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ABSTRACT 

The purpose of this qualitative study was to explore 

changes in two preservice teachers' conceptualizations of 

the integrated curriculum. The study followed the 

participants through an elementary block program at a 

teachers' college and through student teaching. 

11 

The sites for the study were divided between the block 

program and student teaching. The block sites consisted of 

ten microteaching sessions and a three-week field 

experience. Student teaching provided the third location. 

Except for microteaching, each participant was placed in a 

different site for the block field experience and student 

teaching. Participants were purposefully placed with 

classroom teachers who practiced integration to an extent, 

but held views on integration which differed from the 

college. 

Methods of data collection included interviews, 

participant journals, and semantic maps. Each participant 

was interviewed 13 times during the block and eight times 

during student teaching. Participant journals and interview 

transcripts were analyzed using the methods of Spradley 

(1979, 1980) and the constant-comparative methods of Glazer 

and Strauss (1967). 

Findings indicated that although the participants could 

not recall an integrated curriculum in their own elementary 

schooling similar to the type being taught in the elementary 



block program, they were supportive of the curriculum 

throughout the study. This finding contrasts with those 

studies which indicate a progressive to conservative trend 

in or a strong influence of biography on novices' 

perspectives. 

12 

Finally, conceptualizations became deeper and more 

focused through a transactional process. The components of 

this process included "the self," "personalized metaphors," 

"communication," and "shaping aspects." Each component 

transacted with the other in the process of conceptualizing 

the integrated curriculum. 

The significance of the study is that the participants 

maintained support for the integrated curriculum. Although 

each participant raised questions about integration, they 

both indicated they would use various configurations in the 

future. In addition, the study reinforced the importance of 

helping preservice teachers establish personal forms of 

communication in the construction of conceptualizations. 



CHAPTER 1 

INTRODUCTION 

13 

In the spring semester of 1989, an elementary block 

program was established at a small teachers' college in the 

Pacific Northwest. The new program replaced the old methods 

courses which were taught in a discrete and unrelated 

manner. The core of the new program was based on Fuller's 

(1969) stages of concern, integration of the college methods 

courses, integration of elementary curricula, microteaching, 

and a three-week field experience in which most schools 

incorporated at least some integrated teaching. Since most 

of the preservice teachers would teach in the state, which 

is considered to be mostly rural, the aim of the program was 

to prepare the future teachers for teaching in rural as well 

as urban America (Educational Research Committee, 1991). 

During the initial semester, I encountered strong 

resistance to the teaching of the integrated curriculum 

among some of the preservice teachers. The resistance was 

basically voiced by comments such as, "but the teachers have 

to use textbooks" or "it is not like that out there." In 

contrast, there were also preservice teachers who stated 

their support for the integrated curriculum. While 

reflecting on the various comments, I wondered about the 

amount of knowledge the preservice teachers had about 

integration; if they had encountered it in their own 

schooling; and how their conceptualizations might change as 
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they progressed through the teacher education program. My 

initial experience and my reflections created my interest in 

the topic for this study, which focused on the changes in 

preservice teachers' conceptualizations of the integrated 

curriculum. 

The study followed two preservice teachers through 

their elementary methods block program and their student 

teaching. The three questions guiding the study were: 1.) 

What are the preservice teachers' conceptualizations about 

the integrated curriculum? 2.) In what ways do the 

conceptualizations about the elementary integrated 

curriculum change and what influences the changes? and 3.) 

What are the similarities and differences between the 

participants' conceptualizations of integration? 

The qualitative nature of the study, as indicated by 

the questions, allowed for "purposeful" sampling instead of 

random sampling (Borg & Gall, 1989). In addition to the 

selection of participants who were willing to give the extra 

time to take part in the study and were known to be 

articulate as well as receptive to open and candid 

discussions, two other factors played a role in the 

selection. First, only those could take part who were 

planning to student teach the semester following the 

elementary block. Second, potential participants had to 

plan on field experiences within a 60-mile radius of the 

campus thereby allowing me to be close enough to the field 



sites to gather appropriate amounts of data. It should be 

noted that the rural nature of the school districts within 

the 60-mile radius constricted the number of preservice 

teachers who could be placed within that area. The above 

conditions limited the study to two participants. 

A Look at the Integrated Curriculum and Conceptualizations 

The Integrated Curriculum 

15 

Integrated curricula combine knowledge from various 

fields under a single "theme" or topic of study. Although 

such curricula can be referred to by a variety of names, it 

is the intertwined nature of the subjects and concepts that 

lead to the use of the term "integration," which will be 

the term used in this study (Jacobs, 1989). 

During this century, the use of integrated curricula in 

elementary and secondary schools has ebbed and flowed (Y. 

Goodman, 1989). As illustrated by Kilpatrick's "project 

method" (1918, 1936), it was in use during the early part of 

the twentieth century. During that time, "teachers and 

curriculum specialists were developing units of work or 

thematic strands of study to help students relate what they 

were learning to other areas of the curriculum as well as to 

their own lives" (Y. Goodman, 1989, p. 120). 

The use of the integrated curriculum continued to be 

popular until the late 1950's when the influence of Sputnik 

caused a return to an emphasis on separate subjects, as 
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promoted by the National Science Foundation and the National 

Defense Education Act of 1958 (Tanner, 1989). Since the 

1970's, the use of the integrated curriculum has once again 

become a topic of interest and is regaining popularity in 

the schools (Y. Goodman, 1989). 

Jacobs (1989) described several reasons for integrating 

the curriculum. First, the knowledge explosion is making it 

difficult for teachers to include all that is required. Not 

only are certain fields growing at tremendous rates, but 

governing bodies are now requiring that information which 

has not previously been taught be included in the curriculum 

(Roehler, Foley, Lud, & Power, 1990). Teachers and students 

will have to learn how to live and solve problems in a world 

with increasing problems and in a world which will soon have 

knowledge doubling every 20 months (Tetenbaum & Mulkeen, 

1986) . Due to the intertwined nature of the integrated 

curriculum, teachers are able to include additional 

information as well as save time (Jacobs, 1989). 

The second reason for integrating the curriculum is 

based on relevance to daily life. A fragmented curriculum 

does not reflect reality (Beane, 1993; Jacobs, 1989). The 

real world does not dissect learning into distinct blocks of 

unrelated time. Instead, learning is interconnected and 

whole and includes real-life problem solving (Beane, 1993). 

Unfortunately, many schools not only fragment the day by 

subjects, but also by specified time blocks. The integrated 



curriculum, at the elementary level, strives to connect 

concepts within subject areas and eliminate the time 

fragments. 

17 

A third reason for an integrated curriculum is that it 

enables children to understand the interrelatedness of 

school topics and themes (Bredekamp, 1988; Gamberg, Kwak, 

Hutchings, & Altheim, 1988; Neilson, 1989; Roehler, Foley, 

Lud, & Power, 1990). The separation of concepts and 

subjects leads to the teaching of unrelated concepts in the 

various curriculum areas. Depending on the amount and 

the type of integration, children learn that all subject 

areas can be intertwined. 

A major concern stressed by Beane (1993) is that many 

forms of integration, such as the interdisciplinary 

approaches found in middle schools, incorporate a theme but 

maintain separate subjects. The students and the teachers 

may see the interrelatedness of the subjects in general, but 

still view certain concepts as subject bound. The result is 

that the "subject curriculum had not changed, only the way 

in which it was conceptualized" (Beane, 1993, p. 26). 

Relevance of school knowledge to daily life and the 

"connectedness" of subject knowledge are both reflected in 

cognitive psychology. According to Putnam, Lampert, and 

Peterson, cognitive theorists "place ... (an) emphasis on 

the structure of and relationships among various kinds of 

knowledge, not on knowledge as collections of discrete bits" 
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(1990, p. 65). In addition, some cognitive psychologists 

are interested in not only the relationship between areas of 

knowledge, such as mathematics and history, but also 

"school" and "daily" knowledge (Putnam, Lampert, & Peterson, 

1990). Cognitive psychology, therefore, supports Jacobs' 

(1989) reasons for integrating the curriculum by emphasizing 

the need to form connections among the various forms of 

knowing. 

Application of some cognitive psychological principles 

can also be found in classrooms where Piagetian principles 

are advocated. In such classrooms, which are based on the 

construction of knowledge, the curriculum promotes the use 

of the integrated approach to make learning more meaningful 

(Wickens, 1973). 

with the resurgence in popularity of the integrated 

curriculum and the emphasis on the relevance and 

"connectedness" of knowledge as indicated in cognitive 

psychology, it is important to consider the belief systems 

(conceptualizations) of the preservice teachers. Faculty 

members who are 

teacher educators must pay attention to the incoming 

beliefs and attitudes of their students and check for 

understanding. Teacher candidates are not blank 

slates; what they learn during teacher preparation is a 

function of what they bring to their professional 

studies as well as what they encounter in courses and 



field experiences (Feiman-Nemser & Buchmann, 1989, p. 

375-376) . 

19 

A better understanding of the belief systems of the 

preservice teachers, on the part of teacher educators, will 

encourage "pedagogical" understandings (Feiman-Nemser & 

Buchmann, 1989, p. 375). In terms of this study, a better 

understanding of conceptualizations would possibly enhance 

pedagogical understandings of the integrated curriculum. 

This assumption, however, must be supported by research. 

conceptualizations and Belief Systems 

What are "conceptualizations" and what does research 

indicate about the field experiences of preservice teachers 

in relation to conceptualizatons and beliefs? The terms 

have received numerous definitions. 

Beliefs are ideas which a person holds to be true. In 

the field of education, preservice teachers "use their 

beliefs to make sense of their experience of teacher 

education in ways that teacher educators might or might not 

intend" (Bird, Anderson, Sullivan, and Swidler, 1993). 

Clark and Peterson (1986) aligned their definition with 

that of cognitive psychologists by combining "beliefs" and 

"knowledge." The authors presented three categories of 

teacher thought processes, which included planning, 

"thoughts and decisions," and "theories and beliefs" (Clark 

& Peterson, 1986, p. 257). The "thought processes" interact 
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with classroom actions of teachers. They stated, "The third 

category, teachers' theories and beliefs, represents the 

rich store of knowledge that teachers have that affects 

their planning and their interactive thoughts and decisions" 

(1986, p. 258). The authors also stated that through 

thinking, beliefs and theories can develop not only before, 

but during and after classroom actions. 

zeichner and Gore (1990) reviewed the literature on 

teacher socialization. Of the three traditions reported in 

the socialization research, the "interpretive approach" was 

the closest match to this study when it was proposed. In 

this approach, beliefs can be influenced by the 

socialization process prior to preservice education as well 

as that of the workplace. The concern of many teacher 

educators is that preservice teachers believe college 

education courses are not as important as their field 

experiences (Book, Byers, and Freeman, 1983). 

Confrey (1990) referred to conceptualizations as 

"beliefs, theories, meanings and explanations" or 

"constellations of beliefs" (1990, p. 4). As indicated in 

these statements, beliefs are part of conceptualizations. 

The literature on conceptualizations and beliefs often 

includes the terms "perspectives" and "attitudes." 

According to Tuckman, attitudes "represent preferences or 

likes and dislikes" (1992, p. 85). According to Zeichner 

(1981-1982), Becker, Geer, Hughes, and strauss (1961, p. 34) 
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referred to perspectives as "a coordinated set of ideas and 

actions a person uses in dealing with some problematic 

situation." The difference between the terms is that 

attitudes represent a "disposition to act" whereas 

perspectives "involve actions" (Zeichner, 1986, p. 137). 

This study will use "conceptualizations" and "beliefs" 

in the sense that Confrey (1990) used the terms. In 

addition, "conceptualizations" will be defined as an 

"overarching," or inclusive, form of beliefs. Both will be 

used interchangeably in the study, as "beliefs" is the term 

used most often in the studies reported in the review of the 

literature. 

Field Experiences and Conceptualizations 

A considerable amount of research has been completed on 

field experiences and the conceptualizations or beliefs of 

preservice teachers. The following section will briefly 

describe the conceptualizations teacher educators hold 

toward field experiences and the research findings 

describing the beliefs of preservice teachers during such 

experiences. 

Field experiences, which require extended work in 

the schools, have long been accepted as a crucial part of 

the preservice education program (Applegate, 1985; 

Applegate & Lasley, 1982; Bennie, 1982; Beyer, 1984; 

Bischoff, Farris, & Henniger, 1988; Gipe, Duffy, & Richards, 
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1989; Goodman, 1985; McDiarmid, 1990). In fact, Cruickshank 

and Armaline (1986), indicated that there was evidence from 

the nineteenth century that demonstrated that prospective 

teachers were learning to teach by teaching. Ishler and Kay 

(1981) determined in a 1980 study that 99% of the teacher 

education colleges were requiring field experiences. 

While there are many teacher educators who value field 

experiences, there are also many who are opposed to the 

process as it now exists. McDiarmid (1990) doubted that 

"deep" beliefs would change due to field experiences. The 

lack of reflection and an emphasis on "mindless imitation" 

were cited as negative reasons by Goodman (1985). Applegate 

(1985) identified several dilemmas associated with field 

experiences which should require further research before 

teacher educators endorse the practice of field work. 

When preservice teachers are taught certain curriculum 

approaches, such as the integrated curriculum, in their 

college methods courses, the question arises as to what 

happens to the beliefs of the preservice teachers when they 

encounter the "real life" of the classroom during their 

field experiences. Several theories have been proposed. 

One theory suggests that the preservice teachers will move 

from the liberal beliefs of the college to more conservative 

beliefs when in the field (Copeland, 1979; Hoy & Rees, 1977; 

Iannaccone, 1963; Yee, 1969). The elementary or secondary 

school is the major source of this socialization process 
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(Fuller & Bown, 1975). 

Another theory, as presented by Lortie (1975), suggests 

a biography theory in which the beliefs of the preservice 

teacher develop through experience in their own elementary 

and secondary schooling. College activities do not 

influence beliefs. This has also been substantiated, in 

terms of perspectives, by Zeichner and Tabachnick (1984). 

A third theory is that both colleges and schools work 

together to maintain the status quo (Bartholomew, 1976). In 

referring to the work of Bartholomew (1976), Zeichner and 

Tabachnick (1981) indicated that colleges and universities 

may teach liberal ideas on the surface, but the 

socialization process as well as other factors actually make 

institutions of higher education enclaves of tradition. 

The result of these theories, when they are enacted in 

the form of curriculum practice in the classroom, is that 

the preservice teacher, or teacher, relies on other 

information rather than knowledge gained in college. First, 

classroom experience is considered to be more important than 

academic knowledge (Lanier & Little, 1986; Lortie, 1976; 

Richardson-Koehler, 1988; Russell, 1988). For example, both 

Russell (1988) and Richardson-Koehler (1988) indicated that 

within a few weeks of student teaching, the preservice 

teachers were relying more on classroom experience and less 

on concepts learned in college. 

In addition, Lortie (1976) indicated that there is a 
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tendency for teachers (and preservice teachers) to use 

methods that they observed when they were in elementary or 

secondary school, not the methods and knowledge gained in 

college. This indicates "a 'latent culture' which is 

reinforced on entry to the teaching profession" (Calderhead 

and Robson, 1991, p. 2). 

Third, Hollingsworth and Teel (1991), Feiman-Nemser and 

Buchmann (1985), and Zeichner (1981-82) indicated that there 

is a tendency for teachers to put a priority on covering the 

curriculum in order to keep "things running smoothly." 

Hollingsworth (1991), indicated that two participants still 

believed in the practices taught in the college reading 

courses, but once they were first year teachers they felt it 

was more important to cover the curriculum. Feiman-Nemser 

and Buchmann (1985) indicated that preservice teachers, 

during their field experiences, were more concerned with 

maintaining the status quo than considering the academic 

knowledge gained in college. 

Given the bleak picture represented by the present body 

of knowledge on preservice teachers and the enactment of the 

curriculum in field experiences, it is possible to conclude 

that preservice teachers will not believe that the 

integrated curriculum is a viable option or that they will 

not practice it once they are in the field. However, 

further research, over an extended period of time, will 

possibly enable the college of education to predispose its 



preservice teachers to reflect on reasons for using the 

curriculum and ways of implementing it. 

Educational Research Pertaining to the College 
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The college is in the process of tracking the 

development of preservice teachers through their junior and 

senior years and their first ten years of teaching. 

Although the research is primarily interested in following 

the preservice and inservice teachers' concerns based on 

Fuller's (1969) model, it is also interested in the how the 

teachers view the integrated curriculum as they move through 

their careers. Although the study looks at both preservice 

and inservice teachers, an in-depth study of just the 

preservice teacher would be beneficial to the teacher 

educators who are involved in order that the program can be 

reassessed. 

Other Research on Preservice Conceptualizations and the 

Integrated Curriculum 

Aside from the research at the college, three other 

studies have focused on the relationship between preservice 

teacher conceptualizations, or beliefs, and the integrated 

curriculum. A study of secondary math and science 

preservice teachers was conducted by Lehman and McDonald 

(1988). The results of the study, which were determined 

through Likert-scale questionnaires on a pre and post basis 
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during the semester, indicated that mathematics preservice 

teachers' beliefs reflected a significant difference only in 

the area of "increased awareness of curricular materials" 

(Lehman & McDonald, 1988, p. 643). The science preservice 

teachers' beliefs indicated a significant difference between 

pre and post tests on the integration of the curricula by 

their cooperating teachers. The posttest questionnaire 

indicated that most felt their teachers did not integrate 

sUbjects. There was a shift among both mathematics and 

science preservice teachers toward an acceptance of 

integration. 

Two studies conducted in the field of social studies 

indicated that some student teachers held perspectives 

supporting the idea that social studies was a non-subject 

and was also integrated across the curriculum. The first 

study, conducted by Adler, included four elementary 

preservice teachers and their "definitions and 

interpretations of social studies in the elementary school 

classroom" (1984, p. 15). Two of the four participants 

considered integration to be an important part of the social 

studies curriculum. 

A second study, conducted by Goodman and Adler (1985) 

considered the perspectives of 16 elementary student 

teachers toward social studies. Of the six perspectives 

that emerged from the study, one was oriented toward the 

idea that social studies was integrated into the other 
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subjects. Those who held this perspective believed in "the 

integration of knowledge" (Goodman & Adler, 1985, p. 11). 

Although these studies reflect an interest in the 

relationship between preservice teacher beliefs and the 

integrated curriculum, there is a need for more powerful 

studies. The Adler (1984) and Goodman and Adler (1985) 

studies revealed perspectives which developed solely during 

student teaching. The Lehman and McDonald (1988) study was 

based on secondary preservice teacher beliefs and included 

only Likert-scale questionnaires. The study being conducted 

by the college, which includes a variety of variables and 

follows preservice teachers into the field, does not focus 

solely on the integrated curriculum. 

Problem Statement 

The purpose of this study was to explore the 

relationship between the elementary integrated curriculum 

and the conceptualizations which two elementary preservice 

teachers held toward the integrated curriculum. 

Significance of the Study 

Several reasons substantiated the need for the study. 

First, it was necessary to explore preservice teacher 

beliefs about viable curricula for elementary children. The 

findings will enable the college to analyze its elementary 

block program as well as keep track of how and why beliefs 
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about the integrated curriculum change. Understanding the 

change process helps professors meet the needs and concerns 

of the preservice teachers. 

Second, real and perceived barriers to the integrated 

curriculum were studied. The knowledge which was revealed 

will possibly enable the preservice teachers to understand 

the situations they might encounter and how the barriers 

might be overcome. 

Next, the field experiences promoted collaborative work 

between the schools and the college. The potential for 

collaborative work is essential if the program at the 

college is going to work. It will also possibly lead to 

"teaching schools" as proposed by Goodlad (1990,p. 61). 

Fourth, as indicated in the research proposal by the 

Educational Research Committee (1991), there has been a 

dearth of research on rural education. Because the college 

is located in a rural state with "over 200 one to four room 

schools" (Educational Research Committee, 1991, p. 4), it is 

essential that research produce knowledge relevant to the 

teaching situations the future teachers will encounter. 

Nonetheless in this study, all but one teaching site 

included more than four classrooms in the buildings. The 

other teaching sites were still considered "rural" by 

federal standards. 

Aside from the studies mentioned, there has been little 

scholarly research in the area of preservice teacher 



conceptualizations and the integrated curriculum. If the 

integrated curriculum is to be considered an important 

component of learning for elementary children, then the 

exploration of preservice teachers' conceptualizations, as 

conducted in this study, is of importance to the field of 

educational knowledge. 

Research Questions 
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Based on the qualitative nature of the study and the 

stated problem, these questions served as guides during the 

research: 

1. What were the preservice teachers' conceptualizations 

about the integrated curriculum? 

a. In what ways did the preservice teachers' 

backgrounds influence their beliefs? 

b. How did the preservice teachers define an 

"integrated curriculum?" 

c. What were the perceived barriers to an 

integrated curriculum? 

2. In what ways did the conceptualizations about the 

elementary integrated curriculum change and what 

influenced the changes? 

3. In what ways did the participants' 

conceptualizations of the integrated curriculum 

compare and contrast? 



A Selection of Research Paradigms - Which One? 

Although educational research can incorporate methods 

from both the quantitative and qualitative paradigms (Borg 

and Gall, 1989), the research which I conducted indicated 

the need for a qualitative study. In addition, several 

assumptions from qualitative research helped to direct the 

methods and design. 
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First, the research incorporated natural settings. 

(Bogdan & Biklen, 1992; Borg & Gall, 1989; Erickson, 1986; 

Lincoln & Guba, 1985). In this study, the settings included 

the three-week field experience during the block program and 

the 12-week student-teaching experience. Although the 

campus microteaching could be considered to be a "natural" 

setting, it was not located in the schools. 

Second, I was the main instrument and worked closely 

with the participants (Borg & Gall, 1989; Lincoln & Guba, 

1985). This was achieved through interviews and journals. 

It was through these methods, as well as searching for 

categories, that I came to understand the participants' 

conceptualizations of the integrated curriculum. 

Third, due to the nature of the study, generalizing the 

findings to other settings is of limited value (Lincoln & 

Guba, 1985). Nonetheless, a study of conceptualizations 

does allow other researchers to use the findings in future 

studies. 



Conclusion 

In order to prepare future teachers for teaching 

in schools which stress an integrated curriculum, it is 

important for preservice education programs to address 
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the topic of integration. But in so doing, teacher 

educators must be aware of the conceptualizations the 

preservice teachers hold, and in the context of the 

integrated curriculum, try to understand what influences 

their beliefs (Feiman-Nemser & Buchmann, 1989; Feiman-Nemser 

& Floden, 1986; Hollingsworth, 1989; McDiarmid, 1990). 

Gaining an understanding of preservice conceptualizations 

benefits the future teachers as well as the professors. It 

was the purpose of this study to try to achieve a better 

understanding of preservice teacher conceptualizations of 

the elementary integrated curriculum. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

The review of the literature is divided into three 

sections which will address the guiding questions of the 

study. The sections include the effects of preservice 

experiences on the conceptualizations, or beliefs, of 

elementary majors; the integrated curriculum; and other 

literature relevant to conceptualizations and change. 

Effects of Preservice Experiences on the Beliefs and 

Conceptualizations of Elementary Majors 

32 

Preservice experiences being examined in this study 

include those incurred during the elementary block program 

and student teaching. In order to address topics related to 

these areas, this section has been divided into four parts. 

First, an overview of the literature pertaining to field 

experiences will be presented. Next, literature on early 

field experiences and conceptualizations will be reviewed. 

The third section will present the literature on 

student-teaching experiences and the effect on beliefs. 

Finally, a section will explain the relationship between the 

field experience "ecology" and conceptualizations. 

An Overview of the Literature Pertaining to Field 

Experiences 

Field experiences have been a part of the teacher 



education system since at least the middle of the last 

century (Cruickshank and Armaline, 1986). Through the 

years, many educators have commented on the advantages and 

disadvantages of field experiences or have made 

recommendations for changes. 
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One of the best-known writings on the subject of field 

experiences is Dewey's 1904 work on laboratory and 

apprenticeship situations. Dewey (1904) indicated that 

laboratory experiences should be located on the college 

campus, or at least nearby, and provide one of the first 

encounters with teaching. As a result, preservice teachers 

would be able to consider theory and practice through the 

use of inquiry and reflection. Dewey felt the laboratory 

setting would allow preservice teachers to better understand 

the necessity of intellectual thought. Apprenticeship 

experiences could be encountered later, in the schools, but 

also with a focus on reflection. To incorporate only an 

apprenticeship model would be a mistake as it would simply 

reinforce practice without reflection. 

Nolan (1982) summarized Dewey's (1904) ideas on the use 

of laboratory and apprenticeship models. He went on to 

review how the laboratory concept has evolved to often mean 

any field experience. According to Nolan (1982), this is 

apparent in Conant's (1963) view of "clinical" practice. 

Nolan concluded by indicating that teacher socialization is 

a complicated process and, therefore, teacher educators 



should look into reestablishing laboratory schools as 

advocated by Dewey. 
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Another advocate of laboratory practice for preservice 

teachers was Berliner (1985). He reviewed three trends in 

teacher education: 1. the increased involvement of 

preservice teachers in field experiences; 2. an increase in 

the emphasis on subject matter knowledge; and 3. the 

reduction of education methods courses. Berliner (1985) 

opposed the general acceptance of any of these trends 

without considering the consequences. He suggested that 

instead we need actual laboratories in which preservice 

teachers can teach and experiment. In addition, videos 

could be used for analysis of teaching abilities. 

Armaline and Hoover (1989) advocated a "critical 

reflection" of beliefs. Given the powerful impact of 

elementary and secondary schooling, they felt that 

reflection could add meaning to field experiences. 

Reflection would also lead to a quality field experience. 

Although not totally stating an opposition to 

field experiences, Bennie (1982) reviewed several studies 

and reported that the "bandwagon" attitude toward field 

experiences could be detrimental to the field of teaching. 

"The importance of field experiences and full-time student 

teaching has not been empirically established" (Bennie, 

1982, p. 23-24). He also pointed out that only recently 

have some educators started to question the value of field 
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experiences. 

"Pitfalls" of field experiences were discussed by 

Feiman-Nemser and Buchmann (1985) as well as Buchmann and 

Schwille (1983). Both writings criticized the "common 

belief in the educative value of firsthand experience" 

(Feiman-Nemser & Buchmann, 1985, p. 53). The result of most 

field experiences, as they are now encountered, is a 

"commonsense" view toward practice and knowledge. Beliefs 

about teaching and learning are soon based on a commonsense 

attitude which thwarts the need for "better evidence or 

reasoning" (Buchmann & Schwille, 1983, p. 36). 

Michigan State University preservice teachers were 

surveyed from 1981 to 1982. The study, conducted by Book, 

Byers, and Freeman, revealed that the undergraduates 

believed "on-the-job training and supervised teaching 

experiences to be the most valuable sources of their 

professional knowledge" (1983, p. 10). This belief, along 

with the other revealed belief that teaching is promoting 

the socialization and nurturing of children, can easily 

override the importance of intellectual knowledge. Book, 

Byers, and Freeman (1983) indicated that these beliefs arise 

from Lortie's (1975) "apprenticeship" model. 

Lanier and Little (1986) also addressed the issue of 

field experiences by summarizing the literature on the 

topic. They, too, found that many educational scholars had 

learned that preservice and inservice teachers felt that 
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field experience was the best teacher. Such an attitude 

actually produces what Buchmann and Schwille (1983) referred 

to as "reflexive conservatism" (Lanier & Little, 1986, p. 

551) . 

zeichner and Gore (1990) provided a review of the 

literature on teacher socialization of which part of the 

process occurs in field experiences. They, like others, 

indicated the low impact of the campus-based education 

program on the socialization process. The 

conceptualizations of preservice teachers are affected not 

only by their early schooling, as indicated by Lortie 

(1975), but also by their field experiences. 

Most of the scholars, for example Bennie (1982) and 

Lanier and Little (1986), feel that field experiences do 

have their place in teacher education and can provide 

preservice teachers with valuable knowledge. Unfortunately, 

many negative attributes have been revealed in the 

literature in relation to beliefs and what preservice 

teachers learn. More research is needed on the topic in 

order that teacher educators can provide quality field 

experiences. 

Early Field Experiences and Conceptualizations 

Early field experiences provide elementary and 

secondary preservice teachers with "systematic in-school 

experiences prior to student teaching" (Anderson, 1987, 
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p. 2). The numerous studies on early field experiences and 

conceptualizations have produced conflicting findings. Some 

studies have indicated that conceptualizations were 

positively influenced, some showed a mixture of results, and 

many revealed negative results in relation to 

conceptualizations. Even so, early field experiences remain 

popular in almost all teacher education programs (Ishler & 

Kay, 1981). 

Several of the studies have reported that early field 

experiences produce positive changes in preservice teacher 

conceptualizations and attitudes. Samson, Borger, 

Weinstein, and Walberg (1984) reviewed 38 studies from the 

Educational Resources Information Center (ERIC) data base. 

One finding of the study was that field experiences not 

associated with methods courses of other related education 

classes produced "greater positive effects" (Samson, Borger, 

Weinstein, & Walberg, 1984, p. 54). Overall, early field 

experiences were found to be tied to positive gains in 

attitudes although the authors did state that there have 

been few intensive studies in the area. Therefore, the 

results should be considered as tentative. 

Bischoff, Farris, and Henniger (1988) used a 

questionnaire to survey 204 elementary education majors at 

Northern Illinois University. A three week, full-day 

practicum was established for 135 of the preservice teachers 

whereas the remaining preservice teachers participated in a 
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four week half-day program. The final results indicated 

that the preservice teachers favored the full-day program 

because they believed "it gave a more accurate overview of 

the role of being a full-time teacher" (Bischoff, Farris, & 

Henniger, 1988, p. 24). Those who participated in that 

section were more positive than those participating in the 

other section. 

positive changes in conceptualizations about reading 

and language arts instruction were reported by Gipe, Duffy, 

and Richards (1989). The study included 52 elementary 

preservice teachers who were enrolled in a reading/language 

arts methods block. The control group visited area schools, 

which were mostly suburban, making ten one-hour visits. 

During the visits, the preservice teachers were required to 

teach. The experimental group was involved in an 

"immersion" approach to the block teaching which included 

visiting an inner city school twice a week for 13 weeks. 

The participants in the experimental group were also 

required to teach lessons to small groups of children. 

Two shifts in beliefs were reported in the findings. 

First, the study indicated a "shift in the direction of a 

more holistic view of the teaching of reading/language arts" 

(Gipe, Duffy, & Richards, 1989, p. 261). Second, there was 

also a slight shift by subjects from the experimental group 

toward a more favorable attitude toward Black dialect. 

Anderson (1987) studied 95 elementary majors from the 



University of South Florida who were enrolled in an early 

field experience in order to determine the impact of the 

experience on attitudes towards teaching and the classroom 

environment. Findings indicated a small decrease in the 

desire to teach, but that the attitudes and beliefs of the 

preservice teachers toward teaching still remained strong. 
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Whereas the above studies have indicated positive 

findings in such areas as attitudes and conceptualizations 

of teaching and the reading and language arts curriculum, 

several studies have shown that early field experiences 

produce mixed results when conceptualizations are being 

considered. The studies include both positive and negative 

findings. 

Strawitz and Malone (1986) researched the concerns and 

attitudes of undergraduates in a science methods course of 

which the concerns were based on the Fuller (1969) model. 

The results of the study suggested that a field experience 

did not significantly change the stages of concern but did 

improve attitudes toward teaching science. 

Ross, Raines, Cervetti, and Dellow (1980) followed 92 

preservice teachers in a "tutoring" group and 173 preservice 

teachers in a "TAP" or Teacher Apprentice Program at Memphis 

State University. Both programs included early field 

experiences. The results of the study indicated an increase 

in positive attitudes and beliefs toward the experiences in 

the field although this was more indicative of the 



elementary students than the secondary students. This 

reflects a mixed finding for this study. It should be 

noted, though, that not all students were involved to the 

extent and in the manner that the program required, which 

seemed to indicate that field experiences are difficult to 

implement. 
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A study conducted by weinstein (1990) included 38 

preservice teachers who were enrolled in an introductory 

course required for admission to the teacher education 

program. The course also included a field experience. The 

subjects apparently found, through group work, that other 

subjects had just as much to offer as they did, therefore, 

their "overly" optimistic view of themselves decreased. The 

preservice teachers also stated that teaching involved more 

work than they had previously realized. This was 

characterized by the statement "I realize how much more work 

there is to do now and how much more time you have to put 

in ... it must take you an amazing amount of time just putting 

together your lessons ... " (Weinstein, 1990, p. 283). On the 

positive side, several students felt more confident after 

the field experience. Many commented on the desire to be 

exceptional teachers and also commented on the positive 

influence of their cooperating teachers. 

The mixed results of the preceding studies indicate 

that researchers and educators need to carefully consider 

the field experiences and programs in which the preservice 
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teachers are enrolled. If the studies are well constructed, 

then the negative results should be seriously evaluated. 

Several studies revealed the negative effects of 

early field experiences in relation to conceptualizations or 

beliefs. The results ranged from changes in "surface" 

beliefs, but not deep beliefs to the insistence that 

learning by experience was more productive and beneficial 

than college coursework. 

McDiarmid (1990) stated that preservice students come 

to their teacher education courses with predetermined 

beliefs. Their beliefs reflect those of the general culture 

about teaching and how instruction should take place. In 

McDiarmid's (1990) study, preservice teachers had their 

beliefs challenged by being confronted with a classroom 

teacher who used unconventional methods of teaching 

mathematics. The field experience was established in order 

that beliefs about elementary children, teaching, and 

learning could be reassessed by the preservice teachers. 

Although the beliefs appeared to change on the surface, 

McDiarmid (1990) doubted that the changes in "deep beliefs" 

would be permanent. 

Personal interviews of 138 elementary education 

preservice teachers at the University of Utah were conducted 

by Uhlenberg and Holt (1975). The interviews, which 

followed a foundations course and a field experience, 

assessed the preservice teachers' beliefs of various aspects 



about teaching, their perceived ability to teach, and the 

role of the university in their preparation. 

The results indicated that the preservice teacher 

"described the role of the teacher primarily in terms 
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of the tasks she is expected to perform rather than in terms 

of learning goals or objectives" (Uhlenberg & Holt, 1975, p. 

5) and that the teacher was expected "to cover the content 

of an enforced curriculum" (Uhlenberg & Holt, 1975, p. 6). 

In general they did not view themselves as ones who would 

try to change teaching. Some were apprehensive about 

beginning teaching, but "most students indicated a desire to 

begin teaching without further course work" (Uhlenberg & 

Holt, 1975, p. 7). They appeared to believe that the best 

way of learning methods and techniques would be through 

experience. The authors concluded that the field experience 

did not appear to make the academic work of the university 

more relevant. Instead, the field experience worked against 

the college of education. 

Goodman (1985) studied 10 preservice teachers in an 

elementary program who were enrolled in a southeastern 

university. Categories which emerged from the study were 

teaching as transmission of skills; teaching as management; 

and teaching as craft. The beliefs of preservice teachers 

who were influenced by the transmission model indicated that 

preparing students for standardized tests was important, 

therefore, the curriculum was centered on "teaching to the 
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test" (Goodman, 1985, p. 44). In the management category, 

preservice teachers emphasized the need to get through a 

lesson, to grade and test effectively, and to manage the 

daily time schedule. The emphasis tended to be on the 

product and not on the process. The few preservice teachers 

who were in the third category, teaching as a craft, were 

placed in classrooms with teachers who encouraged 

experimentation with teaching strategies. The result of 

this study was that few preservice teachers were in settings 

which encouraged thought and reflection. Instead a majority 

of the preservice teachers were placed in settings which 

encouraged "mindless imitation" (Goodman, 1985, p. 46). 

Dilemmas of early field experiences were reviewed by 

Applegate (1985). In her critique, she mentioned three 

types: "programmatic," "institutional" and "personal" the 

latter being related to beliefs. Some of the personal 

dilemmas mentioned included overly demanding expectations 

and beliefs of cooperating teachers, expectations and 

beliefs of the preservice teachers toward children and 

instruction, and the lack of time for interpersonal 

discussion between the cooperating teacher and the 

preservice teacher. Due to the dilemmas, Applegate (1985) 

urges further research to ensure better early field 

experiences. 

Early field experiences and the role those experiences 

have in shaping beliefs have resulted in conflicting 
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findings. Table 2.1 summarizes the research related to 

early field experiences and beliefs. 

Table 2.1: Research on Early Field Experiences 

Names # of Subjects 

Samson, Borger, 38 
weinstein, & Walberg 

Bischoff, Farris, & 204 
Henniger 

Gipe, Duffy, & Richards 52 

Anderson 95 

Strawitz & Malone ? 

Ross, Raines, Cervetti 265 
& Dellow 

weinstein 38 

Book, Byers, Freeman ? 

McDiarmid ? 

Uhlenberg & Holt 138 

Goodman 10 

Findings/Beliefs 

positive changes 

positive changes 
favored full-day 

positive changes 
(Black dialect & 
holistic teaching) 

positive changes 

Mixed findings 

Mixed findings 
elementary more 
positive than 
secondary 

Mixed findings 

Negative findings 
Experience is 
best Teacher 

Negative findings 
surface changes, 
not deep beliefs 

Negative findings 
Experience is 
best Teacher 

Negative findings 
Little reflection 
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Student Teachers and Conceptualizations 

Many preservice and inservice teachers consider student 

teaching to be the most important experience in learning to 

teach (Griffin, 1989). Even so, there is growing concern as 

to its benefits (Bennie, 1982). Student teaching, as well 

as early field experiences, appear to promote the attitude 

that the best knowledge is acquired through classroom 

experience, not knowledge acquired in teacher education 

programs (Calderhead, 1988; Griffin, 1989; Richardson

Koehler, 1988; Russell, 1988). In addition, it appears to 

foster either a progressive to conservative shift, a 

biography theory, or the reconfirming of a traditional 

stance as advocated by both the college and the school 

(Zeichner & Tabachnick, 1981). 

The move toward conservative beliefs which is often 

associated with student teaching is generally given negative 

connotations. Feiman-Nemser and Floden (1986), in reviewing 

the culture of teaching, stated that there were two possible 

reasons. First, the "value of socialization depends on the 

value attached to the norms of the group to which the 

individual is being socialized" (1986, p. 521). Because the 

common practices and beliefs of teachers are often viewed as 

stagnant, then a move in a conservative direction is not 

received favorably. Second, the socialization process of 

the student teacher "portrays the novice as a passive agent 

molded by outside influences" (1986, p. 521). This gives 



the impression that student teachers are helpless. 

Zeichner and Tabachnick (1981, p. 7) identified three 

"scenarios" which have come to be associated with the 

"impact of colleges and universities on the one hand and 

public schools on the other hand with regard to the 

socialization of teachers ... " All three interpretations 

identify reasons for conservative beliefs of student 

teachers. 

The first scenario reflects a "progressive 
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traditional shift in teaching perspectives" (Zeichner & 

Tabachnick, 1981, p. 7). This occurs when the student 

teacher encounters the classroom setting, loses her liberal 

university beliefs and takes on the more traditional beliefs 

of the school. 

The second scenario reflects the biography theory of 

Lortie (1975). This theory of student teacher socialization 

states that preservice education has little impact on 

student teacher beliefs due to the 13 years of public school 

"apprenticeship." Others who support this theory include 

Fuller and Bown (1975) and Lacey (1977) (cited in Zeichner & 

Tabachnick, 1981). 

A third scenario is reflected in the theory that both 

colleges and public schools facilitate traditional teaching 

perspectives. "These arguments develop from the assumption 

that university teacher education does indeed have a 

considerable impact on the attitudes and practices of 



students (contrary to Lortie's view)" (Zeichner & 

Tabachnick, 1981, p. 9). 

47 

Many studies have reflected the progressive to 

traditional transition which was mentioned by zeichner and 

Tabachnick (1981). Some studies indicated that the 

cooperating teacher played a major role in the process 

(Copeland, 1978 & 1979; Iannacone, 1963; Yee, 1968). Also, 

several studies indicated that the general bureaucracy of 

the school setting created the shift in perspectives (Hoy & 

Rees, 1977; Hoy & Woolfolk, 1990; E. Jacobs, 1968). 

Copeland (1978 & 1979) reviewed the impact of the 

cooperating teacher on student teacher perspectives and 

practices. He determined that the cooperating teacher had 

more influence on the student teacher than special 

"training" sessions which modeled appropriate techniques. 

He referred to Doyle and Ponder's (1975) term of classroom 

"ecology" and how it imposed itself on the behavior of the 

student teachers. Ecology is described as "an interrelated 

ecological network" into which "some types of behaviors 'fit 

into' that network while other behaviors do not" (Copeland, 

1979, p. 195). 

Iannacone, in a qualitative study, identified three 

stages of the "making of a teacher" (1963, p. 74). The 

stages progressed from the time when the student was still 

at the college, to an inbetween stage when the student was 

in the school setting but not teaching, and finally to the 
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third stage in which the student was teaching full time. An 

analysis of the data revealed that many of the changes in 

beliefs occurred in the third stage as the subject moved 

from abhorrence of certain teacher beliefs and practices to 

actually demonstrating similar beliefs through classroom 

practices and journal entries. 

Yee (1969), in his quantitative study, stated that 

findings indicated that the cooperating teacher played a 

major role in the change of beliefs. In his study, which 

occurred in 1966, he administered pre and posttests of the 

Minnesota Teacher Attitude Inventory to triads of 124 

student teachers, 124 cooperating teachers, and 12 college 

supervisors. Data from the supervisors was not used in the 

final analysis. The students, who were from the University 

of Texas at Austin, were randomly assigned to teachers in 

the Austin area. The study consisted of elementary and 

secondary students with 43 elementary dyads and 81 dyads. 

Research conducted by Richardson-Koehler (1988) 

revealed that university supervisors faced a number of 

"barriers" in effectively assisting student teachers. The 

study included 14 student teachers (7 in the fall semester 

and 7 in the spring semester) with the university supervisor 

as the researcher. The cooperating teachers felt that 

student teaching had an important impact on their beliefs 

about becoming a teacher. These attitudes were transferred 

to the student teachers who "within two weeks (were) 



discounting the influence of most of their previous formal 

pedagogical instruction on their classroom practices" 

(Richardson-Koehler, 1988, p. 30). 
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Three major points in relation to barriers to 

supervision were concluded from the study. First, the 

student teachers were not allowed the opportunity to see 

reflection or collaboration among faculty members. Second, 

the lack of reflection created an atmosphere that lacked in 

feedback. Third, the supervisor needed time to build 

rapport which would allow for discussion and analysis of 

"routines" and methods practiced by the cooperating 

teachers. 

Friebus (1977) researched socialization factors to 

determine who besides cooperating teachers might be involved 

in the process. By interviewing 19 student teachers, he was 

able to determine that the college supervisor, other 

teachers, college professors, pupils, and principals all 

played a role in offering suggestions or ideas for teaching. 

A case study by Russell (1988) of preservice and 

inservice teachers indicated the value the subjects placed 

on practice over theory. The preservice teachers who were 

interviewed felt that actual teaching experiences were 

better "teachers" than college classroom experiences. The 

preservice teachers relied more on their everyday 

experiences in the classroom than on what they had learned 

in the college classroom. One of the subjects felt that 
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being told theory was appropriate and sufficient, the other 

subject felt that having practical experience first would 

make the theory more relevant. Russell concluded that 

"learning to teach is not a two-step process of (i) learning 

theory; and (ii) putting theory into practice" (1988, p. 

32) • 

Goodman and Adler (1985) studied 16 elementary student 

teachers in an effort to determine their perspectives on 

social studies and to see if a correlation existed with the 

college's philosophy. six perspectives emerged from the 

study which "were neither static nor mutually exclusive," 

but did not match the perspectives taught in the social 

studies methods course (Goodman & Adler, 1985, p. 7). The 

authors concluded that there is little connection between 

what is taught in the college classroom and student teacher 

beliefs and classroom actions. They proposed that more 

research be conducted on "the external forces that influence 

students' perspectives and the students' responses to these 

forces" (Goodman & Adler, 1985, p. 17). 

In a study of 21 social studies majors, Ross (1988) 

investigated the socialization process. The subjects were 

enrolled in one of the following: 1. an early field 

experience for freshman; 2. a sophomore sequence in pedagogy 

and psychology; 3. a social studies methods course for 

seniors; 4. student teaching. The findings indicated that 

the socialization process of the college "was marginal" 
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(Ross, 1989, p. 106). Ross (1988) indicated that teacher 

educators need to help preservice teachers become more aware 

of their beliefs and preconceived ideas. 

Hoy and Rees (1977, p. 23) indicated that it was the 

"bureaucratic socialization" that caused student teachers to 

become more conservative. The student teachers became more 

"dogmatic" and developed a "custodial ideology" toward pupil 

control. They appeared to be more willing to conform to 

bureaucratic demands and beliefs. 

Another study, which demonstrated the conservative 

socialization of student teachers, was conducted by Hoy and 

Woolfolk (1990). The study included three groups: 1. those 

planning to student teach during the semester the data were 

collected; 2. preservice teachers enrolled in three 

different methods courses; and 3. those enrolled in a 

psychology course. The results of the study indicated that 

the student teachers, both elementary and secondary, became 

more "custodial" in their orientation towards the control of 

pupils. They also became more controlling towards "social 

problem solving." Interestingly, as feelings towards 

teaching "efficacy" diminished, feelings towards personal 

ability to teach increased. Students in the methods 

courses and the psychology class did not make significant 

changes in perspectives or beliefs. 

Silvernail and Costello (1983) also studied 

perspectives on pupil control. The study included 60 
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elementary preservice teachers of whom 36 were student 

teaching during one semester of their senior year. Another 

24 preservice teachers were enrolled in one of the following 

two experiences: 1. four days a week in the field plus a 

seminar; 2. four days a week in the field with a fifth day 

of instruction on methods at the field site. Data were 

gathered by means of self-reports and three questionnaires 

which determined levels of teaching anxiety, teaching 

concerns, and "pupil control perspectives" (Silvernail & 

Costello, 1983, p. 33). In regards to pupil control, the 

findings indicated that the preservice teachers did not 

become more custodial. Both Silvernail and Costello (1983) 

do admit that the lack of change in perspectives may be due 

to the fact that many of the preservice teachers may have 

been custodial in their perspectives before they started 

student teaching. 

Jacobs (1968) also supported the theory that student 

teachers become more conservative. In his comparison of a 

variety of variables, changed student teacher perceptions of 

the experience itself seemed to be the only significant 

outcome. He referred to this as "bureaucratic shock" (1968, 

p. 414). The variables included perceptions of college 

instructors, cooperating teachers, and student teaching; the 

number of classrooms in which a student teacher taught; the 

socioeconomic levels of the schools; the ages of the student 

teachers; the socioeconomic backgrounds 
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of the student teachers; and the cumulative grade points of 

the students. 

The above studies indicate that cooperating teachers, 

other people in the school, the bureaucracy of the school, 

the inability for college supervisors to provide helpful 

supervision, are all contributors to the progressive to 

conservative shift. These factors must be considered by 

teacher educators. 

As Zeichner and Tabachnick (1981) indicated, 

another theory substantiating the conservative beliefs of 

teachers (as well as preservice teachers) is that of 

biography. The writings of Lortie (1975) indicated why 

teachers hold some of the beliefs they do. Lortie (1975, p. 

61) stated, 

American young people, in fact, see teachers at 

work much more than they see any other occupational 

group; we can estimate that the average student has 

spent 13,000 hours in direct contact with classroom 

teachers by the time he graduates from high school. 

That contact takes place in a small space; students are 

rarely more than a few yards away from their teacher. 

The problem with this, as Lortie (1975) points out, was 

that it creates a false sense of the "total" picture for the 

student. The student is "not privy to the teacher's private 

intentions and personal reflections on classroom events," 

therefore, "what students learn about teaching, then, is 



54 

intuitive and imitative rather than explicit and analytical; 

it is based on individual personalities rather than 

pedagogical principles" (Lortie, 1975, p. 62). This results 

in teachers using practices which they saw their teachers 

using when they were in school. 

The findings of several studies indicated that 

practical experiences were considered to be more important 

than professional knowledge. Calderhead (1988) explored 

different types of knowledge acquired by student teachers. 

Pre-college experiences and the view that one learns to 

teach through direct experience were both powerful 

determiners in knowledge acquisition. Inservice teachers 

passed on the attitude that professional knowledge was not 

needed. The practical knowledge of the student teachers was 

influenced by "images" of what teaching and learning should 

be. 

Calderhead and Robson (1991) followed 12 preservice 

teachers who were enrolled in a teacher education course in 

England. Through interviews and discussions about 

videotapes of teaching episodes in math and writing lessons, 

the preservice teachers were asked to explicate their likes 

and dislikes of the teaching methods. Also, they were 

interviewed about their "images" of teaching and their 

anxieties. The results of the study indicated that many of 

the images were based on experiences the students had prior 

to entering college, thus reflecting a biography theory. 
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Calderhead and Robson (1991) felt that the preservice 

teachers based their responses on prior experience because 

they did not have the knowledge or background to understand 

that teaching and planning included evaluating student 

needs. 

Lacey (1977), through his research on attitudes of 

British students, concluded that although college courses 

did have some impact on the beliefs of education students it 

was not enough to be of much significance. Therefore, the 

research tends to support Lortie's in indicating the low 

impact of the college courses and the greater impact of 

biography. 

Fuller and Bown (1974) also wrote about the 

apprenticeship, or biography, theory of student teaching. 

"Teachers' early experiences as pupils are apparently 

related not only to choice of teaching as a career but to 

expectations about teaching, teaching behavior, teaching 

field, choice of location, and persistence in teaching" 

(Fuller & Bown, 1975, p. 36). 

Following the general findings of Lortie (1975) and 

Lacey (1977), a study conducted by Tabachnick, Popkewitz, 

and Zeichner (1979-80) revealed that student teachers tended 

to accept without question the activities they saw in 

classrooms and that they were unaware of the decision-making 

process in teaching. They taught facts, used workbooks, and 

expected certain subjects to be taught at certain times. 



Although the researchers wanted the student teachers to 

practice reflection, they found that 
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The student teacher's low-status position in the school 

and the tremendous institutional press to move the 

children through the prescribed lesson on time and in 

an orderly manner seemed to have prevented any serious 

reflection about and analysis of their work 

(Tabachnick, Popkewitz, & Zeichner, 1979-80, p. 19). 

In another study, Tabachnick and Zeichner (1984) stated 

that their research, which included 13 student teachers, 

indicated findings similar to that of Lortie (1975). They 

did differ with Lortie in the sense that they supported "a 

view of student teacher socialization as a more negotiated 

and interactive process where what students bring to the 

experiences gives direction to, but does not totally 

determine the outcome of the socialization process" 

(Tabachnick & Zeichner, 1984, p. 34). This position is in 

contrast to the findings by researchers who support the 

progressive to traditional theory. 

Hollingsworth (1989) followed 14 elementary and 

secondary majors through a fifth-year program. She was 

particularly interested in how beliefs about reading 

instruction changed. Hollingworth found that the 

preservice teacher who did not come to understand 

what students were actually learning from text 

basically agreed with their cooperating teachers' 



instructional approaches. In other words, because 

their preprogram beliefs were congruent with those 

of their cooperating teachers, there was little 

opportunity to confront and possibly modify those 

beliefs by testing them in the classroom (1989, p. 

182) . 

Hollingsworth (1989) recommended that preservice 

teachers should be placed with classroom teachers who had 

opposing viewpoints. This type of situation appears to 

create the greatest change in beliefs and cognition. 

The findings revealed that "preprogram beliefs served 

as filters for processing program content and making sense 

of classroom contexts" (Hollingsworth, 1989, p. 168). She 

also found that management needed to be considered before 

subject pedagogy as well as the fact that management and 

subject pedagogy were needed before preservice teachers 

could focus on learning and academic tasks. 
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In addition, she stated that it became apparent that 

teacher educators need to learn more about the beliefs of 

preservice teachers. Based on her research, knowledge of 

preservice belief systems would help in the placement of 

student teachers as well as enable researchers to understand 

barriers to change. 

The preceding literature on the biography theory 

indicates that preservice teachers bring "images" and 

beliefs of teaching to their college experience. Their 
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experiences prior to college tend to affect their teaching 

beliefs and pedagogical methods once they are in the field. 

The third theory indicates that the college and the 

school serve to maintain the status-quo. As indicated by 

Zeichner and Tabachnick (1981), Bartholomew (1976) felt 

strongly that the college was a bastion of conservative 

practice. This is reflected in "the transmission of 

approved views and information, and on students' 

demonstration of mastery of this knowledge" (Zeichner & 

Tabachnick, 1981, p. 9). 

Other scholars have revealed knowledge about student 

teaching which could fall into categories other than the 

three stated by Zeichner and Tabachnick (1981). Some of the 

literature is indicated below. 

Research by Feiman-Nemser and Buchmann (1987) raised 

the question as to whether or not student teaching can be 

considered teacher education. In their case study of two 

student teachers, the researchers came to the conclusion 

that student teaching can promote "mislearning." They 

stated that student teaching is part of teacher education 

when the student teachers: gain a better understanding of 

the "tasks of teaching;" are able to question practices and 

beliefs; are able to defend their practices based on sound 

reasoning; and "see experiences as a beginning rather 

than a culmination point in their learning" (Feiman-Nemser & 

Buchmann, 1987, p. 272). 
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Griffin (1989) summarized a study conducted by the 

Research in Teacher Education (RITE) program. Participants 

in the study were from two universities and included student 

teachers, cooperating teachers, and university supervisors. 

Although a variety of variables were researched, the study 

revealed that a majority of the student teachers were 

concerned with "perceptions of personal adequacy" (Griffin, 

1989, p. 354). In addition, cooperating teachers and 

student teachers felt that experience was more important 

than theoretical knowledge. "It appears from the findings 

of this study that 'business as usual' guides the 

introduction of newcomers to teaching" (Griffin, 1989, p. 

363) . 

In a suggestion for change, which would lead to better 

field experiences, Salzillo and Van Fleet (1977) suggested 

that student teaching should be based on a participant 

observer model. With the problems that have been associated 

with the socialization process and the low status that many 

student teachers encounter, Salzillo and Van Fleet (1977) 

indicated that the participant-observer model would enable 

preservice teachers to analyze the situations in which they 

are place. Experienced anthropologists and sociologists 

who had teaching experience should be in charge of the 

program. In addition, preservice teachers would be required 

to take a course prior to student teaching which would 

introduce them to strategies of observation and 
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participation. During student teaching, the preservice 

teacher would not only attend a seminar which would provide 

assistance in the gathering and analyzing of data but the 

preservice teacher would also be required to cut actual 

teaching time in half and increase observation. The main 

thrust of such a program is to increase the awareness of 

preservice teachers and to assist them in analyzing beliefs 

and social influences. 

Bunting (1988) reported findings similar to Tabachnick 

and Zeichner (1984). Her findings supported the theme of a 

"personalized view of the socialization process" and 

indicated an optimistic note (Bunting, 1988, p. 45). Also, 

Bunting believed that diversity encouraged the students to 

be more flexible in their own beliefs. For example, when 

student teachers had cooperative teachers who were 

considered to be flexible, beliefs changed more than if 

students had cooperative teachers who were considered to be 

"extreme" in their beliefs (1988, p. 46). In addition, 

findings indicated that "as many candidates emerged from 

student teaching with more liberal views as with less 

liberal perspectives" (1988, p. 46). Her research also 

refuted the notion that student teaching began the process 

toward conservatism. 

zeichner (1981-82) indicated that teacher educators 

must look at the quality of field experience programs and 

enable the preservice teachers to learn how to reflect. It 
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is through reflection that preservice teachers will be able 

to address their beliefs. 

In conclusion, the above information on student 

teaching beliefs indicates that there is still room for 

research. It appears that preservice teachers do become 

more conservative in their beliefs and that they believe 

experience is more important than intellectual knowledge or 

pedagogical knowledge gained in college. As indicated by 

zeichner (1980), increased field experiences do not equate 

with an increased ability to teach. 

A review of the above research data, as they pertain to 

student teacher beliefs and socialization, is indicated in 

Table 2.2. The findings reflect results which indicate 

either a biography influence, a progressive to conservative 

influence, or mixed results. 

Table 2.2: Comparisons of Research on Student Teacher 

Beliefs 

1 = qualitative 
2 = quantitative 
3 = both 

Study 

Lacey (1977) 

Zeichner & 
Tabachnick (1984) 

Bunting (1988) 

TY}2e of 
Inggiry 

1 

1 

2 

# of Theory 
Subjects 

biography 

13 biography/ 
personalized 

17 biography/ 
personalized 



Table 2.2 - continued 

Calderhead 1 

Calderhead & Robson 1 

Yee (1969) 2 

Iannaccone (1963) 1 

Jacobs (1968) 2 

Copeland (1979) 2 

Hoy & Rees (1977) ? 

Richardson-Koehler 1 

Russell 1 

Goodman & Adler 1 

Adler 1 

Hoy & Woolfolk 1 

Silvernail & Costello 

Griffin (1989) 1 

Hollingsworth (1989) 1 

Freibus (1977) 1 

12 

260 

1 

1,007 

32 

? 

14 

6 

16 

6 

3 groups 

135 

14 

19 

biography 

biography 

progressive to 
conservative 

progressive to 
conservative 

progressive to 
conservative 

progressive to 
conservative 

progressive to 
conservative 

progressive to 
conservative 
due to barriers 

progressive to 
conservative 
experience 
over theory 

progressive to 
conservative 

progressive to 
conservative 

progressive to 
conservative/ 
pupil-control 

No change in 
pupil-control 

"business as 
usual" (1989 
p. 363) 

mixed results/ 
coop teacher 

"socializing" 
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Ecology 

Research on early field experiences and preservice 

teacher beliefs must take into account the role of ecology 

on the socialization process. zeichner stated 

it has been argued ... that field experiences in 
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teacher education entail a complex set of interactions 

among program features, settings and people (the 

ecology of field experiences) and the research which 

seeks to understand the role of these experiences in 

teacher development must reflect in its 

conceptualization and methodology the dynamic and 

multidimensional nature of the event being studied 

(1985, p. 50). 

Zeichner (1985) proposes that researchers must consider the 

goals of the early field experience program. Secondly, the 

sites must be examined. In doing so, the researcher must 

gain an understanding of the "classrooms, schools and 

communities in which the field experiences are carried out" 

(1985, p. 45). Finally, the interrelationships between the 

preservice students and other people they encounter while in 

the field are of importance. 

Doyle and Ponder mentioned the importance of classroom 

ecology which they defined as "that network of 

interconnected processes and events which impinges upon 

behavior in the teaching environment" (1975, p. 183). When 

researching teaching, the authors feel that there is a need 
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for researchers to look at other variables in the classroom 

which influence teacher behavior. Looking at the other 

variables opens the possibility of increased knowledge of 

teaching. 

Grade level was an ecological variable researched by 

Killian and McIntyre (1988). They studied 17 elementary and 

19 secondary preservice teachers as the students 

participated in a two-semester early field experience. The 

results indicated that the elementary preservice teachers 

were "more actively involved in a variety of teaching 

activities and were more likely to engage in discussion of 

specific teaching and management techniques" (Killian & 

McIntyre, 1988, p. 36). 

Berliner (1985) provided another perspective on ecology 

by advocating the use of laboratory settings for the use of 

teaching experiences for preservice teachers. Laboratories 

would allow for experimentation in "producing cognitive and 

affective change in children" (Berliner, 1985, p. 6) 

The effect of the ecology of the classroom and the 

school on the beliefs of preservice teachers needs to be 

assessed. It is another important variable in the 

socialization process of undergraduates. 

Preservice Teacher Conceptualizations and the Integrated 

Curriculum 

Aside from the longitudinal study being conducted at 
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at my college, the findings of Adler (1984), the findings of 

Goodman and Adler (1985), and the outcome of the research 

conducted by Lehman and McDonald (1988) there is no other 

apparent research on the relationship between the integrated 

curriculum and preservice teacher beliefs. The lack of 

research in this area indicates a need for further study. 

The Integrated Curriculum 

This section will include the philosophical background 

of integration, definitions of the integrated curriculum, 

reasons for integration, and research pertaining to 

classroom use and conceptualizations. Definitions of the 

integrated curriculum vary, so it is important to include 

explanations of the various terms. A review of the 

literature explaining the reasons for the use of the 

integrated curriculum will shed light on why teachers 

incorporate it into their methods. Also, a review of the 

research on the integrated curriculum will reveal the extent 

to which it is being used as well as teacher beliefs. 

Philosophical Background of the Integrated Curriculum 

The integrated curriculum can be considered to be a 

product of the progressive and experimental philosophies. 

In the late nineteenth century and the early twentieth 

century, the idea of an integrated, or correlated, 

curriculum took root in the philosophical practices of 
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Parker, Dewey, and Kilpatrick. 

Francis Parker, who was the principal of the Cook 

County Normal School in the late 1800's, incorporated a 

"correlated" curriculum in which the subjects were 

integrated (Cuban, 1984). According to Cuban (1984), Parker 

believed that the curriculum allowed children to see 

connections among the subject areas. 

Dewey's experimental pragmatism centered on several 

aspects (Gutek, 1974). First, learners have certain drives 

and basic needs in order to keep them alive. Next, the 

environment of the learner is "natural and social" (Gutek, 

1974, p. 112). Third, the learner is active. Fourth, 

interaction with the environment allows the learner to solve 

problems and satisfy needs. Finally, learning is problem 

solving. 

Dewey's two-sided curriculum, as described by Tanner 

(1991), included the child and the teacher. "Integration" 

occurred when the children were involved in the occupations, 

such as weaving and cooking, which not only cut across 

subject areas but tied the school curriculum with "real 

life." Dewey, in advocating the correlated curriculum and 

the occupations, felt that "when the child lives in varied 

but concrete and active relationship to this common world, 

his studies are naturally unified. It will no longer be a 

problem to correlate studies" (1943, p. 91). Indeed, it 

would be easy to "integrate," or correlate subjects and 



relate them to real life. 

An advocate of progressive education, Kilpatrick 

proposed and implemented the "project method" which was a 

combination of progressive and experimental ideas (Gutek, 

1974). The project was considered to be an exercise in 

problem-solving and included four types. The 

classifications included 1. projects involving creative 

ideas or construction; 2. projects promoting appreciation 

for aesthetics; 3. projects promoting intellectual 

stimulation; and 4. specific projects requiring a skill. 

The approach stimulated group work which both Dewey and 

Kilpatrick considered to be essential to the democratic 

process (Gutek, 1974). 
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The philosophy of the integrated curriculum has 

continued to evolve, but the contributions of Parker, Dewey, 

and Kilpatrick were important to its introduction in the 

American curriculum. Each educator contributed ideas about 

the concept and its implementation that enabled it to be a 

popular form of curricular design until the late 1950's. 

Definitions 

A conglomeration of meanings exist for the term 

"integration." In order to clarify the definitions, it is 

important to explore the various connotations. 

Kilpatrick (1918) used the term "project method" 

to refer to an instructional curriculum which was not 
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fragmented into discrete sUbjects. Instead, the students 

were to be involved in "whole-hearted purposeful activity 

proceeding in a social environment" (Kilpatrick, 1918, p. 

320). The purposeful activity would be part of a curriculum 

which would consider education "as life itself and not as a 

mere preparation for later living" (Kilpatrick, 1918, p. 

323) . 

Knudsen (1937, p. 21), in stating a concern over the 

many definitions and understandings of the term 

"integration," felt it was necessary to look into the 

problem. He indicated that the term had been used at least 

as early as 1855 by Herbert Spencer, but since the term was 

increasing in use it also was increasingly being defined in 

a number of ways. While basing his definition of 

integration on Gestalt psychology, Knudsen (1937, p. 21) 

wrote that integration "is an expression used to describe 

the efforts of educators to provide opportunities for 

experiencing which will facilitate the process of 

integration within a pupil and further facilitate his social 

adaptation." He went on to describe the debate over the 

terms "correlation" and "fusion" and indicated that the 

terms "often designate worthy efforts to facilitate the 

integrative processes of the learner" (Knudsen, 1937, p. 

26). In conclusion, he stated that the totally integrated 

curriculum would require competent teachers, a variety of 

materials, and supportive administrators. 
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On the other hand, Dressel (1958) differentiated 

between the terms "integrated" and "integrative." An 

integrated experience was provided for the student. "It 

acquaints the individual with meaningful integrations 

achieved by others" and "it provides him with a model which 

may become the take off point for achievement of his own 

integration (Dressel, 1958, p. 7). An "integrative" 

experience was defined as something you did yourself. "It 

provides the individual with his own integration of the 

immediate experiences" and "develops in the individual some 

ability and satisfaction in seeking for meaningful 

organizations and relations of his later experiences. 

(Dressel, 1958, p. 7). 

Several terms, which are related to the integrated 

curriculum, have been described by Tanner and Tanner (1980). 

The first term, correlation, "represents an effort to 

develop certain common relationships between or among two or 

more subjects while still retaining the usual subject 

divisions. In other words, correlation is an attempt to 

counter the isolation and compartmentalization of subjects 

without radically reconstructing the subject curriculum" 

(Tanner & Tanner, 1980, p. 468-469). 

The second term used by Tanner and Tanner is 

"broadfield." In this case, the curriculum is aligned 

to "some degree of synthesis or unity for an entire branch 

of knowledge" (Tanner & Tanner, 1980, p. 473). A broadfield 
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curriculum often includes several areas of knowledge such as 

American Studies and English (Tanner & Tanner, 1980). 

Next, is the "core curriculum" which has received a 

number of different definitions over the years. According 

to Trump and Vars (1976), the core curriculum should move 

beyond simple unification of subjects and instead rely on 

the interests and needs of the students. On the other hand, 

Goodlad (1987) pointed out that many people have forgotten 

what the original definition was and now use it to describe 

the courses which all student are required to take. 

According to Tanner and Tanner (1980), there is the 

"preplanned core" in which the teachers prepare the units 

and the "open core" in which the students and the teachers 

plan cooperatively. 

Katz and Chard (1990) have defined their curriculum in 

the same manner as Kilpatrick by using the term "project 

approach." They defined it as "an in-depth study of a 

particular topic that one or more children undertake" (Katz 

& Chard, 1990, p. 2). It includes a certain framework for 

teaching and learning in addition to what is taught. Active 

participation on the part of the child is a goal of the 

curriculum. 

Jacobs (1989) relied on the amount of "integration" in 

the curriculum to define six options. The options range 

across a continuum with the "discipline-based" approach at 

one end and the "complete-day" approach at the other end. 
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The first option is the discipline-based approach which 

separates the subjects into distinct time blocks and bodies 

of knowledge. This reflects an educational approach to 

curriculum design as originally advocated by Phenix (1964) 

and Schwab (1964). Although both men later changed their 

positions, prior to the 1960's they felt that "all organized 

knowledge to curriculum construction should be derived from 

the disciplines" (Tanner & Tanner, 1980, p. 58). 

A second approach to integration, as defined by Jacobs 

(1989), is parallel integration. This occurs when teachers 

in separate subject areas align their lessons in order that 

a theme can be taught within the boundaries of separate 

subjects. "The content itself does not change, only the 

order in which it appears" (Jacobs, 1989, p. 15). 

The third design is a "complementary unit" or a 

multidisciplinary design (Jacobs, 1989, p. 16). In this 

approach, related subject areas will form units around a 

theme. This could be achieved in the sciences, for example, 

by having earth science and biology classes combine for 

units on common themes. Lanier and Little mention that 

teacher education is an example of a multidisciplinary 

approach due to the "disciplined inquiry that emanates from 

sociology, anthropology, history, philosophy, and political 

science" (1986, p. 527). 

An interdisciplinary approach occurs when all subjects 

are combined under a common theme. "This option does not 



purport to replace the discipline-field approach; rather, 

the are mutually supportive" (Jacobs, 1989, p. 17). 

"Correlation" is a term which is often used with this 

approach (Vars, 1991). Due to the subject matter 

orientation, it is often advocated for middle schools and 

junior high schools in which teachers team teach. 
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"Fusion," another term used for integration, is the 

combination of "two or more subjects into a new course with 

a new name, such as Common Learnings or American Studies" 

(Vars, 1991, p. 14). According to Vars (1991), "fusion" is 

a more advanced form of integration than "correlation." 

The "integrated-day model" (Jacobs, 1989, p. 17) is a 

complete curriculum based on the~es which are selected by 

and centered around the student. The teacher's role is that 

of a facilitator. This reflects Beane's (1993) position 

that it is important for educators in a democratic society 

to include the students' interests and involve them in the 

decision-making process. This helps to blend the affective 

and the cognitive aspects of the curriculum (Beane, 1993). 

Brown and Precious (1968) described the British primary 

school as having a curriculum centered on the integrated 

day. In their definition, the curriculum includes the 

"whole life of the child" and the curriculum "is in itself a 

continuous process ... not interrupted by artificial breaks 

such as the conventional playtime or subject barriers. The 

child is encouraged to commit himself completely to the work 



in hand which he has chosen" (Brown & Precious, 1968, p. 

13) . 
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The design with the most integration is the "complete 

program." In this approach, the children live at the school 

and create the curriculum on a daily basis depending upon 

their needs and interests (Jacobs, 1989, p. 18). 

Problems do exist with John Dewey's definition of 

"integration," if he even believed in it at all, but the 

closest aspect in his curriculum would probably have been 

his "occupations." The occupations were essential to the 

curriculum and to development (Kliebard, 1986). Dewey did 

oppose separate subject matter. Kliebard stated that 

Dewey was never completely sanguine about the 

traditional subject orientation of the curriculum, but 

his main objection lay in the fact that subjects were 

conventionally presented to children as finished 

products and in a form that emphasized their isolation 

from one another rather than their interrelationship 

(1985, p. 19). 

Gutek (1974) also mentioned Dewey's concern about the 

subject-matter orientation of the curriculum. Dewey 

proposed three levels for the curriculum: "1. making and 

doing; 2. history and geography; and 3. organized sciences" 

(Gutek, 1974, p. 122). The "making and doing" level 

involved the students in "activities or projects based on 

their direct experience which (required) the using and 
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manipulating of raw materials" (Gutek, 1974, p. 122). Dewey 

referred to the activities as "occupations." In Dewey's 

school, the occupations came the closest to resembling an 

integrated curriculum. 

Joyce and Weil (1986) described Gordon's (1961) 

synetics as a type of creative "integration." In this 

model, students use metaphors to make connections between 

ideas, thus enabling them to understand likenesses and 

differences. 

Another form of integration can be found at the 

level of concept formation. Hilda Taba (1967), cited 

in Joyce and Weil (1986), described a three-level approach 

to teaching concepts. In the first stage, concept 

formation, the students determine relevant data, group the 

data based on similarity, and then develop categories. 

Students are then involved with "interpreting, inferring, 

and generalizing" (Joyce & Weil, 1986, p. 44). Finally, the 

students are engaged in application activities. 

In an article on integrative education, Shoemaker 

(1989) identified several definitions of integration which 

are in use today. The definitions include the 

interdisciplinary approach, holistic approaches based on a 

curriculum similar to Summerhill, a thematic curriculum, the 

mind/brain approach, and integrative brainwork. Each has 

its own meaning and is appropriate when used correctly. 

The terminology used in this study will be based on 



75 

Jacob's (1989) definition of the "integrated-day." The 

units can be either at Taba's (1967) conceptual level or at 

a more concrete level. 

Reasons for the Integrated Curriculum 

At least since the late 1800's, there has been a 

concern over the fragmentation of the subject-matter 

curriculum. Such fragmentation does not allow the learner 

to make connections between subjects, nor does it resemble 

the real world (Jacobs, 1989). This has been described in 

the writings of Dewey (1943), Kilpatrick (1918), Tyler 

(1958), Goodlad (1958), K. Goodman (1986), Y. Goodman 

(1989), Beane (1993), and Jacobs (1989). 

Lindsey (1950) underscored the necessity of teacher 

colleges to begin to prepare preservice teachers for the 

integrated curriculum. It was emphasized that children 

learn in a holistic fashion, not in isolated fragments and 

that the school curriculum and teachers must recognize this. 

The emphasis on the disciplines in the 1960's and 

1970's began to create a concern in some educational areas, 

particularly that of social studies (Tanner & Tanner, 1980). 

A movement toward interdisciplinary studies was started by 

the Social Studies Curriculum Program. In addition, the 

Social Science Education Consortium made a similar move at 

about the same time. Both groups had been supporters of 

discipline-based education (Tanner & Tanner, 1980). 
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Ken Goodman (1986) addressed the importance of 

integrating the language arts across the curriculum by 

indicating that educators must understand that all aspects 

of the school curriculum include oral and written language 

at one time or another. Therefore, children need to be 

given opportunities to read, write, speak, and listen in all 

subject areas by being allowed choice. The idea of 

"language across the curriculum" can also be stressed at the 

secondary level where most schools are still 

departmentalized (Goodman, 1986, p. 31). At the elementary 

level, teachers can organize the curriculum by using themes 

which allow for "inquiry, for use of language, for cognitive 

development. It involves pupils in planning, and gives them 

choices of authentic, relevant activities within productive 

studies" (Goodman, 1986, p. 31). 

Yetta Goodman (1989), in a review of whole language, 

wrote about the integrated curriculum and the necessity for 

integrating the language arts across the curriculum. She 

also mentioned that integrated programs were common in the 

1940's and 1950's throughout the K-12 curriculum. "The 

artificial isolation of content, which seemed appropriate 

for the purposes of research and scholarship in tertiary 

education, did not seem appropriate for growing children and 

adolescents" (Y. Goodman, 1989, p. 120). 

Both Ken Goodman and Yetta Goodman indicated that whole 

language "provides integration of reading and writing with 



other language arts and with content of the curriculum. 

There is no isolation of skills for instruction" (1981, p. 

8). The curriculum cannot be dissected into tiny bits, 

namely "skills." 
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In a discussion of how she changed from a basal reader 

program to an integrated, literature-based reading program, 

Van Dras (1990) mentioned the changes she noted in several 

of her children as they learned to enjoy reading and were 

able to read and discuss materials previously designated for 

"top" readers. Von Dras indicated that as she integrated 

literature across the curriculum she realized "the 

tremendous impact" the curriculum had on her and her 

students (1990, p. 128). 

Problem-based thematic instruction, as described by 

Cordeiro (1990), is a program which uses problem-solving 

simulations based on themes. In solving the problem, the 

children learn how to work with others, use higher-level 

thinking skills, and see the connections among subject 

areas. It also gives children the opportunity to learn 

through meaningful experiences (Cordeiro, 1990). 

Goodlad (1958) presented his description of an 

elementary faculty searching for superordinate ideas for the 

teaching of science. The use of "big ideas" gives them more 

flexibility to teach a curriculum based somewhat on Jacobs 

(1989) multidisciplinary model. Goodlad (1958) did mention 

that one problem with the use of "big ideas" is that 
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teachers must see the organizing elements. "Unless the 

teacher's view is raised to the level of seeing integrating 

threads as bases for effective organization, there is grave 

danger that his teaching and the learner's learning will be 

organized around the topics of the textbooks" (Goodlad, 

1958, p. 183-184). 

Tyler (1958) also stated some caution in organizing the 

integrated curriculum. He reminded teachers that 

the effectiveness of curriculum organization in 

facilitating integration depends upon the extent to 

which it aids the student in perceive appropriate 

relationships among phenomena and ideas, in sensing the 

meaning and significance of his feelings, and in 

developing abilities, skills, and courses of action 

which are guided by comprehensive knowledge and thought 

and by disciplined feelings (1958, p. 105). 

As the above section indicates, many reasons exist for 

using the integrated curriculum. One of the most important 

is that it allows children to see connections across the 

curriculum (Cordeiro, 1990; Cuban, 1984; Jacobs, 1989). 

Research Findings 

Although only a few research studies have explored the 

relationship between preservice teacher beliefs and the 

integrated curriculum, several studies have dealt with the 

integrated curriculum and inservice teachers. These 



79 

findings are important in light of the role that cooperating 

teachers play in the socialization of student teachers 

(Copeland, 1978 & 1979; Yee, 1969). 

One of the earlier research studies on the integrated 

curriculum, and perhaps one of the best known, was the 

Eight-Year Study conducted by Aikin (1942). First, there 

was a desire to establish collaboration between high schools 

and colleges thereby allowing for change in the high school 

curriculum. Second, the researchers wanted to determine how 

high school students could best be educated. 

Thirty high schools were encouraged to use an 

integrated approach in their curricula. As Aiken (1942, p. 

20) indicated, the integrated curriculum "would enable 

students to see the relationships of one subject to another; 

teachers and students would begin to glimpse the underlying 

unity of all knowledge." The schools which were most 

successful "moved toward a problem or issue-centered 

curriculum that allowed students to integrate knowledge from 

many subject areas. The Eight-Year Study saw integration as 

the way to get away from the fragmentation that disciplinary 

divisions bring" (Gehrke, 1991, p. 108). The results of the 

study also indicated that the students who went on to 

college did not have problems when encountering the college 

curriculum and, in fact, did slightly better than students 

who did not participate in the experimental schools (Aiken, 

1942) . 
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Another early study on the integrated curriculum was 

conducted by Oberholtzer (1937) in the elementary schools of 

Houston. The research included 73 teachers and 1,662 

students in fourth and fifth grades. The study lasted for a 

year and a half and started in February of 1931. The 

subjects were divided into three groups which included the 

following: 1.) Experimental group "A" which gave the 

teachers a great amount of freedom from administrative 

demands; 2.) Experimental group "B" which used the 

integrated curriculum but with fixed time limits and 

specific objectives; and 3.) Control group which included 

classrooms of which half used the old fragmented curriculum. 

The other half used the new integrated curriculum instead of 

the old social studies units. 

A number of findings favored the integrated curriculum. 

First, it was found that less time was needed for teaching 

skills with the integrated approach. Second, the "gained 

time" allowed for more time in the curriculum which could be 

devoted to problem solving and "creative expression" 

(Oberholtzer, 1937, p. 128). Third, subjects "in the 

experimental groups achieved as well as those in the control 

group - and even better - when measured by gain in 

educational age over a period of one year" (Oberholtzer, 

1937, p. 128). 

Research findings indicate that elementary teachers 

appear to be supportive of the integrative curricula, but 
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the findings indicate that the amount of the curricula that 

is integrated varies. Gamberg, Kwak, Hutchings, and Altheim 

(1988) described a curriculum for the Dalhousie University 

Elementary School in Halifax, Nova Scotia which reflected an 

integrated program. At the time of the case study, the 

school had 36 students enrolled in grades K-4. All subjects 

were integrated into the curriculum with the exception of 

math, French, and music which were given additional 

"discrete" periods of time as well as integrated periods. 

The curriculum was based on major themes which were taught 

to all the children. 

Hamilton (1982) studied the aspects of integrated 

programs in elementary and junior high schools in Colorado. 

With the use of questionnaires he was able to determine 

which aspects of an integrated curriculum were deemed to be 

desirable by teachers and administrators. Based on the data 

of 160 respondents, Hamilton drew five conclusions. First, 

most rural schools did not use integrated curricula. 

Second, the curriculum did not cause problems between 

elementary and junior high programs. Next, additional costs 

were not necessary as teachers were able to use materials 

which were already in place. Fourth, because the 

traditional classroom could incorporate the integrated 

curriculum, the physical space remained the same. Finally, 

respondents indicated that all staff and students should be 

involved in the incorporation and planning of learning 
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activities. 

To determine the efficacy of an integrated program, the 

teachers' support of such a program, and parental support in 

terms of whether or not they perceived their children to be 

successful in an integrated language arts program, Mashack

McCant (1988) selected samples of K-3 children in an 

elementary school during the 1986-87 school year. Pre and 

post tests were administered. The results indicated that 

"student cognitive and creative skills and student 

achievement in language arts did not improve, however 

teachers perceived improvement in motivation, language arts, 

and the arts" (1988, p. 1). For better results of such a 

program, Mashack-McCant recommended that the program last 

for a longer period of time. 

Schmidt, Roehler, Caul, Buchmann, Diamond, Solomon, and 

Cianciolo (1985) studied the integration of language arts 

instruction among six elementary teachers. The study was 

conducted in six classrooms in a city in central Michigan. 

The teachers kept logs for three months during which time 

they recorded instructional periods, objectives, and 

materials. The participants were observed six times. 

Overall, even with the support of the teachers, integrated 

language arts activities constituted "less than 10% of the 

time" (1983, p. 16). 

Lounsbury and Clark (1990) conducted a shadow study of 

162 eighth-grade middle school students in 161 schools. The 
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purpose of the study was to attempt to answer questions such 

as these: How does the middle school appear to affect 

students in eighth grade? What are the roles of 

interdisciplinary teams? Is there a match between what is 

known about eighth graders and the curriculum in use? 

In regard to interdisciplinary teaming, of the schools 

reporting teams, 54 percent included three to four teachers. 

The subjects which were included in the teams almost always 

included the "core" subjects of "of math, science, social 

studies, and language arts" (Lounsbury & Clark, 1990, p. 

16). Unfortunately, although many schools had teams, little 

interdisciplinary teaching was taking place. 

In order to enable interdisciplinary teaming, it is 

highly recommended that a common planning time be 

arranged. A majority of the schools reported that the 

teams did meet on at least a weekly basis. 

Gehrke (1991) researched the planning of the integrated 

curriculum at the secondary level. In her study she 

included six teams of teachers. She found that the teams 

used a number of tactics common to curriculum development 

which reflected the "inquiry work of Pereira, Roby, Atkins, 

and others - developed out of Schwab's groundwork" (Gehrke, 

1991, p. 111). She also found a number of common features 

in their planning. These were referred to as: "information

exchange phases" which included a sharing of "knowledge of 

the academic or subject matteri" the "match of pedagogical 
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integrators" based on Shulman's (1986) conceptj a sharing 

of "common interestsj" and a sharing "of personal attribute 

information" (Gehrke, 1991, p. 112-113). She also found 

that at least four definitions of the integrated curriculum 

emerged with two being more concrete and two being more 

abstract. The most abstract definition included a 

"metaphoric" approach advocated by Lakoff and Johnson (1980) 

and cited in Gehrke (1991). This is also related to 

Gordon's (1961) synectics model as discussed in Joyce and 

Weil (1986). 

Cunninghan and Shillington (1989-1990) reported on 

preservice teachers at Ohio State University who were 

preparing to teach in middle schools. The program 

sequence lasted for four quarters during which time the 

participants are assigned to interdisciplinary teaching 

teams in middle schools. The preservice teachers spent half 

days in the schools and were mentored by the teams. 

Although high ratings were given by the students, they 

frequently mentioned time and confusion over the procedures 

for one-on-one and team mentoring as unfavorable factors. 

Several preservice teachers also questioned the use of team 

planning for interdisciplinary teaching. 

The research on teachers who have used, or attempted to 

use, integrated programs has indicated mixed results. 

Teachers appear to support the concept, but it is not being 

implemented in an extensive fashion in the classroom. This 
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can be a major problem for preservice teachers. Table 2.3 

reflects the res each on integration and the mixed findings. 

Table 2.3: Research on the Integrated Curriculum 

1 = qualitative 
2 = quantitative 
3 = combination 

Study Type of 
Inquiry 

Aiken 1 

Oberholtzer 2 

Adler 1 

Goodman & 1 
Adler 

Lounsbury & 3 
Clark 

Gehrke 1 

Cunningham & 1 
Shillington 

Lehman & 1 
McDonald 

# of 
Sub)"eCts 

30 high schools 

1662 students 
73 teachers 

6 

12 

162 students 

6 teams 

Preservice teachers 

Secondary science 
& math majors 

Findings 

positive 

positive 

One thought 
of social 
studies as 
integrated 

" 

Little 
integration 
in 8th 
grades 

varied 
definitions 
of teachers 

Mixed results 

positive 
results 

Other Literature Pertaining to Change and Conceptualizations 

Many studies and scholarly writings pertain to how 

beliefs change. Although many of these studies have already 
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been mentioned, such as the Hollingsworth (1989) study, it 

is worthwhile to include a section specifically on the topic 

of change in beliefs. 

Richardson (1990), in addressing the topic of learning 

to teach and teacher change, mentioned that teachers do and 

can change. It was reported that changes in practices 

occurred on a constant basis and that they could be related 

to Cuban's (1988) first or second order change. First order 

change, as an example, represented "changing the number and 

composition of reading groups, trying a new activity, 

(and) creating several learning centers for 

students ... "{Richardson, 1990, p. 14). Second order change 

reflected a deeper shift in beliefs and practices. This 

could be represented in a move away from a discipline-based 

model to an integrated model of curriculum instruction or 

from a skill-based to a holistic form of reading and 

language arts instruction. Empowerment was determined to be 

an important tool in helping teachers think about their 

practices and beliefs. Personal reflection also plays a 

major role in the process of change. When teachers feel 

that they are not empowered, they are actually forced back 

to their "personal biography, systematic political demands, 

and ecological conditions, rather than making use of them in 

developing and sustaining worthwhile and significant change" 

(Richardson, 1990, p. 16). 

In conclusion, Richardson, Anders, Tidwell, and Lloyd 
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(1991) found that changes in beliefs can precede changes in 

practice. In a portion of a larger study, one elementary 

teacher was interviewed to determine her beliefs and 

practices in reading instruction. It was found that her 

public and private beliefs differed, but that she was slowly 

moving from a skills-based philosophy to a holistic 

philosophy. 

The review of the literature indicates that field 

experiences tend to produce mixed results in regards to 

preservice teacher conceptualizations. Further, studies of 

the integrated curriculum have resulted in mixed findings. 

As indicated by Cuban (1988) and Richardson (1990), change 

does occur, but teacher empowerment and reflection are 

necessary. 

How will the changes in conceptualizations toward the 

integrated curriculum occur? It was the purpose of this 

study to determine how the changes in conceptualizations 

occurred during a year-long period. 
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The guiding questions during the study were as follows: 

1). What were the participants' conceptualizations about the 

integrated curriculum? 2.) In what ways did the 

participants' conceptualizations about the elementary 

integrated curriculum change and what caused the changes? 

and 3.) In what ways did the two participants' 

conceptualizations compare and contrast? The questions were 

answered through the use of a variety of qualitative 

methods. First, Kirk and Miller's (1986) stages of inquiry 

provided a framework to follow throughout the research 

process. In addition, Spradley's (1979 & 1980) methods of 

locating categories and domains facilitated the gathering of 

data and the analysis. Finally, the constant-comparative 

method of Glazer and Strauss (1967) assisted in the 

development of grounded theory. The methods which were 

employed during the study revealed the changes in the 

participants' conceptualization. 

The chapter addresses three topics: the participants, 

the sites, and the design of the research study. 

Information on the selection of participants, methods of 

data collection, a schedule of how the study proceeded, a 

review of the analyses, and a description of how the 

validity and reliability, or "trustworthiness" (Lincoln & 

Guba, 1985), are included. 
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Participants 

The study included two preservice teachers who were 

enrolled in a small teachers' college in the Pacific 

Northwest. The participants were in the college's block 

program during the spring semester of 1993 and were enrolled 

in their student-teaching experience during the fall of the 

same year. 

Selection Process of Participants 

The process of selection took into consideration 

several criteria. First, participants were selected who 

indicated an interest in taking part in the study and were 

known to be both willing to state their own opinions and 

articulate. Second, participants who were selected were 

willing to teach at field sites within a 60-mile radius of 

the campus thereby enabling me to conduct interviews on a 

regular basis. It was also imperative to select 

participants who were qualified to student teach in the fall 

of 1993. This allowed for a continuous study. 

Two preservice teachers who were considered to be 

potential participants were informally interviewed in 

December of 1992. The process of the study, such as the 

interview procedures and the participant journals, was 

explained to each person. Both participants indicated they 

would be pleased to take part in the study. It was stressed 

that their comments would be kept confidential and that 
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their names, the names of the field sites, and the names of 

the classroom teachers would be changed in order to ensure 

anonymity. This process resulted in the selection of the 

two participants who in this study will be referred to as 

"Helen" and "Francis." 

The College and Field Sites 

During the study, each participant taught at three 

different locations. The sites comprised the following: 

1.) microteaching at the college and in the city elementary 

school; 2.) an elementary block field placement; and 3.) a 

student teaching site. 

Microteaching 

The college, which has an enrollment between 1,000 and 

1,500 students, is committed to the education of preservice 

teachers. Many of those who attend the college are non

traditional students who commute over 60 miles to the 

campus. 

The teacher education program, which begins formally in 

the junior year, requires that several entrance requirements 

be met prior to admittance. Entrance is based on the 

student's grade point average, passing scores on 

"Communication" and "General Knowledge" sections of the 

National Teacher Exam, an essay test, earning at least a "COl 

in certain designated courses such as General Psychology, 
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English, math, and anthropology, as well as participation in 

an informal interview with three faculty members. The 

interview is a time to review topics of interest with the 

preservice teacher and to talk about educational issues. 

Although the interview alone cannot be used as a criterion 

for admission into the program, faculty members can require 

that the preservice teacher seek additional help in areas 

which appear to be weaknesses. 

The elementary block was implemented in the spring 

semester of 1989. The program, which includes 

anthropological and psychological aspects, places an 

emphasis on involving preservice teachers in the rural 

schools (Educational Research Committee, 1991). In 

addition, the program considers Fuller's (1969) stages of 

concern to be an important aspect of its knowledge base, or 

at least one which should be researched. 

The elementary preservice teachers participate in the 

block program which includes 17 semester credits. The 

course work includes five methods courses and three 

professional courses: Foundations of Education, Educational 

Psychology, and Educational Management. 

During the first ten weeks of the semester, the 

preservice teachers participate in weekly class activities 

and lectures as well as the teaching of integrated units to 

rural elementary children on Fridays. The micro teaching 

experiences begin with the mentor professor modeling the 
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lessons throughout most of the first unit and then gradually 

phasing the preservice teachers into the actual planning and 

instructing of the other lessons. The second unit is 

planned and taught by the preservice teachers who also 

arrange the room environment and practice classroom 

management techniques. The mentor spends at least one hour 

a week with the mentor group helping the preservice teachers 

reflect on previous lessons, the needs of the elementary 

students, and ways to plan for upcoming lessons. 

The purpose of the micro teaching experience is to allow 

preservice teachers to apply what they learn in their 

college classes to actual teaching situations. It is hoped 

that this approach will enhance their ability to reflect on 

their conceptualizations and beliefs about the integrated 

curriculum as well as other aspects of the "culture of 

teaching." 

The Block Field Experience 

Each preservice teacher is involved in a three-week 

field experience. Often, this occurs in one of several 

small rural schools in the area, but the preservice teachers 

can also be assigned to larger schools of which several 

maintain a collaborative relationship with the college. In 

most cases, each individual is allowed to indicate a 

preference for a site. 

For this study, the participants were assigned to sites 



93 

which I found to be easily accessible and where I knew the 

classroom teachers. It was apparent that some integration 

did occur within the classrooms, but that the teachers also 

followed a more traditional curriculum than that presented 

at the college. This enabled the participants to be placed 

in a situation which was supportive of the college 

curriculum, but also portrayed another viewpoint. 

Helen's placement was in small rural school located in 

an agricultural area. The school enrolled children from 

kindergarten through eighth grade. Helen taught in the 

primary multigrade classroom which allowed her to consider 

the planning and teaching of a unit which had to encompass 

several grades. 

Francis was placed in a sixth-grade class in a larger 

community in which agriculture and mining are seen as major 

components of the economy. In his school, each grade level 

had more than one classroom teacher. 

Student Teaching 

Participants in the study were assigned to their fall 

student teaching sites in the spring semester of 1993. 

Since most of the schools in the area, have had preservice 

teachers from the college, the principals and teachers are 

familiar with the program. Again, selection of sites for 

the study was based on teachers and principals who talked 

about integration and practiced it to a certain extent, but 
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Helen's student-teaching experience was in a 

fifth-grade class with an enrollment of approximately 25 

students. The surrounding locale is heavily agricultural 

although mining related industries are also important to the 

area. 

The student teaching placement for Francis was also in 

a fifth-grade classroom, but he was located in another 

community. There were other fifth-grade teachers in the 

school. The community, although diversifying, is still 

heavily tied to mining. 

The purpose of such site selections, as in the block 

field assignments, was to ensure that the participants were 

confronted with a different viewpoint from the one being 

presented at the college. By placing the participants in 

such sites, the study could maximize the possible effects on 

the preservice teachers' conceptualizations and try to 

assess the change, if any. 

Data Collection and Analysis 

Methods of Data Collection 

The methods employed in the study included formal and 

informal interview techniques, ongoing participant journals, 

and semantic maps. During the interviews, predetermined 

questions were used to guide the process with additional 
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questions serving as probes. The predetermined questions 

were based on previous interviews, points which needed to be 

clarified, or activities in which the participants had been 

involved. Once I established rapport with the participants 

and they felt comfortable with the interview process, I 

started to take notes to facilitate my own thinking and 

questioning during the interviews. The interviews were tape 

recorded, transcribed, analyzed and coded to allow for the 

formation of domains, categories, and grounded theory. An 

interview protocol from the first interview in the block is 

located in Appendix A. 

The semantic maps were incorporated into the interview 

process on several occasions, giving the participants the 

opportunity to draw a visual presentation of their 

conceptualizations. Information from the semantic maps was 

categorized and coded from the transcripts. 

The participants kept journals throughout the block and 

student teaching. They were asked to write about their 

teaching experiences and reflections as well as the 

integrated curriculum. I did not respond in writing to the 

journals although I did ask questions during the interviews 

about the content. The methods of Spradley (1979 & 1980) 

and Glaser and Strauss (1967) were used for coding. 

Schedule of Data Collection 

The framework used for the schedule included Kirk and 
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Miller's (1986) four steps for inquiry. The steps included 

"invention" during which the study was designed; "discovery" 

during which data collection occurred; "interpretation" 

which included the analysis of the data during and after 

collection; and "explanation" which incorporated the final 

writing. In this study, the last three steps constituted 

major portions of the research process. Since the methods 

of Spradley (1979, 1980) and Glazer and Strauss (1967) were 

used on a continuous basis, "discovery" and "interpretation" 

were combined into an interactive process. 

Table 3.1 indicates the schedule which was followed 

during the study. The first section represents elementary 

block. The schedule for student teaching, which occurred in 

the fall of 1993, is shown in the second section. 

Table 3.1: Schedule of Interviews 

Part I: Elementary Block Program, Spring Semester, 1993 

Weeks Interview Sites 

Weeks 2 - 10 Campus 

Weeks 11 - 13 Field sites 

Weeks 14 - 15 Campus 

Other Information 

* Microteaching 
* Journals written 

and collected 

* Helen turned in 
journal, Francis 
turned in journal 
during summer 

* Completion of 
interviews: 13 
each 
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Table 3.1: (Continued) 

Part II: Student Teaching, Fall Semester, 1993 

Weeks Interview Sites Other Information 

Weeks 2 - 10 Campus (Helen) 
School (Francis) 

* 8 interviews 
each 

* Journals turned 
in during 
semester 

* Strike delayed 
interviews for 
Francis 

Elementary Block and Field Experience Schedule 

Kirk and Miller's (1988) first phase of inquiry, 

"inventiveness" or the designing of the research, was 

completed by the time the elementary block began. The block 

program actually contained the next two phases of inquiry, 

"discovery" and "interpretation" since they consisted of 

data gathering and analysis. The two phases included the 

coding of the transcripts, but also involved writing since I 

wrote notes to myself about Helen's and Francis' 

conceptualizations in the margins. The final phase, 

"explanation," or the final writing of the study and the 

findings occurred after student teaching. 

When interviews were conducted, I transcribed the 

recordings within one week. The transcripts were read and 

coded in preparation for the next series of interviews. The 

coding enabled me to establish questions and search for 
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topics or terms which needed further clarification by the 

participants. Topics for discussion during interviews also 

emerged from the journal writings. 

During t"leeks one through ten, which included part 

of the second and third phase, the preservice teachers were 

participating in the methods courses and the Friday 

microteaching sessions. Through the means of interviews, 

baseline data were collected during week two. Afterwards, 

interviews were held on a weekly basis. Journals written by 

the participants were collected several times during the 

semester. 

The field experience occurred during weeks eleven 

through thirteen and constituted the second and third phase 

of inquiry. During this time, interviews occurred on three 

occasions. Formal interviews with the classroom teachers 

did not occur as it was deemed unnecessary for this 

particular study since the purpose was to determine the 

conceptualizations of the preservice teachers as seen 

"through their eyes." Participant journals continued to be 

collected throughout the process. 

The final interview occurred after the preservice 

teachers returned from the field. At this time, the 

participants were interviewed once more. Final analysis of 

journals which had been turned in occurred. The journals 

were coded and marked in the same manner as the interview 

transcripts. 
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During the summer of 1993, the transcripts from the 

interviews and the journals were reread and coded again. 

Notes were written in the margins of the original 

transcripts when certain similarities or differences between 

the participants were noted. This was one step in the 

development of grounded theory. It should be noted that 

Francis mailed his last journal entry in July of 1993. 

Student Teaching Schedule 

"Discovery" and "interpretation" (Kirk & Miller, 1986) 

were used for the research framework during the student 

teaching field experience. Once again, the methods of 

Spradley (1979, 1980) and Glazer and Strauss (1967) played a 

role in the analysis and coding of data. 

Each participant was interviewed eight times during the 

ten-week field experience. Upon the completion of eight 

interviews, the participants and I felt that enough data had 

been collected. All interviews were taped, transcribed, and 

coded with each interview being analyzed prior to the next 

one. Notes were again written on the transcripts in order 

to help me in my conceptualizations of what was emerging 

from the study. 

Participant journals were turned in and also analyzed 

and coded. Again, Francis turned his final copy at a later 

date. Each participant had the opportunity to review 

unmarked transcripts and to make written comments on them if 
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they felt more information was necessary. 

Methods of Analyses 

Analyses of the data took several aspects into 

consideration. First, the methods for this study had to be 

appropriate by being qualitative in nature as well as 

allowing for measurement of change. Second, "reliability," 

"validity," and bias had to be considered. 

The study implemented the constant-comparative 

method of Glazer and Strauss (1967) by including a 

systematic approach to analyzing data which allowed for the 

comparison of the two participants. Change was measured by 

searching for emerging categories which helped to establish 

theory from the data. 

When using the constant-comparative method of Glazer 

and Strauss (1967), data collection and analysis were 

involved in an ongoing cycle. Data were collected and then 

analyzed resulting in the formation of theory (referred to 

as grounded theory). Once theory was developed, data 

collection began again. Writing notes on the transcripts 

along with the codes aided me in the process. Final copies 

of the transcripts did not have the notes. 

As a supplement to Glazer and Strauss, Spradley's 

(1979 & 1980) method was incorporated. His approach enabled 

me to use a systematic approach to categorizing the data and 

developing theory. The process began by interviewing the 
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participants and searching for key terms which they used. 

It then proceeded to analyzing domains, further questioning, 

comparative questions, and the development of themes about 

knowledge and the conceptualizations of the participants. 

The same process was applied to the participants' journals. 

The advantage of this method was that it was systematic and 

easily adapted to the two participants. In this study, it 

was useful to first form the categories, or "domains," using 

Spradley's methods, and then apply them to the constant

comparative approach of Glazer and Strauss (1967). 

Analyses of data for changes in conceptualizations were 

completed through the use of baseline interviews in the 

first week of the block experience. Data gathered during 

the block and during the student-teaching experience from 

interviews and participant journals were continually 

compared to previous data. The constant-comparative method 

of Glazer and Strauss (1967) expedited the endeavor. The 

process did indicate that changes in conceptualizations 

occurred. 

"Validity" and "Reliability" or Trustworthiness 

Data collection and analysis must consider "validity" 

and "reliability," or what some researchers prefer to call 

"criteria of soundness" (Marshall & Rossman, 1989, p. 144). 

Lincoln and Guba (1985) also use the term "trustworthiness." 

When assessing trustworthiness, Lincoln and Guba (1985) 
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use four criteria which they feel are appropriate for 

naturalistic studies. First, trustworthiness includes the 

"credibility" of the study. The researcher needs to make 

certain that an accurate portrayal of the subjects and 

settings are included. In this study, credibility was 

accomplished through the use of extensive interviews, 42 in 

all, and the inclusion of participant journals. Although 

the number of interviews and the amount of data which they 

produced can be criticized by some as excessive and 

unmanageable, the time frame of the study (which included a 

summer for rereading) enabled me to review the data 

carefully. 

In addition, I knew the block classroom teachers and 

one of the two student-teaching classroom teachers. This 

allowed me to determine if the conceptualizations of the 

participants were close to what actually existed. Also, I 

had already established a good rapport with the participants 

prior to the research thereby reinforcing credibility. 

Second, transferability needs to be considered as well 

as "second decision span." For the purpose of this study, 

information will be made available which will be of use to 

other researchers. If other researchers wish to use the 

information, or see a "fit" with their situations, then 

"second decision span" will have occurred. The concept of 

"generalization," as in quantitat.ive research, is not used 

in qualitative research. 
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Next, "dependability" occurs when the researcher adapts 

to, or can account for, changes in the setting and the 

design. This notion differs from the positivist paradigm. 

Many quantitative researchers believe that phenomena in the 

setting remain static (Lincoln & Guba, 1985). 

Finally, confirmability and objectivity are important 

in that an "auditor" can determine that the findings were 

from the data. These criteria require that the researcher 

keep journal notes on write-ups, copies of summaries, copies 

of transcribed interviews, and notes on the coding process. 

In this study, copies of the data were given to a former 

member of the dissertation committee in order that correct 

coding could be determined. Since Lincoln's and Guba's 

(1985) four criteria can be addressed, then 

"trustworthiness" was established. 

The Control of Bias 

Trustworthiness also leads to the control of bias. 

Marshall and Rossman (1989) listed several points which 

diminish prospects of bias. They include looking for 

negative instances as well as rival hypotheses; taking 

"value-free" notes; and keeping all records in such order 

that an audit could be conducted. These aspects as well as 

others were implemented in the study. 

As both researcher and college professor of the 

participants, I was very concerned that my own opinions 
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of the integrated curriculum and their concern about grades 

in the block program would interfere with the data. Beyond 

the suggestions of Marshall and Rossman (1989), I made 

certain that I also considered other factors in the 

interview process; my role as a professor in the block; my 

role while the participants were student teaching; and the 

anlysis process. 

During the interviews, I tried to keep my talk to a 

minimum as well as being aware of nonverbal communication 

which might signify my approval or disapproval. Listening 

to the tapes and rereading the transcripts enabled me to 

look for excessive talk or comments on my part which might 

have been biased. My comments which were possibly biased 

were marked on the original transcripts. 

The interviews also provided time for me to establish 

and maintain rapport with the participants. This meant that 

I maintained the role of the researcher and did not become 

overly friendly. Rapport appeared to have been established 

as evidenced by the fact that over time, both participants 

started to raise questions about integration and appeared to 

feel comfortable with agreeing or disagreeing with my 

summaries of their statements. 

As a block professor, but one who team-taught with four 

other professors, I would often have the other instructors 

lead class discussions on integration. This allowed me to 

keep my opinions of integration to a minimum. There were 
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times when activities in the mentor group required me to 

state my thoughts on certain aspects of integration. Some 

of these discussions were later reflected in comments made 

by the participants. 

During their student-teaching experience, I was the 

researcher but not their college supervisor. I was very 

concerned that being both the researcher and the supervisor 

would interfere with what they wanted to say. 

The ongoing analysis of the data helped me look for 

comments which were biased or leading. As stated earlier, I 

marked the areas which I thought were possibly biased on the 

original transcripts. In addition, the rereading enabled me 

to look for responses which I thought had not been answered 

clearly or needed further clarification. Questions for the 

participants and written comments to myself were then 

prepared for the next interview. 

Conclusion 

The methods of data collection and analysis which have 

been mentioned in this chapter enabled me to discover 

categories and to develop theory related to the preservice 

teachers' conceptualizations of the integrated curriculum. 

It is hoped that the theories and findings will enable the 

teacher educators at the college to enhance the program for 

the elementary majors. 



CHAPTER 4 

ANALYSES AND RESULTS 
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The purpose of this study was to follow two preservice 

teachers through their methods block and student teaching in 

order to explore changes in their conceptualizations of the 

elementary integrated curriculum. There were three guiding 

questions during the study. They included (a) the 

preservice teachers' conceptualizations about the integrated 

curriculum, (b) the ways in which the conceptualizations 

changed and the influences, and (c) comparisons and 

contrasts between the participants' conceptualizations. 

The chapter is divided into three main sections with 

one section for each question. Due to the longitudinal 

nature of this study, "change" and "comparisons" related to 

conceptualizations will also be introduced with the results 

for the first question. It is difficult in a longitudinal 

study to present these aspects in total isolation. The 

second and third sections of this chapter will summarize the 

changes and comparisons, respectively. 

Preservice Teachers' Conceptualizations of the 

Integrated Curriculum 

This section will present the analyses and results for 

the question pertaining to the conceptualizations the two 

participants held towards integration during their block and 

student teaching programs. The question includes the 
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subtopics of (a.) the participants' backgrounds and the 

relationship to the integrated curriculum, (b.) their 

"definitions" of the curriculum, and (c.) their 

conceptualizations of barriers to integration. Each 

sUbtopic will be presented separately but will also include 

changes in conceptualizations as well as the comparisons and 

contrasts. 

Backgrounds of the Participants and Conceptualizations 

The issue of the participants' background is included 

at the beginning of this chapter for two reasons. First, 

there has been research which has indicated that schooling 

prior to college has a strong effect on one's beliefs about 

teaching (Lortie, 1975) and second, the information will 

serve as a window on the conceptualizations presented in 

later sections. 

Categories and codes pertaining to the participants' 

backgrounds are listed in Table 4.1. 

Table 4.1: Background - Categories and Codes 

Categories 

Background/Beliefs 
Family 
Community 
Concerns 

Revert to backgrd. 
Schooling 

Curriculum 
Instruction/style 

Codes 

BBEL 
BF 
BCO 
BCT 
CTRB 
BS 
BSC 
BSIS 

Categories 

Schooling 
Curriculum 
Instruction/style 
Separate subjects 
No integration 
Influences 
Attitude 

Codes 

BS 
BSC 
BSIS 
BSSS 
BSCICN 
BSIN 
BSATT 
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Helen: An Overview 

Helen's hometown was a small rural setting in the 

center of the state. It was, and still is, a lumber and 

agricultural community in which "the kids would fluctuate in 

and out" of the school. Although she started kindergarten 

with a class of fifteen, the fluctuation in students 

resulted in her being a member of a high school graduating 

class of eight for which she was salutatorian. The 

elementary school and the high school were located in the 

same building with the elementary grades being multigrade in 

configuration. 

The interviews with Helen revealed the importance of 

her family in her background and the significant role her 

sister presently plays. Her sister is currently enrolled in 

elementary education in another state college and is Helen's 

"balance" in that they discuss educational ideas and serve 

as sounding boards for each other. 

In response to what it was like to attend this college 

in comparison to her high school, she replied, 

Well, obviously, it was a lot bigger than high 

school. I guess it was the attitude that made 

this college seem small. You know, it was still 

friendly and that type of thing. For me it was an 

awesome opportunity ... there were so many people 

to communicate with and, you know, to share ideas. 

As indicated by her relationship with her sister and her 



reply that she finds communication a positive aspect of 

attending the college, "sharing" and "discussing" were 

emblematic of Helen's personality. 

Francis: An Overview 
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His hometown, in which he was born, raised, and is 

presently living, is located in the western portion of the 

state. He attended a public elementary school and a 

parochial high school. After graduating in 1981, he 

attended the college for two-and-a-half years before 

deciding to return to work. 

Francis also discussed the importance of his family in 

his life. His wife is presently employed as a high school 

teacher who, according to Francis, has been involved with an 

integrated "type" of curriculum with top students in a 

community project. 

He returned to the college in 1992 to finish his 

elementary degree. He indicated that he selected elementary 

education because he liked the "pleasantness" of the 

classroom. 

An important topic for Francis was cooperation. This 

became a theme which ran throughout the study. He mentioned 

his background in team sports and involvement on committees 

as having helped him realize the importance of cooperation, 

or in his terms, "being on page." On several occasions, he 

used this terminology in reference to cooperation. 
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Similarities Between the Two Participants 

Most importantly, neither could remember integrated 

units from their elementary or secondary education which 

were similar to those being presented at the college. Both 

participants were asked the same question at various points 

during the study and both responded in the negative. Helen 

did mention, in her first interview, that her seventh or 

eighth-grade science teacher incorporated writing into the 

curriculum. "She made us write a lot - as far as 

experiments that we did ... and applying it, applying it to 

real-life situations, you know." In regard to her 

elementary experience, she indicated that it was hard to 

remember, but that she did recall having to memorize phonics 

rules as well as completing worksheets. In addition, she 

recalled that the subjects were "fragmented" and did not 

relate. 

Francis responded in his first interview that all he 

could remember was a fifth-grade unit centered on 

Thanksgiving and that it "was pretty much an all-day unit -

one time and then we tied everything together, but that was 

only one day ... " During his sixth interview, he indicated 

that high school retreats were possibly integrated, but that 

they didn't cover math and science, so he wasn't sure if the 

activities could be labeled under the concept of 

"integration." In regard to math and science, he said, "You 

know what I hear about the integrated thing, the first thing 
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that comes to mind is math and science. They always stand 

out. If they are not covered, then it is not an integrated 

curriculum. " 

Second, both participants also clearly recalled the 

negative and positive aspects of their schooling. Helen 

indicated that as a kindergartner and first grader she 

didn't understand the relevance of schooling and felt that 

she couldn't master the work. Later, with the help of a 

special education teacher and some other people in the 

community, she developed the attitude that she could 

accomplish whatever she wanted. 

Francis' negative and positive aspects were somewhat 

the reverse of hers. He found his primary years to be "new" 

and "exciting" whereas in discussing his upper elementary 

grades, he stated "they were years that really broke my 

spirit as far as education went. It wasn't exciting 

anymore. It was routine. It was out of the book. It was 

worksheets, handouts, and that is it." 

Third, when asked which teacher, or teachers, had 

influenced them the most, their responses centered on 

personal characteristics as well as teaching styles. Helen 

indicated that her special education teacher in first and 

second grade, who she remembered a "nice" person, instilled 

in her the importance of learning. Helen said, " ... she was 

the first person who started me on the right track. And 

then, I don't know, after I had decided that I wanted to 



start learning I guess it wasn't as hard as it first 

seemed ... " 
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Francis recalled that his first-grade teacher had 

served as a positive influence. She was "an older woman," 

about sixty, who broke her hip during the school year. 

Francis described her as a "fighter" because she "fought 

hard" to come back. In recalling her return, he said, "It 

was really nice. It kind of gave us a little positive 

attitude, you know, carryon even though obstacles do get in 

the way - move on." 

He also reflected on his fourth-grade teacher who he 

indicated had a negative influence on him. Francis jokingly 

referred to the teacher as a "granola." He didn't approve 

of the man's life style nor his teaching style because the 

person would refer to students in a negative manner. 

In summary, both participants could point out some 

integration, but very little. The vast majority of their 

elementary and high school education, as they could recall, 

was based on separate subjects. 

Differences Between the Two Participants 

There were two major differences between the 

participants' backgrounds which were connp.cted to their 

college experiences. The first difference had to do with 

the pacing, or duration, of their college careers. Helen's 

college career had been continuous. She graduated from high 
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school, enrolled in college and followed her coursework in a 

steady sequence. Francis, on the other hand, attended for 

two-and-a-half years, left to go to work, and then returned 

several years later to finish his degree. 

Both participants had heard about integration the year 

prior to entering the block. Helen indicated that she had 

first heard the term in her science skills lab when a 

retired professor walked in and pointed out that she could 

teach concepts through questions the students asked and that 

this would lead the way to integration. She also had 

experienced discussions related to integration in Reading in 

the Elementary School. Although the data do not 

specifically refer to the course name, she was able in her 

first interview to discuss concepts which had been presented 

in the course such as "fragmentation," "separate subjects," 

and "phonics in isolation." 

Francis, on the other hand, had simply heard other 

students talking about integration. While reflecting on 

when this occurred, he said it was " ... last semester ... just 

from the other students in this particular program that 

we're in right now. I didn't know what it was. I would 

just hear earfuls here and there." 

Prior to the block, he did not have the same 

experiences as Helen, as he took the equivalent of Reading 

in the Elementary School when he was first at the college. 

The difference in their background experiences at the 
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college was immediately apparent in their discussions during 

their first interviews. 

Summary 

The results of the data based on the participants' 

backgrounds revealed the following: 

1. School background experiences in integration were 

lacking. Although both participants could recall some 

aspects of integration, over all there was a dearth of it in 

their pre-college schooling. Francis conceptualized the 

curriculum to include the subjects of science and math, so 

he wasn't certain if his high school retreats could fit the 

definition of an "integrated curriculum." Helen, on the 

other hand, characterized her experience as "fragmented," 

but considered the inclusion of reading and writing and 

application to "real life" in a science course to be 

indications of a teacher who attempted to integrate. Both 

participants spoke in positive terms about their episodic 

experiences with integration. 

2. It's not the method; it's the character of the 

teacher. positive comments towards teachers who influenced 

them the most were based more on personal characteristics 

and teaching styles rather than on experimenting with 

integration. For Francis it was his first-grade teacher and 

for Helen it was her special education teacher. 

3. Exposure to the term "integration" varied prior to 
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the block. The background knowledge both participants 

brought with them to the block varied. Helen had experience 

with the concept in a least two classes prior to the block 

in comparison to Francis who had heard other students in the 

block program talking about it. Francis did not mention 

having had a discussion with students in order to clarify 

the concept. 

The information from this section will serve as a 

focus for the following sections. As conceptualizations are 

presented and analyzed, further results from the backgrounds 

of each participant will be included. 

conceptualizations and "Definitions" of the Integrated 

Curriculum 

The data analyses for the second question revealed that 

"definitions" of the integrated curriculum included a 

variety of categories. The major categories were reasons, 

attitudes, implementation/planning, roles, definitions, 

continuums/spectrums, and traditional/integrated curricula. 

Table 4.2 includes the categories and the codes for the 

participants conceptualizations of the integrated 

curriculum. 

This section of the chapter will be divided into two 

parts. Information on the block will be presented first 

followed by information on student teaching. 
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Table 4.2: Conceptualizations of Integration/ Coding 

Categories Codes Categories Codes 

Definitions CICD Attitudes 
College block CICCB Confusing CICBC 
"New" CICN No time CICBCNT 
Combine subj. CICCS Exciting/new CICEX 
Tie subj. CICTST Wor.kload CICWT 
Thematic CICTTT Not 100% sold CICNS 
Cooperation CICCO Interrupt. INTER 
Whole language CICWL Interesting CICINL 
Inquiry class CICIC Frustrating FRUS 
Real life CICRL Guidance GUIDE 
Practical into CICPI Teacher Roles TEA 
Whole to Part CICWP Facilitator CICTF 
Textless CICTL Ideal teacher CICIT 
Interdisciplin. CICINT Effective tch. CICET 
Fully integ. CICTI Cooperation CICCO 

ContinuumLSQectrum CICCON Planning easy CICPE 
Whole day CICWD Creativity CICCR 
Placement CICCONP Knowledgeable CICKN 
All to none CICSAN ImQlementation IM 

Reasons RE Brainstrm/cat. IMBC 
Curriculum REC Curriculum IMCG 
Combine subj. CICCS Knowldge/st/tc/IMKST 
Child centered CICCHC Time IMT 
Choice CICC Place/texts IMPT 
Student Learning RESL Activities lMA 
Real life CICRL Materials IMM 
Whole to part CICWP Questions/sug. IMQS 
Unaware subjects CICUQ Assessment lMAS 
Learning easier CICLE Grade level/sc.IMGLS 
Background Know. CICBK Select theme IMTH 
Life long learn. CICLLL Cooperation IMCO 
How to learn CICHL Admin/comm. I MAC OM 
Retention greater CICRG Contrasts TC/IC CtTCIC 
Cooperative lrn. CICCO Subjt. config. TCICSC 
Problem solving CICPS Student roles TCICSR 
Higher lvl think. CICHLT Teacher roles TCICTR 
Independence CICINDE Schedules TCICSCH 
Student S Materials TCICM 
All aspects AA Assessment TCICAS 
Responsible cit. CICRC ComQare TCLIC CmTCIC 
Student eladers CICRC Cover currie. TCICCC 
Social needs CICSN Students TCICINS 
Benefits child CICBCH Effective tch. TCICEF 

First Heard About CICFH Knowledge/edu. TCICKED 



The Block Program 

Two subsections are reviewed in this segment which 

addresses the conceptualizations during the campus 
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micro teaching which lasted for the first ten weeks of the 

spring semester of 1993. The second segment will focus on 

the conceptualizations during the three-week field 

experience of the block and the last two weeks of the 

semester. Changes and comparisons will be included in the 

information. 

Both Helen and Francis were assigned to the same mentor 

group for the Friday micro teaching sessions. The purpose of 

the mentor group was to plan for the Friday teaching labs 

and to reflect on the experiences. I served as head 

professor for the mentor group. 

During the first interview, both Helen and Francis were 

asked to express their conceptualizations of the integrated 

curriculum. By that time, the first integrated unit, which 

had been written by the professors, had been presented to 

the preservice teachers and the first Friday microteaching 

had occurred. Some discussion had taken place within the 

mentor groups as to what integrated units were like and 

how the professors had arrived at their decisions. Helen, 

in particular, was interested in how the professors made 

their decisions. I was acutely aware that such discussions 

could bias the study, but on the other hand to refuse 

information would jeopardize rapport and also create 
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problems for the Friday microteaching. 

Microteaching - The Construction of Conceptualizations 

Continues 

Both participants brought background knowledge of the 

integrated curriculum with them to the block. The first 

interviews took place during the second week of the spring 

semester. 

Helen: The Interview Process Begins 

During her first interview, her conceptualization of 

the integrated curriculum focused on a definition, reasons 

for integration, the roles of the teacher and the student, 

implementation, and her attitude. Although she did not 

explicitly state that the integrated curriculum included the 

combination of subjects under a theme or topic, she did 

indicate that her own background schooling was fragmented. 

She was able to discuss this in enough detail that it 

indicated that she understood the concept of "separate 

subjects" or "fragmented subjects" and that this would be 

the opposite definition of the integrated curriculum. 

In addition, she discussed what could be interrupted as 

reasons for integration. These included a curriculum which 

stressed "real life" and "application to the present day." 

In addition, she mentioned life-long learning. 

The role of the teacher would be to promote life-long 
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learning versus "getting the students to the sixth grade." 

The role of the student would be that of a learner who 

applies background knowledge in a manner that enables him or 

her to learn how to learn over a lifetime. 

In implementing the integrated curriculum, she was able 

to discuss several issues. First, she indicated that 

knowledge was important. "I think the first task that will 

probably be most crucial will be thinking of a general topic 

that you know well." 

To aid in the knowledge of what to include, the 

curriculum guide was also mentioned. She said, " ... once I 

got my idea it would be helpful to have a ... curriculum guide 

to be able to know some of the things that you would be 

expected to teach or that you would want to teach ... " 

The third item which she felt would be important in the 

implementation of the integrated curriculum would be to 

include the students in the planning. Helen said, "That is 

really helpful because sometimes where I wouldn't be 

creative enough to think of how it would apply, they come up 

(with ideas) on their own." 

Her view, or attitude, of the integrated curriculum 

was that it was "exciting." As she discussed her 

conceptualization of the integrated curriculum, she stated 

that she questioned the way she had been taught, in 

fragmented form, and she felt that she would have learned 

more if there had been more integration. This was the first 
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effect it had on her conceptualization of the integrated 

curriculum. 

Helen: Midway in Microteaching 
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By the fourth interview, she was able to speak for 

longer periods of time about the integrated curriculum. 

This was indicated by lengthier passages, although not 

necessarily longer interviews. She mentioned the same 

topics as previously discussed, but by this point she could 

discuss them in greater depth. 

Again, she mentioned real life as a reason for the 

curriculum as well as the "human" side of the concept of 

real life. Her justification was that if the curriculum 

could be based on topics of "civil rights, courage, 

survival ... I mean survival in every aspect of living ... " 

that "it would be easier to rationalize talking about that 

type of a thing, that doesn't really fit into a category of 

language arts, or science or math." As this definition of 

integration indicates, one of her images of the integrated 

curriculum was that it was not subject bound. Later, in the 

same interview she further defined the integrated curriculum 

as an excellent way to combine the subject areas in 

such a way that you form concepts and make it more real 

life, make it applicable to everyday, to living and it 

puts more meaning into each subject by showing how it 



is related and interrelated to all the different 

subjects. 
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As before, she felt "excited" about the curriculum and 

responded that she could begin to see how it fit together. 

In regard to implementation, she commented on the 

brainstorming process and how she had learned to relax 

and let her "mind just kind of take over." In expressing 

the feeling she had from a class discussion on 

brainstorming, she reflected, "It was really slow - we had 

only one or two things down, and then boom, boom 

and then it was like you couldn't write fast enough." 

In the same interview she expressed amazement over "why 

they weren't teaching this way ... even before." This comment 

indicated that, either due to her background or the block 

program itself, she thought integration was a "new" concept. 

She said, "I don't understand why ... how people could have, 

how educators could have missed this ... " 

During the fifth interview she was asked to draw a 

semantic map which would graphically indicate her 

conceptualization of the integrated curriculum. For Helen, 

this proved to be an effective device. The map and her 

explanation seemed to draw out even more information. She 

defined the curriculum as the combination of subjects, as 

she had stated in the prior interview. Next, she indicated 

that one role of the teacher would be to encourage "student 

choice or control" by allowing for their inclusion in the 
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decision-making process. As stated previously, she 

mentioned real life as important to application to everyday 

situations. She felt that whole language played an integral 

part in the concept of integration in that teachers could 

expand on the language arts. This was the first time that 

she included the role of whole language. She then mentioned 

higher-level thinking as a reason for the integrated 

curriculum. She felt that it had to do with the "the type 

of questions that you ask and another that goes along with 

this is also having a classroom environment where the 

students feel comfortable in asking questions." In general, 

her map included definitions, reasons for integrating, and 

teacher and student roles. 

As indicated in the interviews and in her journals, 

Helen was able to express her conceptualizations in greater 

detail. Her journal entries focused almost exclusively on 

the Friday micro teaching and her reflections of her teaching 

and the fifth-grade students. 

Helen: Preparation for the Field Experience 

By the time Helen was preparing for her field 

experience, her interviews and journals indicated that she 

had continued to construct knowledge about the integrated 

curriculum. Although this was evident to me, Helen stated a 

concern on several occasions that she was repeating what had 

previously been stated and that she was being redundant. I 



reassured her that repetition was welcome and would be 

necessary, if need be, for the study. 
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First, Helen was able to compare and contrast the 

integrated curriculum with her image of a "traditional" 

curriculum. She indicated that the subject configuration 

would be different in a traditional classroom since each 

subject is an "entity of itself." In the integrated 

classroom, the subjects would be combined. Assessment would 

be different in the integrated curriculum in that it would 

more likely be based on real-life problems and demonstrating 

knowledge in a variety of ways. In the traditional 

classroom, teaching to the test would drive the curriculum. 

A third difference between the two curricula would be 

resources and materials. The traditional classroom 

would be more apt to include textbooks for each subject 

whereas the integrated curriculum would incorporate other 

materials. A fourth difference she noted were time frames. 

Integration would be based more on a "continuum" whereas the 

traditional classroom would be based on specific time frames 

guided by the textbook. Again, real life was mentioned as 

integral to the integration in contrast to the traditional 

curriculum which was based more on school life. The 

instructional models would differ, too. In the traditional 

classroom, the teacher has a philosophy of "fill up the 

empty jug" versus the teacher in an integrated program who 

bases instruction on problem solving. 
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In all fairness, she did feel that teachers from both 

situations were effective as well as creative. She 

indicated that, "I think as far as similarities, I 

think there are good teachers in the traditional 

classroom ... " 

By the last interview prior to the field experience, 

her definition of integration included the combination of 

subjects. When asked if she had heard of other terms which 

she associated with integration, she responded with "whole 

language," "inquiry classroom," and "real life classroom." 

The term "interdisciplinary curriculum" was not mentioned. 

In regards to whole language, she said, 

I think without whole language you couldn't have an 

integrated curriculum, because they need to be able 

to ... well, whole language kind of sums up, at least for 

me, the whole strategy of how you go about teaching the 

integrated (curriculum) using the whole idea of real 

life and making it applicable. 

Another definition which she used for the curriculum 

was "child centered." This orientation would begin with 

what the students knew and would include their suggestions 

for the curriculum within the implementation process. 

She also gave numerous reasons for integrating the 

curriculum. Again, the term "real life" appeared as well as 

child centered. On several occasions she mentioned that the 

integrated curriculum would be easier for students. She 
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indicated, 

I think a big part of it, a big part of what I think 

makes it good, is that attitude of trying to make it as 

easy for the student as possible. Not just easy, not 

just simple, but most logical and actually try to think 

about how a child thinks, rather than just assuming 

that since you have the knowledge that you can get it 

across to them just by telling them ... 

Another reason she gave for integrating the curriculum 

was that it helped the students become independent learners. 

She had noticed that the fifth-grade students participating 

in the micro teaching were, according to her, lacking in 

research skills and dependent upon the college preservice 

teachers to help them. This goes back to her theme that the 

integrated curriculum should encourage learning how to 

learn. In so doing, it would "just (make) them inquisitive 

problem solving citizens." 

Her attitude toward the integrated curriculum was 

positive, as seen in the above information, yet, at the same 

time she expressed frustration over the complexity of 

teaching and the implementation process associated with 

integration. She commented, 

The complexity of it, so many things that you need 

to think about. I suppose that should be part of the 

high point, too. It's a challenge? But, just feeling 

frustrated and I don't know. It's, it's hard to 
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explain it ... it's frustrating not knowing exactly how 

to do it ... with your time ... and not being just so 

productive every minute of your time. It just takes a 

lot of thinking and questioning and once you do have 

something, scratching it and going with something 

else ... 

This was the first time that she began to use the term 

"frustration" in regard to teaching. It was a term 

that continued to appear throughout the study. 

Assessment also became an often-talked-about term. 

Helen was anxious about how to assess students fairly and 

wanted to use alternative forms of assessment which would 

allow students to demonstrate their knowledge in a variety 

of ways other than the traditional paper and pencil test. 

As she prepared for her field experience she began to 

discuss organizational techniques that she would have to 

consider when she was in the field in a multigrade 

classroom. She indicated that developing a unit for several 

grade levels was a major concern of hers as she had not had 

previous teaching experience in such a situation. She 

indicated that she was concerned about how she would be 

"covering everything going in a logical sequence without 

following some type of a textbook ... " She hoped curriculum 

guides would help her with goals. Her feeling about 

textbooks was that they would eliminate the uncertainty of 

teaching even though she felt she would "learn to hate 
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them." 

She hoped her field experience would be more "specific" 

than her college courses. By this she meant that she could 

learn how to teach individual students. At one point she 

laughed, and to use a term she had used so frequently, Helen 

said, "The field experience will be real life. It will be 

theory in practice, rather than theory in theory." 

A Summary of Helen's Conceptualizations and Changes 

Helen's conceptualizations of the integrated curriculum 

prior to her three-week field experience revealed beliefs 

which supported the concept. The conceptualizations were 

focused on "real-life" learning, teaching, and assessing as 

well as problem solving. Her concepts of implementing 

integrated units grew as she experienced the writing and 

teaching of the units. Her journal entries indicated that 

she could reflect on her own teaching and the students' 

reactions and progress. The main change which she was able 

to verbalize was that integration was no longer a concept, 

or a philosophy, but it had become an organization of 

teaching. 

Francis: The Interview Process Begins 

Francis entered the block with a conceptualization 

about the integrated curriculum based on what he had heard 

from other students. His first response to the question on 
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his conceptualization of the integrated curriculum was, "It 

is confusing." It turned out that he was referring to the 

methods block syllabi he had received from the professors. 

He spoke of his need to work on his time management skills 

because he felt that would be important. 

When he was told that the Civil War unit, which 

the local fifth-grade teachers had asked the preservice 

teachers to teach, was an example of an integrated unit, he 

was then able to begin his reflection on his 

conceptualization. The example helped. I felt that it was 

appropriate to give the example because it revealed that he 

knew more than otherwise would have been indicated for the 

baseline interview. 

His response and discussion included a definition, 

reason, ways to implement the curriculum, and his attitude 

toward it. Francis' first reply was centered on a 

definition. He responded, "Of working with all the classes? 

At the same time? The kids don't know it. I didn't realize 

it at first that ... was what we were doing. We were mixing 

them all together and it's going to come out to be one big 

project." 

Of his own schooling background, he indicated that he 

had "always been taught that each are separate. 

subject is a separate identity and you don't mix. 

always be off by themselves." 

Each 

They will 

His attitude towards the concept of integration was 



129 

that the combination of subjects and the "mixture" was 

"interesting" and that he "liked" it. He liked the idea 

that students might not be aware of which "subject" they 

were in. Francis was hesitant about writing and teaching an 

integrated unit on his own, but at the same time "hopeful." 

He said, " ... but doing it on my own I think is going to be a 

different story. You know, I hope I still like it. I think 

I will. I'll be proud of ... mixing everything together." 

When he was asked about how he might implement the 

curriculum, he either lost track of his thoughts or he was 

unsure because he responded by saying, "I don't know ... I 

just lost it." When given the example of the Civil War 

unit, again, he was able to give some suggestions. He 

immediately mentioned that the children's background 

knowledge should be considered. Next, he mentioned some 

activities, which had been brainstormed in the mentor group, 

for cross curricular extensions. At the end of the study, 

when he was reviewing the transcripts, he wrote that he had 

mentioned the activities so he would "have something to 

say." "Implementation" was not yet a strength. 

The analysis of the data from the first interview 

indicates that he had some conceptualization of the 

integrated curriculum by the second week of the semester. 

He admitted that his basic background knowledge upon 

entering had been based on what he had heard from other 

preservice teachers. By the second week he could give a 
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definition, which was that the subjects were combined. His 

understanding of implementation was beginning to develop as 

indicated by his remark on background knowledge and 

considering activities to use across the curriculum. 

In response to his first teaching experience from the 

previous Friday he was able to reflect on the importance of 

student and teacher roles in regard to participation and how 

he was able to encourage children to join discussions. He 

appeared to be very perceptive in determining lessons which 

he felt "went well" and ones which did not. He emphasized 

the importance of time in a lesson in order that the 

children could learn the concepts and participate 

effectively in the activities. This could be considered an 

organizational and implementation concept. Although his 

image of the integrated curriculum was "beginning to 

unfold," he was able to reflect on the strengths and 

weaknesses of the lessons which had been taught by the 

college professors and the fifth-grade teachers. 

By the second interview, "cooperation" had become a 

central topic in Francis' discussions. In a statement on 

student learning, he replied that "cooperative learning" 

would help and that it would especially help develop 

leadership qualities. Throughout the semester, cooperation 

was a key term. He often related it to his peers within his 

mentor group and referred to the importance of everyone's 

"being on page," or, the importance of working together. 
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Interestingly, he also began to talk about the integrated 

curriculum in terms of teaching cooperatively with other 

teachers. He speculated on "how many teachers out there 

right now use this (and) work together." Throughout the 

interviews, his attitude towards what he perceived to be the 

importance of cooperation and the roles of the students and 

the teachers in regard to cooperation were stressed. They 

were also reflected in his journal entries. 

He also tied cooperation in with group grading instead 

of individual grading. He was skeptical of the benefits of 

grades and was concerned that students and teachers were 

concentrating on grades and not on learning. Helen later 

made a similar statement. 

In summary, Francis had started with a weak 

conceptualization of the integrated curriculum, but with 

probes during interviews he was able to begin to discuss 

several aspects. "Cooperation" started to become a key word 

in his vocabulary during the interviews and in his journal 

entries. 

Francis: Midway in Microteaching 

In the fifth interview, Francis was also asked to draw 

a semantic map to illustrate his conceptualizations of 

integrated curriculum. He responded with topics which could 

be placed under the broad topic of implementation/planning. 

He included "direction," "purpose," "knowledge," "new 



knowledge," "understanding," and "miscellaneous." 

These terms meant he would want to consider "how far" he 

would want to take a "lesson" (he was referring to a 

unit), why he was doing it, the need to determine the 

background knowledge of the students, and trying to 

determine if they understood the material. He 

differentiated "new knowledge" from "understanding" by 

saying that new knowledge must be experienced. The 

miscellaneous topic would be to determine if the students 

enjoyed the unit. He referred to it as a "check and 

balance." 
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He discussed the process of implementation further by 

stating that he could select a topic for a unit in a variety 

of ways. "Events" from the "school year" could serve as a 

source as well as listening to other people or his students. 

The information from the semantic map and his comments 

on selecting topics indicated that he was beginning to 

formulate further conceptualizations about implementation in 

comparison to his first interview when he could think of 

background knowledge and activities. 

His attitude about the integrated curriculum at the 

midpoint continued to be favorable, although he started to 

raise questions about how to plan for a year of integrated 

units, student activities, and problems with time. He 

wondered aloud, "if the teachers would have enough time to 

keep planning the lessons like this all the way through the 
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end of the year, or if it would be interesting enough for 

the children throughout the year." He felt that the fifth 

graders considered Fridays to be a "big treat" and that he 

felt it was kind of a "goof-off day." He then speculated on 

how he might organize his lessons. He did state that the 

time lapse between Fridays was not good for retention. 

By the midpoint he was also able to compare and 

contrast what he considered to be the integrated curriculum 

with the "traditional" curriculum. The first topic he 

mentioned was the subject configuration in which the 

traditional classroom tends to separate subjects, but with 

integration the combination of the subjects fell under what 

he referred to as "one subject." Later, when he was student 

teaching, he indicated that "subject" could mean "topic" or 

"theme." 

He also noted the skill sequence as a contrast. In the 

traditional curriculum, the teacher follows a set sequence 

whereas in the integrated curriculum the teacher tends to 

"mix-up" the sequence. 

"Real life" was another contrast. Although the 

traditional curriculum incorporates actual activities 

at certain times and in certain subjects, the integrated 

curriculum is able to incorporate real-life situations more 

often. As an example, he added that you can let students 

"experience how they are going to use the certain tools." 

Both curricula involve the students and both "cover all 
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areas of the curriculum." He did add that the integrated 

curriculum was "tighter together so the students might not 

realize they are learning in different subject areas. 

By midpoint in microteaching, Francis constructed 

considerable knowledge about the integrated curriculum. 

This was illustrated by his ability to compare and contrast 

the integrated curriculum with the "traditional curriculum." 

His semantic map of the integrated curriculum, focused on 

implementation, could have reflected planning in general and 

not necessarily the integrated curriculum. Finally, he was 

beginning to raise questions about the integrated curriculum 

based on teacher planning and student attitudes. 

Francis: Preparation for the Field Experience 

By the time he was ready to enter the three-week field 

experience, he still believed strongly in cooperation. He 

mentioned the role of cooperation in the integrated system 

in that "it's really kind of nice because we do a lot of 

group work. Uh, not just an individual activity, but, uh, 

small group and large group activities." He noticed how the 

fifth-grade students helped each other if "someone (was) 

lagging behind." He felt that a benefit of cooperation, 

aside from the academic and social aspects for the children, 

was that it took "a lot of pressure off the teacher." In 

regard to cooperative work, he stated that he felt the 
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students were aware of the benefits. 

Through observation, Francis indicated that he noticed 

the students "just take over" in some of the lessons. He 

meant this in a positive manner in that he was referring to 

their ability to come up with more ideas than the college 

students. He commented, 

I really believe that on Friday that they could have 

just taken over and all we, all we would have had to do 

was just sit back and listen. Maybe guide a little 

bit, but for the most part I really believe they would 

have just taken over. 

His remarks indicated that he was beginning to think about 

and observe other roles for the teacher and students. 

Francis indicated that he still liked the idea of the 

students "not being aware of the subjects" they were 

involved in. He stated that "it just makes things feel so 

much smoother." 

Although he had mentioned the role of the student in 

his journal entries and in his interviews, by the final 

interview his focus on the students began to increase. He 

wondered about assessment and whether it would be 

appropriate for the preservice teachers to test the fifth 

graders. After considering the possibility, he thought 

multiple choice questions would be appropriate. Helen was 

also concerned about assessment, but in her case she was 
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interested in alternative forms of assessing students rather 

than paper and pencil tests. 

He also noted the fifth graders' "enthusiasm" and 

"excitement" towards learning. Francis attributed both to 

the integrated curriculum although he speculated if some of 

it didn't also have to do with attending the college campus. 

He mentioned that the fifth graders had told him that the 

integrated lessons weren't "routine" like the ones they had 

at school and that it "was more exciting for them to 

participate as a group instead as each individually." 

Francis indicated that he felt the students had grown 

accustomed to the preservice teachers. He said, "It was 

like kids coming out of their shells. Week by week you 

could see more participating rather than a select few." 

The integrated curriculum, he stated "is not just for 

the more advanced students or the middle students. It is for 

all students." He concluded by saying that its purpose was 

"to benefit the child." 

The semantic map he drew in his last session contained 

some changes over the first one. This time it included the 

teacher's role as well as implementation. Map topics which 

were included this time were "cooperation," "knowledge," 

"resources," "unity," "preparation," "organization," and 

"ample materials." 

For cooperation, his comments were similar to previous 

interviews. He did add the importance of being open to a 



variety of views. Unity, he announced, went with 

cooperation. 
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Francis recognized the importance of a teacher's 

background knowledge. He stated that the teacher should "be 

well versed in the subject itself." 

He added preparation and organization to his map. This 

meant being over-prepared so the students wouldn't have to 

"sit around." In respect to resources, which could be 

considered with "preparation," he had learned that it was 

essential to have ample materials. 

In anticipation for his field experience, he indicated 

that he looked forward to the teaching he would encounter. 

He hoped that he might find a different perspective on 

integration than the one presented at the college. Francis 

indicated that this would help his "perspective." In 

response to the fact that the field teacher used some 

integration, Francis remarked, "It makes me feel a lot 

better about what we've been doing around here as far as the 

integrated [curriculum] goes." 

A Summary of Francis' Conceptualizations and Changes 

During the microteaching experience, which lasted for 

ten Friday sessions, Francis' conceptualizations of the 

integrated curriculum progressed from that of uncertainty of 

its definition and a minimal understanding of implementation 

strategies to a "clearer" picture of integration. By the 



time he left for the field, he was able to discuss 

integration in terms of "subjects which tie together," as 

well as reasons for integration such as motivation. 

Discussions of his conceptualizations often included 

"cooperation." This continued to be his main theme for 

integration. 

Helen: The Field Expands Conceptualizations 
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Helen attended a two room school for her three-week 

field experience. The classroom in which she observed and 

taught contained grades kindergarten through fourth grade 

and had seven students enrolled. The school children had 

participated in previous years with the college 

microteaching. 

Her conceptualization of the integrated curriculum 

was still centered on her attitudes, reasons for 

implementing the integrated curriculum, definitions, roles 

of the students and the teacher, as well as implementation 

and planning. Helen's attitude was still positive in that 

she believed the integrated curriculum would be the "ideal." 

She felt the best way to teach would be through the use of 

themes, although perhaps one at a time. 

The reasons for establishing an integrated curriculum 

appeared to be many. First, she felt learning and planning 

would be easier. Both the students and the teachers would 

be able to see and understand interrelationships between 
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subject concepts. Next, she referred to the child-centered 

aspect of the integrated curriculum and said, 

It's the whole idea of having the child in the 

center ... doing everything around the child rather 

than trying to fit the child into what you're trying to 

teach. And I think that the integrated curriculum 

really accommodates for that. 

A new definition, or conceptualization, developed while 

Helen was in the field. She learned that the teacher 

created "integrated" units by combining science and social 

studies, but not all the subjects. Helen indicated that 

this was a "new" idea for her. She said, 

I suppose that is one way of finding a happy medium 

between being just subject oriented or thematically 

oriented I guess because, uh, I guess what I gathered 

without having her say it, just cover everything that 

she deems as being necessary in the reading and math 

curriculum. It is hard for her to cover that with her 

themes, or with her unit combination ... 

Science and social studies were taught in the afternoon 

and "reading" and "math" were taught in the morning. Helen 

indicated that she understood the teacher to say that 

reading and math were taught in the morning due to their 

"importance." Helen wondered aloud why they weren't also 

integrated into the units if they were considered to be "the 

most important." 
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This encounter, along with the ability of the teacher 

to use "teachable moments," or situations which arose 

without being part of the planned curriculum, appeared to 

enable Helen to rethink some of her images of integration 

and develop new definitions. She started to talk about the 

use of "mini themes," or "practical integration," as her 

definitions for "teachable moments" and as possibilities for 

partial integration. 

She also noted that when she first arrived she couldn't 

determine the subject schedule. She later learned that the 

teacher did have a schedule, but Helen reported, " ... in this 

situation there is no way where you can put your finger on 

this is reading period, and this is math, and this 

is ... although sometimes you can obviously say they are doing 

reading now or obviously they're doing math now ... " Helen 

surmised that the curriculum was integrated, but it did not 

have a thematic orientation since there wasn't a theme 

connecting the subjects. 

In summarizing what she had learned about definitions, 

she said, 

Everyone has such a different mental image of it and a 

conceptual ... concept of it, that it doesn't matter if 

there was only one term and it was the only thing the 

everybody uses, it would still be so different ... 

By this point, she felt the students' role should be 

more diverse: "It's a lot more of an expanded role than it 
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would be in a traditional classroom." It would include "co

planning" with the teacher and self-assessment. Overall, 

she felt it would be a "more active role" than found in 

other curricula. 

In discussing the role of the teacher she mentioned 

that the instructor would be a learner as well as a 

facilitator. The teacher would have to be an "expert" in 

many areas, as far as knowledge was concerned, but the role 

would not be that of transmission. Instead the facilitator 

would find herself in a "creative type of role" which would 

include more responsibility than for other teachers. 

At the end of the field experience, she was able to 

compare and contrast the field and micro teaching 

experiences. She indicated the field school had a "more 

relaxed air where the child was free, the child was made to 

feel more comfortable in the learning environment and so it 

wasn't structured." She also felt that in the rural setting 

"the children were learning ... no matter what you're 

teaching, and .... rather than being so concerned with 

getting through chapter one it was more of how can we help 

them learn ... " She did note that the size of the classes 

made a significant difference in implementing an integrated 

unit and teaching individual students. She stated, 

Probably one of the most obvious differences is 

probably ... the potential for the integrated 

curriculum or at least the ease of installation of the 
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integrated curriculum and again maybe this is wrong on 

my part to assume, but it seems logical to me that when 

you have seven students rather than twenty-seven 

students, it's a lot easier to work on the individual 

level again. 

She was capable of discussing implementation at length. 

By this time she had written her own unit on "birds" and had 

taught the unit to all the grade levels. She reflected on 

the difficulty in planning units when students would be in 

the same classroom for several years. This indicated that 

although the size of the class made implementation easy, the 

number of years the students remained in the classroom was 

problematic. 

In discussing how she would implement an integrated 

unit in a similar class configuration, she described the 

process for developing and writing her own unit. First, she 

indicated that she would brainstorm and categorize ideas 

according to subject areas. In explaining her strategies 

for implementation, she discussed her thinking. She said 

the ideas would corne quickly, but suddenly she would hit a 

block and ask, "Now what will I do for social studies?" 

Second, the inclusion of the kindergartners was mentioned as 

troublesome, but she found that a KWL chart proved that the 

kindergartners had "valid" comments to contribute. The 

chart enables the students to brainstorm what they know 

about the topic, what they want to know, and later, what 
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they have learned. She learned that she was not only 

capable of including brainstorming and integrating lessons, 

but that she was capable of including all the children. 

A Summary of Helen's Conceptualizations and Changes 

During the Block 

In summary, Helen's field experience allowed her to 

develop new conceptualizations of possible definitions or 

organizations for integrating. In this case, she heard the 

teacher discuss integrated units which included only science 

and social studies. She also witnessed a teacher who, 

according to Helen, made "creative" use of "teachable 

moments." Helen began to consider these as a form of 

integration. She attached the term "practical integration" 

to such situations. Her own unit and the multigrade nature 

of the class helped focus her thinking on the benefits of a 

very small class as well as the problematic nature of 

implementing an integrated curriculum with several grade 

levels. 

By the end of the semester, which culminated two weeks 

after her field experience, she was able to discuss her 

conceptualizations of the integrated curriculum in detail 

and at length. In addition to already mentioned reasons for 

the integrated curriculum, she emphasized that the 

curriculum, along with the teacher, helped to create 

responsible citizens. In regard to the students, she said, 
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"Knowledge is no good if they don't know how to use it 

or somehow relate to it or relate it to their lives and use 

it to survive." 

Although she still discussed the "teachable moments" 

and "practical integration," ideally she conceptualized the 

integrated curriculum as covering all the subject areas 

under a "theme or a topic." She also stated that a reason 

for the curriculum would be that it "benefits the students' 

individual learning, methods and strategies, and creates a 

real-life learning situation." 

This indicates that by the end of the block, she still 

believed in the benefits of integration and felt that it was 

appropriate, although difficult. In her last journal entry 

for the block, she wrote, 

If I was not convinced before that the INTEGRATED 

CURRICULUM is the most effective (best) means of 

educating today's youth, I am now. Along with being 

the best, however, I feel that it is in many respects, 

also the most difficult. 

She felt it was most effective because integration was 

"natural" and "real life." As for difficulty, she felt it 

meant that teachers would have to be very well informed in 

all subject areas. "Productive learning (cannot be) guided 

by ignorant and naive people." In conclusion, she wrote, "I 

hope I am a fast learner!" 

The lack of integration in her own background had not 
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created a negative influence on her conceptualizations or 

beliefs; rather it appeared to reinforce her belief that the 

curriculum would be a good thing or a "benefit." 

Francis: The Field Experience Presents Other Views 

Before Francis left for his field experience, he had 

said that he hoped to encounter another viewpoint of 

integration. This did occur while he was in the field. 

The school Francis attended for his three-week 

field experience had two sixth-grade classes. The students 

rotated classes for social studies and science. His teacher 

was responsible for social studies. In addition, his 

classroom teacher had already planned an "aviation" unit 

prior to Francis' arrival, so Francis did not have the 

opportunity to write a unit on his own as did Helen. 

As before, Francis' conceptualizations of the 

integrated curriculum fell under the broad categories of 

attitudes, reasons, definitions, roles, and 

implementation/planning. In his first interview for the 

field experience, he commented on the role of the teacher by 

saying that the integrated curriculum created "more work for 

the teachers than ... for the students." Part of this had to 

do with the gathering of extra resource materials and books. 

He felt the advantage of the extra work would be that it 

would not allow the teacher "to get stale." By using 

resources beyond textbooks and school materials, the teacher 
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would be able to incorporate new ideas. 

The theme of extra work continued for several weeks. 

When asked why he had stated during the early interviews 

that the integrated unit was "easy" and that he now found it 

"a lot of work," he responded by saying that the professors 

had written the first unit and now "I'm finding how 

difficult it really is." 

This response reflected his earlier comments in the 

block in which he wondered how he would view integration 

once he started writing, or preparing the units, as well as 

the actual teaching. He now recognized the difficulties 

which go with planning and teaching. 

In regard to the role of the students, he felt that 

they should be leaders and he should facilitate, observe, 

and listen. He was impressed with the way the students, who 

were working in groups, were able to cooperate with each 

other and continue their learning about aviation outside 

the classroom. He mentioned that one group in particular 

would gather in the evening to watch an aviation program on 

the Discovery channel. 

He learned that scheduling and the fact that his 

teacher taught social studies for both sixth-grade 

classrooms, created a new definition of integration which he 

referred to as "not full blown." In this case, it came 

under the subject of "social studies." He recognized that 

there were concepts from other subjects which were included 
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in the unit, thereby making it "integrated." 

Even though he felt it was a lot of work, he expressed 

other, more positive attitudes. He still felt integration 

could be "exciting" because it was possible to incorporate 

one's own ideas in the curriculum. He also found that 

student attitudes were favorable. Therefore, he was still 

in favor of it. 

He felt that the implementation of the curriculum 

should allow for student choice, as he had witnessed in the 

classroom when the groups selected their topics for 

research. He also mentioned the importance of allowing 

enough time for the students to learn the concepts. This was 

an aspect which he had noted in his first interview in the 

microteaching interviews. 

Cooperation was still a main theme. He noted the 

cooperation between the students in the aviation unit in his 

interviews and in his journal. His last journal entry for 

the semester noted, 

The most important goal I wanted for these students to 

get was the understanding of aviation. They met this, 

but it wasn't the most important goal. Their main goal 

was working together as a group, and everyone of them 

had individual jobs that had to be covered. Teamwork! 

He regretted the fact that there wasn't more 

cooperation between the sixth-grade teachers, although it 

had more to do with scheduling than with personal relations. 
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Francis felt the science teacher could have been involved in 

the unit as the aviation concepts were appropriate for that 

subject. 

To Francis an ideal teaching and learning situation 

would be one in which "the student is interested and the 

teacher is prepared and knows about the subject he is going 

to teach." He felt student interest was essential and the 

topics would have to be ones the students could "relate to." 

He had mentioned the importance of teacher knowledge before 

and these comments reemphasized his feelings. 

At the end of the semester, he described the integrated 

curriculum as the combination of all subjects. He felt such 

integration was "more effective" than what he had seen in 

the field. He realized the field situation was due to 

scheduling and the lack of time. He said, "there were times 

when I was out in his classroom that there wasn't enough 

time" to cover other subjects he would have liked to have 

included because the schedule was more significant. He 

mentioned that teachers in the field should take courses on 

integration at the college to see "what we're being taught 

and how they could use it, too." 

without mentioning assessment by name, he indicated 

that it would be important to observe the students and 

listen to them in order to learn if their interest was still 

being maintained and if they understood the concepts. It's 

important to "let the children learn." 
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Francis had started the block with a murky 

conceptualization of the integrated curriculum. By the end 

of the semester, he was able to discuss a variety of aspects 

of integration such as planning and implementing units, the 

role of the teacher and students, reasons for integration, 

and different "definitions." 

The field experience enabled him to conceptualize a new 

form of integration from that presented in the block. In 

this case, it was an integrated unit under the subject of 

"social studies." It also provided him with the first-hand 

experience of gathering materials on his own and thinking 

about teaching a large class. He suddenly realized the 

"difficulty" in this procedure. 

Cooperation remained a constant theme for Francis. He 

looked for it in teacher-to-student relationships, teacher

to-teacher relationships, as well as student interaction. 

The block, especially the field experience, provided 

Francis with the opportunity to begin to conceptualize the 

principle of integration. The "big picture" was beginning 

to move into focus. 

Helen's and Francis' Conceptualizations: The Block 

1. Conceptualizations included more than "definitions." 

During the block, both Helen and Francis incorporated 
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"attitudes," "definitions," "reasons," "roles," and 

"implementation and planning" into their conceptualizations. 

The field experience broadened their conceptualizations in 

the sense that they learned there were other forms of 

organizing and implementing units. Both also encountered 

integration on a "smaller" scale in the sense that Francis 

found "integration" in social studies and Helen witnessed 

the integration of social studies and science. Helen also 

learned about the advantages and disadvantages of 

implementing an integrated unit in a multigrade classroom. 

2. The conceptualizations appeared to reveal the 

hidden curriculum of the block. Both participants referred 

to an integrated curriculum as including "all" the subjects 

and that cooperation was a key element. The block included 

five methods courses which were incorporated into the units 

for the Friday microteaching. The organization of the block 

courses and the inclusion of all the methods courses into 

the units may give the impression that integrated units are 

more effective when they include all subjects. The 

preservice teachers were also grouped cooperatively for 

planning and teaching. This configuration may have also 

given the participants the perception that integration 

includes cooperation. 

3. Schooling prior to college had little negative effect on 

their stated conceptualizations. In Helen's case the 
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integrated curriculum reinforced her belief that she didn't 

"want to revert" to the instructional 

background she had encountered. Francis felt the integrated 

curriculum was "exciting" and "benefited" the students. In 

addition, he apparently felt the classroom teachers would 

find value in taking courses from the college on the 

concept. He was concerned about the work load he 

encountered, but this appeared to result from his entrance 

into the "culture of teaching." He hadn't realized the work 

that was involved. 

Student Teaching: The Picture Begins to Focus 

Each participant was interviewed eight times during the 

student-teaching experience. Both Helen and Francis also 

submitted journals which gave additional information 

although Francis' was meager in comparison to Helen's. At 

the conclusion of eight interviews, I felt that enough data 

had been collected and the study was concluded. The data, 

which consisted of interview transcripts, participant 

journals, and semantic maps amounted to more than 700 pages. 

Both Helen and Francis had interesting experiences 

prior to student teaching. Helen worked at a guest ranch in 

the state during the summer. During her early interviews 

she mentioned how the experience had helped to broaden her 

perspectives on the integrated curriculum and teaching in 

general. It also substantiated the natural inquisitiveness 



which Helen possessed. She mentioned that she had 

questioned teachers who had visited the ranch about their 

educational beliefs regarding the integrated curriculum. 

She said, 
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My perspective grew and probably solidified a little 

bit. Uh, as far as concerning just the integrated 

curriculum my reflections ... I guess I see it, without 

having the teaching experience, I see it as a real 

opportunity. I see it being a challenge and I think 

what excites me the most is that it is an on going 

challenge and that it leaves the door open for more and 

more improvement ... 

When asked how many she felt favored it, she replied that 

she felt it was "about an 80/20 split" in support of 

integration. The experience had been a major influence on 

her own beliefs. 

Francis had a different experience. The teachers in 

his school district went on strike the week school was to 

commence. Although it only lasted a few days, he later 

remarked he had the feeling the teachers were always trying 

"to catch up." The inservice days had been cancelled and he 

personally felt the effect. It also meant that his 

interviews for the study started later than Helen's. 

Helen: The Inquiry Continues 

Helen spent her student teaching assignment with 
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the same fifth-grade teacher with whom she had worked during 

the microteaching sessions. Helen and I had requested the 

fifth grade for her student-teaching experience and the 

principal made the decision as to which of the fifth-grade 

rooms she would be placed in. Although basals were still 

used, I knew the fifth-grade teachers also incorporated 

thematic units based with novels. 

The difference between her microteaching situation 

and student teaching was that the micro teaching provided 

only three hour sessions on Fridays. She did not have the 

opportunity during the block to observe how the teacher 

organized her day nor the instructional methods she used. 

Helen had met with the teacher on a number of occasions 

during micro teaching , but she felt she hadn't really had the 

chance to get to know her. 

During the first student teaching interview, she 

discussed the same categories that she had mentioned in the 

block, except this time the term "continuum" was added to 

her conceptualization of the integrated curriculum. 

Although she had referred to the partial integration she had 

encountered during the block experience, this was the first 

time she used the term "continuum." Her definition of the 

continuum is reflected in the following statement. "I 

should say I see ... I see there being a very traditional 

classroom and I see there being a very integrated holistic 

classroom and then I see there being, you know, every 



154 

variation in-between." 

She also stated that her definition of integration 

could be found in the "upper quarter" of the continuum, or 

near "the end where a very integrated holistic classroom" 

exists. This was her ideal curriculum. Helen didn't feel 

that she would practice it her first year as "it would take 

some experience to organize all this. I see there being a 

lot of extensive ... activity going into coordinating" the 

different activities. She would have "to risk" and "be 

willing to fail in order to succeed." 

The role of the teacher continued to be that of a 

facilitator. In her journal she indicated that even a 

teacher who practiced such a role would have to transmit 

some knowledge. She wrote about "having a working knowledge 

of things such as American history. Some things you can't 

. facili tate .. " 

She also began to ponder the role of the student 

and the retention of knowledge. Again her journal 

served for reflection when she wrote, "A good argument for 

my ideal education is the question ... Why would you 

need to know what a thorax of an ant is - unless it 

interests them. I will have think about this - general 

knowledge type of information." 

In regard to attitude, her summer experience on the 

guest ranch helped her reflect on the integrated curriculum. 

She said, 
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I see it as a real opportunity. I see it being a 

challenge and I think what excites me the most is that 

it is an on-going challenge and that it leaves the door 

open for more and more improvement. 

Helen planned on teaching an integrated unit based on 

the children's novel A Cricket in Times Square (Selden, 

1960). She was able to discuss in detail how she wanted to 

implement the unit as well as other units. In regards to 

other units, she mentioned many of the items she had named 

before such as selecting the topic and including student 

input. Helen started to include in her discussions the 

importance of including literature. This had not been 

mentioned in previous interviews or in her journals. It is 

possible that the emphasis on the novel had served as an 

impetus to thinking about the inclusion of literature. 

She also addressed assessment in a more in-depth manner 

than before in that she discussed a variety of alternatives 

and was able to express her concern over more traditional 

forms. In commenting on the traditional forms, she replied, 

"I still see that as being my least favorite subject. Uh, 

because it still seems so difficult and unfair in so many 

different ways, or at least the way I've seen assessment 

being handled." She commented that assessment "sorts" and 

it compares students to students instead of comparing the 

work of an individual over time. 

Her suggestions for "alternative" assessment included 
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allowing students to demonstrate their knowledge in a 

variety of ways, although she felt the school and the 

teacher would have to "convince" the "community, society, 

whatever ... " Her ideas for alternative assessment included 

reports, presentations, and drama. 

until this point, she appeared satisfied with her 

student teaching situation. She commented in her journal 

about her teacher and teaching was, "Teachers are incredible 

individuals. I will be proud to be one." 

Helen - Midway: "Frustrations" in Focusing the Picture 

It was at this time that she began to state her 

frustration with her teaching and the traditional 

curriculum in which she found herself placed. This actually 

enabled her to voice her conceptualizations of the 

"traditional" curriculum as well as integration. She felt 

that she could not meet the needs of the individual 

students. Many of her responses were centered on the 

categories of "attitudes" and "reasons." From this point 

on, the term "frustration" appeared frequently. After the 

study had culminated, she indicated that the placement had 

given her the opportunity to compare and contrast a more 

traditional curriculum with the curriculum being taught at 

the college. 

Part of this was due to the fact that she was teaching 

grammar from the English textbook, which she found to be 
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"abstract for them" and "mundane." As she stated, "I'm 

always questioning, I'm always wondering, or thinking of 

things that I would do differently next time or things that 

are happening that I would do differently ... " 

A journal entry from this time period asked, "How can 

we expect to cover everything in the texts and still have 

time to help students learn how to write?" She went on to 

add, "The imposing questions for me still are: What should 

be the overall intent of education? How much of the 

'specifics' or 'knowledge content' do we need to teach 

students or is it enough to teach them how to learn?" She 

also wrote that with knowledge "doubling at an incredibly 

high rate" it is impossible to "'teach the half of it'" to 

this generation. Her response to the challenge of helping 

students learn in today's society was to use a holistic 

method. 

Her frustration also dealt with the separate subjects 

she encountered. She felt that the subjects were not 

integrated and that it would be difficult to do so 

considering the curriculum. She stated, "You don't have any 

chance really to interrelate anything or interconnect it 

because that, the information is so specific, that I mean it 

would take a sheer genius to figure a way to show how it 

related to anything." As far as the teaching, she indicated 

that it was similar to "pouring the information in" only to 

have the students say they still didn't understand the 



lesson. This she found "frustrating." 

Helen's teaching did enable her to further 

conceptualize reasons for integrating the curriculum. 
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When student interests were incorporated into the 

curriculum, she felt it benefited their abilities and 

strengths, or "different intelligences." Along the same 

lines, she mentioned that the curriculum would allow 

students to learn from their mistakes. As she had mentioned 

before, group cooperation would be included in order to show 

how the "real world" functions. If the curriculum were 

integrated, then "natural learning tools" of reading and 

writing would be used. She stated, "If they follow their 

interests ... they will learn what they need to know, that 

they will be successful." 

In a semantic map of her conceptualization, she used 

the term "interdisciplinary" for the first time. She 

defined the term as "combining subject areas around a theme, 

teaching specifics as they arise .... " When asked about the 

term, she replied, "I guess I have just used the word 

disciplines today, more, may be than I have before and just 

'inter,' so between the disciplines, I guess. I don't know 

why it just occurred to me." 

In regard to implementation, as well as reasons and 

attitude, she felt that literature was "the most integral 

part of it." She also indicated that along with the 

literature and integration, that the "whole language 
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concept" would be intertwined. 

Overall, the major change in what Helen was verbalizing 

and writing was her frustration with the more traditional 

curriculum which she encountered as a student teacher and 

not being able to meet the needs of the students. Part of 

her frustration had to do with what she felt was the 

"integral" role of literature in integration. This had not 

been mentioned before. 

She did feel that her classroom teacher, as well as the 

other teachers she encountered, tried to do their best for 

their students. She did indicate that she felt they were 

comfortable with their curriculum. 

Helen - The Inquirer: The Picture Comes into Focus 

Her frustration continued into the last weeks of her 

student teaching. Helen's comment about her attitude was, 

"It is just frustrating to take so long and to prepare and 

when you're using the text you think of five million ways 

of, you know, how you could do it." She indicated that she 

was enjoying the students, but that questions continued to 

arise. She wondered how she could make learning more 

applicable to their lives without going back to more 

traditional methods or to her own background. She 

commented, 

how easy it is to fall back into the way it's always 

been. You know, given the resources that you get or 
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whatever, if that is an excuse, you know, and then just 

basically teaching lessons the way you've been taught. 

You find yourself saying the same things that your 

teacher said. 

Throughout the student teaching interviews she had 

shared her plans for teaching her integrated unit based on ~ 

Cricket in Times Square (Selden, 1960). In the end, she had 

one day to teach the unit. Once again, she indicated that 

it was frustrating. Other units in math and English had to 

be finished first and "took precedence." She did enjoy the 

journal entries which the students wrote and she felt the 

questions they asked were in-depth, but she simply "ran out 

of time." 

During the last interviews, a change occurred in her 

attitude towards curriculum guides. Helen had indicated 

that the teacher's guide would enable her to determine what 

students should know for given grade levels and it would be 

beneficial in implementing the integrated curriculum. She 

said that she had not questioned the guide because she 

lacked the teaching experience. In addition, Helen 

indicated that she had not known about the student's 

backgrounds and therefore found the guides useful. She felt 

goals were useful, but she did recognize the problem of a 

fifth-grade guide when there were students with varying 

"abilities." Helen mentioned that she had come to the 

conclusion that the textbooks influenced the curriculum 
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guides. She asked, "Who decides anyway what a fifth grader 

should know?" Students, Helen felt, were "naturally 

inquisitive" and that this trait should help to guide the 

curriculum. 

She also stated that a reason for integration would be 

the students' needs. Trying "to give students ways to cope" 

would be necessary. It would use the students's "natural 

curiosity" as well as their interests. 

In comparing the integrated curriculum with the 

"traditional curriculum," she felt integration was child

centered in comparison to the traditional teacher-centered 

curriculum. In addition, Helen indicated that the 

traditional classroom was based on a particular "body of 

knowledge or quantity of information" and the teacher was to 

"transfer" the knowledge to the child. In terms of 

assessment, she indicated the importance of self-evaluation 

in the integrated curriculum. Cooperation was also 

indicated as important. 

As in the block, she felt that the teacher's role 

was not to "feed" the students information. She commented, 

"It has become extremely apparent to me that it does no good 

to feed them full of information and then not have them be 

able to use it ... " 

In regard to implementation, she reiterated many of the 

things she had in the past. She did talk about staff 

development and how the teachers really were open to new 
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ideas, but in her viewpoint, simply didn't know how to 

implement them. In response to teacher change and staff 

development, she said, "Until you feel comfortable with 

something else, you're not going to break out of the 

'comfortable' to go to something unfamiliar even if you do 

think it's better just because you don't know logistically 

how to make it happen." 

Although Helen had been in a classroom in which she 

felt there was very little integration, she remained 

convinced that the integrated curriculum was important. In 

the last interview, she mentioned that teachable moments 

were still useful as a form of integration, but that 

integration also went beyond the combination of subjects. 

She now felt that a key ingredient to integration was to 

also consider the students' needs. This would include 

student interests and student input in the curriculum. In 

discussing the development of responsibility, she said, "You 

have to rely on your curriculum, on your teaching, engaging 

them." 

Her comment on integration in the last interview summed 

up her beliefs and conceptualizations. She stated, "I feel 

that integration is the most effective, the most effective 

way of ... teaching, therefore, it is the easiest way for 

students to learn. It is the most enjoyable and I think 

has the greatest long term effects as far as 

retention ... goes." 
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During Helen's student-teaching experience, she became 

more adamant that the integrated curriculum was a beneficial 

model. The interesting aspect of this "attitude" was that 

she was in a classroom, or school, which she perceived was 

being very oriented to textbooks and separate subjects. The 

only "integration" she mentioned taking place was in the 

form of thematic units based on novels. 

As time progressed, she became more "frustrated" with 

her teaching and a curriculum which she believed was too 

abstract and "mundane." At the same time, she respected the 

classroom teacher and many of her strategies and educational 

ideas. On several occasions Helen mentioned that she was a 

good teacher. 

Her ability to ask questions helped her form new 

conceptualizations of the integrated curriculum. This was 

illustrated by her experiences at the guest ranch and during 

student teaching. She appeared to feel very comfortable in 

asking questions of various teachers while she was in the 

field. It appears to be an important aspect of the changes 

in her conceptualizations of the integration. 

In the end, she constructed a "continuum" of 

integration on which she "ideally" placed herself in the 

upper quarter. She indicated that reaching that "ideal" 

might not be possible the first year due to organizational 
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practices and getting to know the students in the school. 

Her conceptualization of integration had expanded from 

the mere integration of subjects to also incorporating the 

interests, needs, and personalities of the students. She 

was very concerned with promoting "how to learn" instead of 

simply "filling the empty jug." 

Francis: Writing His Own Unit Helps The "Big Picture" 

Focus 

In the fall semester of 1993, Francis started his 

student-teaching experience in a town in the western part of 

the state. He was assigned to one of two fifth-grade 

classes in a school which had been working closely with the 

college. 

Francis indicated that he thought his teacher had been 

teaching for about "twenty-nine years" and that she wasn't 

suffering from "burnout." Francis commented on the 

enthusiasm of the principal and how comfortable the faculty 

made him feel. 

The analyses of the data for Francis indicated that his 

conceptualization of the integrated curriculum for the early 

portion of student teaching included the same categories as 

he included at the end of the block. These consisted of 

"attitudes," "reasons," "implementation," 

"terms/definitions," "comparisons," and "roles." He did not 

refer to a "continuum" as did Helen. The main emphasis 
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during this time period centered around "implementation" and 

"attitudes." 

A major shift, in comparison to the block, occurred 

when Francis talked about his conceptualization of the 

integrated curriculum and his integrated unit on Native 

Americans. This was the first integrated unit he had 

written on his own. He was able to discuss the process of 

planning in greater detail. He discussed activities and 

lessons, instead of previously mentioned concepts of 

cooperation, organization, and teamwork. 

The detail in his discussion of planning and 

implementation marked a significant change from the 

beginning of the block when, aside from background 

knowledge, he was uncertain as to strategies for planning. 

At this point he mentioned how he had narrowed the broad 

topic of Native Americans down "to a smaller level ... the 

Plains Indians" including those of his state. Next, he 

explained that the semantic maps which had been used in the 

spring did not work for him. In its place, Francis said "I 

read different novels and texts and literature on Native 

Americans and I would come up with an idea and so I would 

just start listing the ideas and pretty soon I had, I 

don't know, fifteen different lessons ... " From this he 

devised a diagram similar to a semantic map which included 

"nine different subjects." He indicated that he needed a 

"map" with lessons on it, not "cooperation" and 
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"organization," because "they're already there." 

When asked what was influencing his conceptualization 

of integration, he replied, "I think what has helped was 

making that map of the different subject areas and how I 

could tie each subject area together under one topic." 

Francis indicated that "keeping the semantic map off to the 

side" and making his own map had been beneficial. Other 

influences included activities from the block and 

"listening" to people talk about planning. 

During the first interview, when he was asked what he 

might see and find in an integrated classroom he replied, "I 

don't know what I'd see. I think I'd probably see a lot 

less textbooks ... " He felt the teachers would be using 

their own notes instead of a text. He wasn't sure how 

different it might be from a traditional class "or if it's 

going to be the same." He did feel the enthusiasm of the 

teacher would be higher in comparison to a "traditional" 

teacher who might be "set" in his or her "ways" and "not 

daring. " 

As the district had just purchased a new reading series 

which included suggestions for integration, Francis was 

asked about its use. Francis' teacher used novels, also, 

but he felt the basals were going to waste and that it "was 

a shame." This seemed to be based more on monetary value 

than on content since he mentioned that the district 

shouldn't have purchased them if they weren't going to be 
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used. He did mention that he liked the novels. 

He also started to use the term "interruptions." 

Generally, the term referred to the typical interruptions of 

people entering and leaving the class as well as the lunch 

count, but as the semester progressed other situations were 

also deemed interruptions. These "interruptions" included 

field trips which were sponsored by outside organizations 

such as the Chamber of Commerce. 

Francis indicated that he had heard from his classroom 

teacher and from his aunt, a retired schoolteacher, that the 

integrated curriculum was "called whole language." He then 

admitted that he was "embarrassed" that he didn't know about 

whole language. The concept is generally introduced in 

Reading in the Elementary School, but Francis took a similar 

class in the early eighties when the topic wasn't covered. 

He indicated that he hadn't asked about the concept in the 

block for fear of having to take another class. 

He still viewed the role of the teacher as cooperative 

in nature. He indicated that teachers would probably work 

in interdisciplinary teams, although he did not use the 

term. Francis did witness the fifth-grade teachers working 

together on a unit, so some of his conceptualization was 

influenced by this experience. He also mentioned that a 

teacher could not be a facilitator in all subjects. He used 

spelling as an example, because, according to Francis, a 

teacher would have to say "yes or no" to correctness. A 
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"facilitator" to Francis was a teacher who would "sit back" 

and watch and listen. 

In conclusion, the greatest change for Francis was 

evident in his move from discussing cooperation and 

organization as part of his conceptualization to actually 

discussing the planning of specific lessons. He indicated 

that his own style of "mapping" had helped further his 

conceptualization. 

Francis - Midway: The Picture Continues to Emerge 

Throughout this portion of his student teaching the 

data continued to indicate that his conceptualization of the 

integrated curriculum still incorporated the previously 

mentioned categories. A "continuum" was not mentioned, 

although he did begin to mention other teachers who were 

using various degrees of integration. 

When asked about his view of "curriculum," Francis 

responded that he felt it was what the school board wanted 

the teachers to cover. He went on to say that he would 

define it as subjects which "are important for students' 

learning ... " Francis verbalized a concern that there were 

teachers in his school who didn't "cover" the curriculum. 

In comparing an integrated class with a traditional 

classroom, he was able to mention two differences. First, 

he indicated that the integrated curriculum would have a 

more flexible schedule than the traditional curriculum. He 
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said, "I guess the time clock would be thrown out the 

window." Second, he felt the textbooks would be "put in a 

box" or not used. He indicated that he thought that a 

teacher would have to use them, but perhaps a "model 

classroom" would show him "how to get rid of the textbooks" 

and teach without them. 

He continued to mention his Native American unit, which 

he thought was "fun" to teach. He was pleased to notice 

that his classroom teacher "jumped ahead" several chapters 

in the basal reader in order to incorporate Indian legends 

and spelling words as extensions to his unit. He indicated 

that he had been disappointed in the students' performance 

on the unit test. While reflecting on this, he tried to 

figure out ways to help the students in the future. One 

solution, he thought, would be study sheets. 

When asked if he could think of other ways to assess 

the students' knowledge, he replied that oral tests or 

journals were possibilities. Otherwise, he reflected on how 

he could reorganize paper and pencil tests. This is in 

contrast to Helen who considered other forms of assessment, 

such as demonstrations, reports, and drama, to be valuable. 

Other attitudes which he expressed included the 

necessity of textbooks, at least as resources. Texts, he 

felt, were needed to get "basic rules and steps down in 

order for them to be original and in order for them to be 

unique in their ideas and their thinking ... You have to use 
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them. They need a foundation." 

In regard to the integrated curriculum, he indicated 

that he felt the college had "really exposed us to how to 

teach it and how to ... how to prepare for it." He felt a 

workshop for the teachers who were just trying it out would 

be beneficial. This comment was a continuation of his 

earlier statement during the field experience when he 

mentioned that teachers should take courses on the topic. 

Francis also saw one of the sixth-grade teachers use 

the newspaper as a once a week, all day, form of 

integration. He said, "They get newspapers and they don't 

open any textbooks the entire day. They work out of the 

newspaper for everything." According to Francis, other 

teachers in the district were beginning to use integration, 

also. He felt the basal reader series was helping in the 

process. 

By the fourth interview, he indicated that it wasn't 

necessary to include all subjects in an integrated unit. He 

did indicate that he thought "a drawback" to integration was 

the inclusion of all subjects. He indicated that it was 

difficult for him to think of concepts in the areas of 

science and math. Even so, the idea that some subjects 

could be left out indicated a change from previous comments 

when he mentioned that the units should be totally 

inclusive. This conceptualization possibly evolved due to 

the writing and teaching of his own unit, which he said did 
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teachers. 
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Although he felt semantic maps were difficult, when 

asked, he did draw a "map" of the integrated curriculum. It 

included the categories of "roles," "implementation," and 

"definitions." The importance of teacher knowledge and 

preparation was stated. As stated in previous interviews, 

he felt it was important to include plenty of time in order 

that the students could be "exposed" to the concepts. 

Again, as in the block, cooperation was listed. He 

mentioned the importance of teachers working together and 

indicated his surprise that one person couldn't, or 

wouldn't, corne and talk to his class. Francis felt this was 

a lack of cooperation. He not only mentioned it in his 

interview, but also in his journal. 

Knowledge was also listed on his map. Interestingly, 

he stated that the traditional curriculum considers all 

knowledge to be located in the textbooks. He added that in 

such a situation, "You're not using your brain at all as an 

instructor or a facilitator. I mean you just have your book 

and that's it." 

Even so, he indicated that he wasn't "one hundred 

percent sold on the integrated system." He planned on using 

it, but he felt the traditional curriculum would provide for 

some of the needs of the students. He said, "They just need 

a base. They need a foundation from which they can work 
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themselves up. Uh, get rid of some of the basics." Part of 

the foundation, he felt, would be provided through 

textbooks. 

In conclusion, Francis was able to express a caution in 

his attitude towards the integrated curriculum. In general, 

he liked the concept and felt he would use it, but he wasn't 

completely "sold," because students, in his view, needed the 

"foundation" provided by the traditional curriculum. This 

included, 

How to form a sentence. What's a noun. What's a 

verb ... How to read, to read out loud, to read 

silently. I guess to ask questions ... I say all that 

and I think, you know, it just seems like drill and 

practice with these students and even in the 

traditional system that's not all it is. 

As this illustrates, he is not totally certain that the 

integrated curriculum is the best model for him. The 

"foundation" appears to be a concern. 

Francis - Student Teaching Ends: The Picture Emerges 

but a Search for Style Remains 

The planning of his own unit, as indicated at the 

beginning of his student-teaching experience, was a 

major influence in helping Francis' conceptualization 

integration emerge. His observations of other teachers also 

influenced his conceptualization because he began to mention 



173 

a "spectrum" of integration. He still discussed the 

categories of "attitude," "implementation," "comparisons," 

"roles," "reasons," and "definitions," but the additional 

category was verbally named in his next to last interview. 

He had been discussing differences in forms of integration 

since his block field experience. In contrast, Helen used 

the term "continuum" and started to use it in her 

vocabulary during the first student teaching interview. 

In referring to the "spectrum" of integration which he 

had observed at his school, he said, "I guess I've seen both 

sides of the spectrum. I guess I've seen people that use it 

[integration] sparingly. And I'm in the middle of a class 

right now that's using it and I don't know if she'll use it 

for the rest of the year ... " He also referred to another 

teacher who "uses it quite a bit." Francis was impressed 

with her work because he said he understood that she gave 

workshops on various topics and he hoped to "hit a couple of 

them because she has some really innovative ideas." He 

mentioned that as he observed teachers, integration in 

various forms began to emerge. Francis said, "I had to look 

at it in a different way ... I guess in my own mind I found 

integration." In contrast to Helen, Francis "found 

integration" whereas Helen appeared to not find any outside 

of the units based on novels. He also was able to discuss 

the concept of what he perceived to be "total integration" 

which he indicated would be the teaching of a theme all day 
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long and then continuing with units. 

The roles of the students were still apparent at the 

end. He continued to discuss cooperation and leadership as 

key roles for the students in the integrated system. For 

the unit his teacher was implementing, he mentioned he 

learned "that the students take responsibility on themselves 

and they make the rules. They set some guidelines and you 

can have your own little set of rules, but they make their 

own as they go along." He also noted how the cooperative 

groups helped the students from the resource room on their 

projects. A change from his field experience, in regard to 

the students' role, was that he felt the student did more 

than the teacher in the integrated curriculum. He felt that 

along with cooperation there was also more research. He 

stated, "I've noticed that there is a lot of research ... in 

the integrated system" on the part of the students. 

As for his own attitude and opinion toward his own use 

of the integrated system as well as his "placement" on the 

spectrum, he said, 

I remember in the past interviews that I was all for it 

and that I would use it a lot in my teaching. But, 

right now, I guess being out in the field ... I'll use 

it, but I don't know exactly how much. In fact I'm 

still not ... I guess I'm just not ready to ... I guess I 

want to try both sides ... 
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This statement reflects a change in his beliefs about his 

personal implementation of the integrated curriculum, but it 

also reflects the indecision of someone who doesn't feel 

comfortable with some aspect of teaching with integration. 

This can be substantiated, to a degree, in his comment 

about the reading texts. He indicated that the basal series 

would be an "easy" place to begin integrating because "it's 

already set up for us. And it is a good way for me to get 

started because I guess it is like holding my hand." 

By the end of his student teaching, he began to realize 

that there were other ways of implementing integration and 

his attitude began to shift towards that of interest and 

excitement. He discussed the enthusiasm of the students who 

were using the newspaper units at the school and that even 

though they considered the day they used the newspapers to 

be the "hardest" they also considered it to be the most 

"fun." Francis stated that newspapers "hold the children's 

attention a lot longer than just a textbook would." He 

shared with me his delight in finding that he, personally, 

could brainstorm ways of using the newspaper in the 

classroom. He had shared his ideas with his four-year-old 

son, who also became enthused. This delighted Francis. He 

did state that he was "unsure" of how much he could 

accomplish during his first year of teaching due to "the 

workload," but that he did plan on using integration in the 

future. 
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Toward the end of his student teaching, he mentioned 

that an artist has to paint a portrait on his own for it to 

truly be his own painting. Francis and I discussed how an 

artist selects his own colors and most certainly develops 

his own style. For Francis, his style and his 

conceptualization of integration emerged by allowing him to 

create or "paint," his own units. As Francis learned more 

about integration he represented a teacher, or an artist, 

searching for his own style. 

A Summary of Francis' Conceptualizations and Changes 

During Student Teaching 

In summary, Francis continued to view cooperation as a 

key element of integration, but he also was able to 

conceptualize the planning of activities. The "excitement" 

he saw the students demonstrate influenced his own belief 

that the integrated curriculum had its benefits. 

At the conclusion of his student teaching, his 

conceptualization of integration continued to be "painted" 

as he searched for his style of integration. This is 

indicated by his comments that he wasn't certain about his 

first year of teaching, but that he planned "on developing 

enough units to cover an entire year." Another reason for 

waiting, he said, was to get to know the district. He 

commented, "I'm curious about some of the other aspects of 

school before I, uh, start with that. I want to understand 
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the school district and personnel before I go on with it." 

He continued, "I think it is an interesting way to 

learn. And I think that the students enjoy it more and 

that's from experience and they look forward to it a lot 

more. " 

His conceptualization at the end of student teaching 

reflected a personalized "idea" of integration in that his 

background had played a role, but he was more interested in 

developing his own technique. The unit writing and the 

teaching, or "doing," had enabled his conceptualizations of 

integration to become far more focused than they had been in 

the beginning of the study. 

A Summary of Helen's and Francis' conceptualizations: 

Student Teaching 

1. A "continuum" or a "spectrum" of integration was 

constructed. Both Helen and Francis developed another 

category for their conceptualization of integration. It 

included the range of integration which they felt they had 

observed while in the field. 

2. Backgrounds played an interesting role in 

conceptualizations. Helen was aware of her background 

schooling and the impact it had on her teaching. On several 

occasions she indicated that she hoped she would "not 

revert" back to her schooling. The impact of Francis' 

schooling was evident in some of his statements. He 
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indicated during student teaching that spelling and language 

arts were separate subjects and he attributed this belief to 

his background. Likewise, his comments on the need for 

textbooks to provide the basics, or a foundation, seemed to 

reflect his background in school. 

3. The relationship between their conceptualizations and 

their student teaching placement provided interesting 

contrasts. In Helen's case, as she perceived it, there was 

little if no integration outside of the "novel" units. 

Throughout her stay at the school, she still maintained that 

integration would be a viable curriculum for the 

students. 

Francis was in a school in which he perceived a wide 

range of integration, with his teacher "experimenting" while 

he was there. She also used novels for reading instruction. 

Francis' position on integration had moved from enthusiastic 

support during microteaching to a position reflecting a 

"wait and see" attitude, although he, too, felt integration 

was beneficial to the students. 

This should not imply that student teachers should be 

placed with classroom teachers of opposing philosophies. It 

does suggest that such placement might help their 

conceptualizations grow. 

4. The conceptualizations continued to reveal the 

hidden curriculum of the block. The participants continued 

to talk about the " textless " curriculum or one in which 
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texts would be used as resources. This may have stemmed 

from because they were used as resources in the block. 

Cooperation continued to be mentioned as a key factor in 

integration by both participants. This may have been due to 

the cooperative nature of the mentor groups. 

Conceptualizations of Barriers to the Integrated Curriculum 

During the study, both participants were asked to 

discuss what they considered to be barriers to integration. 

On a number of occasions, "barriers" were mentioned in the 

interviews or the journals without the direct "probing" on 

my part. An analysis of the data for both participants 

revealed categories which included the school, the 

community, personal barriers, and hometown barriers. In 

many cases, the categories were intertwined. Interestingly, 

the hometown barriers were remarkably similar. Table 4.3 

highlights the categories for "barriers." 

Helen: Barriers to the Integrated Curriculum 

Most of the barriers which Helen mentioned were 

related to the school, although she did refer to community 

and personal barriers. She was also able to describe her 

hometown in detail and how she perceived the school and 

community would receive integration. In general, she felt 

the community in which she grew up would not recive 

integration favorably. 
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Table 4.3: Categories and Codes for Conceptualizations of 

Barriers to Integration 

Categories 

Barriers 
School currie. 

Cover currie. 
Fragment curro 
Required/pers. 
Planning 
Time 
Sequencing 
Not knowing 

subject 
Controversial 

issues 
School Sched. 
Assessment 
Multigrade 
Tradition 
Resources/mat. 
Funding 

School/Teachers 
Judgement 
First year 
Few competent 

teachers 
Work/teachers 
Cooperation 
Perception/ 

community 
Fear/Insecure 
Other teacher 
Change 

Codes 

BAR 
BARSCHOC 
BARCC 
BARFC 
BARRP 
BARPL 
BART 
BARSE 

BARNKS 

BARCONI 
BARSS 
BARAS 
BARIMMG 
BARTR 
BARRE 
BARFU 
BARSCHOT 
BARCCTJ 
BARFY 

BARCT 
BARWT 
BARCO 

BART PC 
BARF IN 
BAROT 
BARTCH 

Categories 

School/Students 
School/Parents 

Religion 
School/Adminis. 

School board 
Communication 

Explanations 
Community 

Taxpayers/texts 
Self 

Personal back. 
Own limitat. 
Personal belief 

Home town barrier 
Other teachers 
Change 
Administrators 
Community 

Interruptions 

Codes 

BARS 
BARP 
BARPR 
BARAD 
BARSB 
BARCO 
BAREX 

BARTT 
BARSE 
BARPB 
BAROL 
BARPBE 
BARHT 
HTOT 
HTCH 
HTAD 
HTCO 
INTER 

One of the barriers which was related to the school 

curriculum was the possibility that a teacher would not 

"cover the curriculum." This was Helen's most often stated 

concern about integration. She mentioned "covering the 

curriculum" in a least six different interviews. In her 



181 

first interview, she said, "Something you would have to 

watch out for would be to make sure that you did cover 

everything. Which maybe isn't ideal either, but you would 

have to ... it would be easy to go off on a tangent." By the 

time she was in the block field experience, she indicated 

that textbooks would help to give "an idea of things that 

need to be covered." She realized the necessity of the 

teacher needing an extensive background knowledge of the 

curriculum and the content. She surmised that experience 

would help a teacher determine what needed to be included. 

By the time she was halfway through her student teaching, 

she still voiced a concern about including what would be 

needed for the year. This concern was centered around 

yearly planning and the thought that her background would 

not enable her to see other possibilities. She stated, 

I guess the biggest problem, though, is just seeing how 

it would fit together with the, with the kind of big 

picture as far as ... record keeping, what have I 

covered, what have I not covered. I cannot but think 

that it has got to be my background, you know, part of 

the way it has always been done, you know, restricting 

me from seeing the possibilities there, because when I 

look at it as a, as a specific, you know, separately 

from the big picture, I see it as being the most 

effective way of teaching ... " 

The concept of how to plan for the entire year and to cover 
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the "requirements" continued to be a cause for concern. In 

a student teacher journal entry her frustration with not 

having the "right" answer for yearly planning and including 

all the "requirements" was expressed. She wrote, 

Perhaps there is a right answer somewhere, but it is 

particularly elusive in this case. I hope that what I 

don't understand is how to plan an entire year, how to 

'meet all the requirements,' and that will come when I 

actually start teaching. I think I would be a fairly 

good cook if I had a recipe. Right now, all I have is 

the ingredients! 

Another twist to "covering the curriculum," which was 

connected to her student teaching and the real or perceived 

"school requirements," was that the integrated curriculum 

was second to the "required curriculum." She indicated that 

she learned, or had been told, that she could teach an 

integrated unit, but she must "cover everything else first." 

According to Helen, it resulted in one day being set aside 

for her unit on A Cricket in Times Square. She had also 

stated during an interview that another teacher was using 

the book at the beginning of the semester and that she had 

to wait unit the teacher was finished. 

Other barriers related to the school which she also 

noticed right away included the fact that integration would 

be more time consuming and would require more creativity. 

In conjunction with "time," she also mentioned, in her 



second block interview, that the school schedule was a 

problem. "A flowing type" of curriculum wouldn't be 

conducive to a schedule which was fragmented. She later 

changed her mind on this topic. 
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Administrators could possibly be a barrier. She felt 

that many would want to be able to walk into a classroom and 

know exactly what would be taking place. Helen's 

conceptualization of an integrated curriculum was such that 

it might be difficult for another person to walk into a room 

and determine exactly which "subject" was taking place. She 

felt that some administrators expected certain subjects to 

be taught at certain times. In reference to her own 

elementary principal and flexible scheduling for 

integration, she said, "I think, probably, in the school 

that I was brought up in that would be a problem ... unless, 

of course, I could convince him otherwise." 

In regards to teachers and barriers, Helen felt that 

the knowledge base which was required for the integrated 

curriculum would make it more difficult than a more 

"traditional" type of curriculum. She felt the teacher 

would have to be well versed in all the subjects instead of 

the "content" provided in the textbooks. She was concerned 

whether or not there would be enough creative and innovative 

teachers who would be able to teach in such a manner. A 

lack of cooperation between teachers and the various grade 

levels would be a barrier to integration. Helen felt the 
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teachers would need to communicate between the grade levels 

in order to facilitate what each was including. Toward the 

end of her student-teaching experience, she also talked 

about teachers who wanted to try innovative approaches but 

didn't know how. She indicated that there appeared to be a 

need for staff development, or at least it had been 

mentioned by a teacher as being a helpful possibility. In 

thinking of herself, she felt she would not be able to use 

her "ideal" curriculum the first year of teaching due to 

having to learn about the organization of the curriculum and 

the students. 

She also found that teaching from textbooks for each 

subject provided a barrier to integration. Helen 

experienced this when she was student teaching. She 

commented, " ... basically it's expected that, you know, 

you'll cover the ... chapter, this section, this unit in this 

book." In considering her integrated unit on A Cricket in 

Times Square, she said it would be very difficult to pull 

information from the textbooks and apply it to her unit. In 

reflecting on the dilemma she said, "It just seems that it 

is working backwards to me. And may be not. Yeah, may be 

that's just a perception that, that I receive." 

She talked about the interrelationships between 

the school and the community which could provide barriers to 

integrating the curriculum. First, school personnel and the 

community view the textbooks in financial terms. If 
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teachers used textbooks less frequently, then the community 

might be concerned. Helen added, "I suppose that would corne 

under a real barrier of communication." Second, the 

"traditional" curriculum has "already been tested in that 

it's the status quo, so probably in that respect it probably 

wouldn't have as many barriers with the community, the 

traditionalists, you know, in the communities." Third, 

Helen felt that explaining the curriculum to parents and the 

community might be somewhat difficult if they viewed 

learning as certain subjects being presented a certain 

times. Finally, she conceptualized the integrated 

curriculum as "new" and therefore lacking in research. She 

felt a teacher would have to have "some valid research" in 

order to convince school personnel and the community. 

She also reflected on what she considered to be her own 

personal barriers. Early in the study, she indicated that 

she felt she had limitations which might hinder the process. 

Later some of those limitations were voiced in concerns over 

"covering the curriculum," ways to meet individual needs of 

the students, and yearly planning. She also mentioned that 

she would find it easier, and more comfortable, to plan 

themes around topics of which she was knowledgeable and felt 

were worthy of teaching. 

In regards to her background, she was asked about her 

horne town and whether or not she felt the integrated 

curriculum would be accepted. Helen's response was that 
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people would possibly have a difficult time with it because 

change was not viewed in a positive manner. She said, 

I really think there would be some barriers. I would 

say the big reason is because it's a very, very 

traditional type of community ... they follow tradition. 

They don't want any type of change at all. Change is 

always bad, it seems is the attitude. 

In addition, Helen felt that teacher accountability would be 

difficult. The teacher 

would basically have to prove to the whole entire 

community that learning was for sure going on ... and if 

you couldn't prove it by showing, you know, your class 

scored way high on the achievement test, then it 

wouldn't be viable for ... you see what I'm saying? You 

would be on trial to prove that learning was going on. 

She also mentioned that the administrators and other 

teachers might be opposed. She felt that she would have "to 

convince" both groups of the viability of integration. 

In reference to her home town, she said, " ... it's just 

somewhat narrow minded ... " She felt they would listen, but 

that a teacher would have to "be very convincing" and "very 

effective" in order to introduce integration. In order to 

demonstrate the possibilities of an integrated curriculum, 

she felt it would help to "bring in experts" and possibly 

"show videos" to the community and school personnel. 

In summarizing Helen's conceptualizations of barriers, 
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the need to "cover the curriculum" was expressed the most 

often. She also discussed, in detail, her thoughts on 

reasons teachers, administrators, and the community might be 

opposed. In general, opposition seemed to rest on 

resistance to change, a lack of knowledge about integration, 

and teachers and parents wanting to "feel comfortable" in 

the fact that the "traditional" curriculum provided quality 

education. She stated that she thought that many of the 

barriers could be overcome. She stated, 

... it is almost like there's ways of getting around 

them. I mean when you look at them. I mean, like 

parents' disapproval. I think that once you've talked 

to the parents and explained it to them, you know, as 

long as you have the rationalization for what you're 

doing it seems that a lot of those barriers are going 

to go away. 

In the last interview, as she summarized her 

conceptualizations of barriers, Helen indicated that one 

problem facing those who wanted to implement the integrated 

curriculum would be funding for the extra materials which 

would supplement, or supplant, the textbooks. Again, she 

felt communication would be a key in overcoming this barrier 

as well as others. 

Francis: Barriers to the Integrated Curriculum 

Francis' conceptualization of barriers also centered 
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on the school and the community, but included barriers 

pertaining to himself and his home town as well. During the 

study, his conceptualizations developed as illustrated in 

the fact that he could name more barriers and discuss them 

in greater detail. Toward the end of his block field 

experience, he began to realize that some of the barriers he 

thought might exist, in actuality, did not. This occurred 

during his student-teaching experience as well. 

During his first interview, he mentioned that one 

barrier would possibly be the students who would be unaware 

of the subjects they were in due to the combined nature of 

the curriculum. He did add, "I don't know if that is a 

disadvantage or an advantage." That barrier, along with the 

fact the rural schools were not participating that semester 

in order that the in-town students could, were the only 

barriers he could think of during the first interview. 

It was during his second interview and in his 

subsequent journal entries that he started to mention 

cooperation both as a central aspect of integration and a 

barrier. Cooperation pertained to the ways in which 

preservice teachers, teachers, and other people in the 

community who were related to education were able, or not 

able, to cooperate with each other and with Francis. 

Several journal entries relating to the microteaching 

commented on occasions when cooperation did not occur within 

his group. He indicated that he noticed that the lessons 
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did not go well when the group "wasn't on page," or 

cooperating. He also noted an occasion when he was student 

teaching when the fifth-grade classes were working together 

on a unit. Francis mentioned that one of the other teachers 

could have been more cooperative by "sharing" the time for 

lessons. He also indicated that he could not understand why 

some people would not corne into his room to talk to the 

class about their cultural heritage. He wrote, "How are we 

supposed to teach about a people when they don't have the 

time of day for us?" Francis considered these incidences to 

represent a lack of cooperation. 

Some of his comments on cooperation mirrored Helen's 

observation that teachers need to communicate and cooperate 

in order for integration to occur. Communication leads to a 

positive learning environment for the students and the 

teachers. 

In regard to administrators, he wasn't sure whether or 

not they would be barriers. Later, during the block field 

experience, he mentioned that some administrators in his 

horne town would possibly not be as receptive as others. He 

did feel, as did Helen, that you could talk to them and 

present your ideas. 

A personal and school-related barrier which appeared 

when Francis was in his block field experience and continued 

into his student teaching was that of "work." While on his 

field experience he commented that he hadn't realized all 
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the work and time that went into gathering resources and 

planning the unit. The college professors, by writing and 

modeling the first unit, had made it look so easy! 

Another personal barrier for Francis was the fact that 

he did not completely write a unit on his own until he was 

planning for his student teaching unit. Therefore, his 

conceptualization of the integrated curriculum did not begin 

to focus on planning, or implementation factors, until this 

occurred. 

He also talked about personal barriers which were 

related to controversial issues. He said, "I think that 

would be one of the greatest barriers there is." On certain 

issues, for which he used abortion as an example, he 

indicated that he would not "take part" and he wouldn't want 

his "students to take part in it either." 

Francis had originally felt that parents and the 

community would be skeptical of the integrated curriculum. 

His attitude on this point changed when he witnessed the 

enthusiasm with which parents and the community supported 

his teacher's unit on aviation while he was in the block 

field experience. In this case, people wanted to get 

involved. Francis said that it was the first thing that 

several parents mentioned during the parent-teacher 

conferences. One person also indicated that his "friends up 

at the mine" had "experience in aviation and would be glad 

to help ... " Francis concluded, "I would have to say that 
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both parent and conununity ... both barriers are down." He did 

state that schools still needed to "keep the doors open" in 

order to encourage parental involvement. 

Toward the end of the block Francis was asked about his 

hometown and what he felt the conununity and school personnel 

reaction would be to the integrated curriculum. His 

response to possible barriers was similar to Helen's. He 

also indicated that his conununity focused 

... on the past instead of the future. And if it 

worked in the past, then it should just keep on going. 

If it didn't work in the past then it's already been 

changed and there's nothing that you can do that will 

enhance that change. 

He surmised that "a majority of the teachers" in the 

district felt the same way. He attributed this to the fact 

that many were "getting ready to retire, and change for them 

means more work for them. They ... don't want to put forth 

the extra effort." 

Like Helen, he said that integration would have to be 

"something that you would have to introduce to some of the 

teachers and you would have to go into great detail when you 

explained" the process. He felt the teachers would possibly 

be more reluctant than the administrators. 

When he was student teaching he noted a number of 

possibilities which could create barriers to integration. 

The first one was the lack of cooperation among some 
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teachers. He indicated that he had noticed this first hand, 

but only on occasion. Next, he thought that in some 

instances the school board might object although he had not 

witnessed it. He did find that certain holidays, such as 

Halloween, provided barriers for some students who came from 

religious backgrounds which objected to such celebrations. 

He learned that this could easily be overcome by providing 

different activities for the students. In the end, he felt 

that the barriers hadn't been too great. Francis summarized 

his feelings by saying, "I haven't seen much of a problem, 

what ever we want to try ... great! Let's do it." 

Francis did consider interruptions to be a barrier not 

only to integration, but to the daily routine. He wrote in 

his student teaching journal, 

It seems like there aren't enough hours in a day to 

cover the subjects you want to cover. There are so 

many interruptions, distractions, and things that pop 

up that you run out of time during the day. I'm not 

sure if we're trying to catch the students up from the 

first days we missed because of the teachers' strike, 

or if this is the way it is going to be. 

He defined interruptions as anything which occurs from 

outside the class which interferes with the lessons. 

Helen, on the other hand, was able to take some of her 

interruptions and turn them into "teachable moments." She 

referred to this as "real life" integration, or "practical 
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integration." 

In conclusion, Francis viewed many 0): the barriers to 

integration to be centered around cooperation. Many of his 

conceptualizations of the barriers did change as the study 

progressed. First, he was able to discuss them in more 

detail and in greater depth in comparison with the first 

interview. Second, he "found" integration to be taking 

place, to varying degrees, when he was student teaching. 

Third, he found that many barriers ceased to exist. Parents 

were supportive as well as the community. 

Summary of Barriers 

In general, the barriers pertain to categories related 

to the school, the community, personal barriers, and the 

home town. Helen's most frequently expressed barrier was 

"covering the curriculum." This was a concern she voiced 

throughout the study. Francis, was concerned about 

cooperation, although "work" and "time" became barriers, 

also. 

Both participants found that it is possible for 

barriers to be eliminated. This they either witnessed first 

hand or they were able to think of ways to alleviate problem 

situations. In Francis' case, he heard parents who 

indicated that they approved of the unit and wanted to 

become more involved. He also learned about ways to include 

students whose religious backgrounds might otherwise have 
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mentioned communication as a key to easing barriers. 

Changes and Influences in Conceptualizations of the 

Integrated Curriculum 
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This section summarizes the changes in 

conceptualizations during the study and the situations which 

helped to influence, or shape, those conceptualizations. It 

needs to be stressed that the "influences" are not 

necessarily "causes," but are "possibilities" which the 

participants mentioned orally or in writing. The changes 

were also either verbalized during interviews or mentioned 

in journal entries. Several changes were recognized in the 

writing, content, and length of the journals as well as the 

length of the interviews. 

Helen: A Summary of Changes in Conceptualizations 

The following summary of Helen's conceptualizations 

includes the entire study, although some of the 

conceptualizations are more specific to either the block 

segment or student teaching. Table 4.4 is a framework which 

reflects Helen's conceptualizations in terms of categories 

and how they changed over time. It should be noted that 

some of the topics listed under Late Student Teaching also 

occurred earlier in the study. 
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Table 4.4: A Framework of Helen's Conceptualizations 

CATEGORIES 

ATTITUDES 

DEFINITIONS 

CONTINUUM 

REASONS 

TEACHER ROLE 

EARLY BLOCK 

* Exciting 
* Questions 

background 

* Combines all 
subjects 

* Not separate 

* Not fragmented 

* Real life 
* Application 

to daily life 

* Promote life 
long learning 

LATE STUDENT TEACHING 

* Exciting 
* Frustrating 

(Teaching) 
* Effective 

* Combines all 
subjects 

* Practical 
Integration 

* Whole language 
* Inquiry classroom 

* Self/ Upper 
quarter 

* Real life 
* Problem solving 
* Students 

inquistive 
* Coping strategies 
* Easy way to learn 

* Facilitator 
* Don't feed 

students 
* Is knowledgeable 
* Complexity/ 

thinking 
* Teach how to learn 



Table 4.4 (Continued) 

CATEGORIES 

IMPLEMENTATION 

EARLY BLOCK 

* pick topic 
* Student interests 
* Use guide 
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LATE STUDENT TEACHING 

* pick topic 
* Student interests 
* Use guide, but 

who decides 
content? 

* Cover curriculum 
* Alternative 

assessment 
* Brainstorm/ 

categorize 
* Consider 

personalities 
* Class size, 

multigrade issues 

1. Integration moved from a concept to an "organization 

of teaching". She was able to verbalize changes which she 

herself felt had occurred. First, Helen indicated 

that she had previously viewed integration as a teacher's 

"perspective of understanding that everything was 

interrelated. And now I see it as being more ... a possible 

strategy and actual organization of teaching. Possibly, you 

could call it a model of teaching." 

According to Helen, one influence on this change 

had been the "hands-on" experiences she had been receiving, 

which included writing units with other preservice teachers 

plus a "mind set" which she indicated enabled her to think 

about what she was learning and how it would apply to her 
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future teaching. It was the realization that she would be 

the teacher. She no longer was in class to simply get a 

grade, she was there to learn how to teach. 

2. "Relaxing" enabled her to see "how it fit together." She 

mentioned how difficult it was at first to see how different 

concepts, or subjects, might fit into a "humanistic" theme 

such as civil rights. Once she learned that she could 

"relax and let her mind take over" she found that her 

thoughts began to focus. Later, she described the benefit 

of brainstorming ideas and how the process enabled her to 

select activities and see how the picture fit. 

3. Although relaxed, the more she focused on thinking 

about teaching the more "frustrated" she became. The first 

time she used the term "frustrating" was in the seventh 

interview when she was discussing the complexity of 

teaching. She was concerned about the amount of thinking 

and questioning as well as reorganizaing which she found 

herself doing in planning for the integrated units. She did 

admit that she thought some of this had to do with a lack of 

self-confidence. Her previous interviews and her journals 

entries had been more "up-beat." The term "frustration" was 

used frequently during her student-teaching experience as 

she focused more on her own teaching and the curriculum used 

at her site. 

4. She was able to discuss the integrated curriculum in 

greater detail. Throughout the study, her entries and her 
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interviews revealed that her conceptualization of the 

integrated curriculum had continued to expand. During her 

first interview, she didn't really define integration other 

than to discuss her own background which had been 

"fragmented," to express her excitement over integration, 

and to discuss, in detail, ways for implementing an 

integrated unit. By the last interview, she was mentioning 

that a definition of "combined subjects" was a "simplified" 

conceptualization and that it was necessary to consider also 

how the students' personalities could be integrated into the 

curriculum. In regard to the subjects, she continued to 

view integration as including "all subjects" even though she 

had been introduced to a different viewpoint while in her 

field experience which revealed partial integration of 

sUbjects. 

The roles of the teacher and the student were greatly 

expanded, also. Her journal entries were heavily centered 

on her observations of the students and her own reflections 

of her teaching. The main change in this area included 

"thinking about teaching" as described in her remarks about 

its complexity. After working with the students, she had 

noticed what she referred to as their dependence on the 

preservice teachers. This reinforced her belief, which had 

been stated in the first interview, that students needed to 

"learn how to learn" and that it was the teachers' 

responsibility to help them in that endeavor. Even by the 



third interview, she was talking about teachers modeling 

learning. She also began to use the term "easy," in that 

the integrated curriculum, with its interrelated subjects 

would make the learning easier for the students. 
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5. She began to focus on assessment. In the first 

interviews and her journal entries, assessment was not 

mentioned. By the middle and the end of the microteaching 

sessions, she often talked about the various types of 

assessment she would like to see in the classroom, such as 

"real-life" problem solving and ways of actually 

demonstrating knowledge which would be different from 

"paper-and-pencil" tests and standardized tests. 

6. The journal entries became more reflective and centered 

on teaching and education. During the micro teaching segment 

of the block, her journal entries focused on her teaching, 

her peers, the teaching of the college professors, and the 

students. Her student teaching journals started with 

reflection on the classwork, the students, and her teaching. 

Later the entries centered on teaching in general, her 

frustrations with the curriculum, and questions about "the 

overall intent of education." 

7. Over time, many of the passages in the interview 

transcripts lengthened. The lengthened passages appeared to 

focus on two items. First, open-ended questions such as 

"Tell me about your week" produced longer, and at times, 

more valuable information, than specific questions. Second, 



200 

questions which required more detail in the answers, such as 

"Tell me about the process of planning your unit" led to 

longer responses toward the end of study. This may have 

been due to the actual writing and teaching which then 

enabled her to discuss the process in greater detail or she 

may have simply been more at ease with the interview 

process. In the early interviews she had voiced a concern 

about repeating herself, but she was assured that it was all 

right to do so. The lengthened passages also resulted in 

the field experience and student teaching interviews almost 

doubling in length compared to the early micro teaching 

interviews. The early interviews frequently lasted 35 to 45 

minutes whereas the later ones generally ran slightly over 

one hour. 

8. Support and interest in the integrated curriculum were 

maintained, if not strengthened. As her conceptualization 

of the integrated curriculum grew, so did her support. The 

lack of integration in her background did not appear to 

influence her beliefs in a negative manner. In fact, the 

integrated curriculum made her question "fragmented 

subjects" and the way she had been taught. At the end of 

her block experience, she wrote that if she had not been 

"convinced" before, she was "convinced" at that point that 

integration was "the best" form of instruction and teaching. 

At the end of her student teaching, this attitude remained. 

9. Terms such as "real life" were used often, but in 



changing contexts. Two terms which she used throughout 

the study were "real life" and "problem solving." Her 

definitions didn't appear to change, but she used them 

201 

in a variety of contexts. For example, she used both as 

reasons for an integrated curriculum versus the 

"traditional" curriculum which. to her, concentrated on 

school life. She later indicated that assessment needed to 

be more like real life in order to create "problem-solving 

citizens." During student teaching, she became 

frustrated with some of the textbooks and indicated that 

"real-life" activities, whether it be actual writing in 

journals or problem solving activities, would be more 

effective in promoting student motivation and retention of 

content. 

10. New definitions emerged from the field experience. 

Prior to the field experience Helen had thought of the 

integrated curriculum as the combination of all subjects, 

but once she was in the field she encountered a situation in 

which only two subjects, according to her, were integrated. 

Helen's comment was that this was a new combination that she 

had not thought of before and she wondered why the teacher's 

"important" subjects of reading and math weren't combined 

into the units which included social studies and science. 

Helen was influenced by the teacher's ability to use 

"teachable moments" in ways which matched Helen's concept of 

making learning "real life." She started to refer to this 
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as "practical integration" - a term she coined. 

An interesting feature of this change is that it she 

recognized the possibility of integrating only a few 

subjects, as witnessed in the field experience, but she may 

have actually believed in total integration. This is 

illustrated by her comment at the end of the semester which 

still stated that integration included all the subjects. 

Also, during student teaching she referred to the 

integration of "all subjects" as being more "holistic." She 

did continue to talk about "practical integration," but she 

thought it was "second best" to total integration. 

11. A continuum emerges. In her first student-teaching 

interview, she started to talk about a continuum of 

integration. The continuum ranged from classes based on 

"separate disciplines" to a totally integrated curriculum. 

She placed her "ideal curriculum" in the upper quarter, or 

toward the end of "total integration." 

12. Integration in a multigrade context can be easy as well 

as problematic. The influence of a multigrade context in 

which she had to prepare and teach an integrated unit made 

her pause and reflect on the advantages and disadvantages of 

such a situation. In her last interview prior to the field 

experience she had mentioned a concern about "covering the 

curriculum" in a multigrade classroom and meeting the 

abilities of the students, but the teaching and observation 

gave her time to discuss the issues in more depth and to 
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reflect on the situation. She found the class size (seven 

students) to be very adaptable to integration in comparison 

to the "town school" classroom in her microteaching, and 

later her student-teaching situation. Her concern was how 

to develop and implement a unit which would allow her to 

individualize and avoid redundancy for those who remained in 

the classroom for several years. 

Helen: A Summary of Influences 

She was able to mention several people and situations 

which she felt had influenced her conceptualizations of the 

integrated curriculum during the study. Again, these are 

not necessarily causes for changes but can be viewed as 

possible sources. 

1. The college teachers didn't really brainwash us. Helen 

felt that although the emphasis had clearly been on the side 

of integration, that the college professors had portrayed 

both sides fairly. At the end of the block, she indicated 

that the college (including professors and courses) had 

helped her to become "more analytical." 

2. Helen's sister was the conceptual "balance." Her 

sister, who has a degree in medical technology, is 

presently enrolled at another state college in elementary 

education. Helen indicated that she thought that her 

sister's educational program was based on an integrated 

philosophy, also, but that her sister "has a ... different way 
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of looking at things. So may be she has been my one 

skeptical type of thing, you know, person ... " Helen stated 

that they enjoyed talking to each other because their views 

weren't exactly the same, therefore, she was Helen's 

"balance." 

3. Her questioning of teachers and visitors at the guest 

ranch enabled her conceptualization to grow. Helen's 

inquisitive nature enabled her to feel comfortable in asking 

other educators about the integrated curriculum. She said, 

"I tend to always be asking questions. I always have. So, 

I guess just that has helped." She also indicated that the 

guest ranch experience helped her perspectives. Due to her 

questioning of the guests, she said, "My perspectives grew 

and probably solidified a little bit." Helen not only met 

people who were in favor of the concept, but people who she 

viewed as less supportive than the others. She felt talking 

enabled her to "keep an open mind to everything." 

4. The interviews helped her think about integration. 

In the last interview, she mentioned that our sessions 

together had been beneficia1. She said, "I mean just 

the whole interviewing process for me has been ... has given 

me kind of a direction to ... of questioning myself." 

5. Teachers in the field had helped her. It was from her 

block field experience that she realized integration is not 

necessarily the integration of all subjects. During this 

time she started to discuss "teachable moments" and 



"practical integration." During her student-teaching 

experience, she was with teachers who used novels in 

thematic units. She also learned that there was less 

integration in the field than in the micro teaching 

experience. 
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6. Students helped her learn about integration. In her 

last interview, she mentioned the personalities of the 

students, their interests, and their home lives. She felt 

that "to get the full effect of integration ... you have to 

look at integrating everything about the students into the 

way that you teach." Her work with her students had enabled 

her to reflect on their needs and the type of curriculum 

which might be best for them. 

7. Exposure is a good way to help expand 

conceptualizations. Her exposure included the actual 

teaching of integrated units as well as further exposure 

through the block program, attending conventions, and 

talking with other people. As she said, "Having been 

exposed to it [integration] I was more perceptive to 

things." She mentioned how exposure was enabling her to 

become more aware "of the specific types of things." 

Francis: A Summary of Changes in Conceptualizations 

Francis' conceptualization of integration grew 

considerably during the study The "picture" was vague at 

the beginning, but "much clearer" at the end. Table 4.5 
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is a framework of his conceptual changes. 

Table 4.5: A Framework of Francis' Conceptualizations 

CATEGORIES 

ATTITUDES 

DEFINITIONS 

CONTINUUM 

REASONS 

TEACHER ROLE 

EARLY BLOCK 

* Liked it 
* Confusing 
* Cooperation 

necessary 

* Tie subjects 

* Cooperation 
* Students 

enthused 

* Cooperates 
* Help students 

participate 
* Be flexible 

LATE STUDENT TEACHING 

* Liked it 
* Not 100% sure 
* Cooperation 

necessary 
* Lots of work 
* "Try both sides" 
* Students enthused 

* Tie subjects 
* Alludes to 

interdisciplinary 
style (doesn't use 
term) 

* Will try various forms 

* Cooperation 
* Students enthused 
* Ties subjects 
* Students do research 

* Cooperates 
* Help students 

participate 
* Be flexible 
* Facilitate and 

observe 
* Be knowledgeable 
* Teach some subjects 



Table 4.5: (Continued) 

IMPLEMENTATION * Student 
background 

* Cooperation 

* Student background 
* Cooperation 
* Select topic 
* Brainstorm 
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* Categorize by lessons/ 
subjects 

* Tie lessons to topic 
* Consider assessment 

(paper/pencil) 

1. At first it was "confusing." During the first 

interview, Francis' response to the term integrated 

curriculum was that it was "confusing." This was, in 

actuality, as he stated later, a reference made to the block 

program itself and the syllabi. With the help of an 

example, he was then able to respond that the subjects were 

mixed and that the students were unaware of the specific 

subjects. His discussion of how to implement an integrated 

unit was also weak. By the time he was ready to enter the 

field experience, he was able to discuss his 

conceptualization of the integrated curriculum in terms of 

definitions, his attitude towards it, reasons for 

implementing it, ways for implementation and planning, and 

roles of the teacher and students. 

His journal entries supplemented his interviews. As 

time passed, he began to indicate what he conceptualized as 

"integrated." An early entry indicated that he "finally 



understood what an integrated theme" was. A later entry 

from the end of February, 1993, referred to one lesson he 

had written and was preparing to teach. He wrote, "I'm 

excited about it because it's science and social studies 

both.<- INTEGRATED." 
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He indicated that observation and exposure helped him 

learn about integration. Watching his peers and the 

students helped him to think about the roles of teacher and 

students. Exposure was a key influence, also. He 

commented, "I know I say over and over each day I am exposed 

to it I understand it more and more." 

2. Although the block is a lot of work, some of the classes 

are beneficial. In addition to observation of the 

micro teaching lessons and general exposure to the concept of 

integration, on two occasions he mentioned class activities 

from the block which helped him. The first one included a 

brainstorming and categorizing session in which he appeared 

to learn how people can work together to develop ideas for 

an integrated unit. He also started to learn about the 

brainstorming strategy and how it would help in implementing 

units. The second reference to the classes was in regards 

to the Wednesday class sessions, which he admitted were 

long and contained a lot of information, but he felt 

they were the most helpful because he would suddenly find 

himself reflecting back on the material which had been 

included in the sessions. 
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3. He begins to notice the students and the relationship to 

integration. By the middle of the micro teaching experience, 

he mentioned that he was more concerned about the students' 

social needs and that the integrated curriculum would be 

able to incorporate "real life situations rather than ... just 

textbook material." His journal entries also indicated his 

concern for students and his growing understanding of what 

the students actually knew. In February, 1993, he mentioned 

that he had been noticing one of the resource room students 

and he indicated that he "wasn't really sure how much he was 

getting out of the lessons. Today he showed me that he 

knows and understands more than we give him credit for ... he 

does have something to offer to the class." While in the 

field for his block experience, he noticed students who were 

continuing their learning about aviation outside of class 

and he also witnessed a student, who was having problems, 

become interested in some of the material. As he said 

during student teaching, the integrated curriculum "benefits 

the students." 

4. From being systematic to learning how to be flexible. 

Francis would joke about his being too systematic and 

feeling that he must finish what he started. From teaching 

the Friday lessons, he learned that it was all right to be 

flexible and that it was needed for the integrated 

curriculum. In the beginning, he felt the Friday integrated 

lessons had "so many things going at once" it was confusing. 



He stated, "as the weeks have gone on, I have learned to 

relax a little bit and to open up and to be not so 

systematic and to ... follow up on different areas." He 

mentioned at another time that he learned to follow the 

children and not stick so much to his lesson plan. 

Flexibility continued to be a topic while he was in the 

field. 

5. He likes the concept, but he begins to wonder ... 
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All the way through the study he was able to comment on the 

fact that he liked the concept of integrating the 

curriculum, but as early as the fourth or fifth block 

interview he began to discuss (not necessarily question) the 

issue of time and student perceptions. He wondered if 

teachers would have the time to teach integrated units all 

year plus he wondered if the fifth graders didn't simply 

consider the Friday micro teaching to be a "goof-off" day. 

He did feel that they were "retaining some of it ... probably 

a majority of it," but he was concerned about their 

conception of integration. 

As he moved into his block field experience and 

student teaching, he commented on the amount of work that 

integration involved. Again, he wondered about the time. 

Even in his last interview he talked about the need "to get 

to know the school district" first and then he could begin 

to integrate. One solution, he felt, would be to plan the 

units during the summer. 
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6. Cooperation is mentioned frequently, but it takes on 

different meanings. He considered cooperation from several 

standpoints. First, it was frequently mentioned in regard 

to the mentor group and the necessity to be "on page" and 

work together. Next, it was mentioned in regard to student 

group work. He felt that the integrated curriculum enhanced 

cooperation. In terms of implementing an integrated unit in 

the future, he often mentioned that he would do it in 

cooperation with another teacher. A work ethic similar to 

his would be his criterion for selecting another teacher. 

Throughout the study, Francis commented on the importance of 

teachers working together. These comments occurred because 

he felt that he had witnessed several occasions in which 

cooperation did not exist. 

7. Changes in his journals occurred throughout the study. 

Several changes were noted in Francis' interviews and 

journal entries. As time progressed, his interviews became 

longer. This especially occurred once he was in the field. 

His early interviews were generally 45 minutes in length 

whereas those during the block field experience and student 

teaching often exceeded an hour. Throughout the study, 

certain passages were fairly long and detailed, but as time 

progressed and his conceptualizations grew, he had even more 

to say. For example, he had more to say about how he 

was going to implement his own unit then he did during the 

first interview in the study. The amount of writing was a 
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major change. During the block, he turned in detailed 

journals which indicated that he was reflecting on his 

teaching, but during his student-teaching experience he 

turned in only a two page journal. Information from the 

student teaching journal was used to help understand his 

conceptualizations, but it was very limited in comparisons 

to Helen's. 

8. He begins to notice a "spectrum." Toward the end of his 

student-teaching experience, he started to use the term 

"spectrum" to illustrate the varying degrees of integration 

he indicated that he had witnessed at his school. As he put 

it, some used integration a lot and others not at all. He 

appeared to still be struggling with the idea of "total 

integration" even at the end of student teaching. He 

indicated that he hadn't seen it, therefore, he did not know 

what to expect. He was able to surmise that one of the 

sixth-grade teachers, who used only newspapers one day a 

week, was the closest to having a totally integrated 

program. He was finally able to discuss how he 

envisioned his Native American unit fitting into such a 

curriculum. 

9. He decides that textbooks are needed. Francis stated 

part way through his student-teaching experience that he had 

changed his mind about textbooks. He felt they "provided a 

foundation" or provided "the basics." A student needed a 

good foundation in order to "be original," therefore, 
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textbooks were necessary. Interestingly, this was a 

conceptualization which seemed to shift back and forth. On 

one hand, he said they were necessary, but on the other he 

said he would be happy to use them only as resources if he 

were allowed to do so. 

10. Interruptions become a problem. In his early 

interviews Francis had focused a lot on the cooperation of 

his peers and other teachers, but while he was student 

teaching "interruptions" became one of his frustrations. 

Although this is related more to teaching in general, it 

does contrast with Helen who saw the opportunity to take 

some of the interruptions and turn them into "teachable 

moments." To Francis, anything from outside the classroom 

which interfered with a lesson was defined as an 

interruption. 

Francis: A Summary of Influences. 

The major influences, according to Francis, which 

aided him in developing his conceptualization of the 

integrated curriculum were people and the actual creating 

and teaching of his own integrated units. 

1. Campus professors helped him understand that change can 

be beneficial. Francis felt that the campus professors put 

him at ease and let him know that it was "O.K." to make 

mistakes. In addition, they helped him realize that "change 

can be good ... change from the traditional classroom can be 
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good and it can be exciting." He felt that it was good that 

the professors were open about their own questions about the 

integrated curriculum. 

2. A retired teacher tells him about integration. He 

mentioned a retired teacher who he knew who volunteered in 

classrooms and was able to give him feedback on integration. 

He felt very positive about the fact that a retired teacher 

would be accepting of the concept. 

3. A local middle school teacher shared insights on teaming 

and the interdisciplinary curriculum. Francis mentioned a 

friend who taught at a middle school and was involved "with 

a team that (is) using the integrated system." A 

conversation with the teacher during his block field 

experience had focused more on possible student teachers who 

might join the team than on the advantages or disadvantages 

of integration. 

4. "The biggest eye opener is when you do it yourself." 

Francis felt that a strong influence on his 

conceptualizations had been the actual writing and teaching 

of his own unit. He said, "I think when you have to do it 

yourself is when it makes the biggest impact on how you 

perceive it and how you present it." Listening to 

professors and other preservice teachers as well as 

following their suggestions were helpful, but not as great a 

help as the "doing." This was apparent in the first student 

teaching interview when he talked about his 
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conceptualization of the integrated curriculum and focused 

on specific examples from his own unit. 

5. Interviews helped him "cope" with the block. Although 

he did not indicate specifically if the interviews had 

helped with his conceptualizations, he did mention that the 

interviews from the block segment had helped him cope. He 

indicated that his questions were answered. The student 

teaching interviews, he felt, became repetitive and strained 

toward the end, so they had not been as helpful. 

Changes and Influences: A summary 

Both Helen's and Francis' conceptualizations of the 

integrated curriculum grew beyond a simple definition of 

combined subjects. They both centered on aspects which they 

started to realize were important to them and aspects which 

they noticed from being in the field and teaching. The 

influences, which they mentioned, included people, the 

interviewing process, and the writing and teaching of units. 

In Helen's case, it could also be the lack of teaching her 

unit. 

In What Ways do the Participants' Conceptualizations 

Compare and Contrast? 

This section will summarize the similarities and 

differences between the participants' conceptualizations of 

the integrated curriculum. The information reviews the 
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entire study. 

Similarities 

1. Neither participant could remember much integration in 

their schooling backgrounds. The participants, upon 

reflection, recalled a dearth of integration in their own 

schooling. Only one or two teachers, to their recollection, 

had incorporated integrated activities into the curriculum 

and no teacher had used it in the manner being taught at the 

college. 

2. A dearth of integration in their backgrounds did not 

hinder their verbal stance in favor of it. Helen was 

strongly in favor of integration and mentioned such 

advantages as "problem solving" and connecting the 

curriculum to "real-life" situations in order to create 

responsible citizens and a curriculum based on student 

needs, interests, and "personalities." Her major 

frustration arose from the "thinking" and "complexity" of 

teaching, not integration itself. 

Francis indicated that he liked the idea of an 

integrated curriculum and the fact that students were 

"unaware of the subjects," in fact, he felt it "benefited 

the students." Cooperation, for Francis, was a central 

issue in the integrated curriculum. He did wonder about 

time and planning and student perceptions of integration, 

but he indicated he still supported the idea. At the end of 



the study, both indicated that it was an effective way to 

teach and that it was enjoyable for the students. 
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3. Their conceptualizations continued to be constructed. 

This was illustrated by the greater detail and longer 

passages in the typed transcripts. Each of the 

participants, by the end of the study, could speak at length 

about implementing the curriculum, reasons for it, the roles 

of the students and the teacher, various definitions, the 

"continuum," and comparisons between integration and a 

traditional classroom. The concept of a "continuum" appears 

to be something which was truly constructed from their own 

experiences. 

4. New definitions, or images of organization, emerged from 

the field experiences. Both Helen and Francis discovered 

that their block field teachers used integration in ways 

which differed from the campus interpretation. As Francis 

indicated, it wasn't "full blown." In his case, it was 

based on scheduling and the rotation of classes. Helen also 

found integration to be based on scheduling in that the 

teacher seemed to include only the afternoon subjects in her 

thematic units. The "important" subjects of reading and 

math were not included. 

5. Their interviews lengthened. As their conceptualization 

changed and deepened, they were able to talk at greater 

length about their own involvement and what they were 

observing. They both mentioned that the interviews had 
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played a role in helping them construct conceptualizations 

of the integrated curriculum. For Francis, this seemed to 

be more true during the block semester than it did during 

the student-teaching experience. 

6. Both were still in favor of integration at the end of 

the study. At the end of the semester, both Helen and 

Francis were still in favor of integration. Helen was 

strongly in favor of integration, as indicated in her last 

block journal entry. Francis approved of the integrated 

curriculum, but also showed some reservations as indicated 

by what he considered to be the amount of work and the need 

to learn about his school district the first year of 

teaching. 

7. The professors in the block are sources of influence. 

The instructors were mentioned by both participants as 

people who influenced their conceptualizations. Neither 

Helen nor Francis indicated that the influence was meant to 

be negative, or as Helen said, "brainwashing." 

8. Teachers need to be knowledgeable of subject areas. 

Knowledge was mentioned by both Helen and Francis as an 

important aspect of teaching. This was mentioned most often 

when the interview discussions centered on planning and 

implementation. Helen indicated that teachers who 

incorporate the integrated curriculum might have to be 

well-versed in all the subject areas. She felt that might 

make such teaching difficult. 
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Differences 

1. Helen started with a stronger conceptualization than 

Francis. This appeared to be due solely to the fact that 

Helen had previous experience with the concept in classes 

prior to the block and Francis had not. This gave Helen the 

appearance of an "edge" in the first interview. By the end 

of the study, Francis had a well-developed conceptualization 

of integration. 

2. Francis put a stronger emphasis on cooperation than did 

Helen. They both discussed the concept in the interviews 

and felt it was an important component of integration, but 

Francis discussed it more often and in an extended context. 

On several occasions he used the phrase that everyone must 

be "on page." He frequently referred to group dynamics 

within the mentor group, both in interviews and in his 

journal, whereas Helen mentioned cooperation only once in a 

journal entry. 

3. The emphasis on work was viewed differently. First, 

both indicated that the integrated curriculum was difficult, 

but for different reasons. For Francis, it was the amount 

of unexpected work that made it difficult. On the other 

hand, for Helen it was the realization of the amount of 

knowledge that was needed. She had stated her "frustration" 

earlier in the semester over the amount of thinking and 

questioning that teaching and planning entailed, but this 

appeared to be different from Francis' concern. While in 
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the field, Francis had discussed his concern over the amount 

of work, whereas Helen almost described it in joyous terms 

as she mentioned that she was continually coming up with new 

ideas. 

4. Unit writing created a difference in how soon 

conceptualizations emerged. One reason for Helen's early 

conceptualization of the integrated curriculum was that she 

had the opportunity to write her own unit earlier than did 

Francis. For the block experience, she wrote and taught her 

own unit which helped her think about the ramifications of 

teaching such a unit in a multigrade classroom. Francis, on 

the other hand, did not get to write a unit on his own until 

he started to student teach. He mentioned that the planning 

of his own unit had been a major factor in his 

understanding. 

A Summary of Comparisons and Contrasts 

A major comparison between Helen and Francis was that 

they were able to maintain their support of integration 

through their student-teaching experience. Francis did 

become somewhat hesitant, but it was mostly related to 

becoming acclimated to his surroundings before he started on 

integrated units. He still supported the concept. Helen 

was very supportive throughout the study, although she, too, 

wondered about how much she would be able to do her first 

year. 
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The major difference between the two had to do with 

their background knowledge of integration upon entering the 

block. In addition, the writing of their own units created 

a difference in their conceptualizations in regards to when 

certain understandings took place. Helen seemed to have an 

advantage due to her background knowledge and the fact that 

she wrote her own unit earlier than Francis. 

The Picture Emerges 

Over all, both Helen and Francis were able to construct 

broader and deeper understandings of the integrated 

curriculum. Both indicated that this was due, in part, to 

writing units, being interviewed, teaching integrated units, 

and talking to other people about the process. In other 

words, it included communication. 

As the "picture" became clearer to each one, their own 

personalities also emerged. Helen found that her 

"inquiring" personality helped her to form 

conceptualizations. Asking questions was of great 

benefit. For Francis, he actually mentioned an artist 

metaphor. He talked about the need to "paint his own 

picture," or in other words, the need to write and teach his 

own integrated units. The writing and creating were the 

most benefit to him. In many ways he will continue to 

search for his style. Each of the personal styles also tied 

into personal forms of communication. 
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Although biography played a role, especially in the 

case of Francis, personalities were also evident. Helen, 

the "inquirer," will probably continue to conceptualize 

integration by asking and searching. Francis, "the artist 

searching for his style," will continue to learn about 

integration as he creates integrated units. 

Their conceptualizations or "pictures" should never be 

considered entirely focused. Further experiences with 

integration will enable them to develop conceptualizations 

which are more detailed and perhaps more vivid. 



CHAPTER 5 

CONCLUSIONS 
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The purpose of this study was to explore the changes in 

Helen's and Francis' conceptualizations of the integrated 

curriculum as they progressed through the block program and 

student teaching. The study not only considered 

conceptualizations of the curriculum itself, but also the 

barriers. The previous chapter includes a conceptual 

framework of the changes in conceptualizations for each 

participant. 

This chapter is divided into three sections. First, it 

will review the findings and conclusions as well as address 

the grounded theory which emerged from the data. Second, 

the significance of the study and the findings will be 

presented. Finally, suggestions for further studies will be 

proposed. 

Findings and Conclusions 

This portion of the chapter will present the major 

findings of the study and a semantic map which illustrates 

the theory which emerged from the data. Following the 

semantic map is a description of how the data correspond to 

the theory. 

1. The results did not support the major tenets of the 

literature on teacher beliefs and socialization. As 

demonstrated in the review of the literature, studies of 
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teacher beliefs and socialization indicate that preservice 

teachers tend to discount their progressive college 

education in favor of more conservative beliefs (Copeland, 

1979; Hoy & Rees, 1977; Iannaccone, 1963; Yee, 1969). 

Other studies indicate that preservice teachers tend to 

refer to their own elementary and secondary schooling and 

therefore follow a biography theory (Calderhead, 1988; 

Calderhead & Robson, 1991; Lacey, 1977; Lortie, 1975). 

Although Francis did express a "wait-and-see" attitude 

at the end of the study, both Helen and Francis maintained 

their support for the integrated curriculum. Overall, they 

did not resort to more conservative beliefs nor did the lack 

of an integrated curriculum in their own schooling appear to 

influence their conceptualizations in a manner which 

reflected the biography theory. Instead, Helen and Francis 

both indicated that they thought the integrated curriculum 

would be beneficial in facilitating learning and that they 

hoped to use various configurations of it in the future. 

Helen was very supportive of integration throughout the 

study. On several occasions, she referred to her own 

schooling and indicated that she did not want to "revert" to 

the teaching practices she had encountered. Such comments 

indicated that she was aware of her own elementary and 

secondary schooling in comparison to what she was learning 

during the study. It also indicated that she was aware of 

the possibility that she might use techniques which her 
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elementary teachers had used but that they were techniques 

which she wished to avoid. 

One possibility for her not wanting to revert to her 

background, or more conservative methods, was her 

inquisitive nature. Questioning others and questioning 

herself enabled her to think about her conceptualizations 

and what she was learning. On several occasions she stated 

that questioning helped her keep an "open mind." In 

addition, she indicated that she was not in college to earn 

grades, but to learn how to teach. This attitude possibly 

enabled her to keep an open mind, also. 

Francis was very supportive of the integrated 

curriculum throughout microteaching, but when he encountered 

the block field experience and student teaching he began to 

raise questions. Basically the concerns were related to the 

amount of work involved in planning integrated units and 

what he perceived to be the lack of use of textbooks in such 

a curriculum. He indicated that textbooks should be used at 

least as resources. In this case, he felt that he differed 

from what the college had presented in redards to the use of 

textbooks. During his last interviews, he mentioned that he 

hoped to use integrated units in the future but he wanted to 

learn about his school first. Although he raised concerns, 

his comments were not indicative of total rejection of his 

college education nor someone who was following a total 

biography theory. Instead, he seemed to find value in 



methods which he had encountered in his own schooling, in 

his field experiences, and at the college. 
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Reasons for his support and his "wait-and-see" attitude 

could not be totally substantiated from the data. It is 

possible that both are partially due to the fact that he had 

not had the opportunity to write his own integrated unit as 

early as Helen. For Francis, it did not occur until he was 

student teaching. The writing and planning of his own unit 

was a major factor in constructing his conceptualizations of 

the integrated curriculum. Late in the study, he actually 

mentioned the need to write his own unit and the fact that 

this had not occured earlier. In addition, his sequence of 

coursework at the college was different from Helen's. 

His hesitation on implementing an integrated curriculum 

could therefore be based on the fact that his 

conceptualizations were not as developed as Helen's. This 

should not reflect in a negative way on Francis as it had 

more to do with the sequence of his coursework and the fact 

that the unit for his block field experience had been 

essentially planned for him by the classroom teacher. 

Overall, the participants constructed their own 

conceptualizations of the integrated curriculum. Since 

support of integration was maintained throughout the study, 

the findings could not support the literature which suggests 

a socialization process which facilitates progressive to 

conservative beliefs or one based on biography. 
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2. The field experiences helped Helen and Francis construct 

further conceptualizations of the integrated curriculum. 

The literature on early field experiences tends to support 

more negative findings than positive ones. Book, Byers, and 

Freeman (1983) reported that field experiences are valued 

over colleges courses. In addition, Goodman (1985) found 

that many early field experiences promoted little reflection 

on what was being learned and taught. Other studies, such 

as McDiarmid's (1990), revealed that surface beliefs 

changed, but it was doubted that early field experiences 

would change deep beliefs. 

The field experiences in this study did enable Helen 

and Francis to construct the concept of a continuum of 

integration. It was while they were in the field that they 

saw classroom teachers practicing varying degrees of the 

integrated curriculum. Both participants moved from the 

conceptualization that integration involved all subjects to 

the conceptualization that integration could include a few 

subjects. In addition, the field experiences allowed them 

to see teachers who used integration in varying amounts. As 

student teachers, Helen and Francis both mentioned that 

integration was viewed by some of the teaching faculty as a 

filler to the regular curriculum. 

Their field experiences were positive in the sense that 

the curriculum configurations the participants encountered 

enabled their conceptualizations to grow. Helen and Francis 
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were both able to reflect on the situations and to indicate 

what they perceived to be the positive and negative aspects. 

3. Both participants concluded that barriers to integration 

could be avoided. As Helen and Francis progressed through 

the study, they both began to discuss ways in which barriers 

to the integrated curriculum could be overcome. In 

addition, they both mentioned that barriers which they had 

perceived to exist no longer existed. On several occasions 

during his field experiences, Francis mentioned that he no 

longer considered parents as potential barriers. 

4. Conceptualizations emerged and evolved through the 

process of transaction. The theory which evolved indicated 

that Helen's and Francis' conceptualizations of the 

integrated curriculum became more . specific' through a 

transactional process which included the "self" (or the 

participant), a personalized metaphor, communication, and 

"shaping aspects." The semantic map, in Table 5.1 signifies 

that all the key components in the model transact in the 

process. It is through this process that conceptualizations 

of the integrated curriculum, and the barriers, change over 

time. 

The map should not be considered as one which is 

indicative of cause and effect, but one of transaction 

between the key components which are involved in the process 

of conceptualizing integration, or the process in which the 

"picture" moves from the nebulous to the more focused, or 
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"specific." Also, there is not a clear beginning and ending 

point for the components because they emerged over time and 

will continue to emerge after the study although certain 

definitions and terminology, for example, were verbalized at 

various points. 

Table 5.1: The Transactional Process of Conceptualizations 

"Doing" 

Schooling People 

~/ 
SHAPING ASPECTS 

~~~~~~~~ __________ INTEGRATED ______________ ~==~ 
CURRICULUM 

Thinking 

"Aslng~, Painting" 

.A. 
Inqulrer Artlst 

Biography 

The term "self" refers to the participant although it 

also considers the cognitive aspect of each person's 
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conceptualizations. In this study, the analyses of the 

data revealed that the conceptualization of integration 

did reflect an understanding which was "personalized" and 

also revealed some aspects of "biography." In this manner, 

it also revealed the "self," or the personal side of each 

participant. 

In the case of Helen and Francis, it was similar to the 

findings of Bunting (1988) and Zeichner and Tabachnick 

(1984). In studies of teacher socialization, they found 

that there was some influence from ones personal background, 

but that preservice teachers also developed a "personalized" 

understanding of teaching. 

Both Helen and Francis agreed on a number of topics, 

but there were differences in regard to the manner in which 

their backgrounds, or biographies, played a role in helping 

the conceptualizations of integration emerge. In addition, 

there was a personalization of understandings which evolved, 

not only between the participants and their cooperating 

teachers, but also between themselves. 

As stated earlier, Helen mentioned on a number of 

occasions that she did not want "to revert" to her 

background. She indicated that she was concerned that she 

would teach the way her "teacher" taught. She did not 

clarify if by "teacher" she meant her cooperating teacher or 

a teacher from her background. A positive aspect of her 

background, or her personal self, was that she was "always 
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asking questions." In addition, as she watched and observed 

her classroom teachers, her understanding of integration 

became more personalized. She also maintained that the 

integrated curriculum was a viable form of organization and 

instruction. 

Francis did not discuss his background in the same 

manner, although he mentioned an upper elementary teacher 

with whom he had personally disagreed. He did allude to the 

influence of his background by discussing the importance of 

textbooks for establishing the basics. He also indicated 

that this attitude was in fact a change from the beginning 

of the block when he did not feel that textbooks were as 

essential. Also, he thought that spelling and language arts 

were separate subjects. He mentioned that he assumed that 

his beliefs were also based on his background. 

A twist on the issue of personalization, in comparison 

to Bunting (1988) and Tabachnick and Zeichner (1984), was 

that the participants' background knowledge of the 

integrated curriculum differed prior to entering the block 

program. Helen entered the block with a more developed 

understanding than did Francis. The gap between the two was 

due to the fact that Francis had first attended the college 

for several years in the early 1980's and had recently 

returned. The knowledge base of several courses, which he 

had completed earlier, had changed and he had missed out on 

an introduction to integration. This was evident, also, in 
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his knowledge of whole language. 

During the study, the gap between the two was further 

emphasized because he did not get the opportunity to write a 

unit on his own for the block experience. In one sense, 

Francis once again "fell through the cracks" although his 

conceptualization of the integrated curriculum continued to 

grow and evolve. The difference between Helen and Francis 

reinforced another "personalized" aspect of the study. 

The results of this study indicated that the 

participants, or the "self," involved a "personalized 

metaphor" which was more a metaphor for conceptualizing the 

integrated curriculum than it was a metaphor of teaching 

itself, although Francis' could be seen as both. Helen's 

was based on "inquiry" and Francis' was based on an 

"artistic" metaphor. Helen appeared to be aware of her 

personalized metaphor throughout most of the study whereas 

Francis did not begin to discuss his until the end. Each 

personal metaphor transacted with the "self." 

Throughout the study, Helen talked about the importance 

of inquiry, problem solving, and real life in conjunction 

with integration. She also mentioned that asking questions 

helped her to think and to conceptualize various aspects of 

the integrated curriculum. Indeed, the questions which I 

asked her, according to Helen, helped her to question her 

own understandings. Questioning, therefore, was her tool 

for thinking about the integrated curriculum. In Helen's 
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terminology, it enabled her to move from an understanding of 

the "big picture" to a more specific picture. Helen was the 

inquirer. 

Francis, during one of his last student-teaching 

interviews, referred to an artistic metaphor. He needed to 

"paint" his own picture, or as he said, develop his own 

units, not have someone else start the "painting" for him, 

as he felt had happened in the block when the professors 

provided previously written units for the first teaching 

lessons and even in the second unit which was planned by the 

mentor group. Writing and planning of his own units, or his 

own "painting" and creating, were important elements in his 

conceptualization of the integrated curriculum. 

Although Francis mentioned the metaphor by name at the 

end of his student teaching interviews, the results of 

writing his own unit were evident at the beginning of his 

student teaching when he had the chance to dabble on his 

own. Prior to writing his own unit his comments had been 

somewhat nebulous as to their fit to integration and the 

implementation of a unit. Once he was writing his own unit, 

he suddenly shifted to discussing lessons and activities 

which were directly related to integration. He was able to 

discuss his strategies in detail, such as the brainstorming 

and categorizing of activities as well as the organization 

of the activities into interrelated subjects under a theme. 

Writing his own unit was a tool for thinking and 
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conceptualizing. 

Francis was a preservice teacher "searching for his own 

style" as was indicated by the fact that he also wanted to 

wait and see what his first year of teaching would be like 

before he experimented with an integrated curriculum. In 

other words, what was his style? How would his style fit in 

with that of the school? How much work would be involved in 

developing his style? Could this be shared with another 

teacher with whom he could cooperate? At the conclusion of 

the study, these were questions which Francis was interested 

in having answered. 

Communication, in this study, takes the form of 

transaction. It was basically demonstrated through oral and 

written language, not through other forms of communication 

such as those found in the visual and performing arts. The 

participants' background knowledge of integration was very 

evident in how they discussed integration with me and with 

others. 

Helen and Francis each had their own form of personal 

communication which interacted with the component of "self" 

and their personal metaphors. Again, the main form of 

communication for Helen was in asking questions although it 

also interconnected with the written language of her 

journals and her reading. Indeed, even her journal entries, 

toward the end, included questions which she was personally 

asking herself, and me, about teaching and education. 



235 

Francis, as indicated earlier, found help in creating 

his own form of semantic map and in writing, or "painting" 

his own unit. One form of writing which did not enable him 

to conceptualize in great detail were his journal entries. 

Although the block journal had been detailed and reflective, 

the student teaching journal consisted of two pages. 

Cooperation was a very important aspect in his 

conceptualization of integration. To use his phrase, 

"everyone must be on page." In other words, people need to 

be working and speaking together in order to communicate. 

He felt that a lack of communication between teachers could 

be a barrier to integration. 

Over time, he also learned about his "spectrum" of 

integration by observing and talking with other teachers 

while he was in the block experience and student teaching. 

This enabled him to realize that not all subjects had to be 

integrated. 

There were at least three "shaping aspects" which 

reinforced communication, the personal metaphor, and the 

"self," thereby enabling conceptualizations to emerge 

further. The three major aspects included the participants' 

background, the "doing" of teaching, and other people. The 

people included students, teachers, family members, other 

educators, and people in the community. 

Each participant's background was evident in the 

changes in conceptualizations. This was partially evident 
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in their conceptualizations of barriers. Both participants 

mentioned identical barriers for their hometown, although 

Helen seemed more convinced that the administrators would be 

opposed than did Francis. This perception remained over 

time for Helen, although Francis noted the relative openness 

of the teachers at his student teaching site. They both 

agreed toward the end of the study that many barriers could 

be overcome through the use of various forms of 

communication. 

For Francis, the strongest evidence of background and 

"biography," which was derived from the data, was his 

concern about textbooks and the necessity to provide a 

foundation, or the basics. This conceptualization did 

appear to waver, though. At several points he indicated 

that he was more in favor of their use than he had been 

although at other times he indicated that he would use them 

as a resource, if given a choice. 

Teaching, or the "doing" of teaching, was mentioned by 

both participants as an influence on their 

conceptualization of the integrated curriculum. This was 

evident in the doubled length of their transcripts once they 

were in the field. Helen mentioned that the interaction 

with her students and discussions with the teachers helped 

her think (and ask questions) about her conceptualizations. 

Francis also found that the teaching aspect of 

integration enabled him to conceptualize about integration. 
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He also started to notice the reactions of the students 

towards integration and that they appeared to be enthused by 

the process. The actual planning which went along with the 

teaching, as stated earlier, also enabled him to change his 

conceptualizations. A major aspect of the teaching of 

integration was that Francis also began to wonder about the 

amount of preparation it would entail. Although he never 

specifically indicated it would be a barrier, he alluded to 

the fact. 

Various people also enabled the conceptualizations of 

Helen and Francis to change. Both indicated that observing 

the students enabled them to think about their own 

conceptualizations of integration. Helen mentioned in her 

last interview that she realized that integration was more 

than the combination of subjects, but that it had to include 

student interests and personalities as well. Francis 

focused on the cooperative nature of student interaction and 

their "excitement" and enthusiasm for integrated units. 

Helen also referred to her summer experience at the 

guest ranch where her questions enabled her to expand on her 

conceptualizations. She also mentioned that the variety of 

people helped her to keep an "open mind." 

By observing and talking to teachers in the field, they 

both began to form their own personalized conceptualizations 

of integration. They started to conceptualize the 

"continuum" of integration, barriers and ways in which the 
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integration of all subjects is not always the case. 
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The interaction of the four major components enabled 

the changes in conceptualization to emerge, or be 

constructed. In most cases, it was not direct instruction 

which enabled them to learn about integration, but rather 

the interaction of the components which promoted thinking 

and a personalized understanding. 

The Importance of the Study and the Findings 

Due to the qualitative nature of the study and the fact 

that there were only two participants, the findings cannot 

be generalized to other settings and should also be 

considered carefully even when put in use at the college. 

The findings do serve as a guide for understanding the 

process which students go through in moving from the "big 

picture" to the more "specific." The "big picture" is one 

in which there are a number of misconceptions. An example 

of this: "Integration is the combination of all subjects." 

Another example: "Textbooks are not used in a totally 

integrated class." Of course, as stated in Chapter One, 

comments such as "They don't do this out there" may very 

well be based on the misconceptions, a nebulous 

understanding of integration, and not knowing how to 

overcome possible barriers. 

Those of us who are involved in teacher education at 
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the college need to reflect on these statements and consider 

how the preservice teachers can be helped in constructing 

their conceptualizations of the integrated curriculum as 

well as other forms of curricula. How can the transactional 

nature of conceptualizing, if it exists, be enhanced? As 

Helen stated, the role of the professors should be helping 

students "learn how to learn." 

The transactional nature of conceptualizing the 

integrated curriculum and "learning how to learn" can be 

enhanced in the following ways. First, a wide variety of 

opportunities need to be provided for the preservice 

teachers to communicate their understandings. This can be 

accomplished through journaling, interviewing within the 

mentor groups, writing units and discussing the thinking 

process, and providing ample time for questioning from the 

preservice teachers. Of course, encouraging preservice 

teachers to communicace with inservice teachers appears to 

be beneficial, also. 

Second, although just as important, the preservice 

teachers need to begin to understand their personal images 

and metaphors of teaching and reflect on them. Professors 

in the block also need to be aware of the personal 

metaphors. 

Third, it is important to provide a variety of 

opportunities for the preservice teachers to consider other 

forms of integration and ways to overcome barriers. The 
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opportunities can be presented during field experiences and 

in college classes. During field experiences, the 

preservice teachers need to be matched with teachers who 

practice integration in configurations which differ from 

that presented at the college and also differ from each 

other. 

In addition, the block program itself needs to present 

several options to the preservice teachers which will move 

conceptualizations away from the idea that integration is 

the combination of all subjects. 

The findings revealed a hidden curriculum within the 

program at the college which seemed to promote the idea that 

all subjects must be combined in order for true integration 

to occur and that textbooks are not included in the 

integrated curriculum. This is based more on the 

organizational makeup of the block, although preservice 

teachers are encouraged to use "hands-on" materials and 

their own ideas. The hidden curriculum needs to be reviewed 

and analyzed in order that misconceptions which arise from 

the block itself can be addressed. 

Over all, the significance of the study is that Helen 

and Francis were able to maintain their support for the 

integrated curriculum even though most studies indicate that 

preservice teachers resort to more conservative trends or 

their "biography." The findings will enable the professors 

and the preservice teachers at the college to continue to 
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develop a program which encourages the idea of "becoming 

teachers" and "thinking like teachers." Practices which 

will encourage the transactional nature of conceptualizing 

the integrated curriculum promote these concepts. 

Suggestions for Future Research 

possibilities arose from the data which suggested 

directions for further research. They included (a) 

following the present participants into their first year of 

teaching, (b) researching cooperating teacher perceptions of 

integration in relation to the preservice teachers', and (3) 

determining ways in which communication can aid in the 

process of conceptualization. 

First, if possible, both Helen and Francis will be 

followed into their early years of teaching to determine the 

direction of their conceptualizations. Such research will 

lend credence to, expand on, or disprove, the transactional 

process of conceptualizing the integrated curriculum. In 

addition, it will determine the development of their 

conceptualizations and whether or not they maintain their 

support for the integrated curriculum. At this point in 

time, Helen has signed a one year contract with "Up with 

People" so she possibly won't be in the teaching field until 

the 1995-1996 school year. Francis, on the other hand, is 

teaching on a full-time substitute basis at the school in 

which he completed his student teaching. If he would agree 
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to further participation, then we would both have to agree 

on forms of data collection. The journal did not appear to 

work for him, so another form of demonstrating his 

conceptualizations might be more appropriate. 

One question which arose during the study, but was not 

substantiated from the data, had to do with the how the 

participants' perception of integration corresponded with 

that of the classroom teachers. It was not known if the 

participants perceived equal amounts of integration in 

conjunction with the classroom teachers. Both participants 

felt that very little integration was taking place within 

their student teaching classrooms. On the other hand, the 

classroom teachers may have perceived that a great deal was 

occurring in comparison to other years and their own 

definitions of integration. 

Since communication appears to be one way in which the 

participants formed conceptualizations of the integrated 

curriculum future questions for study should center on ways 

in which individual preservice teachers can use oral and 

written communication to develop conceptualizations of 

integration and ways to surmount barriers. This may also 

relate to personal metaphors, as it did with Helen and 

Francis. I feel this is an important topic to pursue, as 

both participants also indicated its importance in the 

development of their own conceptualizations. 

It is hoped that future research will not only provide 
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more information on conceptualizations of integration, but 

that it will also benefit the program and the preservice 

teachers at the college. Such research will enable more 

people to "think like teachers," but the studies will also 

enable me to continue my growth as a professional in the 

field of education. 

Concluding Statement 

The participation of Helen and Francis enabled me to 

gain an understanding of their own conceptualizations of 

integration. 

reflect mine. 

In many ways, their conceptualizations did not 

From them, I not only expanded on my own 

conceptualizations, but I also learned about the 

transactional nature in which their conceptualizations 

changed over the period of one year. Helen, the inquirer, 

and Francis, the artist, both moved in their own 

personalized manner from the "big picture" to the 

"specific." 
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APPENDIX A 

PROTOCOL FOR FIRST BLOCK INTERVIEWS 

Questions: 

1. Why don't you begin by telling me about yourself. 
Probes: Tell me about your schooling ... elementary, 

secondary, the teachers, ... 
What was your elementary curriculum like? 
Tell me about your family or your community 

(Summarize responses - Clarify) 

2. Who has had a strong influence on you? 
Probes: In your schooling? 
(Summarize responses - Clarify) 

3. How old are you? 

4. At this point in time, what is your conceptualization of 
the integrated curriculum? 

Probes: Do you remember any integration in your 
elementary schooling? Your secondary schooling? 
If so, what ... how much. 
(Summarize and Clarify) 

5. If you were teaching in a fifth-grade class and you 
wanted to implement an integrated unit, what would you 
do? 

Probes: What might you have to consider? 
(Summarize and Clarify) 

6. What do you consider to be the advantages and 
disadvantages of an integrated curriculum? 

Probe: The original question was .... do you 
feel you have answered it? 

(Summarize and Clarify) 

7. Tell me about last Fridays microteaching experience. 
Probes: Their teaching ... the children ... the 

unit they're teaching ... the teaching they 
observed 

8. (If time) When and where did you first hear about 
the integrated curriculum? 

Probes: What was your conceptualization of it at 
that time? Why? 

(Summarize and Clarify) 
(This question was saved for the second round of 
interviews) 
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