cach others' ideas

and to trust each other that they could take risks in trymg out their ideas. Inquiry
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and asking questions. not just giving right answers, helped students to engage in
meaningful and authentic problems.  They became mvolved in sciling their own
goals for learning, wiich requircd owncrship and commitment to actual learning,
not just completing assignments.  Brenda and Billy cach lcarned important concepts
and skills in the different subject matters. but aiso lcarncd to approach f{uture
learning differently than they had beforc.  Without a community in which these
kinds of behaviors were not only cncouraged. but were actually happening, Brenda
and Billy would not have had the opportunitics to change and grow in these
directions.

For both Brenda and Billy. beccoming awarc of and learning ncew language o
express and examine their idcas scemed to be key luctors in the way they participated
in the learning community and the mcanings they construcied through their
participation.  While Brenda seemed to become morc persgfally connecled to her
learning in ways that caused her to want 1o act on her new knowledge and become
more visible in the learning community, they both developed language that helped
them raise and discuss issues, which is an integral part of lcarning. The emphasis on
personal sense making and respect for cach person's ideas enabled Brenda and Billy
to develop their own interests, allitudes and values in relation Lo the subject matter
o.ing taught, rather than feeling that there was a “party line” 10 which they must
subscribe.

We have learned a great deal from Brenda und Billy. They have affirmed for
us our belief that teachers should pay attcntion o students’ thinking.  Thcy helped us
see the value in providing opportunities for students 1o cxamine and share idecas
about their learning, to create ways for them 1o sct some ol their own learning goals
and pursue their own inlerests so their learning can become personally meaningful.
They have reminded us of the power ol collaboration and social inleraction in

bringing about significant understandings within and across subject matter. And
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they have helped us sce intcgrated tcaching and tearning i richer ways.  These
understandings help us as teachers know more aboul ways o 0 support their
continued and unique growth.  While teachers can purposetully plan  their
instruction  so that students use concepts and skills fearmmed i one subject matter
context 1n other contexts (in and out ol school). opening up the learning community
to allow for personal choices and sense makmyg within specific subject matter areas
can enable students o construct their own integration and act on their new

learnings in ways that complement their current knowledge, interests and values.
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