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ABSTRACT 

This ethnographic study describes events and interactions that 

occurred between a group of teachers involved in a Teachers' Study Group 

in order to examine the process of transformation and essential 

transformative conditions. Data collected over a two year period includes 

field notes from participant observation, audio tape transcriptions, video

tapes, interviews, and written reflections by teachers and the researcher. 

An analysis of reflective dialogue and assessments by participants 

determined the transformations, the process of transformative learning 

that occurred for the participants and the formation of the collective group. 

Findings from an integrative analysis of discourse determined 

transformative events and conditions which were socially constructed and 

facilitated the transformation of individual teachers and the group as a 

whole. 

The paradigms underlying research and implementation models on 

teacher learning and change was examined and challenged. Two major 

directions were taken in this study. First, the transformation of an 

individual teacher as she engaged in inquiry through the cyclical 

progressions of the study group process is presented in a case study. This 

case study focuses on the construction of meanings and ideologies and the 

internalization of these meanings and their effects on learning, change and 

transformation for the teacher. 

Second, the process of transformation within the context of the study 

group is explored. This is presented as a case study which examines the 
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transformation of the group showing how the participants constructed 

"transformative social events" whereby they could "live" and experience 

transformative learning through critical personal and collective reflection. 

The data suggests that transformative learning occurs through the 

process of face-to face interaction between participants (teachers and 

researcher) in social contexts designed for the purpose of reflection, 

learning, and change. In order to understand the process of 

transformation, it is essential to examine the interrelationship between 

context and activities that participants use to constitute the culturally, 

socially, and historically organized social worlds they inhabit. It is 

important to approach context from the perspective that the activities and 

talk within these contexts exist in mutually reflexive relationship with each 

other. This perspective allows for the examination of how the context 

shapes the activity and talk and in return the activity and talk generate and 

shape the context. From this view the relationship between context and 

product (ie. language) is considered a process that emerges and changes. 

Thus, it is possible to recognize that participants can be situated within 

contexts which are capable of rapid and dynamic change as the event they 

are engaged in unfold. 



CHAPTER! 

FROM CHANGE TO TRANSFORMATIONS: 
RECONSTRUCTING PERSPECTIVES 

How will teachers actually respond to these changes? How do 
teachers change - at this moment or any others? What makes 
teachers change in the face of change, and what makes them 
dig in their heels and resist? Questions such as these concern 
what is commonly referred to as the change process: the 
practices and procedures, the rules and relationships, the 
sociological and psychological mechanisms which shape the 
destiny of any change, whatever its content, and which lead it 
to prosper or falter. If we are to understand the specific impact 
upon teachers of educational change in the postmodern world, 
we must also understand the place of teachers in the change 
process more generally. 

Andy Hargreaves, 1994, p. 10 
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The process of teacher change is very complex and the study of this 

process is just as complicated, encompassing a breadth and depth that 

many research models on teacher change have difficulty addressing. Most 

research examines teachers' change through studying their beliefs and 

behaviors and the relationship to student achievement (Shulman, 1988). 

This study examines how teacher's beliefs develop, shift, and change 

through the social construction of contexts and conditions that facilitate 

transformative learning. 

The process of problem-posing and problem-solving in collaborative 

and supportive study group sessions provides the impetus for teacher 
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learning, growth and transformation. In this research, I look at the 

process of transformation within the study group context, and study this 

process theoretically and methodologically in a way that situates teachers 

at its center. I believe that teacher study groups serve as contexts for 

collaborative dialogue amongst teachers and will encourage the process of 

transformation. 

In the fall of 1991, I began a teachers' study group at Davis Bilingual 

Learning Center in the Tucson Unified School District. We began the first 

meeting with a discussion of topics and questions which were of major 

concern for the participants. The teachers were interested in issues 

concerning the teaching of linguistic minority students and how to 

effectively facilitate their learning. Throughout the study, our explorations 

and actions resulted in an interwoven examination of two layers of related 

questions, those chosen by individual participants and those chosen by the 

collective group. As the teachers engaged in critical inquiry concerning 

these questions, my own questions dealt with questions regarding teacher 

learning and the transformation process. 
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Research Questions 

The research questions emerged from my interest in understanding 

the transformation process and from my experiences as a participant of 

various study groups. These experiences have provided me with many 

opportunities to witness different types of interactions among teachers as 

they ventured through the transformation process. Therefore, the major 

question this study proposes to explore is: What process of teacher 

transformation occurs during social interactions between teachers 

within a cohesive and sustained study group context? 

The study also explores the following sub-questions. These sub

questions provide answers concerning the social structure and social 

interactions in the study group context: 

1. How do teachers negotiate the presentation of 

self while expressing themselves and how do they 

reconstitute themselves as a group within this evolving 

social context? 

2. How are ideologies of individuals expressed and how are 

they effected or recreated by social transaction and 

through ongoing social reconstitution of ideologies 

within the study group context? 



3. How do shifts in ideologies and paradigms which 

underlie the transformation process occur? 

4. How are transformative conditions socially 

constructed through dialogic contexts such as study 

groups, and how do the transformative conditions 

underlie the transformation process? 
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Examining the answers to these questions is a very complex 

endeavor. It is hardly appropriate to answer these questions separately 

since they overlap and get at issues that deal with the general question. In 

order to understand the transformation process, all of the elements of study 

should be considered and studied in an integrative manner. How~ver, even 

this being the case, it is possible to address one or two questions more 

specifically through case study. I will present two case studies that I 

believe will address all of the questions, yet will focus primarily on two of 

them. It is my intention to demonstrate and illuminate through the case 

studies an understanding of the overarching question of this research 

project. 

These questions were studied using ethnographic methods which 

included text analyses of transcripts of the study group interactions, 

analyses of fieldnotes of participant observations by the researcher of these 

same sessions, analyses of interviews of study group participants, and the 

researcher's reflective notes. 
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Framing the Issues: Studying Teacher Transformation 

The transformation process for teachers, can be examined through 

emphasizing the creation of critical and reflective social contexts that place 

teachers at the center of their own learning. These contexts, in turn, serve 

as demonstrations for teachers toward developing similar social contexts 

for their students. I propose the following challenges for research on 

teacher learning and transformations: 1) the process of teacher 

transformation should be examined through collaborative social contexts 

created by and with teachers; 2) factors that promote and enhance or inhibit 

and stifle change within the educational institution must be determined; 

and 3) research should contribute to furthering our understanding of the 

transformational process and develop methods of study used to develop 

these understandings. 

"Teacher Transformation", Why Not "Teacher Change"? 

Teacher change, usually refers to research that studies teachers' 

changes through programs that focus on modifying teachers behaviors and 

developing effective teaching. Research on teacher change has consistently 

situated teachers in a position of subordination and disempowerment in a 

hierarchical structure of top-down control and has facilitated superficial 

gains. Some of these programs or models allow teachere· to add input in 

developing and implementing the research model or innovative program. 

However, the outcome of these models, the decisions of defining what 



change should occur and how it should occur, still reside in the hands of 

researchers, administrators, and/or staff developers, those in positions of 

power over teachers. 

19 

Teacher transformation, the term that I use, is associated with a 

perspective that places teachers at the center of their own learning and 

change. Within this perspective, teachers are viewed as empowered 

intellectuals, who are seeking knowledge and understanding of their role 

and abilities, through an examination of the complexities of the 

sociopolitical, intellectual, and cultural contexts they inhabit. In other 

words, teachers, through the dialectic of understanding their world and 

themselves within their world, engage in the process of creating 

knowledge, meaning, ideologies, practice, and thus, transform themselves. 

Maxine Greene in a discussion of transformative individuals notes 

that people who have resisted the status quo and struggle for change have 

acted upon what they chose as their responsibility. "They came together to 

reject a state of things they had decided was intolerable. They would not 

have felt it to be intolerable if they had no possibility of transformation in 

mind, if they had been unable to imagine a better state of things" (Greene, 

1988, p. 16). I believe that teachers are capable of imagining a better state of 

things, and when given opportunities are able to construct change. 

Teachers need time, resources, and contexts in order for this process to 

occur. 

Freire (1985) talks about social learning contexts that are dialogic. 

He believes that dialogic situations occur through reflective dialogues 

where individuals express who they are, what they know, what they need 



and engage in collective and collaborative problem solving. Through 

dialogic contexts, all participants are transformed through the process of 

this socially constructed transaction. "Only beings who can reflect upon 

the fact that they are determined are capable of freeing themselves. Their 

reflectiveness results not just in a vague and uncommitted awareness but 

in the exercise of a profoundly transforming action upon the determining 

reality" (p. 68). Quality social transactions occur when individuals can 

enter a context, bringing their own sociopolitical, intellectual and cultural 

histories, and through dialogue construct new meanings as they share 

perspectives, make interpretations, and offer critique. The most important 

understanding that must underlie the dialogic context, is that there must 

be a conscious struggle for a democratic setting. All participants must 

strive to find and express their individual voices, while some individuals 

must struggle to accept other voices as having equal value to their own and 

all others. In such settings, the potential for all participants to transform 

exists. 

Giroux (1988) talks about the need for teachers to become 

"transformative intellectuals". Drawing on Freire, Giroux challenges all 

educators to create dialogic contexts, where they can continue to develop 

knowledge through analyzing causes of powerlessness, recognizing 

systemic oppressive forces, and learning how to act both individually and 

collectively to change the conditions of their realities. In these dialogic 

contexts individuals struggle to express their voices and express acts of self

empowerment. In other words, through such struggles, teachers create 

spaces that will help them develop knowledge, raise consciousness, and 



cultivate strategies for action that will help them to reshape their world, 

thus becoming transformative intellectuals. 

The term "teacher transformation" carries for me this 

understanding, where as the term "teacher change" has been historically 

linked to current paradigms of research on teacher change that I s~ek to 

challenge. I choose to use "teacher transformation" because I want to 

stress the complexity, depth, and consciousness that develops when 

teachers are true collaborators in research; and are owners of their own 

learning and professional development. 

The Failure of Paradigms on Teacher Change 

21 

There are two paradigms of teacher change that currently dominate 

programs and research for teacher learning and development: 1) a 

transmissional or technical paradigm; and 2) a collaborative or 

communicative paradigm. These paradigms are grounded on 

assumptions of learning and change that situate teachers in positions of 

subordination and maintain their disempowerment. 

Models of teacher learning grounded on a transmissional or 

technical paradigm define teaching as a technical manipulation of 

students and classroom environments. Teachers' behaviors involve 

defining and planning for desired outcomes of events, both physical and 

social. While models within a collaborative or communicative paradigm 

recognize the importance of teachers' involvement in order to effect change, 

these models still examine change through studying behaviors but include 
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changes in beliefs, teaching style, and cognitive development. Both of these 

paradigms are rooted in a positivistic view of learning which involves 

determining cause-effects relationships that occur through task oriented 

problem solving. Within these paradigms, change is predetermined, 

outcomes are defined, and teachers are evaluated to determine whether or 

not they were successful in their learning and change. 

Challenging These Dominant Paradigms 

A third paradigm which challenges current models of teacher 

change has emerged. This paradigm, an emancipatory or transformative 

paradigm recognizes that knowledge is socially constructed and 

encompasses "the constantly changing nature of individuals' possibilities 

with their educational experiences and situations, particularly as they are 

shaped and reshaped by cultural, political, historical and gender 

dimensions of experience" (Miller, 1990, p. 2). 

Within this paradigm socially constructed contexts, such as the 

study group, facilitate opportunities for teachers to examine their own 

situations and the nature of their positions in school and social systems. 

Teachers through their own self-reflective analyses, examine their own 

expectations and assumptions of learning and change within an 

intersection of social, political, cultural and intellectual influences on their 

learning and change. Therefore, as teachers work to explore the breadth 

and depth of these intersections, as they relate to their lived experiences, 

emancipatory knowledge increases awareness of the contradictions within 



everyday understandings, and in doing so directs attention to the 

possibilities for social and personal transformation. 

Individuals' experiences differ by race, class, gender, and culture, 

therefore, empowerment and transformation are located within the 

reciprocity of relationships and dwell in the personal contexts of teachers' 

daily lives. Empowerment occurs when individuals can feel empowered as 

a result of engaging with others in a collective struggle which produces 

alterations of social hierarchies that influence their daily lives. For 

teachers, empowerment lies in the possibility of examining the contexts in 

which their voices have been silenced and establishing their inclusion in 

the discussions of education and school reform. It is imperative that 

teachers are recognized as empowered social agents, who are firmly 

committed to collaborative struggles with their colleagues, parents, 

students, and community members, to redefine the conditions that threaten 

participation and solidarity toward discovering the tremendous collective 

potential for social and institutional change. 

The following table (1.1) organizes the differing paradigms and 

provides information about governing theoretical constructs, resulting 

models and individuals associated with these models. In the second 

column a brief description of the underlying theoretical premise for each 

paradigm is provided. In the third and fourth columns, a presentation of 

the models which represent manifestations of the theoretical constructs 

and those associated with those models, are shown. 
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TABLE!.! 

Paradigms of Teacher Learning and Change 

THEORETICAL MODELS I INTELLECTUAL 
PARADIGMS CONSTRUCTS PROGRAMS TRADITIONS 

Teacherlearndngis Teacher Decision- Hunter,M. 
defined as learning Making Model 
how to techndcally 

mandpulate the Rational Process Shavelson, R. 
environment and Model 

Transmissional 
student activity. 

Implementation Fullan & Pomfret; or Rooted in Models Hall & Loucks Techndcal positivism, the 
domain of techndcal Research & House, Kerins & 

learndng involves 
determining cause-

Development Model Steele 

effect relationships. Peer Coaching Joyce & Showers 

Learning through Assisted Gallimore, R. & 
commundcative Performance Tharp,R. 

action to 
understand what Staff Development Richardson, V., 

Collaborative others mean and to Models Anders, P., Lloyd, C., 
or make ourselves & Hamilton, L. 

Communicative understood as we 
attempt to share Action Research Elliot, J.j Goswami, 

ideas through D. & Stillman, P. 
speech, written 

work, 
demonstrations. 

Learning through 
Practitioner Anderson, G .• Herr. critical reflection and Research K., & Nihlen, A. ; action to identify and Kincheloe, 

change one's own 
Emancipatory distorted beliefs and Research Study Miller,J. or behaviors within a Group Transformative social and political 

intersection of an 
established social Teacher Study Saavedra. E. institution in order to Groups 

construct possibilities 
for professional and 

social transformation. 



Teacher Transformation: 
Creating Texts and Contexts in Study Groups 

This ethnographic study describes events and interactions that 

occurred between a group of teachers involved in the Davis Teachers' Study 

Group in order to examine the process of transformation and essential 

transformative conditions. Data collected over a two year period include 

field notes from participant observation, audio tape transcriptions, video

tapes, interviews, and written reflections by teachers and the researcher. 
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Through this study the paradigms underlying research and program 

models on teacher learning and change were examined and chal!enged. The 

major goal of this project was to examine how teacher's beliefs developed, 

shifted, and changed in collaborative interaction and what contexts and 

conditions need to exist to promote transformations. 

Two major directions were taken in this study. First, the 

transformation of an individual teacher as she engaged in inquiry through 

the progressions of the study group process is presented in a case study. This 

case study focuses on the construction of meanings and ideology through face

to face interactions and the internalization of these meanings and their 

effects on learning, change and transformation for the teacher. 

Second, the exploration of the process of transformation within the 

context of the Teachers' Study Group is described. A case study is presented 

which examines the transformation of the group showing how the 

participants were able to construct "transformative social events" whereby 

they could examine issues through critical personal and collective reflection 

and engage in transformative learning. 



26 

The data suggest that transformative learning occurs through the 

process of face-to face interaction between participants in social contexts 

designed for the purpose of reflection, learning, and change. In order to 

understand the process of transformation, it is essential to examine the 

interrelationship between context and activities that participants use to 

constitute socially, culturally and historically organized contexts they 

inhabit. It is important to approach context from the perspective that 

participants actively are guiding and constructing these very contexts in 

which they find themselves embedded. The activities and talk within these 

contexts are argued to exist in mutually reflexive relationship with each 

other. This perspective recognizes that the context shapes the activity (ie. 

talk) and in return the activity generates and shapes the context. 

From this view the relationship between context and product (ie. 

discursive text) is considered a process that emerges and changes. Thus, it is 

in situations like the study group, that participants are situated within 

contexts which are capable of rapid and dynamic change as these events 

unfold. It is within such contexts, that intellectually challenging and socially 

empowering experiences are constructed, and transformative learning and 

change occurs. 
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Chapter Overviews 

In the remaining chapters, questions are presented as they relate to 

the guiding perspectives, and an analysis of the participants' experiences 

through their involvement in the Davis Teachers' Study Group are explored. 

I will now present a brief discussion of these chapters. 

Chapter 2, " The Social Construction of a Teachers' Study Group", 

frames the theoretical and methodological development of the research 

design. Included in this chapter is an introduction of the study group context 

and its members; descriptions of the data collection and analysis; and a 

discussion of the analytical framework and underlying theoretical foundation 

of this framework. 

Chapter 3, " Teacher Study Groups: Contexts for Transformative 

Learning and Action" outlines the concept of the study group as a 

transformative context, and describes the process of inquiry which underlies 

the study group design. In this chapter I explain how the study group is an 

opportunity for teachers and researchers to come together and construct, 

through their ongoing interactions, a transformative context that facilitates 

each individual's transformation as they pursue topics of study that meet 

individual as well as group needs and interests. A discuss of transformative 

conditions that philosophically ground the study group's promise and 

potential is also presented. 

Chapter 4, "One Teacher's Case Study: Ellen's Transformations" 

traces the journey of an individual teacher, Ellen Murphy, through 

descriptions of salient instances that demonstrate important aspects of the 



28 

transformation process and transformative conditions that facilitated Ellen's 

path toward self-actualizing her own learning directions. In this chapter 

various layers of analysis are conducted. They include: 1) a collaborative 

analysis through reflective dialogue between myself and Ellen; 2) the 

interpretation of events that facilitated transformative learning framed by 

the four progressions of the study group process; and 3) a detailed analysis of 

the interactions that occurred within various study group sessions. 

Chapter 5, "The Learning and Transformation Processes: A 

Theoretical Framework" frames the underlying processes oflearning and 

transformation which are fundamental to the formation of the study group 

design. I present a description of how I define the learning process and offer 

a conceptualization for constructing what I call the transformation process. 

By offering a representation of the transformation process, I hope to 

demonstrate that learning is a complex socio-cultural phenomenon that is 

shaped and directed by its crafters. 

Chapter 6, "The Study Group Community: Transformations of the 

Davis Teachers' Study Group" illustrates the transformations of the group by 

examining 1) the forms of trans formative learning as the were achieved 

through the transformative process; 2) how transformations were constructed 

through face-to-face interaction in a study group context; and 3) how these 

transformations influenced study group members as individuals. In this 

chapter, I demonstrate how we coalesced toward a critical collective through 

the exploration of ourselves, our roles, and our beliefs and perceptions. 

Finally, Chapter 7, "A Letter to the Study Group Participants", 

captures what I learned through this research. In this chapter I address how 
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teachers create their own learning conditions and contexts built upon 

collaboration and inquiry and facilitate authentic transformative learning. I 

present several issues that I believe ere essential for sustaining on-going and 

authentic learning and teacher transformation. 

Summary 

This research project is positioned in a perspective that acknowledges 

teachers as authors of their own transformations. Research and programs 

that serve to facilitate transformative learning focus on creating and 

examining the social phenomena that occurs as a result of how particular 

contexts constructed by teachers unfold. I highlight events and examine the 

dynamics of those events in order to demonstrate how the participants, 

myself included, of the Davis Teachers' Study Group engaged in the process 

of trans formative learning within the study group context. 



CHAPTER 2 

THE SOCIAL CONSTRUCTION OF 

A TEACHERS' STUDY GROUP 

The purpose of this chapter is to describe the research design; to 

introduce the study group context and members; and to explicate 

theoretically and methodologically the analytical framework used in this 

research. 

This interpretive research is designed to provide an in depth, 

qualitative, and data driven study of teachers' transformations as they 

interact with each other in a study group context. It utilizes the techniques 

and methodologies of ethnographic research from the anthropological and 

sociological traditions, primarily the use of participant observations, audio 

and video tape recordings and transcriptions, and interview to understand 

the socio-cultural construction of the study group context through the 

negotiated interactions of its participants. Analyses of discursive 

interactions, using methodologies traditional in linguistic anthropology 

and sociolinguistics serve to develop an understanding of the construction 

of texts as ideological products. Collaborative interpretation with 

participants provide an understanding of the realized dimensions and 

integrity of the description undertaken in this study. 



Figure 2.1. Content of Chapter 2 

Chapter Overview 
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Chapter Overview 
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Five major sections frame this chapter. Initially, the research 

questions from which this research is orchestrated are presented. Three of 

the sections offer introductions and descriptions of the school and study 

group contexts, and the participants involved in the research study. The 

remainder of the chapter describes in detail the research plan and 

procedures. 



The Research Questions 

The major question of this study is: 

What process of teacher transformation occurs 

during social interactions between teachers within 

a cohesive and sustained study group context. 

The study also explores the following sub-questions concerning the 

social structure and social interactions in the study group context: 

1. How do teachers negotiate the presentation of 

self while expressing themselves and how do they 

reconstitute themselves as group within this evolving 

social context? 

2. How are ideologies of individuals expressed and how are 

they effected or recreated by social transaction and 

through ongoing social reconstitution of ideologies 

within the study group context? 

3. How do shifts in ideologies and paradigms which 

underlie the transformation process occur? 
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4. How are some transformative conditions socially 

constructed through dialogic contexts such as study 

groups, and how do the transformative conditions 

underlie the transformation process? 

The descriptions in the following sections provide the contextual 

setting in which the study was conducted. 
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The School Context 

Davis Bilingual Learning Center is located just north of downtown 

Tucson, Arizona, in historic Barrio Anita. The school was built in 1901 and 

has continually served the community since then. The population of the 

barrio shifted due to growth and development in the Tucson area. In 1974, 

the school was recommended for closure by the school board due to a large 

drop in enrollment. Parents and school children from Barrio Anita 

protested, staging a one-day school boycott. As a result, Davis was 

converted to a magnet school to serve the needs of the professional and 

working population of downtown businesses, and to continue serving the 

neighborhood population. 

Davis became the district's first bilingual learning center. The goals 

of the school are twofold: to create a curriculum program which strives for 

excellence and to develop bilingualism and biliteracy for both Spanish 

speaking and non-Spanish speaking students. The school is well regarded 

for its qualit.y education, bilinguallbiliteracy programs, and other 

innovative programs as well. A short history of the school written by an 

editorial writer in Tucson states," Because of the neighborhood residents' 

efforts, a dilapidated school that appeared destined for demolition has been 

transformed into a historic gem of a building". 

Davis Bilingual Learning Center won several awards for its 

excellence and innovativeness. Among the list of awards are: The Golden 

Bell Award (1983), The State's A+ Top Ten School Award(1984), The 

Reader's Digest Parent-School Partnership Award (1987) and the A+ 



Award from Instructor Magazine (1988). In 1986, U.S. Secretary of 

Education, William Bennett, visited Davis to study an example of how 

bilingual education was working in a school that is known for celebrating 

and addressing the needs and strengths of Mexican-American culture. 

The School Atmosphere 
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The school is surrounded by old established homes on the west, north 

and east sides; and to the south by businesses which include Tucson 

Electric Power, restaurants, hotels, and industrial warehouses. The 

railroad tracks are located just northwest of the school behind the homes 

that surround it. The homes and the school are built with adobe or 

territorial style architecture. 

There are times that a door at the school has been left unlocked 

accidentally, and discovered by the neighborhood children. On these 

occasions the families in the surrounding homes watch the school closely 

insuring that no one enters or vandalizes the school. 

Murals on several walls, both outdoors and indoors throughout the 

hallways represent the history of the neighborhood, downtown Tucson, and 

the cultural makeup of the school and city population. There are muraled 

tiles on the ceiling as well. 

A tree with construction paper leaves is connected to vines which 

lead down the halls to classrooms and the library. In the library, these 

vines are connected to and comprise a rain forest that was developed by 

parents and teachers in the school. The leaves on the vines represent books 
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that students, parents, faculty, and community members have read. 

Often music playing in the office and main hallways is Norten.o 

music, a genre of music popular in the border region of Mexico, California, 

Arizona, New Mexico, and Texas. The music consist of ballads, rancheras, 

and corridos sung in Spanish and played by musicians popular in these 

areas. 

In the main office, there always seems to be temporary gatherings of 

teachers, parents, maintenance people, and other professional personnel 

visiting or assisting the secretaries, Sylvia Gutierrez and Nora Delgado, 

and Dr. Guadalupe Romero, the principal. Many times the teachers and 

students come to the office to share something that a student has just 

accomplished. There are occasions that the students come on their own 

during recesses and lunch to talk to the secretaries and the plincipal about 

an event in their lives. 

There is an extended day program at Davis which provides activities 

such as guitar, folklorico dance, art, and athletics. These activities are 

organized and provided for the students. 

Many of the school's alumni are prominent figures in the school 

district, city and state government, and business. Therefore, there is a lot 

of support to maintain the atmosphere of the school's openness to 

innovations, community involvement, and supportive programs, as well as 

an expectation of excellence and achievement. Davis has a five year 

waiting list for student enrollment. 



The Study Group Context 

The Davis Teachers' Study group began in October, 1991 and met 

until April, 1992. In the fall of 1992, the study group resumed, and met 

through the 1992-1993 school year, as well as the summer of 1993. The 

teachers, as a group met during weekly sessions for an hour and a half to 

discuss educational issues which evolved from each participant's vantage 

point, as well as from ideas, materials, and articles provided by the 

researcher. 

Throughout the two and a half years, we examined current research 

and theory on learning, reading, writing, biliteracy development, and 

teaching. We also studied the implications of this research and theory for 

practice, using professional readings, reflections, dialogue, and practice in 

the classroom, to further our intellectual, professional, and practical 

development. 

It was a forum in which each of us discussed issues and drew from 

several resources to rethink and develop theories, knowledge and strategies 

for dealing with these issues. The general intent of the study group was to 

analyze the effects of these issues and strategies on instructional practice in 

each teachers classroom, students' learning, and their own learning and 

knowledge development. 
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The Study Group Participants 

The following individuals were considered as the core of the study 

group. They attended the sessions consistently, and it is these individuals 

that will be the focus of the transcripts and analysis. These individuals· 

were: 

Elizabeth: Latina, bilingual researcher. In the second year of study 
she became the Curriculum Specialist at Davis Bilingual 
Learning Center, bilingual 

Ellen: Anglo-American, bilingual third grade teacher. Eighth year of 
teaching. 

Christine: Latina, bilingual kindergarten teacher. Sixth year of 
teaching. During the second year was unable to attend 
because of family responsibilities. 

Ana: Latina, bilingual fourth grade teacher. Fourth year of 
teaching. 

Maria: Latina, bilingual third grade teacher. Fifteenth year of 
teaching. 

Carmen: Latina, bilingual fifth grade teacher. Became a 
consistent member the second year 

The following individuals came to the study group periodically, and 
contributed quite meaningfully to the context. 

Lupe: Latina, bilingual principal. 

Richard: Latino, bilingual curriculum specialist. 

Pilar: Latina, bilingual librarian. 

Yvette: Latina, bilingual first grade teacher. 

Jenny: Latina, bilingual first grade teacher. 

Lorraine: Latina, bilingual second grade teacher. 
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The Research Study 

This reflective and interpretive study is designed to provide an in

depth and data-driven exploration of the process of teacher transformation 

as it was socially constructed by the individuals within the study group 

context. It applies the techniques and methodologies of ethnographic 

research from anthropological and sociological traditions, primarily the 

use of participant observation, audio/video-tape recordings and discourse 

analysis of transcriptions, and interviews. These tools aid in 

understanding the study group as a socio-cultural system: a layered system 

of interrelated complexities, which include participants and institutions, 

and are constituted of both shared and personal goals, responsibilities, and 

histories. Discourse and conversational analyses of teacher interactions, 

using methodologies developed in sociolinguistics and linguistic 

anthropology, assist with the exploration of the process of transformation of 

an individual and the group as a whole. Collaborative interpretation with 

the study group participants provides thoroughness and salience to the 

description of the study group and transformational processes. 

The model of the research design below (Figure 2.2) demonstrates 

what Kenneth Goodman calls a "nesting design", whereby there are layers 

of the study that are examined to construct an understanding of the "total" 

phenomenon. This figure demonstrates the multiple layers of the socio

cultural system studied in this research project. The major focus of this 

study is on the study group participants, and the study group as a whole. 



The secondary focus is on the dialectic relationship between the 

institutional/school context and the study group. 

Figure 2.2. The Research Design 
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The focus of this study is on the interactions among teachers during 

the study group session. This research first examines the transformation 

of an individual teacher and then focuses on the group in general. This 
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exploration is conducted at a micro-level, whereas the audio and video tapes 

were utilized to capture the teachers' interactions for analysis at a higher 

level of delicacy (Halliday, 1992) in order to examine an individual teacher's 

transformations through her participation in the study group. At a lesser 

or more general level of delicacy, the study examines the participants and 

their development as a group. 

Data Collection 

The data collected for the purpose of this study consisted of: 1) video 

tapes and audio tapes of the study group sessions; 2) transcriptions of video 

and audio tapes of study group sessions; 3) teacher interviews (audio-taped 

and transcribed); 4) fieldnotes of the study group sessions; and 5) 

researcher's reflective journal entries. 

1) Video tapes and audio tapes of the study group sessions: 

Video tape recordings provide a way to preserve the verbal and 

nonverbal interactions within the study group context. They can be viewed 

again and again focusing on different aspects of analysis, yet maintain the 

context in which these interactions occurred. Erickson (1982) states, 

"Audiovisual documentation involves the recording of the finely shaded 

details of everyday life in a setting. The record permits the researcher and 

the researcher's audience various kinds of vicarious revisiting at later 

points in time." The importance of these revisits are to provide 
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opportunities to find new meanings and organizations that were not 

initially discovered due to the limitations of human information processing 

and the difficulty of capturing details of the complex social life. The 

analysis allows me as the researcher to analyze the data, to raise new 

questions and to revisit issues that were not initially anticipated. The use of 

video taping was especially important in this study since I am actively 

participating in the study group and could not at the same time record non

verbal communication. 

The audio tape recordings were used because of the focus on speech as 

data, and because this study relies on conclusions from the analysis of 

discourse, discursive interactions, and ideology in discourse. Recorded 

speech as data provides more precision about the speech and permits focus 

on the language itself rather than solely on its thematic content. 

2) Transcriptions of audio/video tapes of study group sessions: 

Transcriptions of the audio/video tapes of the study group were utilized 

for the purpose of preserving the conversations intact, and using the 

transcript for observing ways in which conversation is ordered. 

"Transcribing conversation into the visual medium is a useful 

estrangement device, which can show up complex aspects of conversational 

coherence which pass us by as real-time conversationalists or observers", 

and " ... through which the strangeness of an obstinately familiar world can 

be detected" (Stubbs, 1983, p. 20). The transcripts also facilitate the 

development of the analytical categories needed to explore the salient 



elements in response to the research questions. Segments from these 

transcripts will be used in later chapters as evidence of teacher's 

transformations and to answer the research questions. 

3) Teacher Interviews (audio taped and transcribed): 
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Through the interviews, I wanted to get an understanding of some of 

the basic underlying beliefs that teachers have. I asked them questions 

about their beliefs on: 1) biliteracy; 2) how children learn; 3) the way they 

perceived their roles as teachers; 4) how instructional decisions were made; 

5) the way they conceptualized the relationship between their beliefs and 

their teaching; and 6) how they viewed the study group process and their 

contributions to the study group. 

Ethnographers make use of what people say in seeking to describe 

their culture through interviews. Both explicit and tacit cultural 

knowledge are revealed through speech in interviews as well as other 

contexts. "Micro analyses of interviews will in turn provide a new source of 

comparison with data from other communicative events. Paying attention 

to the different ways in which topics are addressed in different social 

situations will help round out, so to speak, impressions derived from a 

given means of data acquisition. II (Briggs, 1986, p. 101) 

In this study I make use of two kinds of interviews: 1) informal 

ethnographic interview and 2) formal ethnographic interview described by 

Spradley (1980, p. 125). He states that these employ "questions designed to 

discover the cultural meanings people have learned ". An informal 
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ethnographic interview occurs whenever you ask someone a question 

during the course of participant observation. A formal interview usually 

occurs at an appointed time and results from a specific request to hold the 

interview. There were times that I had conversations with individual 

teachers informally to ask questions for clarification or extensions of 

dialogues we had in the study group. I also conducted formal interviews on 

three separate occasions with each member of the study group. Segments 

of the teachers interviews will be part of the discussion about the teachers. 

4) Fieldnotes of the study group sessions: 

As a complete participant (Spradley, 1980), I took condensed 

fieldnotes during each session. These notes were further expanded after 

each session to include information from audio/visual recordings as well as 

other information I thought would be insightful in future analysis. 

The fieldnotes include participants, settings, time, and events that 

occurred during each session. They include discussion of events that 

occurred previous to each session that may have influenced the session, 

topics and ideas for future sessions, and questions that arose during the 

discussions. 

5) Researcher's reflective notes: 

Throughout the study, and especially when I was analyzing the data, 



I kept a IIreflective journal ll
• I recorded ideas, questions, insights, and 

reflections that arose from study group interactions; analysis of 

interactions in the transcripts and while viewing the tapes; discussions 

with teachers; events in the school that related to the study group; and my 

own personal learning as a result of my participation in the study group. 

Case Study Design 
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This research uses case study design. Borrowing from the definition 

put forth by Orum, Feagin and Sjoberg (1991), they define" a case study as 

an in-depth, multifaceted investigation, using qualitative research 

methods, of a single social phenomenon". This research seeks to 

understand the complexities involved in study group participation and the 

implications toward transformative learning (p.8). 

Orum, Feagin and Sjoberg described several advantages in using 

case study research. 

1. The case study is conducted in great detail and often relies on 

the use of several data sources. 

2. Case study seeks to capture people as they experience their 

natural, everyday circumstances; it can offer a researcher 

empirical and theoretical gains in understanding larger social 

complexes of actors, actions, and motives. 

3. A case study can permit the researcher to examine not 

only the complexity of life in which people are implicated but 

also the impact on beliefs and decisions of the complex web of 



social interaction. The investigator is better able to grasp the 

total complex world of social action as it unfolds. 

4. The investigator who uses the case study can see human 

beings up close, in order to get a sense of what drives them, 

and develop claims of how their persona as weil as collective 

lives have been created. 

5. Case study permits an investigator to examine how humans 

develop "definitions of the situation." 

6. Case study enables a researcher to examine the ebb and 
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flow of social life over time and to display the patterns of 

everyday life as they change. It permits the analyst to uncover 

the historical dimension of a societal phenomenon or setting. 

7. Case study lends itself to theoretical generation and 

generalization. Theoretical generalization involves suggesting 

new interpretations and concepts or reexamining earlier 

concepts and interpretations in major and innovative ways. 

Orum, Feagin & Sjoberg (1991, p. 8) believe "such analyses permit the 

observer to render social action in a manner that comes closest to the action 

as it is understood by the actors themselves" . 

Ragin (1992) says "they [case studies] are something more- not simply 

glimpses of the world or random instances of social activity". Walton (1992) 

establishes two elements in using case study: claim and theory. He 

explains that "claim represents general categories of the social world, and 

that claim implies that any identified case comes from a knowable universe 
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from which a sample might be drawn" (p.122). As for theory, he states 

"cases come wrapped in theories" (p.122). He maintains that the 

underlying logic of the case study is "to demonstrate a causal argument 

about how general social forces take shape and produce results in specific 

settings. That demonstration, in turn, is intended to provide at least one 

anchor that steadies the ship of generalization until more anchors can be 

fixed for eventual boarding" (p.122). He refers to this anchoring as causal 

texture, stating that it is through case study that researchers can get at the 

causal texture of social life. The concept of causal texture implies some sort 

of framing that involves theoretical choices about causal forces that 

distinguish and critically affect the case. 

Harper (1992) extends Walton's concept of causal texture. Drawing 

on Max Weber, he suggests that ethnographic studies are comprised of a 

more complex level of cultural description which involves learning and 

communicating the point of view of those being studied, the historical 

oilier as Weber has termed this endeavor. Based on this idea, Harper 

stipulates that the value of case study lies not only in "its analysis and 

interpretation of culture, but in its decision to examine culture in the first 

place; to conceptualize it, reflect on it, narrate it, and ultimately, to evaluate 

it. Ethnographic case studies represent the evolution of a mandate 

identified by Weber for an interpretive sociology" (p.141). From this view, 

the goal of ethnographic description is to arrive at a theoretical 

understanding of a social phenomenon that includes the point of view of 

the individual informant as a basis for understanding the shared points of 

view of the group to which the subject belongs. This theoretical 
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understanding, according to Harper, can be developed through an 

inductive approach, "a gradual, tentative, and ensuing round of observation 

and analysis" (p. 141). 

Vaughan (1992) in her discussion of theory and case study methods, 

presents various goals underlying case analysis. One such goal is to 

develop a bridge between the study of behavior in and of small groups, on 

the one hand, and complex systems, on the other. Vaughan believes that 

this link between our understanding of small groups and complex systems 

may prove to be an advantage of case analysis. According to her, individual 

choice and structure are inten-elated. She suggests that to offer a "full 

causal explanation of any phenomenon rests upon exploring the macro/ 

micro connection: What structural factors govern or influence patterns of 

individual choice, how are those choices constructed, and what are the 

structural consequences?" (p.142). 

In regards to this research, the exploration of transformations that 

occun-ed within the context of the study group can not be examined without 

the consideration of the historical, political, cultural, and intellectual 

contexts of the school and the institution of schooling at large, and the 

influences of these contexts on those transformations, the micro/macro 

connection. The study of this multi-layered socio-cultural complexity is a 

tremendous undertaking. In essence this study is an examination of 

merely a "slice" of what could be studied. The focus is on natural 

interactions between participants, seeking to understand how each 

participant constructs and understands the study group situation. Each 

case study in subsequent chapters, will be grounded on the concepts of case 



study just previously presented in order to explore the transformation 

process as it is situated within the study group process, a socio-cultural 

context. 

Data Analysis 
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Once the corpus of data was collected the data was prepared and 

analyzed. Transcriptions, fieldnotes, researcher's and teachers' reflective 

notes, and handouts and materials were entered into a data base. A 

description of the data analysis follows: 

1) Video tapes and audio tapes of the study group sessions: 

Video and audio tapes were transcribed according to the schedule 

listed under Calendar of Research (p. 51) in the following section of this 

chapter. Transcriptions of the audio recordings were analyzed in depth in 

order to conduct thorough discourse and conversation analyses. Video 

tapes were utilized to support and elaborate the data. 

2) Transcriptions of video and audio tapes of study: 

The ethnographic and sociolinguistic analyses of audio and video 

transcripts of the study group sessions served to explicate and demonstrate 

the process of transformation, the study group process, and the 

transformative conditions. Then they were reanalyzed using categories 
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and sub-categories, moving toward more depth and detail of analysis. (See 

Analytical Procedures below.) 

Finally, an analysis drawing from methodology on the ethnography 

of speaking, discourse analysis, conversational analysis, and 

sociolinguistic interpretation was used to determine transformations and 

ideology within the discourse of the teachers. This is explained in depth in 

the following sections entitled Theoretical Foundation for Analysis of Data. 

3) Teacher interviews (audio-taped and transcribed): 

Transcriptions of interviews were analyzed in a similar way to the 

analysis of video and audio tapes using sociolinguistic methodologies and 

interpretive methodologies. 

4) Fieldnotes of the study group sessions: 

The fieldnotes served as the source to help contextualize the 

transcriptions and facilitate the explanation of the analyses. 

5) Researcher's reflective notes: 

The reflective notes served as a source to support the interpretive 

analyses of the transcriptions and facilitate the explanation of interpretive 

findings from such analyses. 



The Research Calendar 

'The study group met for two school-years and during the summer 

immediately following the second school year. There were a total of32 

study group sessions that occurred during the school year, and 

approximately 8 meetings during the summer. 

The Calendar of Research ( Table 2.1 ) documents the chronological 

number of the study group sessions and their dates, the use of audio or 

video tapes and if the audio tapes were transcribed in full or just selected 

excerpts were transcribed. 
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Table 201. Calendar of Research 

STUDY GROUP TRANSCRIPTIONS AUDIO VIDEO 
DATE TAPED TAPED 

1991-1992 

10 10/0211991 FULL X X 
20 10/0811991 FULL X X 
30 10129/1991 FULL X X 
40 1111911991 FULL X ";r 

a 

50 0112211992 FULL X X 
60 02/20/1992 FULL X X 
70 03/05/1992 FULL X X 

8- 03/1211992 FULL X X 
9. 0002/1992 FULL X X 
10. 0030/1992 FULL X X 

1992-1900 
11. 10/0611992 FULL X X 
12. 10113/1992 FULL X X 
13. 10/27/1992 FULL X X 
14. 11109/1992 FULL X X 
15. 11123/1992 FULL X X 
16. 12107/1992 EXCERPTS X X 
17. 01/25/1993 EXCERPTS X X 
18. 0210111993 EXCERPTS X X 
19. 02/08/1993 EXCERPTS X X 
20. 02/15/1993 EXCERPTS X 

21. 02/2211993 EXCERPTS X 
22. 03/0111993 EXCERPTS X X 



STUDY GROUP 
DATE 

28. 00/0811993 

24. 00/1111993 

25. 00/15/1993 

26. 0312211993 

27. 00/29/1993 

28. 0005/1993 
29. 001211993 

:no 0020/1993 
31. 002111993 
32. 00/1111993 

33. 00/05/93 

34. 00/15/93 
35. (J7 /09/93 

36. (J7 /23/93 

37. (J7 /29/93 

Calendar of Research: Continued 

TRANSCRIPTIONS 

EXCERPTS 
EXCERPTS 
EXCERPTS 
EXCERPTS 
EXCERPTS 
EXCERPTS 
EXCERPTS 
EXCERPTS 
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X 
X 
X 
X 
X 

X 
X 
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Analytical Procedures 

In the initial analysis, the transcriptions of the study group were 

systematically examined for content to determine categories. Three major 

categories emerged: 1) the study group process, 2) the process of 

transformative learning, and 3) the transformative conditions. I examined 

the language, activities, and organization of events depicted in the 

transcriptions. 

The categories were used to reanalyze and organize the data. The 

categories and subcategories are: 

1) The Study Group Process 

Establishing A Learning Topic and Direction 

Establishing Uses of Information, Resources and Strategies 

Establishing Collaborative Learning Contexts 

Establishing New Knowledge, New Directions, New Questions 

2) The Transformation Process 

Existing Meaning Schemes 

New Meaning Schemes 

Shifts in Paradigms or Meaning Schemes 

Shifts in Ideologies or Meaning Perspectives 

3) Transformative Conditions 

Dialogic Context 

Identity and Voice 

Ownership 

Direct Access to Sources of Knowledge 



Agency 

Recreating Teaching 

Dissonance and Conflict 

Mediational Events 

Demonstrations 

Reflection and Action 

Generation 

Self-Assessment and Evaluation 

Reflective Practice 

Excerpts of discursive interactions that reflected these categories 

were chosen, analyzed, and organized for use as part of a descriptive 

summary. The analysis of these excerpts consisted of an integrated 

analytical framework built from methodologies within sociolinguistic 

ethnography. 
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I was able to examine the complexity and intricacy of the study group 

context, which included the details of the interactions or discursive events 

as well as the meanings constructed. Much of what I understand about the 

transformation process and the study group process comes from moving 

between an analysis of discursive events to an analysis of the context in 

which these discursive events were constructed. 

Finally, this work was shared with the teachers in the study group, 

with colleagues, and with mentors in both the fields of education and 

linguistic anthropology. Their critiques, interpretations, and insights 

helped me to further develop all areas of this body of work. The study group 



participants, during the summer of 1993, verified and extended my 

interpretations and development of the process of transformation. 

The following model (Figure 2.3 ) demonstrates the analytical steps 

taken in order to construct a comprehensive analysis that would answer 

the research questions from which this work is built. Each level of 

analysis is nested within a previous analysis, moving from an initial 

general analysis to a more in-depth and specific analysis divulging the 

relationship between context and text: the discursive event to the social 

situation in which that discursive event was constructed. 

Figure 2.3. AnalyticalDesign 

. . . . . . . . . . . . INITIAL· ANALYSIS· . . . . . . . . . . . 
. : :qe;n~~a! ~~~~r!e~:: ~r!t~S:f~r~a~i~~ ?r~c~S:s~ : : . 

. . . . . . . . . . . . Study .Grollp. . . . . . . . . . . . 
... Pl'ocess . &'FraIl9formetive Canditions· ... 

CORPUS OF DATA 
Study group sessions 
audiolvideo recorded, 
fieldnotes, interviews 

DISCOURSE 
EXCERPTS 
Integrated 

analysis 
of discollrse 

excerpts 
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Theoretical Foundation for Analysis of Data 

Language is an active medium of social practice through which 

people construct, define, and struggle over meaning in dialogue and 

interactions with and in relation to others. Because language exists within 

a larger structural context, these practices are, in part, positioned and 

shaped by the ongoing relations of power that exist between and among 

individuals. Bakhtin (1981) suggests, words are acquired in the social 

world; their meanings are constructed, borrowed, and accommodated 

through interactions with more experienced members of the community 

through dialogue and text. Language can also be thought of in a much 

broader sense, as the means through which we posit, rework and 

transcend our ancestral histories, the socio-cultural arrangement of our 

environments, and the political and economic contexts we inhabit. As 

such, language effects as well as reflects the individual reality of its users, 

and the sociohistorical and ideological environment in which these users 

reside. 

Constructing Ideology 

Recent social-science research has moved to looking at cognitive 

underpinnings of behavior, particularly those points of view often called 

"ideologies". The term "ideology" today is often used not in the merely 

"pejorative" sense (Eagleton, 1991), referring to mystifications and 

propagandistic ideas; but is used to characterize the kind of knowledge and 
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beliefs people have more generally in social life. Giroux (1988, p. 5) defines 

ideology as: 

... a dynamic construct that refers to the ways in which 

meanings are produced, mediated, and embodied in knowledge 

from social practices, and cultural experiences. 

Emerson and Holquist discuss ideology as viewed by Bakhtin in his essay, 

"The Problem of Speech Genres" (Bakhtin, 1986): 

"Ideology" should not be confused with the politically oriented 

English word. Ideology as it is used here is essentially any 

system of ideas. But ideology is semiotic in the sense that it 

involves the concrete exchange of signs in society and history. 

(p.10!) 

From these perspectives, ideology is not a state of mind or an abstraction, it 

is meaning, a system of ideas, or a belief that is socially constructed 

through what Bakhtin terms an "ideological environment". 

For Bakhtin and Medvedev (1978), an ideological environment is 

defined as being comprised by ideological phenomena, by object signs of 

various types and categories. "They become ideological reality only by being 

realized in words, actions, clothing, manners, and organizations of people 

and things--in a word: in some definite semiotic material" (p. 8). 

Maintaining the perspective that ideology is socially negotiated 

through social contexts, then context defined as a physical and social 

parameter, can thus be further defined as an ideological environment 

constituted by participants and sign products. Ideology "in fact unfolds 

externally, for the eye, the ear, the hand. It is not within us, but between us 
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(Bakhtin & Medvedev, 1978, p. 8). 

From my perspective, I believe that ideologies are locally constructed 

yet I also believe that they are constraining. Individuals bring a cognitive 

package with them to each context which forms or serves as the basis to 

interactions. In each face-to-face interaction exists the tension between 

these previously formulated cognitive packages and the emerging 

construction of meaning. It is within this tension that participants 

struggle to make new meanings, and as a result of this struggle and the 

dynamism of ideological construction that individuals constantly construct, 

shift and transform ideologies. 

Language As Ideological Sign 

Voloshinov (1973) considers language the dominant characteristic of 

human behavior, and more specifically the speech act is considered as a 

verbal interaction which can illuminate the human psyche. He writes, 

Everything ideological possesses meaning: it represents, 

depicts, or stands for something lying outside itself. In other 

words, it is a sign. Without signs there is not ideology C .. ), the 

domain of ideology coincides with the domain of signs. They 

equate with one another, wherever a sign is present, ideology is 

present, too. Everything ideological possesses semiotic value. 

(p.9) 

Voloshinov argues that the sign is a creation between individuals 



within a social context. The socially created sign must acquire 

interindividual significance, which then allows it to become a sign 

formation. Both speaker and listener, consider speech as a changeable and 

adaptable sign, and meaning for a particular utterance occurs in its unique 

context. Voloshinov clarifies that "only that which has acquired social 

value can enter the world of ideology, take shape, and establish itself there" 

(1973, p. 23). He equates language with an ideological product, "an 

instrument of production", thus demonstrating the interrelationship 

between ideology and language. 

Within this view, any utterance reflects and refracts the ideological 

environment in which it is constructed. In other words, each utterance 

constructed in face-to-face interaction does not exist in isolation, but in 

relation to previous and forthcoming utterances and meanings. 

In this study, I examine teachers' natural discourse in face-to-face 

interactions in the study group context. These interactions build and reflect 

socio-cultural and ideological histories. Through interactions with each 

other, meanings and interpretations are established. Bakhtin and 

Medvedev (1978) say, 

"Every ideological product and all its "ideal meaning" is not in 

the soul, not in the innerworld, and not in the detached world 

of ideas and pure thoughts, but in the objectively accessible 

ideological material-in the word, in sound, in gesture, in the 

combination of masses, lines, colors, living bodies, and so 

on.( ... ) Whatever a word might mean, it is first of all 

materially present, as a thing uttered, written, printed, 



whispered or thought. That is, it is always an objectively 

present part of man's social environment. (p. 8) 

Constructing The Ideological Environment: Context And 
Text 
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Goodwin and Duranti (1992) argue, "the focal event cannot be 

properly understood, interpreted appropriately, or described in a relevant 

fashion, unless one looks beyond the event itself to other phenomena (for 

example cultural setting, speech situation, shared background 

assumptions) within which the event is embedded, or alternatively that 

features of the talk itself invoke particular background assumptions 

relevant to the organization of subsequent interactions" (p. 3). Halliday and 

Hasan (1985) see text and context as part of the same process: "There is text 

and there is other text that accompanies it: text that is 'with' namely con

text. This notion of what is 'with the text', however, goes beyond what is 

said and written: it includes other non-verbal goings on- the total 

environment in which a text unfolds. So it serves to make a bridge between 

the text and the situation in which texts actually occur" (p. 5). 

Malinowski (1923), in what is considered a seminal piece, "The 

Problem of Meaning in Primitive Languages", offers two concepts. One 

concept is the situation in which the text is uttered. This he termed as the 

context of situation. The other is the concept of context of culture, where 

he proposes that context is not only the immediate environment of the 

utterance, but the total background or cultural histories of the participants 

and the kinds of practices they were engaging in. 



Ochs notes four contextual attributes (1979, p. 2-6): 

1. Setting: the social and spatial framework within which 

encounters are situated. 

2. Behavioral Environment: the way that participants 

use their bodies and behavior as a resource for framing and 

organizing their talk. 

3. Language as Context: the way in which talk itself both 

invokes context and provides context for other talk; the way 

in which talk itself constitutes a main resource for the 

organization of context. 
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4. Extrasituational Context: the appropriate understanding of a 

conversational exchange requires background knowledge that 

extends far beyond the local talk and its immediate setting. 

Context also includes text or language constructed in the event, as 

Ochs (1979, p. 2) proposes, language as context. Halliday and Hasan (1985) 

define "text as functional. A text is language that is accomplishing 

something in some kind of context, and some kind of meaning is being 

constructed" (p.10). Because of the semantic nature of "text", Halliday and 

Hasan note that it must be considered as both process and product. A text 

is an instance of the process and product of social meaning in a particular 

context of situation. They define text as a product "in the sense that it is an 

output, something that can be recorded and studied, having certain 

constructions that can be represented in systematic terms" (p.10). Text can 

be considered as a process "in the sense of a continuous process of semantic 



choice, a movement through the network of meaning potential, with each 

set of choices constituting the environment for a further set" (p. 10). 

Therefore, the context of situation, the context in which the text unfolds, is 

encapsulated in the text, and the text as it is constructed with a particular 

context of situation shapes and constructs the context. "Language does not 

simply reflect the world, but it also helps to constitute the world by defining 

relations between speaker, hearer, referents, and social activities" 

(Duranti, 1992, p. 80). 

In studying human phenomenon it is important to study activities 

that participants use to constitute their culturally and historically 

organized social worlds and recognize that participants are situated within 

multiple contexts which are capable of rapid and dynamic change as they 

interact in these unfolding events. 

Based on the perspectives of ideology, context and text just provided, 

this research examines the construction of ideology through constituted 

ideological environments or contexts, (the study group), and focuses on how 

participants attend to, manipulate, interpret, and change aspects of the 

contexts they are engaged in. 



Constructing an Integrated Analytical Framework 

Ideology, context and text, frame the analysis for this research. 

Ideology is constituted in social events through context and text. I analyze 

the study group interactions, mainly discursive texts, utilizing both the 

above concepts and sociolinguistic ethnography and methodologies, namely 

conversational and discourse analysis, to create an analytical framework 

that reveals the dialectic weave of macro and micro contexts as they are 

constituted by teachers' talk. 

Through language, within a context of situation we construct 

ideology, the socially dynamic construct that refers to the ways in which 

meanings are produced, mediated, and embodied in knowledge from social 

practices, and cultural experiences. Gumperz's (1982) work has 

contributed to understanding the social construction of ideology within the 

context of face-to-face interaction. Gumperz had described face-to-face 

interaction and how people use contextualization cues (code, dialect and 

style switching processes, conversational strategies and prosodic signals) 

as ways to signal their intentions. Through interaction, participants make 

visible their communicative meanings and social action through various 

and diverse ways. He says that interpretation is effected by 

conventionalized conversational expectations of both content and surface 

style. "That is, constellations of surface features of message form are the 

means by which speakers signal and listeners interpret what the activity is, 

how semantic content is to be understood and how each sentence relates to 

what precedes or follows", (Gumperz, 1982, p. 131). Contextualization cues 



carry information through which meanings are implicitly conveyed 

through interactive processes. The point of Gumperz work, is the 

observable union between ideology and face-to- face interaction. 

Conversational and discourse analysis of face-to-face interactions provide 

an understanding of the communicative processes involved in human 

learning, social cooperations and underlying social and ideological 

development. 

Constructing Conversation 

"Conversation" is the most important dynamic context of language. 
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It consists of familiar and natural alternating speaking between one or 

more participants (Levinson, 1983). There are certain requirements which 

must be met if the message and the intentions of the speaker are to be 

understood. Utterances must be organized so that they are consistent with 

various social conventions. They must be relevant to the general topic and 

complete enough for a listener to comprehend the speaker's intention. 

Conversation does not only consist of talk, but also behavior other than talk: 

nonlinguistic behavior (Goodwin, 1981). Conversational behavior has 

structure. It is governed by rules which regulate the generation and 

interpretation of speech, the report of beliefs about practices, and the 

conventions of language usage. 

According to Grice (1975), all conversations have three 

characteristics. The first is that they occur against a background of shared 

knowledge and assumptions. The second characteristic is that the 
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utterances exchanged have a conversational as well as a literal meaning. 

And the third characteristic of conversation is, that the messages conveyed 

in a conversation have a cooperative function, they are intended to make 

sense. An important issue concerning conversational meaning is how 

participants understand not only the "literal" meaning but also the 

conversationally implied or conveyed meaning (Dimitracopoulou, 1990). 

Participants assume that contributions are relevant and are intended to 

follow from verbal prompts and/or from the situational context. It is this 

assumption that allows speakers and hearers to go beyond the literal 

meanings of utterances to an understanding of the meanings intended. 

"Conversation is produced by more than one individual, understanding its 

construction requires an examination of how effort from different 

individuals are coordinated" (Schiffiin, 1988, p. 265). 

Goodwin and Duranti (1992) claim that "the production of talk is 

doubly contextual in that a subsequent utterance not only relies upon 

existing context for its production and interpretation, but that utterance is 

in its own right an event that shapes a new context for the action that will 

follow it" (p. 29). They elaborate on this view suggesting that when talk is 

analyzed it is considered a "mode of action embedded in human 

interaction". The analysis of conversation is a process of interpreting face

to-face behavior of participants as they produce and understand occurring 

behavior. Through conversation, participants have the job of providing 

responses to ongoing talk which demonstrate what sense they have made of 

the talk thus far. Through an examination of this process it is possible to 

see how the participants themselves interpret the interactions. In this 



"indigenous process of interpretation cultural and social phenomena are 

linked; the analysis participants are engaged in is in itself a constitutive 

element of the social organization achieved and manifested through talk" 

(Goodwin & Duranti, 1992, p. 29). From this perspective, the study of 

conversational structure thus provides a powerful procedure for proof that 

allows for both the focus on the interactive organization of activities 

occurring within a single utterance and how these events at a micro level, 

utterances, can be found to be organized by their placement in much larger 

sequences. "In brief, conversation analysis provides a thorough going 

analysis of language as a mode of interaction which relies upon context for 

the interpretations of action that at the very same time shapes, expands and 

changes that context" (Goodwin and Duranti, 1992, p. 30). It is from this 

perspective the conversational analysis, along with discourse analysis, is 

used in this research. 

Constructing Discourse 

Discourse can be viewed both as a product and a process. It is a 

product when viewed as a communicative function of language and is 

described in linguistic form. It is a process when viewed as a dynamic 

means of expressing intended meaning. Inherent in the perspective of 

discourse is how a listener comprehends the speaker's intended message 

in a particular situation, and how the expectations of the listener 

influences the organization of the speakers discourse. Urban (1991) has 

defined a discourse-centered approach to culture as one which realizes that 



"culture is localized in concrete, publicly accessible signs, the most 

important of which are actually occurring instances of discourse" (p. 1) . 

Discourse analysis is concerned with the study of naturally 

occurring speech; language in use in social contexts, and in particular 

with interaction or dialogue between speakers. The analysis of discourse 

seeks to examine how individual members of a culture, speaking a specific 

language or dialect, draw on their knowledge of the world to construct and 

interpret utterances in context. The study of discourse is not just concerned 

with the properties of linguistic representations but also with the 

nonlinguistic factors that determine what message is conveyed by verbal 

form and the impact of the message on the situation. 

Of major importance to the analysis of discourse is "the relationship 

between the discourse and the speakers and hearer by and for whom it is 

produced-- a concern with how speakers take and relinquish the role of 

speaker, and how social roles affect discourse options in terms of who 

speaks when and what they can talk about, how non-verbal signaling works 

and how the actual form of utterances is conditioned by the social 

relationships between the participants" (Coulthard, 1985, p. 11). 

Since language is a signaling system for communicating meaning 

within an interpretive community, situating speakers and hearers within 

boundaries of status and solidarity, all language is ideological. Speech or 

talk is structured in the actual use of language to make sense. Through 

studying the contextualizational, conversational and discourse systems of 

language an understanding of specific ways in which ideology enters into 

every facet of language use is provided. 



The Analytical Process 

The intent of this research is to study ideological shifts that underlie 

transformative learning. Transcriptions of interactions among the study 

group participants are the major source of data utilized in order to achieve 

this goal. As indicated in a previous section, content categories and 

subcategories were established in order to analyze and organize the data. 

Excerpts of discursive interactions were marked and coded to reflect these 

three major content categories and their subcategories. These discursive 

excerpts were then analyzed in detail and prepared for use as part of the 

descriptive summaries utilized in the case studies. The design of the 

detailed analysis will be explained at this time. 

Each excerpt of transcribed oral text was rewritten into lines and 

stanzas ( See Appendix A for an example). I borrowed this strategy from 

James Paul Gee who uses this method of analysis. According to Gee (1990) 

"lines are usually, but not always, 'clauses' and stanzas are sets of lines 

about a single minimal topic, organized rhythmically and syntactically to 

hang together in a particularly tight way. The stanza takes a particular 

perspective on a point of view such that when character, place, time, event, 

or the function of a pieces of information changes, the stanza must change" 

(p.106). After restructuring the transcription excerpts into lines and 

stanzas and numbering each line for referencing, each text was analyzed 

utilizing an integrated analysis made up of four organizational systems: 

thematic organization, contextualization organization, conversational 

organization, and discourse organization. These are supported by the 
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theoretical discussion which precedes this section. 

An analytical framework built upon these four organizational 

systems examines the interrelatedness of these organizational systems as 

properties of language and meaning production, And more importantly 

this framework allows for an analytical examination that moves between 

the construction of meanings (ideologies), how these meanings are 

constructed within and through text and context, and how the constructed 

meanings influence subsequent contexts and texts. The four 

organizational systems can be briefly characterized as follows. 

Thematic Organization 

Themes and issues (sub-themes) are ideological products, the 

meanings produced in a particular situation. The thematic organization of 

the text refers to the ways in which themes and issues are signaled and 

developed through the use of contextualization, conversational and 

discourse strategies and organization. These are revealed through the 

reorganization of transcription excerpts into lines and stanzas (See 

Appendix B for an example). 

Contextualization Organization 

Contextualization cues are "any feature of linguistic form that 

contributes to the signaling of contextual presuppositions (Gumperz, 1982, 

p. 131). The contextualization organization within discursive interactions 
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is achieved when the speaker sends signals to the hearer as to what the 

speaker takes the context to be and how the speaker wants the hearer to 

comprehend the meaning and context. Contextualization signals 

essentially construct participants' identities and roles in a given context. 

The hearer indicates what sort of person the speaker takes the hearer to be, 

what sort of person the speaker takes himselflherselfto be, and what the 

speaker and hearer assume the information and meanings of this 

particular interaction are being conveyed. Various contextualization 

signals are present and analyzed in this research, among them are 

metaphor and frames .. 

Schon (1979) defines metaphor as a semiotic tool in which beliefs, 

perspectives and meanings are communicated. He states, 

There is a very different tradition associated with the 

notion of metaphor, however, one which treats metaphor as 

central to the task of accounting for our perspectives on the 

world: how we think about things, make sense of reality, and 

see problems we later try to solve. In this sense, "metaphor" 

refers both to a certain kind of product- a perspective or frame, 

a way of looking at things- and to a certain process- a process 

by which new perspectives on the world come into existence as 

a species of figurative language, metaphor, is a kind of 

anomaly of language, one which must be dispelled in order to 

clear the path for a general theory of reference or meaning. 

(p.254) 

Metaphor plays a fundamental role in ordinary, everyday language 
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at various levels. It is relevant to the level of word meaning and it is also 

relevant to the more general level of discourse. Metaphor "is pervasive in 

everyday life, not just in language but in thought and action" (Lakoff & 

Johnson,1980). We perceive features that are common to the two kinds of 

activity. In this case, then, it is not that language structures perception. 

Rather, patterns of language usage follow from the prior foundation of 

cognitive structure (Lee, 1992). In order to express our meanings through 

language, we need to establish categories of experience through processes 

of association and transformation. "The general point is that utterances 

are not vehicles that transfer meanings from speaker to addressee. Rather, 

they interact with a particular set of conceptual structures to produce 

meaning (Lee, 1992, p. 81). 

A frame refers to a principle of organization that builds a social 

situation. "Activities or strips of activity are perceived by its participants in 

terms of the rules or premises. Organizational premises determine the 

way in which an aspect of the activity is organized. Individuals fit their 

actions to an understanding of what is going on in any given activity. The 

organizational premises-sustained both in the mind and in activity, are the 

frame of the activity" (Goffman, 1974, p. 247). Activities, thus, are 

constructed and interpreted by the application of particular rules and 

premises in order to generate appropriate actions from participants 

involved in the activity. 



73 

Conversational Organization 

Conversational organization refers to how interaction between 

cooperating participants is organized and how meaning is achieved both by 

the speaker and the listener through the organization of interaction. It 

makes explicit how participants orgwrize themselves as a result of verbal 

behavior, talk, and non-verbal behavior; and the meanings constructed 

from these behaviors. Conversational phenomena which are analyzed in 

this research are turn at talk and gaze. 

Turns at talk (turn-taking) refers to talk as occurring through a 

sequence of turns. Participants alternate in their production of talk, and 

while one is speaking the other in general is silent and listening. 

Embedded in this notion of turn at talk, are the concepts of utterance, 

silence, turn boundaries, and overlap. These concepts extend the 

definitions of turn at talk to get at issues such as who is doing the talking, 

who is listening, for how long, and what behaviors has this phenomenon 

elicited. 

The glances and eye-contact between participants are significant 

non-verbal behaviors in conversation, this phenomenon is known as gaze. 

"Gaze is not simply a means of obtaining information, the receiving end of 

a communication system, but is itself a social act" (Goodwin, 1981, p. 30). 

The analysis of gaze provides an understanding of how participants 

arrange themselves for conversation, a means of monitoring, regulating, 

and signaling interaction, and a means of expression. Gaze is essentially 

part of the process of conversation in face-to-face interaction. 
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Discourse Organization 

DiscDurse organization refers to the utilizations of discourse as a 

product or linguistic form and viewed as the process by which meaning is 

expressed. It focuses on how a listener comprehends the speaker's 

intended message in a particular situation and how the expectations of the 

listener and the listener's response influences the organization of the 

speakers discourse. This is achieved through the usage of verbal forms to 

signal thoughts and emotions. The intent of examining discourse 

organizations is to understand how language is used (this entails all 

elements involved in constructing an utterance) in order to construct 

meaning. Various discourse strategies are analyzed in this research, 

among them are language use and function and prosody. 

Language use and function deal with what the function of a piece of 

linguistic data is and how that data is processed, both by the speaker and by 

the listener. This involves an analysis of a multitude of discursive elements 

such as lexicon, syntax, reference, inference, coherence, cohesion, 

relevance, and topic boundaries, to name a few. These elements are 

interrelated and embedded in language use and function and are studied in 

order to understand how a listener comprehends the speakers intended 

message in a particular context, and how the listener's expectations and 

requirements of that event, influence the organization of the speakers 

discourse. 

Prosody refers to signaling mechanisms such as intonation, speech 

rhythm, volume, pauses, duration and choice of lexical, phonetic, and 



syntactic options. These signaling mechanisms affect the expressive 

quality of the message. 

Two Directions of Analysis Utilized 
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Two case studies will be presented in the Chapters 4 and 6. The first 

case study will focus on the transformations of one of the teachers through 

concentrating on the study group process. The second case study will focus 

on the transformations of the study group as a whole while stressing the 

transformation process. Both of these case studies utilize the face-to-face 

interactions that occurred in the study group session to develop each case. 
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Goals of the Project 

The major goals of this research were to develop alternative views, 

methods, and opportunities for facilitating and examining teachers' 

learning and change. There is much discussion and demand in the 

institution of education for teachers to change their beliefs, practices, and 

schooling, yet very little has been done to change learning contexts for 

teachers. Staff development programs and teacher programs still are built 

upon a transmission or training paradigm. Therefore, it is the intention of 

this research to challenge the predominant paradigm and the resulting 

programs designed for teacher development. In so doing, it is essential to 

develop alternative proposals for constructing contexts that will facilitate 

authentic transformative learning. These contexts are created by and with 

teachers so that they have ownership of the directions and outcomes of their 

learning. In this research I offer the study group as a context that 

provides such potential. 

In order to study these contexts, alternative methods for research 

that examine the dynamics and processes of teacher learning are 

necessary. The methods used in this research attempt to provide an 

understanding of teachers' development and change as it occurs in 

natural and authentic contexts and how teachers change these context as a 

result of their learning. 

In essence, the goals of this study are: 

1. To challenge the status quo or dominant paradigm of teacher 
change and learning. 
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2. To offer and develop an understanding of the transformation 
process and seek to challenge and change learning contexts for 
teachers to contexts that facilitate transformative learning. 

3. To offer alternative methods of conducting research on and 
with teachers. 

4. To offer a new context where teachers can develop 
professionally, transform the contexts they inhabit, and author 
their own transformations. 

Prior to presenting the case studies in Chapters 4, I use Chapter 3 to 

outline the study group cycle demonstrating how it is predicated upon an 

inquiry process. In that chapter I also discuss what I term as 

transformative conditions, the social and ideological parameters that 

promote and enhance transformative learning. I presented this first since 

the case study is a demonstration of a teacher's transformation as she 

engages in the process of inquiry through the study group progressions. 



CHAPTER 3 

TEACHER STUDY GROUPS: 
CONTEXTS FOR TRANSFORMATIVE 

LEARNING AND ACTION 

If there is a wish to reduce some of the unhelpful uncertainties 
of teaching, then means other than technical, scientific ones 
must therefore be found. One commonly advanced solution is 
to build professional cultures of teaching among small 
communities of teachers in each workplace, who can work 
together, provide mutual support, offer constructive feedback, 
develop common goals, and establish challenging but realistic 
limits regarding what can reasonably be achieved. It is upon 
this argument about reducing teacher uncertainty that much 
of the case for developing cultures of collaboration among 
teachers has come to rest. 

Andy Hargreaves (1994. p. 17) 
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The purpose of the chapter is to introduce the concept of the study 

group as a transformative context, describe the process of inquiry which 

underlies the study group design, and discuss transformative conditions 

that augment the study group's potential. The study group process consists 

of four progressions that include 1) brainstorming; 2) negotiated planning 

and decision making; 3) choosing topics, issues, and questions for study 

and practice; and 4) constructing a learning context; establishing and 

sharing new knowledge, theories, and questions; and creating new 

directions. The study group is an opportunity for teachers/researchers to 

come together and construct, through their ongoing interactions, a 
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transformative context that facilitates each individual's transformation as 

they pursue topics of study that meet individual as well as group needs and 

interests. Also, in this collaborative pursuit, the study group is a vehicle 

for teachers to come together and establish a mutually negotiated agenda, 

vision, and plan of action that is specifically designed to address, develop, 

and change the working and learning conditions within the unique 

contexts that these teachers and their students reside. 



Figure 3.1. Content of Chapter 3 
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Constructing Contexts for Transformative Learning and Action 

Chapter Overview 

The major focus of this chapter is to share my history with study 

groups, to define the study group process and to explicate how the study 

group and transformative conditions can be used to facilitate 

transformative learning. Then, I discuss briefly how the study group 

design is used in the following chapter as an analytical organization. 

This chapter is divided in five major sections. The first section 

describes the history of the study group concept. I discuss how the study 

group concept was developed, sharing my own historical experiences with 

study group as a teacher and staff developer. The second section deals with 

the purpose and design of study groups. The third section explains the 

construction of transformative conditions in the study group process. I 



81 

discuss how transformative conditions are socially constructed in study 

group interactions and how these conditions facilitate transformative 

learning. The fourth section provides an elaboration of transformative 

conditions; and the utilization of the study group design as an analytical 

organization. I present the transformative conditions that have emerged 

through my experiences as I worked with teacher study groups in the past 

and through this research project. And finally, the concluding section 

provides an explanation of how I used the progressions of the study group 

process as a analytical organization to frame the case study of one teacher's 

transformation. 
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Study Group: A Historical Summary 

In the fall of 1981, as a Chapter I reading teacher at Kit Carson 

Elementary, in the Albuquerque Public Schools, I began meeting with my 

peers weekly in order to learn more about Whole Language. There were 

several reasons for the development of these meetings. As teachers we 

were unable to find experts, resources or support from the district to learn 

about Whole Language. We were frustrated with the type of one-shot 

workshops, that did not provide much opportunity for dialogue, reflection, 

support and continuity that we hungered for. Finally, we felt that our 

needs and experiences unique to our school community were not being 

addressed through these "generic" workshops. Therefore, we decided that 

we must make our own time and space to learn specifically about the things 

that we were interested in, and had felt were crucial to our unique working 

conditions. 

These meetings consisted of eight classroom teachers and myself. 

We each were interested in developing a better understanding of how 

children learn to read and write, and how we could create classroom 

environments and provide activities that would facilitate the children's 

literacy development. We read articles and discussed them during these 

sessions; we learned about different strategies and began applying them in 

our classrooms; we shared our successes and failures as we attempted to 

make changes in our thinking and practices; and we began to ask questions 

about the way our students were taught and evaluated, the materials that 

were provided and used, and the goals and purposes of the school, as well 



as the goals and purpose we each held individually. 

As the year progressed, more teachers joined our group; we found 

ourselves communicating and sharing more and more with each other. 

We began making plans toward changing programs in our classrooms and 

in the school, such as developing a school-wide writing program or finding 

ways to change, develop, and purchase different types of materials such as 

literature, math manipulatives, and science equipment. Toward the end of 

the year we felt different and better about ourselves, about the school, and 

about our collective efforts. The study group continued on through the next 

year, expanding through our pursuit of other topics and activities. 

During the next several years, the concept of study group was further 

developed through the endeavors of Chapter I and Chapter II programs. 

Chapter I developed a program called "Support for Instructional 

Development", which would support study groups in other schools by 

providing a facilitator and materials to teachers who were interested in 

developing professionally (Red & Shainline, 1987). 

After two and a half years at Kit Carson Elementary, I took a job in a 

Chapter II program, conducting study groups in nine city center schools in 

Albuquerque. Through the years, I have continued working with groups of 

teachers at their school sites learning a great deal about the nature of study 

groups and teachers' transformations. In effect, my experiences with 

teachers in study groups has led to my own transformations. These 

transformations, from my reflections, study, and experiences with 

teachers, have resulted in beliefs, theories, and methodologies that is the 

basis for this study. 



Constructing Transformative Contexts: The Study Group 

If teachers are to be expected to make changes in their learning and 

teaching, then they must be provided with learning contexts that will 

maximize achievement toward that end. It is essential that teachers be 

provided the time and environment where they will have opportunities to 

inquire, dialogue, reflect, and create changes in their beliefs and practices, 

both as learners and as teachers. 

The study group provides an ongoing opportunity for teachers to 

explore their interests, issues, requirements, and methods, to name a few. 

But most importantly, it creates a space for teachers to engage in 

collaborative dialogue, study and reflection which ultimately can lead to 

transformative learning. 

What Is A Teacher Study Group? 

A teacher study group, simply defined, is a weekly session in which 

teachers with a designated facilitator (the facilitator role can be shared and 

alternated among members), meet for an agreed amount of time to discuss 

educational issues which evolve from each participants' beliefs, 

experiences, practices, and interests. Teachers, as researchers, choose 

and study a topic or issue through the process of inquiry, examining 

research, theory and methods in order to discover and change beliefs and 

practice. Integral to the process of inquiry are reading, writing, critique, 

reflection, dialogue, observation, practice, analysis and the construction of 



new conclusions (Saavedra, 1990). 

During the study group sessions, participants discuss their own 

beliefs, theories, and practice in light of what they are discovering through 

their reading, reflections, and interactions. It is a forum in which 

teachers/researchers discuss issues and draw from several resources to 

rethink and develop some strategies for dealing with these issues. 

Members are able to analyze the effects of these issues and strategies in 

relation to instructional practice and students' learning. 

The study group provides an opportunity to create community, which 

is important for learning, that leads to personal, professional and 

institutional change. Through the study group process participants can 

develop circumstances that will enable them to facilitate changes and 

further develop their knowledge and practice through: 1) creating 

communication and collaboration networks with peers and other 

professionals; 2) conducting observations, analyzing results, sharing 

knowledge and expertise, and providing demonstrations and mentoring for 

each other; 3) developing new or improved methods of teaching, and 

methods of analyzing and evaluating educational beliefs, practices and 

products; 4) utilizing and contributing to resources outside school 

institutions, (university, community, parents, and students); 5) 

constructing a context for critical dialogue, and mediation of 

interpretations and perspectives with peers; and 6) cultivating professional 

reading and critical reflection. This is demonstrated in the following 

diagram, Figure 3.2. 



Figure 3.2. What is a Teachers' Study Group? 

THE STUDY GROUP 
WILL PROVIDE 
TEACHERS THE 

OPPORTUNITY TO: 

Why Are Study Groups Important? 

The study group serves as a source for teachers and facilitator to 

develop intellectually and professionally. Participants, through this 

encounter, can take a step back away from their practice and in a 

supportive environment, critique their practice and beliefs, and reconstruct 



ffl 

their beliefs and practice using knowledge gained through their readings, 

reflection, and discussions. It is a space of time that is purposefully 

created, set aside, cherished, and well-guarded by its creators. 

Participants through the study group, have an opportunity to tear 

down the walls of isolation that are institutionally created between 

themselves and their colleagues. Within the study group, participants 

create a community of learners/researchers and recreate and develop their 

professional knowledge to discover how they can transform their beliefs and 

practice. 

The most important aspect of the study group is that it provides time 

for teachers to work with each other: a time to think, analyze, critique, 

reflect, and create new goals and changes in their classrooms and schools. 

The study group provides a social context for critical dialogue; presents 

teachers with opportunities to learn about current teaching theories and 

practices; permits collaboration and planning with peers; provides a 

supportive context for teachers to experiment with ideas and innovative 

practices and to share these experiences with each other; and allows 

teachers to become actively responsible for their own learning and change. 

As teachers take ownership and responsibility for their learning, they 

become involved in a process which enables them to express, define, 

address, and resolve problems by creating appropriate changes. In the 

long run, environments developed by and for teachers which facilitate their 

learning and professional development ultimately benefits students' 

learning. If teachers are to restructure learning contexts for children then 

they mast be afforded the opportunity to similarly restructure their own 



learning contexts. The following diagram demonstrates the importance of 

study groups (Figure 3.3). 

Figure 3.3. Why are Teachers' Study Groups Important? 
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How Are Study Groups Conducted? 

Borrowing the design of the "Theme Cycle", developed by Bess 

AItwerger (1985), I have adapted it and structured the study group design 

much along the same way. In the study group, we ask questions, then 

examine the assumptions and beliefs that underlie our questions. We 

critique these assumptions through seeking new information, reflecting on 

it, and sharing, in order to change, stretch, reinforce, and/or reinterpret 

what we know and think, thus extending our knowledge. 

There are four major progressions in the study group cycle: 

1. Establishing A Learning Topic and Direction 

2. Establishing Uses of Information, Resources and Strategies 

3. Establishing a Collaborative Learning Context 

4. Establishing New Knowledge, New Directions, New Questions 

This process is cyclical in its progression as demonstrated in the 

following diagram (Figure 3.4). Though this inquiry cycle progresses 

successively in one dimension, the entire cycle also occurs within each 

given progression at another dimension, and continually is evolving. In 

other words, throughout the study group cycle aspects of the entire cycle are 

occurring simultaneously within any given study group session. 



Figure 3.4. The Study Group Progressions 1 
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As stated before, there a four major progressions. 

Within these progressions are various elements that lead study group 

participants through their investigations and facilitate their 

transformations. At this time, I would like to briefly elaborate on each of 

the progressions in order to describe the events that may occur through the 

study group process. 

Establishing A Learning Topic and Direction 

The inquiry cycle of a new study group begins by negotiating and 

choosing topics, questions, issues, and problems for study. Study Group 

participants discuss their interests, expectations, and needs, then decide on 

specific questions and activities that can be pursued. Usually once a topic 

has been chosen, participants discuss various issues and questions they 

have about the topic. From these questions, the entire group can decide on 

one or two that they will focus on. Simultaneously, each participant 

chooses questions that will be studied individually. Usually two or three 

study groups sessions are needed in order to reach a level of comfort and 

collaboration for generating and negotiating topic and question choices. 

Establishing Uses of Information, Resources and Strategies 

Once each individual, and the group as a whole, has established the 

questions for study, the next step is to collaboratively plan the investigative 

directions, activities and strategies. Individual and group goals and plans 



for accomplishing them are created. Participants and facilitator choose 

materials, resources, readings, and expertise, both outside of and within 

the group. Plans involve what articles and books are going to be read, when 

will they be read, and by whom; what kinds of activities will be undertaken 

(reflective journals, demonstrations, classroom observations, data 

collection such as students' reading or writing samples); and how study 

group sessions will be conducted to reach the goals. A couple of sessions 

are needed to develop these goals before participants can precede with their 

activities. These plans are open ended since many new ideas and 

discoveries of materials and resources are made during these activities and 

must be accommodated. At each study group session more precise plans 

and agendas are developed for the following session. 

Establishing a Collaborative Learning Context 

Study group participants research, read, dialogue, write, 

demonstrate, mediate, and share, while striving to integrate their 

experiences from their classrooms and other contexts with their 

investigations in order to enrich their learning in the study group sessions. 

What is of utmost importance in establishing a learning context is not 

solely forming new knowledge, but also in developing collaborative, 

cooperative, respectful, and nurturing interactions while engaging in 

study. 



Establishing New Knowledge, New Directions, New Questions 

Though what has been discovered through study group inquiry is 

informally shared during each study group session, it is important to plan 

a formal presentation of what was learned in order to culminate the 

investigation. Sharing and assessing what has been accomplished is 

essential toward integrating what has been learned and developing what 

new directions and questions remain for study. Taking stock of what has 

been achieved does not only uncover new challenges, but is also very 

rewarding. From this point, study group participants reenter the study 

group cycle of inquiry, and determine new questions, plans and directions 

that will be taken. Interestingly enough, each accomplished cycle leads 

participants to greater proficiency and depths of study that promulgates 

transformations. 

The following diagram (Figure 3.5) demonstrates how study groups 

are conducted utilizing the four study group progressions. 



Figure 3.5. How Are Study Groups Conducted? 
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There are three major objectives which underlie the study group 

process of inquiry. They are embodied in the following three questions: 

1. What is being learned about the topic? 

2. What is being learned about students' learning and how does 

this effect teaching; 

3 What is being learned about ourselves as teachers, as learners 

and as researchers, about our beliefs and practices, and what 

changes need to be made? 

Through my experience in study groups, I have come to understand 

that the study group process is negotiated and constructed by participants 

as a result of dynamics that occur in face-to face interactions at each 

session (Saavedra, 1991a, 1991b). Therefore, though there is a basic design 

that underlies the study group process, each study group develops uniquely. 

The study group is an open ended social event, that allows for the 

social constitution of learning. Trends in learning, teaching, and research 

indicating a paradigm shift in the past several years, suggests that 

learning contexts much be understood as socially constituted through 

collaborative endeavors. The study group provides such a context for 

teachers (Saavedra, 1994). 

Guidelines For Study Groups 

Based on the perspective that the study group is a socially constructed 

collaboration by participants for the purpose of insuring that ownership is 



consistently maintained by the learner, there are certain guidelines that 

underlie this approach to the study group. The following guidelines 

(Figure 3.6) reflect these beliefs. 

Figure 3.6. Guidelines for the Study Group 

Guidelines for Conducting a Study Group2 

1. Teachers and facilitator need to be active 
participants in the joint development ofthe 
study group. 

2. Teacher and facilitator share and develop their 
collective knowledge on the selected topic. 

3. Questions or learning issues upon which 
learning experiences are based are 
collaboratively generated by teachers and 
facilitator. 

4. Activities include authentic learning 
experiences which focus on exploring problems 
and questions. 

5. Sessions provide opportunities for participants 
to share on-going developments, reflections, 
and questions. 

6. The study group environment is a safe social 
context for critical dialogue and reflection. 

7. Resources and experts are included to enhance 
study group endeavors. 

8. Evaluation of the study group is conducted in 
terms of how successful teachers and 
facilitators actualized their theoretical position, 
knowledge, and reflections into learning, 
change, and practice. 

2 Adapted from Altwerger, B. (1985) Guidelines for conducting a Theme Cycle. 



The study group alone does not provide solutions. It is a resource 

available to teachers and other school personnel that facilitates the 

recognition and use of other resources such as the classroom, district 

programs, and personnel; university classes, programs, and experts; and 

community members, parents, and students. Study group participants 

learn to use these resources to further their professional growth. 

It is important for the study group to be grounded in an 

understanding of particular theoretical conditions if it is to be considered a 

model that offers teachers a difference in terms of professional 

development. Teachers forming study groups without informing 

themselves of the necessary conditions in which they can construct and 

negotiate contexts for their professional development are offered little more 

than an interesting communicative opportunity. 

Transformations occur within contexts through consciously 

constructed conditions. Teachers occupy many contexts and are 

challenged daily with making sense of and acting upon events within these 

contexts. Their reactions to these daily exposures and events provoke and 

create changes. These changes constitute transformations when conscious 

reflection, action, and generation of strategies are constructed as 

intentional responses to these daily events. It is through consciousness and 

concerted construction of transformative conditions within these events 

that transformations are facilitated. The study group process, though 

important, does not guarantee transformation unless teachers come 

together with a conscious understanding of the theoretical and pedagogical 

conditions that underlie the intended conceptualization of the study group. 



Transformations for teachers do not occur solely in the study group, 

but can also occur in all other contexts that teachers find themselves in, 

such as their classrooms, the school, and other outside community and 

personal contexts. However, through the study group, teachers can 

consciously interrogate and change these contexts, thus working towards 

their transformations as welJ as the transformation of these contexts. 



00 

Developing Transformative Conditions in the Study Group Context 

At this point I would like to discuss the development of 

transformative conditions through study group interactions. The 

transformative conditions are in essence ideological conceptualizations or 

perspectives that underlie action or direction to be undertaken through 

study group development and participation. The tendencies of 

transformative conditions are toward facilitating transformative learning. 

This means that the study group is a place where participants can engage 

in transformative learning promulgated by conditions built upon a social 

constructivist view of teaching and learning. 

The transformative conditions are socially and intellectually created 

as a means to develop an awareness or consciousness of the dynamics 

within social interactions. The creation of these conditions is intentional 

and takes shape through the effort of the participants. The conditions are 

constructed as teachers work at not replicating social and power 

structures, ideological stances, and other aspects of the institutional status 

quo. It is through individual and collective struggle to construct the study 

group as a a alternative and empowering context that the transformative 

conditions emerge. In the one sense, the transformative conditions are 

consciously constructed through study group interactions, and in another 

sense they emerge as a result of the development of professional and 

intellectual strength, knowledge and ability by the participants for dealing 

with expected roles in educational and school establishments. 
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Conditions for Transformative Learning 

My views concerning the transformative conditions to be discussed in 

this section have resulted from a combination of my history of experience in 

past study groups, through this research, and through investigative study 

toward understanding the dynamics of transformative learning. I believe 

that these conditions augment the conceptual foundation of the 

transformative process. Based on my experiences in study groups prior to 

this research and through my knowledge of the scholarly literature and 

research in this area, I have developed what I believe to be transformative 

conditions that maximize those situations and settings that are not only 

occupied by teachers, but also those intentionally created by teachers to 

facilitate their transformative learning and growth. The discussion that I 

offer about these conditions reflects my own conceptualizations of the study 

group process and the process of teacher transformation. These conditions 

are not necessarily provided by an outside force, but are constructed and 

developed within social contexts by involved participants in order to 

facilitate transformative learning (Saavedra, 1992). 

Each of the following conditions are studied individually, but they are 

interdependent. The conditions that undergird the transformation process 

as it occurs in the study group context are: dialogic context; identity and 

voice; ownership; direct access to sources of knowledge; agency; recreating 

teaching; dissonance and conflict; mediational events; demonstrations; 

reflection and action; generation; self-assessment and p.valuation; and 

reflective practice. A brief discussion of each condition follows. 



Dialogic Context 

Quality social transactions occur when individuals enter a setting, 

and share their social, political, and cultural history of experiences and 

knowledge with others. Through dialogues, perspectives are shared, 

interpretations are made, and critiques are offered. "Dialogue must be 

understood as something taking part in the historical nature of human 

beings. It is part of our historical process in becoming human 

beings .... Dialogue is a moment where human beings meet to reflect on 

their reality as they make and remake it .... Through dialogue, reflecting 

together on what we know and don't know, we can act critically to 

transform reality" (Shor & Freire, 1987, p. 94). 

The study group as a dialogic context is an important 

conceptualization in this research. From this perspective there is 

conscious struggle toward constructing a democratic setting, where all 

participants strive to find and express their individual voice. Sometimes 

others must struggle to silence their own voices, or to accept the voices of 

others as having equal value to their own. In such settings, the potential 

for all participants to transform exists. 
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Giroux (1988) talks about the need for teachers to create dialogic 

contexts, where they develop knowledge, and critique their beliefs and 

actions through understanding how social-political complexities manifest 

themselves in forms of knowledge, school organization, teacher ideologies, 

and teacher-student relationships. In so doing, the possibility for each 

individual to create a "democratic space dedicated to forms of self and social 
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empowerment" (p. xxxii) are created. 

Identity And Voice 

The concept of voice represents more than a communicative process; 

it refers to what Bakhtin terms, "the speaking personality, the speaking 

consciousness" (Holquist and Emerson, 1981, p. 434). Voice refers to the 

unique instances of self-expression shaped by the social and ideological 

environment, which includes such issues as class, culture, race, and 

gender. Voice conveys not only the language we use in order to make 

ourselves understood and listened to, but how we create and define 

ourselves as active participants in the world we inhabit. For Bakhtin, voice 

is inherently linked to utterance. Clark and Holquist (1984), discussing 

Bakhtin's conceptualization of utterance, write, "An utterance, spoken or 

written, is always expressed from a point of view [a voice], which for 

Bakhtin is a process rather than a location. Utterance is an activity that 

enacts differences in values" (p. 10). For study group participants the 

potential to express, critique and develop their individual voices exists 

through the exchange of dialogue. The process of engaging in critical 

reflection, sharing thoughts, ideas, and lived experiences with others, and 

exploring how to express and act upon a negotiated construction of 

meaning and knowledge enable participants to share and reconstruct their 

speaking personality or identity. 

Drawing on Bakhtin's notion of voice, it can be understood that, 

through utterances, language identities are constructed. The concept of 
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moo helps to explain how the "individual" is socially constructed through 

multiple and sometimes contradictory e}rperiences and realities; and the 

expression of the self through language constitutes voice. The study group 

provides a location in which participants can become consciously active in 

the (re)construction of their identities and voice; achieving this through the 

interrogation of these multiple and contradictory realities that constitute 

the (re)construction of or influence of these identities. The point is to be able 

to strategically act upon these contexts with new and empowering abilities. 

In other words, it is essential for participants to become aware of who they 

are and take constructive action within the structures and realities that 

they inhabit. Internal in social reality, and related to class, culture, race, 

and gender, are power relations, which affect the expression of voice. 

Through the study group, participants can interrogate how these power 

relations, embedded in institutional and school contexts, are impressed 

upon their professional identities and voices, and find ways to strategically 

counter the silencing of teachers' voices that currently occur throughout 

these structures 

Ownership 

Teachers have been alienated from their own craft of teaching and 

learning. The established acts of educators have become taken for granted. 

Teachers have become alienated from their own thinking since they have 

been schooled and socialized to accommodate other people's thinking 

(Boomer, 1987). The concept of ownership needs to be understood through 
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basic underlying assumptions about learning. This means that essential 

to the learning process, the learner is socially and cognitively active in the 

construction of these learning events. 

There are three fundamental dimensions of ownership in contexts 

occupied by teachers: legitimacy, control, and proliferation. The first 

dimension, legitimacy, refers to the needed reconceptualization that 

learning events and contexts developed by and for teachers, such as the 

study group, are legitimate arenas for the construction of transformative 

learning and knowledge. Control, the second dimension. refers to who has 

direct control of both the internal and external organizations of learning 

events and contexts designed for and by teachers. The final dimension, 

proliferation, refers to the personal processes of learning and the 

construction of knowledge; a process that relies on encouraging, utilizing, 

and developing the learners' interests and abilities. 

I reject the concept of "banking education", the act of depositing 

knowledge from the teacher to the learner, where as "the scope of action 

allowed to the [learner] extends only as far as receiving, filing, and storing 

the deposits", (Freire, 1973, p. 58). Learning is a social negotiation of 

making meaning, therefore learning events are socially and actively 

constructed and owned by its participants. 

Direct Access To Sources Of Knowledge 

Historically, teachers have not had complete access to, nor have they 

been encouraged to seek out or construct their own research, theory, and 



sources of knowledge that broaden and deepen what they know and act 

upon as teachers. Until recently, teachers were provided with 

interpretations of theory and research by way of teacher's manuals, 

models, materials, and workshops. Staff developers, consultants, and 

academicians found ways to inservice and train teachers to implement 

specially created programs and models of teaching based on their views 

and interpretations of research and theory. 
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The study group context provides a systematic and intentional way of 

insuring teachers with opportunities to access, conduct, and review 

research and theory in education and other disciplines that help in the 

creation of their own knowledge. 

Agency 

The concept of agency is formulated within a dialectic between the 

personal and the social. Agency deals with the recognition that each 

individual is an active author of the contexts he or she inhabits. The 

struggle for empowerment means "analyzing ideas about the causes of 

powerlessness, recognizing systemic oppressive forces, and acting both 

individually and collectively to change the conditions of our lives" (Lather, 

1991, p. 4). 

As teachers transform, develop new beliefs, practice and new 

relationships within their contexts, they construct a critical awareness of 

social processes and practices in such a way that what is made clear is not 

simply how the forces of social control work, but also how they can be 



106 

overcome and changed individually and collectively. 

Teacher transformation implies more than individual 

transformations. It also implies the development of a conscious effort to 

form collective unity and direction that leads to transformations of the 

profession, and the spaces or contexts occupied by teachers in the 

institution. It is important to see teacher transformation not solely as 

individual change in effectiveness. This is only one dimension of what 

transformation means. It is equally important to develop a concept of 

transformation that deals with the multiple layers that exist in the 

educational processes at both the micro and macro levels, seeking to 

transform relationships with all aspects of the educational system as well. 

Within the study group, it is important for participants to discover their 

potential and responsibility, their agency. It is through encounters with 

everyday reality that they are supported and yet challenged to assess their 

world critically and to unmask central contradictions and oppressive 

structures. Through agency, a union of reflection and action, participants 

enter into a process of conscientization which leads to transformations. 

Recreating Teaching 

An underlying goal of the teacher study group is transformative 

learning. Transformations lead to the recreation of teaching. Through the 

study group context, as well as the integration of the other interdependent 

contexts in which teachers reside, critical interactions help to redefine and 

add to the dimensions of teaching. 
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Participants' work to become creators of knowledge, through 

endeavors such as the study group. This can widen the practice of teaching 

to include research, professional reading and writing, and the development 

and use of tools that challenge and broaden the conceptualization of 

teaching that is currently held. Through critical analysis of current views 

of teaching, participants can move beyond defining their teaching roles as 

rote-like application of goals and responsibilities, to recreating roles that 

reflects a socio-culturally situated construct of teacher. 

Dissonance And Conflict 

An inevitable and necessary condition of transformative learning, is 

dissonance and conflict. Usually, when teachers begin critiquing their 

beliefs and practices, they are faced with anomalies, dissonance, confusion, 

and conflict. These conflicts occur cognitively for each individual teacher, 

in social settings like a study group, and in the relationship between the 

individual and the institution in general. Dissonance and conflict are 

positive processes, they are opportunities to embrace the contradictions 

teachers face. Reflective and supportive environments, such as the study 

group, can help teachers establish new directions and strategies for dealing 

with the anomalies. 
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Mediational Events 

A mediational event occurs as individuals translate their 

understandings, interpretations, and practices to their peers, offering 

differing perspectives and strategies to their peers that will assist in 

mutual transformation. Vygotsky posited that learners internalize and 

transform the help they receive from others and eventually use these same 

means of guidance to direct their subsequent problem-solving events. 

Humans use cultural signs and tools to mediate their interactions with 

each other and with their surroundings (Vygotsky, 1978). Learning occurs 

through social mediation. The learner's thinking, through social 

mediation, is being stretched and challenged with the assistance or 

demonstration of a peer. This process involves the participants' by using 

their capabilities and knowledge and working collaboratively with others to 

accomplish what they can not do alone. In essence, this is what Vygotsky 

(1978) calls the "zone of proximal development", the distance between the 

actual development level as determined by independent problem solving 

and the potential development as determined through problem solving in 

social collaboration with peers. 

Mediations occur when learners are actively creating meaning for 

themselves. Learning occurs within the context of social activity where 

meaning is central. "The focus is not on transferring skills, as such, from 

those who know more to those who know less, but on the collaborative use of 

mediational means to create, obtain, and communicate meaning" (Moll, 

1989, p. 8). In study group contexts, efforts are made to find ways to 
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mediate the interpretation of theory, research, and practices, and 

collaboratively construct new knowledge, materials and resources that lead 

to a reconstruction of theory, research, and practice and facilitate 

transformations. 

Reflection And Action 

Reflection is a necessary professional responsibility for teachers. 

Therefore, it is important for teachers to take time to reflect upon their 

discussions, their readings, their observations, their interactions between 

students or peers, and the different contexts in which these events occur. 

As Freire states (1985), "reflection renders our action more effective .. .in 

throwing light on an accomplished action, or one that is being 

accomplished, authentic reflection clarifies future action, which in its 

given time will have to be open to renewed reflection" (p. 156). Teachers can 

use different contexts to reflect upon those situations and events in order to 

construct knowledge. As Giroux (1988) suggests teachers need to be both 

theoreticians and practitioners, who can combine theory, imagination and 

techniques. The study group context creates a space in which teachers can 

reflect upon their various roles, contexts, and actions. Through their 

critical reflection, they become confident in the knowledge they create. 

Teachers realize that reflection and future action drives professional 

development, and taking time and energy to become critically reflective is a 

worthwhile and necessary undertaking. 
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Demonstrations 

A condition that extends the concept of mediation is demonstration; 

finding opportunities to share points of view, current knowledge and 

expertise, discoveries, experiences and learning. Demonstrations provide 

teachers occasions where they can actively interact in actual authentic 

activity, in essence observing interpretations and acts of learning. Within 

the study group context, not only is it important to discover ways to 

demonstrate what is known or learned, but also the processes of learning. 

Discovering how others make sense of the world, unfolding sources of 

information, making interpretations, and resolving anomalies is a rich 

learning experience. Study group participants who share these processes 

develop a stronger sense and clarity of learning, and the complexities it 

entails. 

There are many different types of demonstration that can occur 

during study group sessions, or in other contexts such as the classroom. 

Demonstrations consist of various events such as: visitations to observe a 

particular activity or strategy; presentations during study group sessions; 

sharing of individuals research activities, learning experiences; sharing 

reflections and responses to experiences; and sharing teaching aspirations 

and the directions being undertaken to accomplish them. Demonstrations 

are more than planned activities, they are events in which a particular 

individual invites and includes others to view and experience past or 

current events collaboratively. 
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Generation 

Generation is a result of reflective action that leads to shifts in 

knowledge, belief and future action. The generation of knowledge is 

dependent on the relationship between legitimization, reflection, and 

action, which is developed through socially mediated contexts. This means 

that forums, such as study groups, need to be constructed in order to 

provide opportunities for teachers to become critically and collectively 

reflective and active agents about the context they occupy. Through these 

endeavors teachers are able to intentionally generate critical perspectives of 

present situations and reconstruct new approaches from which to act upon. 

These critical perspectives and new approaches not only have to 

become part of teachers' actual practices, but also becomes knowledge 

shared in varieties of formats and arenas that exist beyond schools. This 

has an important political implication for the recognition of the legitimate 

construction, ownership and dissemination of knowledge by teachers. 

The design and the dynamics of the study group facilitates the 

struggle and the potential for the generation and the legitimization of 

knowledge by teachers, however it is not an automatic outcome. We can 

not romanticize the concept of the study group as a panacea. We need to 

come to know and examine other contexts and conditions that are equally 

important for the facilitation of transformation. 
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Self-Assessment and Evaluation 

Through critique and reflection teachers establish distance from the 

work they do. In the study group context, teachers, together with their 

peers, evaluate an experience, its' development, and the obstacles, 

frustrations, or the successes one confronts through experience. Through 

these collaborations teachers learn to assess and evaluate collectively and 

individually. This condition is one that should be consciously and 

consistently pursued throughout the study group process, since it leads to 

knowledge shifts and generation. It is through self-assessment and 

evaluation that teachers not only progress in their transformations, but 

begin to construct changes in their everyday practices and beliefs that 

impede their effectiveness with students. 

Reflective Practice 

A dialectic relationship is established between the events in the 

classrooms and school and the study group allowing teachers to investigate 

their theories and practices, putting into motion a cycle of: taking stock of 

daily events; applying new strategies; adjusting and making changes; 

reconstructing activities, strategies, and materials; further developing 

what is effective; and exchanging those that don't work for newly generated 

applications. Schon (1983), in his study of teachers as reflective 

practitioners, states, "In a school supportive of reflective teaching, teachers 

would challenge the prevailing knowledge structure. Their on-the-spot 
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experiments would affect not only the routines of teaching practice but the 

central values and principles of the institution" (p. 156). Reflective practice 

lies at the heart of transformative learning for teachers. It is the struggle 

with their questions, their critiques of what occurs in schools and their 

attempts for resolution that pushes forward their transformations. 
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Constructing Contexts for Transformative Learning and Action 

So far I have defined and described the study group process and 

presented transformative conditions. This chapter focused on developing a 

framework for constructing and conducting a study group. The study 

group is a socially constructed context negotiated by all participants 

involved. This is not done instantaneously or automatically but is developed 

over time through intention, trial, and practice. Offered in this chapter 

was a description of the inquiry process that underlies the development of 

the study group, and discussions of the conditions that provide ideological 

perspectives that are significant toward the construction of the study group 

as a transformative context. In establishing future study groups, it is 

important to follow the basic tenets set forth in this chapter, but every study 

group will be as unique as its participants and as distinctive as the setting 

in which it is developed. 

In the chapter 4, I will use the study group cycle, focusing on and 

using the progressions of the study group to demonstrate the 

transformations of one of the teachers. I show through this case study how 

the conditions were socially constructed through interactions and how they 

facilitated transformative learning. 



CHAPTER 4 

ONE TEACHER'S CASE STUDY: 
ELLEN'S TRANSFORMATION 

We trudged into Ana's portable 
for a meeting. This time 
it was called Study Group. 

Estabas alla, 
ofreciendonos las sernillas, tus palabras, 
y buscando d6nde sembrarlas. 

Inside your mind ideas unfolded 
like highspeed time-lapsed blossoming, the 
seeds had already vined to tendriled and unfurled 
petals 
as we sat wondering, not recognizing the gift. 

Y despues ... y despues 
como los olores fragantes de las estrellas del jasrnin 
bajo la luna llena del verano siempre me han 
hechizados, 
asf me despertaron 
tus palabras. 

I awakened 
to the arduous taste of seeing. 
I awakened to the rich fecundity 
of our own simple words and I 
sunk both hands gratefully into the sweet black loam. 

We opened the darkest doors, 
passageways to our pasts 
and to our prejudices. 
We looked with our hearts 
and remembered. 

Y con el coraz6n abierto, lIe no de memorias, mire 
cad a nifio, cada nifia, 
empezando a poder ver donde sembrar 
las sernillas, mis palabras. 

Ellen Murphy, May 20,1993 
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In this chapter transformations of an individual teacher, Ellen 

Murphy, are revealed through various layers of analysis which includes 1) 

a collaborative analysis through reflective dialogue between myself and 

Ellen; 2) the interpretation of events that facilitated transformative learning 

framed by the four progressions of the study group process; and 3) a 

detailed analysis of the interactions that occurred within various study 

group sessions. This case study is intended as a micro-analysis of the 

social phenomena within the study group context that facilitated one 

teacher's transformation. Included in this chapter are Ellen's own 

writings and reflections discussing what transformations she experienced; 

an examination of how these transformations were constructed through 

the study group process; and an examination of the content and dynamics 

within the study groups context that facilitated her transformations. 

Because of the magnitude, depth, and complexity of this study, 

this chapter is in no way intended to detail all of the subtle 

transformations that evolved or are in the process of evolving for 

Ellen, nor is it intended to examine how these changes influenced 

and manifested themselves in other contexts that Ellen inhabited, 

though these did occur. Instead it is intended to highlight, through 

descriptions of salient instances, important aspects of the 

transformation process and transformative conditions as revealed in 

study group settings and describe Ellen's path toward self

actualizing her own learning directions . 



Figure 4.1. Contents of Chapter 4 

Chapter Overview 
Introducing Ellen Murphy 
Reflections: Collaboratively Assessing Transformations 
Analytical Framework Revisited 
Establishing A Learning Topic and Direction 

Constructing Context and Text 
Constructing Ideology 
Constructing Transformative Conditions 
Summary of Establishing A Learning Topic and Direction 

Establishing Uses of Information, Resources and Strategies 
Constructing Context and Text 
Constructing Ideology 
Constructing Transformative Conditions 
Summary of Establishing Uses of Information, Resources 
and Strategies 

Establishing a Transformative Learning Context 
Constructing Context and Text 
Constructing Ideology 
Constructing Transformative Conditions 
Summary of Establishing Transformative Learning Context 

Establishing New Knowledge, New Directions, New Questions 
Constructing Context and Text 
Constructing Ideology 
Constructing Transformative Conditions 
Summary of Establishing New Knowledge, New Directions, 
New Questions 

Constructing Transformations: Ellen's Development 

Chapter Overview 

This chapter is comprised of eight major sections. The initial 

three sections, apart from the chapter overview, accomplishes the 

following; 1 ) introduces the teacher whose transformations are the 

focus of this case study; 2) discusses how the interpretations from 
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the data and the analysis were collaboratively developed during 

summer meetings at the end of the two year study; and 3) briefly 

explains the organization underlying the remainder of the chapter. 

In this latter section, I demonstrate how I used two levels of 

analysis in order to construct this case study. I nested a detailed 

analysis of the interactions between this teacher and her peers in the 

study group (which includes an examination of context and text, 

ideology, conversation, discourse, and transformative conditions) 

within a larger organizational analysis which demonstrates the 

teacher's transformations through four progressions of the study 

group process. 

The next four sections of this chapter are organized based on 

this nested analytical design. Through a descriptive micro-analysis 

of interactions within study group sessions, I demonstrate how 

participants socially constructed the study group progressions, and 

how through this process transformations were facilitated. 

The concluding section is a discussion of the transformations 

that were achieved by the teacher, and new directions taken by her as 

a result of her transformations. At this time, it is appropriate to 

meet Ellen Murphy, who is the subject of this case study. 
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Introducing Ellen Murphy 

Ellen is currently a third grade teacher at Davis Bilingual Learning 

Center. In the fall of 1993, she began her seventh year at Davis. Ellen has 

been teaching for nine years. During the summer of 1993, Ellen wrote in 

retrospect for the purpose of this research, about experiences that led her to 

a career as a teacher in bilingual education, her teacher preparation, and 

some of her perspectives concerning her teaching development: 

I began my journey into literacy at the age of four; books 

were my constant and beloved companions and have remained 

so to this day. Naturally, when my daughter was born, I began 

to share this love with her, reading to her every night, 

discovering new stories and rediscovering old ones. The 

worlds through which we traveled, both real and imagined, 

were almost always far from the one we inhabited, the 

Mexican-American barrios of Tucson, Arizona. My husband 

and I had been fortunate to learn early in our young married 

life that in these neighborhoods, gente de muchos coZores lived 

in greater harmony than we had ever imagined, having grown 

up in mostly segregated white neighborhoods. We began to 

learn to speak Spanish and to feel at home. 

But one of my sorrows, as so many wonderful Chicanos 

and Chicanas opened their homes and their hearts to us, was 

that the love of books was all too rare among them. I wondered 



how this could be, for certainly here were people who treasured 

stories, but then I began to hear variations of one story told 

again and again: how the proud Spanish-speaking children of 

these barrios had been stripped of their language and culture 

by the schools. They were ridiculed and punished for speaking 

the language with which they had grown to identify themselves 

and their families; some were labeled retarded and put into 

remedial classes; others simply suffered until they were old 

enough to leave school and its pain behind. Some made it 

through the system, learning English, and thrived, but of 

these, many lost their native Spanish, often at the urging of 

their parents, who could see that their children needed English 

to survive. 

In the belief that they were, indeed, giving Mexican

American children the tools of survival, many teachers in 

Tucson were, at the same time, taking something away. This 

was personalized for me by a man who worked with my 

husband, an intelligent man, who had given up on the school 

system that had devalued him and who had left school at an 

early age, never having learned to read. It did not occur to me 

until later that perhaps the exclusion of many minority 

children from progress in the educational system was due to 

more than misunderstanding. 

In 1979, our only child entered kindergarten; I 

responded to a request for parent volunteers and discovered 
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that things had definitely changed in the Tucson schools; my 

daughter's teachers were bilingual, and the class was taught 

bilingually, so that whichever language a child brought with 

him or her to school, s/he was able to understand - and be 

understood - immediately, and furthermore: that the Mexican

American culture was celebrated and seen as a rich resource, 

rather than as something to be eradicated. Seeing those 

teachers and the wonderful, accepting atmosphere of that 

classroom, I began to feel that this was a job I could dedicate 

myself to - and, after some years and some struggle (putting it 

mildly, considering the immense shake-up on the home front 

for all three of us), at the age of 33 I became a bilingual 

elementary teacher myself. 

My years of preparation in the College of Education were 

not armor enough to protect me from the reality of teaching; 

the only thing I can compare it to in my life is the feeling of 

overwhelming responsibility and work that having a baby 

brought me as a new mother. I was a typically idealistic first 

year teacher and followed the suggestions that had been poured 

into me in college. I planned my yearly curriculum according 

to district and state objectives. I examined students' 

cumulative folders to help me determine early in the school 

year which reading and math group to place them in. I 

planned my teaching to cover topics included in standardized 

tests given in the spring, so my students could do well. I 
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attempted to separate the two languages 1 was teaching by 

alternating English weeks and Spanish weeks. 1 discouraged 

code-switching and encouraged the speaking of standard 

Spanish and English. 1 utilized (depended upon) "teacher

proof' basals, spelling books, science and social studies texts, 

Spanish and English grammar books, handwriting books. 1 

dusted off and instituted an SRA reading program. 1 

organized six or seven different reading groups (dividing by 

language as well as reading ability) very carefully, planning 

some activities that all students would complete (Listening 

Post, "Creative" Writing, "Enrichment" - usually workbook 

pages) and others, segregated by ability level - round robin oral 

reading and "discussion" (questions from the teacher's 

manual), for example. 1 conducted timed multiplication drills 

and posted students' progress on a chart, for all third graders 

are supposed to master the multiplication tables, 1 discovered. 

1 created a Reading Tree - a large butcher paper trunk and 

branches masking-taped to the wall (I stayed until about 7:30 

that night), onto which were taped leaves representing books 

the students read. 1 took their word for it; 1 didn't have time to 

conference with them or even to thoroughly examine the book 

reports 1 required them to write. 

1 went to faculty meetings and listened eagerly, hoping 

to learn some of the secrets of veteran teachers who actually 

had time for a life outside of school. 1 scrambled to finish 
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filling out report cards in time to meet with parents, most of 

whom I was encountering for the first time, and so had to 

double-check my conference schedule to be sure the report card 

I was discussing matched the parents sitting before me. I was 

terrified during each of my encounters with monolingual 

Spanish-speaking parents, sure they would discover me for the 

fraud I suspected I was; I spent hours composing the Spanish 

versions of notes going home that took me five minutes to write 

in English (but never asked my native Spanish-speaking 

colegas to proof them, for then they too would know I was not a 

truly capable bilingual teacher). I listened to my Spanish

speaking students and learned volumes about the language. I 

translated materials from English to Spanish for classroom 

use. I created beautiful bulletin boards and door displays. 

Meanwhile my family, having heaved great sighs of 

relief when I at last graduated, complained that they never 

saw me, and that I cared more for my job than for them. In 

truth, I was working myself to a frazzle to try to convince 

myself, and anyone else who might have been paying attention 

(like the principal, hopefully), that the confidence exhibited in 

hiring me as a bilingual third grade teacher was well-founded, 

that I really did know what I was doing - when in fact I often 

felt I was going through the motions. I did not stop to question 

my own motives until about five years later, after I had become 

comfortable enough with the management of the teaching of a 
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group of eight- and nine-year-olds and the workings of our 

school and district to begin to reflect, and to feel some real 

confidence in myself and my ability to help children learn. By 

this time the bulletin boards and displays were no longer all

important, and Whole Language theory was providing a 

welcome alternative to the deadening basal instruction. I 

began accumulating multiple copies of trade books for 

heterogeneous reading groups (the groups based solely on the 

commonality of the book they had selected to read) as well as 

individual copies of Spanish and English fiction and non

fiction for a classroom library. I was learning my limitations 

as a human being in a teaching position, and my need to 

understand what I was doing and why. I accidentally (by way 

of an invitation to our non-Chapter I school by a Chapter I 

group) became part of a group of teachers in my district who 

were working to restructure mathematics instruction focusing 

on the process instead of the product. I was immediately 

inspired by the simple act of sharing thoughts and experiences 

there that was encouraged and flourished. I was not alone! 

There were other teachers who also experimented and doubted 

and were trying to figure out what to do and why. This was a 

revelation for me, but as it was a Math Revelation, it did not 

occur to me for some time to extend it to other areas of my 

teaching. Yes, I was becoming increasingly comfortable with 

change; Whole Language was a given now, not an experiment, 
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and the Chapter I-inspired math innovations became my math 

program. I chucked the math book. But on the whole my 

teaching was more teacher-directed than student-directed; my 

practice had not yet caught up completely with what I was 

discovering I believed. 

I have remained in the bilingual classroom for the last 

eight years, dedicated to the struggle of helping my students to 

learn in and about two languages. There was a turning point 

for me, as a professional educator, at which I realized that in 

order to achieve our school's goal of truly bilingual, biliterate 

students, change was needed, and that my actions could help 

to initiate that change. I was willing, in fact eager, to broaden 

the scope of my vision. That turning point coincided with my 

involvement in the Davis Study Group, and it happened at a 

time in my career when I was ripe to confront myself and my 

ideas, as well as those of others, at a deeper level than ever 

before. It was not enough, any longer, to be a recipient of 

others' plans and programs; I felt compelled to do some 

initiating of my own. The Study Group has been a forum. and a 

support for this new kind of outlook. 

Ellen Murphy, Retrospective Reflections, 7/23/93 
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Ellen's transformations, through a critical analysis of her contributions 

and engagement of the study group context and her history, revealed that 

she had to reflect upon certain issues: her own learning and literacy 
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experiences, within and outside of school; the impact of these learning and 

literacy experiences on her role as teacher and her teaching practices; her 

beliefs regarding the reading and writing process; her beliefs and attitudes 

toward her students and their language(s) and cultures; her attitudes and 

goals in regards to her preparation as a teacher; and her own development 

toward her role as teacher. Ellen's negotiation of these issues will be 

demonstrated through a discussion of her transformative journey as she 

engages in the study group process. 
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Reflections: Collaboratively Assessing Transformations 

As I stated, in this chapter I discuss how the interpretations from 

the data and analysis were collaboratively developed by Ellen and myself 

during summer meetings immediately following the two years the study 

group was conducted. A discussion of these summer meetings is 

important at this time in order to explicate how this chapter was developed. 

Ellen and I met weekly throughout the summer of 1993. For the most 

part, we met that summer with the rest of the study group participants for 

the purpose of discussing, in retrospect, the changes and growth made by 

the group as a whole. However, there were times Ellen and I met apart 

from the rest of the group. Once I had determined to focus on Ellen for this 

case study, we met to specifically discuss what Ellen had perceived as her 

own transformative journey as a result of her participation in study group. 

It was through our dialogues that we both determined Ellen's 

transformative journey and her transformations. This chapter reflects the 

collaborative effort in which the interpretations discussed in this chapter 

were constructed. 

We met that summer because we felt it was important to create a 

space in order to assess what we had achieved during the previous two 

years. This direction was essential for many reasons. First, the study 

group is grounded, as discussed in the previous chapters, on a series of 

guidelines that argue for ownership, authenticity, collaboration, and self

evaluation. Self-evaluation is conducted in terms of how teachers actualize 

their theoretical position, knowledge, and reflections into learning, change, 
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and practice. Secondly, the transformation process occurs when teachers, 

through critique, seek to gain knowledge and to understand the social 

dynamics of contexts they inhabit, and to generate abilities and strategies 

that help them deal with these contexts. Ownership of this process is 

critical. Given that each teacher is a unique individual, directions of 

growth and change are as unique as each teacher, and the methods of 

seeking that growth and change must be built upon this fact. And finally, 

the process of transformation is based on transformative conditions 

(ownership, identity and voice, self-assessment and evaluation, and 

reflection and practice, etc.), and these conditions should underlie methods 

of growth and change. Therefore, to understand Ellen's transformations, it 

was essential that she be part of the analysis and interpretive process. 

On June 15th, 1993, Ellen and I met in order to begin our dialogue 

about the transformative journey she had undertaken during her two year 

involvement in the Davis Teachers's Study Group. When Ellen arrived for 

this meeting she was prepared. She told me that during the previous few 

days, she had gone through her own notes on the two years of study group, 

and listed all the topics covered in the study group sessions. We spent a 

large portion of this meeting discussing this list. We found ourselves 

reminiscing, astounded by how much we had shared through the study 

group, and how so many events had shaped our lives professionally and 

personally. 

Ellen had placed an asterisk next to topics that had influenced her 

behavior and practice, and a set of parenthesis next to topics she had begun 

to explore, but did not cover thoroughly, though it was her intentions to do 



so. When we came to topics marked by an asterisk, Ellen was more 

elaborate on her discussions explicating her transformations. 

The following list was prepared by Ellen. 

Figure 4.2: Ellen's List: Davis Study Group Themes 

Oct-Nov. 91: Issues/ questions about biliteracy; Davis goals/objectives 
Collecting unassisted student writing samples in Spanish* 
Transforming Deficit Myths (Flores, et al.) 
Involving parents of students learning Spanish as L2 
Analysis of students' bilingual reading/writing > development of 
appropriate evaluations for Davis students 
Teacher demonstration v. teacher intervention 
Writing program components* 

Feb. '92 Management of Writing Workshop* 
Getting kids to edit* 

March '92 

Sharing student writing(*) 
Influence of reading on writing 
Theme cycles introduced* 
Students as researchers(*) 
Writing process through multiple drafts to publication* 
Children helping children 
Designing instructional strategies that really address the objective 
Writing conferences(*) 

Groupings in the classroom 
Writing to learn 
Tracking students' writing progress while at Davis 
E. Saavedra to work with small group of students 
Daily writing time* 
Process writing* 
Cumulative writing folders* 
"Generativeness" in writing 
Importance of demonstration by a more knowledgeable person (*) 
Introducing different types of writing 
Using literature to help students develop their writing(*) 
Theme Cycles introduced: process discussed 
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April '92: 

Sept. '92 

Oct. '92 

Ellen's List: Davis Study Group Themes -Continued 

Communicating with other teachers (other grade levels) 
Revisiting students' work: marking for reference to peer comments 
For next year: 

-Biliteracy development (dif. disciplines) 
-portfolios/assessment 
-faculty meeting study groups once a month 
-facilitating dev. of writing in both lang. 
-developing ourselves as writers/teachers 

with literature study 
-student research (document-audio/video) 

Brainstormed study group topics (Integrating curriculum, 
Biliteracy development, Writing process/developing children's 
writing, Literature studies, Developing reading & writing in the 
content areas) 
Using the study group experience for personal development* 
Elizabeth as a resource in the classroom* 
Portfolios* 
Writing/reading samples from bilingual students(*) 

Miscue analysis (Choose a child; set up analysis schedule, review 
reading selections) (*) 
Research skills* Check-out library for teachers 
Teacher's role in theme cycle studies (*) 
Getting to the Heart of the Matter: A Search for Origins (Steven Levy) 
Practicing the first step of the theme cycle (brainstormlweb)* 
Teaching kids to do research: what is research?* 
Practicing miscue analysis: Luis M[student] (silent 
reading/retelling)* 
Learning through experiencing the theme cycle process in study 
group 
Asking student to help define research by describing what they do 
when they want to find out about something* 
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Nov.'92 

Dec. '92 

Jan.'93 

Feb. '93 

Ellen's List: Davis Study Group Themes ·Continued 

Research strategies for students* 
Recording research data: bibliography, fact cards, note taking 
Grouping for student research (*) 
Demonstrations/sharing 
Social anthropology: integrating into curriculum (Eric Romero, UA 
doctoral student: Funds of knowledge (Carlos Velez, Luis Moll) 
Vocational skills acquisition 
Practicing research skills with students* 
Ana Melendez: Student research procedures (Grade 4) 

Continuity (grade-to-grade) 
Teaching what you believe requires knowing what you believe: 
reflect, (journal)* 
Schools as oppressors 
Literacy as an economic and political issue 

Agents for change (TABE, bilingual educators, TEA?) 
Disempowerment of teachers/groups 
Davis handbook development 

Successful bilingual/biliteracy programs* 
Context 
Eager v. reluctant second-language learners 
Testing policy: state legislation; district testing policy 
(LAP AlSLAP A, ASAP, district language arts/math) 
Catherine Walsh: critical thinking perspective 
Hegemony 
Focusing on the actual issues, not the (mis)representation of the 
issues 
Learning Denied, Denny Taylor 
"Gifted": what is it? (exclusionary/elitist standard) 
Gifted for all Critical thinking: the why behind the what 
"Empowerment Through Biliteracy", Jim Cummins 
School System as microcosm of society at large 
Other readings Rafael Dfaz (a Vygotskian) , Alma Flor Ada, Freire 
Math & Science teaching and female teachers/students 
Teaching in Spanish: at Least 80% in L2 for student success (*) 
Spanish immersion, increasing Spanish use in our classrooms(*) 
Political aspect of bilingual teaching 
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March '93 

April '93 

May '93 

Ellen's List: Davis Study Group Themes -Continued 

Social structure (classism, racism, sexism); low student 
achievement 
"Neutral/apolitical" schools 
Evaluation of students/teachers 
Student choice 
Transforming the classroom: Let go !! (student=directed 
learning)* 
Testing: increasing general awareness of inappropriate testing(*) 
Sharing thoughts/breaking through teacher isolation through 
teacher isolation through study group* 

Possible collaboration between UAITUSD 
Two-way/Gifted immersion program at Davis 
(BilinguallBiliterate Enriched Program) 
Observation - Experiment- Develop/Acquire materials - Write 
grants -Staff development (Document the process) Developing a 
teacher wish list" (what I would like for my classroom under ideal 
conditions-materials, programs, personal development, questions: 
changes I would like to see) 

Davis dialogue: 3 groups (supportive, apathetic, resistant)* 
Special Education: Hollinger Model (Child Study)(*) 
School-wide collaboration (*) 
Future plans: -leadership committees 

-demonstration workshops 
-The Vision (for each of us) 

* = Theory into practice (She had applied knowledge gained in her practice) 
(*) = Limited practice/initiated action 
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Ellen talked about the importance of creating this list and its impact 

in helping her realize not only how much she had learned, but also helping 

her to see the current effects she was experiencing as a result of these past 

endeavors. It also helped her identify the topics she had begun to study, 

and had abandoned, and realizing they were important to her, which 

renewed her desire to learn about those topics. 

Through this reflective process, Ellen determined that her major 

learning focus for the 1991-1992 school year was the Writing 

ProcesslWriting Workshop (Calkins,1986 & 1991; Graves, 1983). In the 1992-

1993 school year, her focus was on "Theming/Theme Cycles 

(Altwerger,1985; Edelsky, Altwerger, & Flores, 1991; Altwerger & 

Saavedra, 1989), while continuing to develop her knowledge and practice on 

the Writing Process. 
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Analytical Framework 

The case study presented in this chapter focuses on Ellen's 

transformation. Ellen was chosen because of her consistent attendance 

during the two year study; because of her active role and extensive 

articulation during the study group sessions; and because of the kinds of 

transformations she had made and the directions she had taken as a result 

of them. 

The objectives of this case study include: 

1) To demonstrate the process of teacher transformation as it occurs 

during social interactions between teachers engaged in the study 

process; 

2) To demonstrate how an individual teacher's ideologies are 

expressed and how are they effected or recreated through social 

interactions in the study group context; 

3) To demonstrate shifts in ideologies and paradigms which 

underlie the transformation process; and 

4) To demonstrate how the transformative conditions are socially 

constructed through a dialogic context. 

For this case study, I have used two levels of analysis. I have a 

larger organizational analysis which demonstrates Ellen's 

transformations through the progressions of the study group process. 

Nested in this larger analytical organization is a detailed analysis of the 

interactions between this teacher and her peers in the study group (which 



includes context and text, ideology, conversation, discourse, and 

transformative conditions). 
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The study group process, explained in detail in the previous chapter, 

consists of four major progressions: 

1) Establishing a learning topic and direction 

2) Establishing uses of information, resources, and 

strategies 

3) Establishing a collaborative learning context 

4) Establishing new knowledge, new directions, and 

new questions 

These progressions demonstrate the process of inquiry which 

underlies the cyclical process of the study group process for the two year 

period being studied. 

For each of these sections, another organization was established. In 

order to explicate Ellen's transformations during her progress through the 

study group cycle and within a social and institutional dynamic, an 

analytical and interpretive organization was developed. This organization 

focuses on how face-to-face interactions, within the study group context 

consist of: 1) the means by which the study group cycle was achieved; 2) the 

dialectic relationship between the meanings and the actual discursive texts 

constructed; and 3) the social formation of conditions that facilitate 

transformative learning. In order to explicate this complexity, three sub

headings nested within each of the major stud~' group progression 

headings and reflect the above foci were established. They are: 

1. Constructing Ideology: In this subsection the interpretations 



of the ideological meanings conveyed through the discursive 

interaction being studied is explicated. 

2) Constructing Context and Text: The discursive text and the 

context in which this text was constructed is described. 

Also a discussion of analytical findings from conversational 

and discourse analyses is provided in order to 

demonstrate the relationship between the ideological 

meanings and the context and text being studied. More 

specifically, how the text was constructed within a given 

context in which certain ideological meanings were 

created, and as a result influenced future actions and 

texts is demonstrated. 

3) Constructing Transformative Conditions: A discussion of 

how transformative conditions within the particular context 

and text being studied occurred. 
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Though these phenomena are discussed separately they are 

interrelated. The detailed analysis, which includes the analysis of the 

thematic, contextualization, conversational, and discourse organizations, 

is revealed to demonstrate the goals listed above. 

In essence, I take "cross sectional slices" of the study group context 

that demonstrate each of the four progressions listed above. I share 

particular interactions that occurred in study group sessions because they 

demonstrate the social construction of the study group progressions and 

transformative conditions. In the discussions of these interactions, I 
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demonstrate the dialectic relationship between the construction of ideology 

and the context and text in which it occurs. 

The following table (4.1) demonstrates the excerpts of study group 

interactions, reflective dialogues, and reflective writing that were utilized 

in this chapter, and when they occurred during the two and a half year 

study. 
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Table 4.1. Excerpts Utilized in Case Study 

Excerpt Date of Session Pagelfs 

Ellen's written reflections July 23, 1993 119 -125 

Reflective dialogue with June 15, 1993 139 
Ellen 

Ellen's written reflections . June, 17. 1993 142 

Transcript Excerpt (4-1) November 19,1991 143-145 

Ellen's written reflections June 15, 1993 151 

Ellen's oral reflections December 2, 1992 160 
during an interview 

Ellen's oral reflections November 23, 1991 160 -161 
during a study group 
session 

Ellen's written reflections June 17, 1993 162 

Transcript Excerpt (4-2) November 19, 1991 165 -168 

Transcript Excerpt (4-3) February 20, 1992 184 -190 

Ellen's written reflections June 17,1993 211- 212 

Transcript Excerpt (4-4) March 12, 1992 215 - 218 

Transcript Excerpt (4-5) March 12, 1992 219 - 220 

Transcript Excerpt (4-6) April 2, 1992 232 - 233 

Ellen's written reflections June, 15, 1993 238 - 241 

Ellen's written reflections July 5, 1993 243 - 249 



Establishing A Learning Topic And Direction 

"Well, the first thing that we started to do as a result of 
study group was to collect writing samples from our 
students. And although, of course, I had asked my 
students to write many times before, I had always 
directed them, and told them, given them a topic. And 
the idea of doing unassisted writing samples, was 
foreign to me and it was foreign to them and so, we all 
practiced it together. And it was a good experience." 

Ellen Murphy, Reflective Dialogue, June 15, 1993 
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In the initial month of beginning the study group, we decided that as 

a group, we were becoming interested in learning about the writing process 

and the "Writing Workshop". At the end of the study group session that 

occurred on October 29, 1991, I distributed what I call a Practice. I 

encouraged the teachers to try out the Practice, which was collecting 

writing samples from their students using the activity shown in Figure 4.3, 

entitled "Blank Book: Unassisted Writing Sample", and to come to the next 

study group ready to share their experiences, results, successes and 

frustrations. 

Usually the Practice is developed from an idea taken from an article, 

a teaching experience, or a research method. In this particular instance, I 

asked the teachers to collect a writing sample from each of their students in 

both Spanish and English. I had many purposes for this. The first purpose 

was to help the participants relate their readings to the writing samples 

they had collected in order to provide an opportunity to confront some of 

their own assumptions about children's learning and biliteracy abilities. 
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This purpose correlated with Harste, Woodward, and Burke's (1984) article 

distributed at the very first meeting. A second purpose was to provide the 

teachers with opportunities to view their students' writing and assess their 

abilities without being influenced by my views. The final purpose was to 

provide teachers with experiences and data sources that we could use in 

future study group sessions to work on issues such as developing and 

assessing children's writing. 

I also distributed the articles "Learn the Twin Crafts of Writing and 

Teaching" and "Help Children Choose Topics" from Donald Graves (1983), 

Writing: Teachers And Children At Work (See Appendix C for study group 

bibliography), and two handouts: "The Writing Folder", and The Record 

Keeping Form" that is placed on the outside cover of students' writing 

folders. (See Appendix D and E). The teachers were provided with these 

materials, were encouraged to try them, and in subsequent study groups 

would be asked to share some of their experiences regarding the use of 

these materials. The teachers did use these materials and shared their 

adaptations of the materials as a result of their use. 

Figure 4.3. is an example of the Practice handout provided during 

this study group. 



Figure 4.3. Blank Book: Unassisted Writing Sample 
Handout Distributed 10/15/93 

DAVIS TEACHERS STUDY GROUP 
OCTOBER 15, 1991 

PRACTICE 

"BLANK BOOK: UNASSISTED WRITING SAMPLE" 

Provide a blank book for each student. Ask each student to write a story, poem, or 
whatever he/she chooses to write in the the book. Preface activity with the following 
guidelines. 

1. Everyone has stories to tell, things they know about that they can 
write about. Think of two or three topics you might like to write 
about. Choose one to write about at this time. 

2. The purpose of this activity is to learn about how you tell 
your stories or what you know about in writing. Do not 
worry about spelling, or punctuation. The most 
important thing to think about is your story and 
making sure you tell it in writing. 

3. When you come to a word you don't know, guess the 
spelling, or write the sound you hear, or make some sort 
of symbol to placehold the word(s) you don't know. 

4. Don't interrupt you thoughts or writing to ask for help, or 
to ask questions. You can do that after you have 
finished. This is a draft and you must focus your 
attention on your story and how you express yourself in 
writing. 

6. After you have written your story read it to yourself 
several times. Make any changes you want. I will ask 
you to read your story to me when you bring it up to me. 

Have the students read their stories to you. You can record their responses. 
Date materials. 
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Response to Study Group Activity 

Ellen heartily involved herself in 1) reading the articles, 2) collecting 

writing samples, and 3) sharing these experiences within the study group. 

Collecting writing samples, as a strategy, proved to be an effective tool for 

the teachers to use, and I continued to provide handouts with practices and 

teaching strategies throughout the two years. Ellen shared her perspective 

of this in her written reflections. She writes, 

The first issue that edged its way urgently into my classroom 

was that of the students' development in writing, and 

especially their writing in both Spanish and English. We 

started out in study group examining the process children go 

through in developing the ability to write for various purposes. 

Elizabeth began bringing us, over the next few months, 

"articles" about both the writing process and the teaching of 

writing: the "Evolution of Writing", by Emilia Ferreiro and Ana 

Teberosky (from Literacy Before Schooling); excerpts from 

Donald Graves' Writing: Teachers & Children At Work; The 

Beginnings of Writing, by Temple, Nathan, & Burris; and 

Lucy Calkins' Living between the Lines. 

Ellen Murphy, Written Reflections, June, 17, 1993 
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Constructing Context and Text 

In the study group session following the distribution of the materials 

on the writing process mentioned above, we discussed some of the ideas, 

issues, and insights concerning the writing process we were encountering. 

I began the session by asking the teachers what they had thought 

concerning the articles, and if they had anything to share regarding the 

writing samples, and use of the writing folders. The following excerpt 

comes from this session: 

{ ... } 

1 
>< 

(.) 
text • , 
(hhh) 

EXCERPT (4-1) 

Transcription Notations 

Interaction precedes or follows depicted 
excerpt. 
Each line is numbered to facilitate discussion. 
Utterance is delivered at a pace quicker than the 
surrounding talk. 
Noticeable silence less that .2 seconds 
Underlining indicates emphatic delivery 
Indicates high pitch on clause. 
Indicates low pitch on clause. 
Audible aspirations and inhalations are inserted in the 
speech where they occur 
Points to a feature of interest for discussion 

For notations not listed here refer to Transcription Notations in 
Appendix F. 

{ ... } 

1 

2 

Ellen Well. I started with the ideas from Grave's 

article about, you know, having the kids 



3 

4 

~5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

~ID 

21 

22 

Z3 

2A: 

25 

~ 

27 

brainstorm topics. I demonstrated myself. 

I had, I didn't go in prepared at all. I just 

went in front of the kids and said, >"Well, 

let's think about something we might want 

to write about".<And they all sat there for a 

few minutes and twiddled their thumbs 

and thought, you know. And I finally came 

up with a few things and tried to give my 

choice, why, reasons why they were chosen. 

You know, why I preferred one over the 

other and to model that. And then I let the 

kids work on it and they did. They came up 

with you know some topics and then they 

narrowed it down and decided what they 

wanted to write about first. And 1-, 

The first day we worked in English 

and then the second day I asked them 

to work in Spanish and- .. Oh, panic!' 

You know, I said, >"Well, just do as much< 

in Spanish as you can" and they did. And 

everybody was working and you know, I 

went around and spoke with a couple kids 

and reacted to their work the way the 

article described. Which is, you know, I did 

that a lot in the classroom but it was kind of 
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40 

41 
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{ ... } 

nice to have a sort of a guideline and also I 

liked the idea, in the article. The whole 

philosophy of, you know, having the kids be 

responsible for their own writing. You 

know, I agree with that but (.2) it's the 

process of letting go. And that's what I 

need to learn to teach myself more, how to 

do that. 

Elizabeth: But, I think one of the things that you said 

that was really, really important was 

teaching yourself to let go. But so we've got 

to teach the kids to let go and not be so 

dependent and it's, it's kind of like a dual 

thing that you are trying to do. And it's not 

easy because kids are very dependent on us 

and they learn real quick that >it's 

easi(hh)er< to be dependent on the teacher. 

The discussion continued, progressing through related topics 

such as conducting writing demonstration lessons, editing, writing 

development, and developing a classroom and a schoolwide writing 

program. 

Most importantly in this instance, we can examine how Ellen 

has used these materials to embark on her study of the writing 
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process, and how she negotiated the use of this information and the 

study group process to assist in this process. 

Constructing Ideology 

In this excerpt, two major interrelated themes were constructed 

through this interchange: 1) while learning through the application of 

ideas as they relate to learning about the Writing Process, issues that are 

unique to teachers' own lived realities emerge; and 2) reflection about 

teachers' own learning, facilitates their knowledge development, and 

assists in shifts of beliefs, paradigms, and their perceived role as teacher. 
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As Ellen discussed her experiences with the writing process 

activities, three issues surface: 1) when engaged in the writing process 

within a bilingual context, the issue of language choice becomes a concern 

(children write one day in English, the next day in Spanish); 2) not only 

must Ellen and her students deal with language choice, but they are 

confronted with language ability in the construction of written texts (line 20-

23: "Well, just do as much in Spanish as you can" ) ; and 3) how does a 

teacher facilitate the negotiation between language choice, language ability 

and still insure that students maintain ownership as they learn through 

and about writing (line 29-34). I now demonstrate how these themes and 

issues that Ellen was confronted with, propelled her to recognize and 

establish her learning directions. 

Ellen ended her comments with the recognition that in order to 
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achieve some resolution to the issues listed above, she must do some "re

learning". To begin this process, she indicated that she has to learn how to 

"let go". She was beginning to realize that doing this is "a process" and will 

take time and learning (lines 31-34). The use of the metaphor, "letting go", 

signals that Ellen was, in essence, referring to the process of making a 

paradigm shift that would allow her to reshape her role as teacher. Other 

metaphors utilized in subsequent responses by Ellen in this same session, 

which further supported and clarified this shift in paradigms are: getting 

rid of, "I am getting rid of some of the things I did, some of the things I 

thought"; and moving away from, "I have begun to rethink what I am 

doing and I am moving away from some of myoid ways of doing things.". 

These metaphors indicate Ellen's conscious recognition that she was 

ready to release and gain distance from current beliefs in order to 

construct new beliefs. The use of metaphor is utilized in order to construct 

texts that produce meaning with a particular set of conceptual structures 

within an interaction with listeners. As Lee (1992) suggests, "texts are the 

product of a complex interaction between social, psychological and 

linguistic factors impinging on the producer of a text at a particular time in 

a particular situation. That is, the processes operating in the production of 

text are profoundly ideological" (p.83). 

Ellen used the metaphor, "letting go", in this discourse excerpt to 

capture the shift in ideological stances that she was trying to achieve. The 

metaphor she used signals that she was in the process of moving away 

from a transmissional paradigm of teaching and learning, a paradigm 

that dominates views of learning and teaching in the institution of 



148 

schooling. Freire (1973) refers to this view of schooling as "banking 

education", where "education is an act of depositing, in which the students 

are the depositories and the teacher is the depositor". Teaching and 

learning from this perspective is viewed as a transfer of knowledge from 

the teacher to the student. Therefore, the teacher is in control of this 

process. 

The metaphors Ellen chose exemplify for her peers, th2 process of 

making this paradigm shift. Making the shift occurs through the process 

of "letting go of", "getting rid of", and"moving away from" one set of beliefs 

and then develop knowledge in order to formulate a new set of beliefs. 

Figure 4.4 demonstrates the construction of this ideological meaning 

through the use of these metaphors. 



Figure4.4. Schematic Representation of the 
Paradigm. Shift as Represented by Ellen's Metaphor's 

Ideological View: 
Banking Education 

Paradigm of 
Teaching and 

Learning: 
Transmissional

Teacher controls the 
transfer of 

knowledge (content, 
skills, methods, 

outcomes, product 

TO 

Ideological View: 
Democratic Education 

Paradigm of 
Teaching and 

Learning: 
Social Constructivist

Student is responsible for 
learning -constructs 
knowledge through 

socially and culturally 
dynamic interactions 

through the 
interpretation, definition, 

and understanding of 
experiences. 

149 

Through using these metaphors, Ellen provided a window into how 

she perceived the process of movement toward the development of a another 

paradigm through her learning. The alternative paradigm, known as a 

transactional or social constructivist paradigm, views teaching and 

learning as a transformative social construct. Through negotiated 

interactions between teacher and learners, knowledge is constructed and 
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developed. Teachers and students facilitate learning through guidance, 

mediation, arranging and changing the learning environment in such a 

way they would be able to construct, extend and create knowledge through 

their social and environmental interactions. Students are responsible for 

learning through constructing knowledge through socially and culturally 

dynamic interactions which includes their interpretations, definitions, and 

understandings of experiences. Wells (1989) offers a reconceptualization of 

teaching within this paradigm as " a behavior which has as its intention to 

facilitate the active construction of knowledge by the learner" (p.257). 

As the dialogue continued, Ellen talked about her ongoing shifts in 

beliefs and practice moving from assigning topics, directing and 

controlling her students writing (assigning topics, focusing on correct 

written products) to encouraging her students to come up with topics that 

reflect their own interests and knowledge. Through the process of writing 

they will develop their knowledge and abilities of conventions in writing. 

She expressed this movement when she stated (line 29-33), "The whole 

philosophy of, you know, having the kids be responsible for their own 

writing. You know, I agree with that but it's the process ofletting go. And 

that's what I need to learn to teach myself more, how to do that." In this 

same dialogue she reiterated and clarified her need to learn how to let go, 

indicating, through the other metaphors, that she needed to "get rid of' and 

"move away from" particular beliefs about teaching and learning. 

Ellen shared how she demonstrated to her students the process of 

choosing a topic. She described how she placed herself within the same 

type of learning context that she asked her students to participate in, doing 
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so in order to provide a demonstration for her students. As a result of 

Ellen's sharing, a conversation which followed this excerpt arose in which 

we discussed the importance of demonstration, and how situations such as 

this, help us become critical and reflective of our perceptions about 

learning, language, and literacy development. Experiences such as this 

offer opportunities to learn about and better understand the contexts and 

practices that would help students engage in the process of their own 

learning. In her retrospective reflections concerning this topic, Ellen 

writes, 

"As for myself, my school experience had been totally teacher 

directed. But my greatest progress in writing was when I went 

off by myself to write whatever I wanted to write. Yes, I had 

good models, and I had people that responded to my writing 

and that helped me a lot. Basically, I read a lot and those 

served as models for me, and I wrote a lot on my own. And so, 

I want my students to do a lot of that too. " 

During our conversaton (Excerpt 4-1), I (lines 35-43) talked 

about the "dual" goals that teachers try to achieve, to "let go" and to 

help children learn to "let go", and how through this shared process 

of "letting go", children can take ownership of their own learning. 

Simultaneiously, I hoped to encurage the teachers to take ownership 

of their learning as we worked together in the study group. 

Another point of interest I would like to highlight, oeeured when 

Ellen revealed the importance of "having a guideline to follow", referring to 
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the Grave's articles, to support her endeavors and provide ideas for her 

practice. The ideas she gained were helping her begin her journey in 

learning about the writing process. This is an example of ways teachers 

can find support and guidance for their learning; by looking to what others 

have written regarding the topic of study. 

In the following two sub-sections, I will discuss the discursive 

dynamics in which the above stated ideological meanings were expressed 

and the context and text discussed above were shaped and led to future 

meanings and interactions. In the following two sub-sections I will 

demonstrate the conversational and discourse dynamics which underlie 

the construction of the interaction being discussed. 

Constructing Conversation 

During this particular excerpt, Ellen maintained her gaze on me, 

with an occasional look at the other study group participants or her notes 

which were situated on the table in front of her. Ellen, considering that I 

was in charge of the study group, was primarily reporting to me, and 

secondarily sharing with the other participants (ownership of the study 

group by the participants evolved over time). 

The dialogue previous to this excerpt consisted of my discussing the 

study group agenda for this session, distributing new articles and 

handouts, and talking about the previous two weeks. I had asked the 

question, "What were some of the things that you've been sort of thinking 

about and doing in the last couple of weeks?", to which Ellen responded 
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(Excerpt 4-1). I had instigated this relationship of facilitator-participants, 

and Ellen maintained it. Over time we moved away from this dynamic as 

we developed rapport and the participants and I were able to renegotiate 

our roles and relationships. 

Throughout this study group session, and in actuality for the first 

several sessions, tum.-taking alternated between participants and myself 

(the facilitator). My role at this point was that of supporting, reinforcing, 

reiterating, or questioning the participants. For instance in this example, 

my response to Ellen, acknowledged her statements, but also drew out what 

I had perceived were the salient points that Ellen had communicated. I did 

this in order to assist in the production and comprehension of the themes 

that were developed in Ellen's response. Likewise, talk by other 

participants in this and other interactions were mainly directed to me as 

indicated through gaze (as in this example), and direction of talk. 

Constructing Discourse 

Ellen makes use of several discourse strategies in order to create and 

communicate her intended meaning. In lines 5 through 7 and line 21, 

Ellen uses reported speech, "speech within speech" (Voloshinov, 1973), 

in order to frame her discourse as it occurred in the classroom context. As 

a discourse strategy, the incorporation of quoted speech also brings with it 

the impact and authority of its original utterance. As noted in the 

discussion earlier, Ellen wished to communicate the importance of 

situating oneself in the learning context in order to be able to be reflective of 



it and come to some understanding of the situation. Therefore, through 

using reported speech, Ellen contextualized her reflective and learning 

experiences, thus helping the listener to engage in the process with her. 
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In line 20, Ellen raised the intonation pitch (Coulthard, 1985) as 

she stated, "Oh, panic", when she realized that dealing with a group of 

students with diverse bilingual capabilities affected their engagement with 

the writing process. A given pitch choice can at the very least be 

simultaneously carrying both general information about the emotional 

state and also specific local meaning (Coulthard & Brazil, 1982). 

Ellen demonstrated emphasis through shifting pitch in order to help her to 

communicate within the narrative of her experience, the unexpected 

emergence of this issue. She followed this with her own response to the 

problem, using the strategy of reported speech. 

I responded to Ellen's narrative, drawing out the salient points that I 

believed to be important. In Lines 36, I placed emphasis on the word 

'really', as a frame device (Goffman, 1974) in order to signal to the study 

group participants that I would be sharing with them an important point. 

In essence, this was an opportunity for me to help the study group 

participants view what I perceived was important to the construction of the 

concept of study group, learning, and reflection. Ellen had shared some of 

her reflections, and as a facilitator, I had perceived my role, as exemplified 

in this excerpt, toward finding ways to express my support, beliefs, 

attitudes, and objectives toward helping her continue to be reflective and 

articulate about her growth and development. 

Embedded in this excerpt, is a framework (Goffman, 1974) in which 
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Ellen constructed the themes discussed above. Interactions are governed 

by usually unstated rules or principles more or less implicitly set by the 

character of some larger entity "within" which the interaction occurs. The 

implicit rules, by "defining the situation," shape the meanings generated 

within it. There are frames within frame, and as Goffinan (1983) indicates, 

"The various production formats provide a speaker with different 

relationships to the words he utters, providing, thus a set of interpretive 

frameworks in terms of which his worlds can be understood." 

Ellen established a dialogue between herself and the other study 

group participants utilizing narrative. She began with "1 started" to initiate 

the narrative of her experience regarding the application of the ideas she 

gleaned from reading the articles, and applying the activities she had in 

her classroom. Embedded in the narrative, Ellen indicated that it was not 

necessarily a cut and dried application of ideas, but as issues unique to her 

classroom context emerged, she had to deal with them, and this had an 

impact on her learning, beliefs, and future directions. She closed, shifting 

from description to sharing reflections about what she learned and how she 

was now thinking as a result of her experiences. 



Initiation Frame: 
"I started" -initiation device to lead into discussion--

+ Description of Actions: 
describes application of idea- - how it worked-
emphasis that it was not easy and smooth, but a 
interactive process with children, based on 
their contextual setting 

+ 
Closing Frame: 
"I agree but" what was accomplished and what still 
needs to accomplished-- ends with reflections of the 
experience and current thoughts and possible directions 
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The above organization shows how Ellen made use of a narrative 

framework in order to direct the other members in the study group through 

her experiences. In the following section, I discuss the various 

transformative conditions that were socially constructed through this 

particular interaction in order to demonstrate how these conditions help 

shape the context and facilitate transformative learning. 

Constructing Transformative Conditions 

In this study group interaction, particular transformative conditions 

were constructed. In each of the following sub-sections these 

transformative conditions will be highlighted. 
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Evidence Suggesting Reflection and Action 

Ellen through her narrative in Excerpt 4-1, as well as in other 

instances in the study group dialogue, discussed an underlying perspective 

that she holds to be important, that is, the relationship between reflection 

and action. Ellen used the study group context to share, and in retrospect, 

to rethink some of her experiences. Through her narrative (Excerpt 4-1), 

Ellen not only shared her experiences but also communicated what she 

learned from it, and indicated what she needed to learn as she progressed. 

Reflection involves recalling, sharing, and reflecting on experiences which 

leads to identifying the interpretations to be made of these experiences. 

Comparing knowing with doing, beliefs with practice, and exploring the 

connections between them promotes transformations. There is a dialectic 

relationship between knowing and doing, knowledge affects actions, and 

actions affects knowledge. The reflective practitioner learns to utilize 

experience and action to develop knowledge, and as new theories and 

knowledge are learned they further develop their actions, thus 

transforming. 

Evidence Suggesting Dissonance and Conflict 

Ellen demonstrated that learning about something or learning to do 

something doesn't mean simply applying it or trying it out to see how it 

works. It means recognizing that issues may emerge that are not expected. 
, 

In this case, Ellen engaged her students in the writing process, and 
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discovered that because she was teaching in a bilingual magnet school and 

dealing with both English and Spanish, there were issues she hadn't 

considered before. Ellen shared this conflicting situation and her 

responses to it. These issues were not easily resolved. Ellen shared her 

struggle toward the resolution of these conflicts in this interaction and in 

subsequent study group interactions. 

Ellen also shed light into another venture she realized she must 

undertake, namely, how she could 'let go' of her control over her students' 

learning, uncovering what this means and toward what outcome. This 

exemplifies the dissonance learners face when they confront the what, the 

why, and the how of what they have been doing, and the recognition that 

their beliefs and actions may not be the way to continue. 

Evidence Suggesting Direct Access to Sources of Knowledge 

Excerpt 4-1 reflects how Ellen drew on different sources of knowledge 

to provide herself with information which served as a catalyst and support 

for her learning. These sources include the articles, the practice activity, 

her peers, and the study group itself, as an explorative dialogic context. 

Throughout this and other study group sessions, Ellen extracted ideas, 

knowledge, and insights from her readings, dialogues, and practice. She 

always stated that she 'hungered' for more information and ideas, and not 

only reading materials, that I or other participants shared, but encouraged 

members of the group to bring in anything that might help her concerning 

specific topics such as the reading and writing processes, educating 
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linguistic minority learners, and integrating the content areas. Through 

her readings she had encountered these theories and concepts and decided 

that she wanted to explore them further. 
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Summary For Establishing A Learning Topic and Direction 

"We looked at writing as a process. And so much focus of my 

training as a teacher had been on product. And so this was 

great for me, because I knew from my experience in the 

classroom, and I had the feeling that this was so, that the 

process was what we really needed to focus on for kids to really 

be able to be writers, to feel confident as writers, to feel 

competent. " 

Ellen's Oral Reflections, Interview, 1993 

As her journey began., Ellen established her learning topics. 

Embedded and integral in learning about the "Writing Process" are several 

other issues that she began to identify. As Ellen realized teaching writing 

occurs within a complex socio-cultural context, inhabited by culturally and 

linguistically diverse learners, she concluded that in order to make 

changes in her practice she must rethink some of her perspectives, beliefs, 

and objectives within her role as teacher and learner. 

Ellen stated this aptly during another study group session as she 

talks about her need to get to know her students in order to create a 

learning environment with her students: 

"I mean, this is one thing about making that classroom 

the kids' classroom. You know, when I came out of teacher'S 

education school I said, "I'm going to have the most beautiful 

bulletin boards and I'm going to do it all myself." You know, 



and there it is, make the kids feel at home. So this is really a 

good thing to find out about the kids. When I stopped and 

thought about, if I had to make a list of my kids and to think 

about how much I knew about each one. Some of them I knew 

quite a bit about, some I knew next to nothing and it's already 

November and I think, "Geez" you know, unless I make a point 

to really bring, to make these kids comfortable now, and to find 

out about their lives. you know, they don't have ownership in 

the classroom. They are just there and gone you know so ... 

Ellen Murphy, Oral Reflections, November 23,1991 

In subsequent study group sessions, Ellen explored these 

same issues, as well as others, and engaged in the opportunity to 

learn and grow. In each of the excerpts that I analyze, it is easy to 

see how Ellen used the study group process to fulfill her goals. Yet, 

Ellen does not rely solely on the study group, but takes on the 

responsibility of her learning through engaging in professional 

reading, reflection, and practice. Thus far, I have provided the 

reader with an example of how Ellen has worked through the first 

progression of the study group process,establishing a learning topic 

and directions, and how this was socially constructed and negotiated 

with her peers. In the following section, I discuss how Ellen, in 

collaboration with the other teachers, advanced through the second 

study group progression. 
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Establishing Uses Of Information, 
Resources, And Strategies 

We also discussed our own experiences; I remember 

being impressed with Chris's writing instruction in 

kindergarten, especially with the students' journals: students 

would express their thoughts in their own ways on paper, and 

Chris, or her teaching assistant, would take a dictation from 

each child as the child read their own writing, aloud, and 

include the teacher's (more formal and standard) writing of 

what the child said on each page. This seemed logical to me in 

several ways: first, that the children were exposed to repeated 

modeling of the forms and functions of standard writing; and 

second, that the children were encouraged to read aloud their 

writings, reinforcing the validity of their writing, as well as 

the notion that each child could "read" his or her own product. 

The most amazing aspect of all this, for me, was the thought 

that such an effort, while logical and instructive, was no doubt 

very time-consuming; how did Chris and her teaching 

assistant manage to consistently do this? (Note to myself: make 

time for the important stuff- writing, for example.) 

Ellen Murphy, Written Reflections, June 17,1993 
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Ellen made use of articles, materials, ideas, and the study group 

context to facilitate her learning. In this section, I will demonstrate how 

Ellen used resources, and enlisted her peers within the study group 

context. Sometimes Ellen relied on resources such as articles and 

activities, but there were times that Ellen engaged in dialogue with other 

participants in the study group in order to learn from them, and at the 

same time learning how her peers were managing some of the issues or 

ideas she was studying. 
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During a later study group session that occurred November 19,1991 

(Excerpt 4-2), Ellen had brought up once again the idea of "letting go" 

which has been discussed in the previous section. This led us into a 

discussion about "intervention" and "demonstration". We talked about how 

sometimes as teachers we see that a student needs guidance and direction, 

and if we enter into their learning experience to quickly, we can end up 

interrupting the students' learning process. And yet, if we wait too long we 

can frustrate students, and not provide needed demonstrations that would 

help them to continue their learning journeys. Within this dialogue, Ellen 

asked Chris questions, and enlisted her into a discussion about her writing 

program and the writing samples that Chris brought to the group session. 

Ellen found this helpful for her learning, as indicated above in her written 

reflections (June 17, 1993). 
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Constructing Context and Text 

In the following Excerpt 4-2, Chris discussed situations in which she 

intervenes or demonstrates for her students and when she leaves her 

students alone to discover for themselves. In this study group session, 

Chris brought students' writing journals, and during the discussion Ellen 

asked her how she responded to the students after they wrote in their 

journals. Chris showed the journals to the group, and as we viewed them, 

Chris referred to them to help demonstrate particular aspects or functions 

of writing the students engaged in. The remainder of this study group 

session dealt with how Chris used journals in her kindergarten classroom 

to engage her students in writing, both in Spanish and English, and how, 

through this strategy, their writing developed. During this conversation, 

Ellen engaged in dialogue directly with Chris. This short interaction had 

an impact on Ellen, and in her written reflections, Ellen discussed how it 

served as an important demonstration for her. The following excerpt has 

various features of interest. The interaction centers on turns between Ellen 

and Chris. Ellen used the conversation to seek information. When Ellen 

met with success and was provided with valuable information, Ellen 

responded, HU::uhh (line 49), which was intoned and expressed with such 

emphasis that it serves as an indication of the significance of this 

interaction for Ellen. This will be further discussed following the excerpt. 



{ ... } 

1 
>< 

EXCERPT (4-2) 

Transcription Notation 

Interaction precedes or follows depicted 
excerpt. 
Each line is numbered to facilitate discussion. 
Utterance is delivered at a pace quicker than the 
surrounding talk. 
Noticeable silence less that .2 seconds 
Underlining indicates emphatic delivery 
Indicates high pitch on clause. 
Indicates low pitch on clause. 
Audible aspirations and inhalations are inserted in the 
speech where they occur 
Indicates that the sound that precedes it is prolonged 
Bounds simultaneous speech (Overlap) 
Connects two utterances that were produced by a single 
speaker 
Points to a feature of interest for discussion 

For notations not listed here refer to Transcription Notations in 
Appendix F. 

{ ... } 

1 Elizabeth: When do teachers let go and not, and stop' 

2 demonstrating or stop intervening? 

3 Chris: Uh huh. Yeah. 

4 Elizabeth: How do you, how do you make that decision for 

yourself? 
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5 

6 

7 

8 

Chris: We:ll, I have to provide a lot of demonstration. I'll 

be honest and say, you know, intervention. I think 

I provide it' (.1) >more for the child that I see 



9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

ID 

21 

22 

28 

24 

25 

28 

5!l 

28 

29 

00 

31 

32 

33 
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that's confused<'. That' you know, that I can see 

in his face he is not getting it anyway. You know 

what I mean, not getting it from the beginning. 

And it' depends if we are doing' something tha:t 

is stru:ctured like, let's say a reading book, that 

they are going to take home to read to their 

parents. Well, then I, I give more assistance. But 

if (.2) it's journal writing, then I don't. I let them 

go with it. So it just depends on what we are 

doing (.2). You know, cause the way we make 

books is, I read a big book let's say, or any book. 

But let's say it's a big book a, on a certain subject, 

urn, whatever unit we're doing. Lets say, well, 

Thanksgiving, that's a simple one. Um, I would 

read and then we would practice on the pattern 

chart "I'm thankful for", whatever they want to 

say, after we've discussed the story. And I 

practice with them on the chart so that they 

know what the pattern is'(.2) the book is, and what 

is going to be said on each page and what blanks 

they have to fill in'. Sometimes I'll give them 

charts' where there is a picture and no words so 

that they can choose from several things 

on the page to include in their book or if they want 

to include something different, I'll write it on a 



34 

35 

36 

m 
38 

39 

40 

~41 

42 

~43 

44 

45 

46 

47 

48 

~49 

50 

51 

52 

53 

54 

55 

56 

57 

58 

Ellen: 

Chris: 

Ellen: 

Chris: 

Ellen: 

Chris: 
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Post-it for them, the word that they want to 

illustrate in the story. (.2) Um, and then in the 

reinforcement they go do it on their own so all this 

is done ahead of time. That's more structured but 

in their journal, like I said, it would be 

where you write on your own when you are ready 

for me to answer you , you let me know. 

Do you respond to the kids' journals immediately 

after they finish writing? 

I try to do it immediately as soon [as= 

You have them 

read to you what they've written and you respond 

in writing? 

Yeah. That's something I don't grade at home or 

any thing. 

Hu::uhh 

I try to, what I try to do is, try to do it in 

smaller groups, like groups of six at the most or 

seven. Seven is my largest right now because they 

are all', that particular group is Spanish 

dominant and they kind of stay with each other 

you know. But um, um, what I try to do is, as 

soon as they finish writing, let's say I tell them 

write, illustrate or write on two pages, um I'll say, 

"When you're ready, I'll answer you. So you got 
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59 Mrs. Montafio or I, whoever is free at that time 

00 will, will go immediately after it is written". 

61 Ellen: Are these the journals? 

62 Chris: Yeah, These are' a couple of, I didn't bring the 

En ones that we are doing now, the Horn of Plenty 

M Journal-- but this is the one we started with. This 

65 was Denise's first journal and Corey's first 

00 journal and let me find their second journal. I 

m should have brought their third journal so you 

ffi could see. 

(.26 sec) 

[passing students Journals around to the group] 

00 Ellen: You-, this is, you write here what Che= 

70 Chris: What they 

71 said. I tell them, " This is the way 

72 adults write it." And so I read it back to them and 

73 they answer me in their own writing. 

74 Ellen: This is her first, and this is where she is at now? 

{. . .} 

The dialogue concerning Chris's writing program and use of 

journals continued. Other participants joined in asking questions and 

examining the journals. Also during the final thirty minutes of the 

session, the other participants, including Ellen, talked about their own 
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writing programs and how they specifically dealt with issues such as 

writing development through editing, helping children with topics, and the 

assessment and evaluation of their students work. This continued dialogue 

served as a resource for Ellen to draw from as she developed her knowledge 

about the writing process. 

Constructing Ideology 

In excerpt (4-2), meanings that affected the dynamics of this and 

future study group sessions were constlllcted through the development of 

the themes in this interchange: 1) peers, other than the facilitator, have 

useful knowledge and experiences that can be drawn upon; and 2) shared 

knowledge and interpretations lead to new discoveries and learning. The 

study group participants, Ellen in particular, discovered that through 

collaborative inquiry of a shared topic, they learned that information can be 

gained from each other, and in the creation of collective knowledge, 

lea...-rning and change occurs. 

Chris described two different directions she takes regarding 

intervention. The first example she shared, described the use of big books, 

indicating that through using this teaching strategy she was able to provide 

more structure and demonstration for her students. The second example 

described her use of journal writing, where the children write on their own 

with little or no intervention. Ellen, intrigued with these ideas, especially 

the use of journal writing, questioned Chris to learn more. 

Ellen initiated the dialogue with Chris in order to clarify and 



specifically gain further information from her about her experiences 

concerning process writing. These questions were directly related to 

Ellen's quest for understanding how to handle intervention and 

demonstration as it relates to developing students' writing, especially in 

regard to responding to students writing. 
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In line 41, Ellen asked the question, "Do you respond to the kids 

journals immediately after they finish writing?". When Chris answered, 

Ellen (line 44) inteIjected another question, cry ou have them read to you 

what they've written and you respond in writing?", constructing this 

question from the partial information Chris provided (lines 29-40). Chris 

answered (line 47), and Ellen responded with a strongly intoned and 

stretched "Hu::uhh" (line 49). The dialogue continued between Chris and 

Ellen. Chris continued her explanation until Ellen, noticing the journals 

that Chris brought to the study group and pointing to them, asked Chris 

(line 61) if those were the journals she had been referring to in her 

explanation. Chris responded in the affirmative, and distributed the 

journals to the study group participants. 

Ellen studied the journals, noticing the responses that Chris and 

Mrs. Montano, her educational assistant, had entered into the journal. 

Ellen, pointing out a section in the journal she was examining, asked Chris 

if this was an example of a written response to the student's writing. Chris 

affirmed, and continued the dialogue providing further description of her 

program. As Ellen continued to ask questions, other participants began to 

ask questions, and the dialogue was extended to include the experiences of 

most of the study group participants. 
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The conversation between Ellen and Chris had various qualities, but 

the most salient was the teaching/learning event between the two of them. 

Vygotsky describes these kinds of events as, "zones of proximal 

development", the occurrences of potential development as determined 

through problem solving under adult guidance or in collaboration with 

more expert peers (Vygotsky, 1978). In this dialogue excerpt (4-2), Ellen 

sought information from Chris who has experience in dealing with issues, 

ideas, and the logistics of process approach writing. 

A focal point of this conversation was the simple response from Ellen 

in line 49. Upon close examination of this moment, it appeared as though 

" a light bulb went on" ( see line 49). Through her intonational emphasis 

and expression in this response, it can be inferred that understanding and 

meaning making occurred, and her response was an oral construct that 

demonstrated the learning connections she made. It was as though Ellen 

responded, "I see" or "I get it", indicating she pulled together information 

she had been gathering and was able to make important meanings and 

connections that enabled her to formulate knowledge that would help her 

move forward in her learning and practice. 

This dialogue between Chris and Ellen exemplifies interactions that 

occurred in the study group sessions, and demonstrates an important 

function of the study group: to serve as a site for teachers to explore, learn, 

and discover together. In the following two sub-sections, I discuss how 

these ideological meanings evolved and were expressed through discursive 

dynamics. 
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Constructing Conversation 

As mentioned previously, the focal moment in this conversation 

occurred in the turn-taking interchange (Goodwin, 1981) between Chris 

and Ellen, lines 41 to 74. This segment of conversation was fast paced and 

progressed smoothly. It can be observed that the talk in this fragment 

began through a sequence of turns. The rhythm of this interchange was 

significant. The rhythm occurs in a pattern of question - answer, question -

answer, known as an 'adjacency pair' (Sacks, Schegloff, and Jefferson, 

1974). 

Ellen and Chris alternated in their production of talk, and while one 

was speaking the other was generally silent and listening. In line 43, as 

Chris responded to Ellen's question, Ellen interrupted and asked another 

question. It would appear that Ellen was not showing courtesy, yet upon 

examining the sequence of events, an even flow, smoothness, and cordial 

communication was returned. This interchange, line 43-48, relates to what 

Tannen (1984) calls the overlap-as-eniliusiasmstrategy. The questions 

Ellen asked demonstrates the excitement and exuberance that urged her to 

get at more information. She was not being rude or controlling the floor. 

Through this interchange of latching utterances (Schenkein, 1978), Ellen 

and Chris maintained a rapid rate of speech, overlap, and latching of 

utterances, which as Schenkein has determined, are devices by which 

some speakers show solidarity, enthusiasm, and interest in the talk of 

others. Tannen (1984) also describes this strategy of quick questioning as 

one that speakers use in order to show interest. 
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When listening to this dialogue, a sense of momentum can be 

detected, and one can feel some excitement being generated; then, in line 

49, Ellen's responded in such a way that this appears to be climactic. This 

highly intoned "Hu::uhh" signals that Ellen arrived at some understanding 

as a result of the information Chris shared. Within this phrase, where it 

appears that a light bulb went on, Ellen, through her response, expressed a 

sense of understanding and clarity about the knowledge she was searching 

for. 

As the conversation continued, Ellen turned her attention to the 

journals, and sought to confirm her understanding through these concrete 

samples. She continued to ask questions, but applied most of her attention 

to the journals, while the rest of the group further developed the 

conversation. 

Constructing Discourse 

As mentioned above, the focal moment within this discourse excerpt 

occurred in the interchange between Ellen and Chris, especially when 

Ellen responded, "Hu:uggh" (line 49). This was more than a back

channelling response, but a meaningfully ladened response. This is the 

moment that Ellen appeared to have had an insight, and expressed it 

through her response. There are many variations of 'huh', such as 'uh 

huh', 'uh humm', 'mm huh' that the study group participants used 

throughout their conversations in the sessions. (For examples, examine 

the various excerpts found in this chapter.) Normally, these responses 
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signify a back-channel response that usually marks the receipt of the 

informing (Atkinson & Heritage, 1984) delivered in the preceding turn or 

turns. Moreover, it can be additionally noticed that these "uh huh" 

receipts, (1) occur in response to complete chunks of information and (2) 

are produced at points at which episodes of informing are possibly 

complete. In the instance of this discourse excerpt, the use of 'huh' 

indicates an aspect of the above mention function, but since it was stressed, 

elongated, and the intonational pitch was distinct, and suggests that this 

was indeed a more meaning ladened response. 

Heritage and Atkinson (1984) suggest that recipients analyze 

informings and whatever the interpretive conclusions of such an analysis, 

some conclusion will be displayed in the recipient's next turn at talk. The 

use of more prosodic elements in this common back-channel response, can 

lead to inferences about this response. As Gumperz (1982) has suggested, 

"prosodic phenomena are neither phoneme- nor word-like; what happens is 

that the physical realities of pitch, amplitude and duration serve as inputs 

to cognitive schemata which in turn determines what we see as salient" . 

The interpretation of Ellen's response at this moment, in relation to 

the speed, rhythm, and prosodic devices used, signify that Ellen wished to 

express to Chris that she did not merely receive the information being 

provided, but that the information made deeper sense, and Ellen had 

arrived at a level of understanding and meaning that greatly influenced 

her. 

In lines 50 through 60, and the rest of the conversation as well, Chris 

demonstrated that she was not inconvenienced by Ellen's overlapped 
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conversation and rapid fire questions (Tannen, 1984), but actually saw 

intrigue and a desire to learn being expressed by Ellen. Thus she took on 

the role of having something of importance to share, and began to reveal 

what she knew to Ellen. In Line 50, Chris provided more information and 

elaborated for Ellen some of the strategies she employed as she worked with 

her students. In this particular line, there are two attempts at beginning 

her explanation. In the second attempt, Chris expressed intonational 

stress on the word "what" as she said, "what I try to do,". These starts and 

the intonational emphasis was a discourse device used by Chris to set up a 

frame to construct an elaborated explanation that may further help Ellen. 

In this explanation, Chris talked about how she handled student grouping, 

a peripheral issue within the answer Chris was formulating. In line 55, 

she repeated the phrase in order to reinitiate the frame, "what I try to do" 

and continued adding "as soon as they finish writing", intonationally 

stressing the "as soon" to demonstrate to Ellen two ideas; one, how to 

manage a process approach to writing; and two, the instructional 

importance of responding to children's writing immediately in order to 

facilitate their development in writing. Ellen, in response, looked 

interestedly at the piles of journals placed on the table next to Chris and 

asked, "Are these the journals?". The remainder of the conversation 

centered on the journals as Chris demonstrated and elaborated on her 

experiences working with her students on process writing. 

This interaction demonstrates an incident in which resources, 

information, and strategies were shared. In the following section, I 

discuss the various transformative conditions that were socially 
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constructed through this particular dialogue between Ellen and Chris. 

Constructing Transformative Conditions 

In this study group session, and in particular this conversational 

interchange, a few conditions can be highlighted to show how they shaped 

the context and facilitated transformative learning. 

Evidence Suggesting a Mediational Event 

A mediational event occurs as individuals translate their 

understandings, interpretations, and practices to their peers. Each 

participant offered differing perspectives and strategies to their peers that 

assisted them in mutual growth and transformation. In discourse excerpt 

(4-2), Chris shared her knowledge, interpretations, and experiences with 

Ellen. Ellen was provided with a valuable opportunity to vicariously step 

inside Chris' practice and glean the information that helped her put in to 

action what she learned about the writing process. 

Mediations also occur when learners are actively creating meaning 

for themselves, and learning occurs within contexts of social activity where 

meaning is central. In this interchange between Chris and Ellen, Ellen 

was able to make connections- meanings- drawing on what she had been 

reading, thinking, and experiencing regarding her chosen topic, the 

writing process. Excerpt 4-2 shows that Ellen experienced a moment of 

understanding and clarity. 
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Evidence Suggesting Demonstration 

Demonstration is a dimension of mediation. Demonstrations 

provide opportunities where learners can engage in authentic activity or 

interactions in order to share knowledge. In the dialogue between Chris 

and Ellen, Chris explained her use of journal writing, and elaborated on 

how she provided guidance and direction for her students. Chris arrived at 

the study group with several samples of her students' journals. As the 

dialogue between Chris and Ellen progressed, Chris, using her students' 

journals, shared her knowledge and experiences on writing development 

and explained her classroom practices. Throughout this discussion she 

continually expounded on her beliefs, instructional practices, and 

management of her developmental writing program. 

The advantages of demonstration were twofold, First, Chris was able 

to bring to the forefront her knowledge, practice, and experiences. She 

provided a reflective opportunity that allowed her as she shared, to 

articulate, confirm or critique what she was doing and used this process to 

help herself and the others learn from her experiences. Second, through 

this demonstration, Ellen and all the other participants had an opportunity 

to observe, question, and gain information tried and tested by a colleague. 

The participants made their own interpretations and elaborations based on 

what they had learned about the writing process, the potential of the study 

group context and in future sessions shared their experiences. 
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Evidence Suggesting Ownership 

The concept of ownership needs to be understood against basic 

underlying assumptions about learning. In order for learning to occur, the 

learner should have ownership of this process. This means that the 

learner should be socially and cognitively active in the constructions of 

these events. 

Ellen, in essence, was able to gain the information she sought, and 

create the text and context in which her questions and interests were 

answered. She not only took advantage of this learning opportunity, but 

also through the interactive construction of events was able to create a 

dynamic that would structure subsequent study groups. In excerpt 4-2, the 

study group participants learned to dialogue with each other, drawing on 

each others expertise and experiences. They no longer looked solely to me 

for direction, expertise, and confirmation, but began to look to each other. 

They gained ownership, not just of their own specific learning events, but of 

the entire study group context and the direction it took. 



Summary of Establishing Uses Of Information, Resources,And 
Strategies 
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Learning, growth, and transformations are contingent upon access 

to knowledge, information, and cognitive and social engagement. Through 

the study group process, participants can take advantage of the elements 

provided by this forum: time, peers, materials, and dialogue. 

During the study group sessions the dynamics are such that, as 

participants are engaged in studying a mutually agreed upon topic, they 

are simultaneously seeking direction in their own personal issues and 

questions. These individual pursuits and perspectives lead to a broadening 

potential for learning. Through this dual process, participants are able to 

study the multiple layers, issues, and aspects of a topic, from different 

perspectives and experiences. In other words, the study group sessions can 

be considered as "potential zones". As participants engage in the process of 

inquiry, and seek resources, in this case, on process writing, they find 

themselves delving into factors that influences writing development such 

as: socio-cultural uniqueness of the students, age and grade level, 

language, teachingllearning paradigms, etc, and creating their own 

potentials for transformations. In this section, how Ellen negotiated her 

individual explorations and learning by using materials, resources, and 

the expertise of her peers in the study group process, was examined. The 

importance of examining these interactions is grounded on the underlying 

perspective of the learning and transformation processes. Learning and 

transformations are constructed in part through seeking out relevant 



information and knowledge, reflecting upon what is known and what is 

being learned, and coming to some conclusions that clear anomalies and 

extend thinking for future actions. 
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Thus far, I have provided the reader with an example of how Ellen 

has worked through the second progression of the study group process, 

establishing uses of information, resources, and strategies, and how this 

was socially constructed with her peers. In the following sections, I discuss 

how Ellen, in collaboration with the other teachers, advances through the 

third study group progression. 
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Establishing Transformative Learning Contexts 

Gaining information and utilizing resources and materials, which 

was examined in the previous section, is an important progression of the 

study group cycle. Another progression deals with the social construction 

of learning contexts that facilitate transformations. Elements such as 

power relations, gender, ethnic/cultural identity, and other social factors, 

can influence or inhibit these contexts. Critical analysis, problem solving 

and negotiation of these social dynamics within a collaborative context 

facilitates the transformations. In this section I will examine one 

particular transformative event, demonstrating how underlying social 

forces influence interactions, and how these forces can be negotiated by 

study group participants. 

During a study group session in February of 1992, we were 

discussing how we could encourage children to proof read, edit, and revise 

their writing pieces. I distributed handouts on how to conduct individual 

or group editing conferences (See Appendices G, H, & 1). We spent a large 

portion of the study group session relating our discussion of these topics to 

the utilization of the handouts. 

In addition to the regular study group members, Dr. Lupe Romero, 

the school principal, and Dr. Richard Lopez, the curriculum specialist, 

attended this session. In the course of the two years, Lupe, the principal, 

attended several of the study group sessions. Also, during the first year, 

Dr. Richard Lopez, participated in several sessions. In the second year, 

Richard left Davis, and I held the position of curriculum specialist. Both 
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Lupe and Richard believed strongly in the potential that was provided by the 

study group. They attended as often as their schedules permitted in order 

to support the teachers involvement in the study group; but more 

importantly, they felt they too would benefit and learn through collaborative 

dialogues with the teachers. 

Both Lupe and Richard are highly respected by the teachers, and 

though they had elevated positions in the bureaucratic hierarchy, they 

made every effort not to separate themselves from the teachers. Yet, in 

spite of the positive views of and relations with Lupe and Richard, the 

teachers still had to confront their institutional roles as well as other social 

forces in their interactions with them. I will show how, in doing so, 

everyone was able to move forward in their transformative learning, 

including Lupe and Richard. 

Constructing Context and Text 

We began the discussion for this session talking about the handouts I 

distributed. We agreed that as a result of discussions in previous sessions, 

we would spend the major portion of this session discussing issues 

surrounding editing. The teachers were feeling successful about getting 

their students to write, but were having difficulties getting their students to 

proof read, edit, and revise their written texts. 

Early on in this session, Ellen initiated a dialogue which specifically 

dealt with her own experiences at attempting to help children elaborate 

their written texts. She indicated that she and her students had 
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successfully learned and utilized strategies for choosing topics and had 

developed an established writing time and organization. However, she was 

concerned with the fact that students were able to "talk and talk" about their 

topics, but had difficulty developing these same topics in writing. 

In excerpt (4-3), Ellen began the discussion with the issue of how to 

get her students to write. Following this excerpt, I will discuss how Ellen, 

Lupe, Richard, and myself negotiated this discussion in order to progress 

in learning and continue developing a transformative context. 



EXCERPT (4-3) 

Transcription Notation 

{ ••• } Interaction precedes or follows depicted 
excerpt. 

1 Each line is numbered to facilitate discussion. 
> < Utterance is delivered at a pace quicker than the 

surrounding talk. 
(. ) Noticeable silence less that .2 seconds 
text Underlining indicates emphatic delivery 

Indicates that the sound that precedes it is prolonged 
Bounds simultaneous speech (Overlap) 

= Connects two utterances that were produced by a single 
speaker -+- Points to a feature of interest for discussion 

The gaze of the speaker is marked above an utterance. A line 
indicates that the party marked is gazing toward the other. The 
absence of a line indicates lack of gaze: 

16 E: and it doesn't come out this way at all, 

For notations not listed here refer to Transcription Notations in 
Appendix F. 
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{ ... } 

1 Ellen: We:ll, we've done a lot so far in the classroom 

about' choosing a topic and what do you want to 

write [. about= 

2 

3 

4 

5 

6 

7 

8 

Elizabeth: 

Ellen: 

Uhhum 

=and I think that the focus is there. But' the kids 

aren't saying everything that they have to say. 

>It's not that I want to force them to say< more 

(hhh) than they want to say. But' 
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10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

ID 

21 

22 

23 

~24 

25 

26 

'ZJ 

--.. 28 

29 

00 

31 

32 

33 

Lupe: 

Ellen: 

Lupe: 

Ellen: 
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as I've said before, they will talk and talk about it, 

but as far as getting them to get their thoughts 

down, I don't expect them to write everything, our 

brains're moving way to fast(huhu). But' they 

could, you know. I say, "Can you tell me more 

about', read your story over and put a dot on the 

page wherever there is more to tell." And I'm 

ge:tting to the point now where some of the kids 

will go through their writing and they'll say 

">Read this, read this<". And' I'll read it' out 

loud to them, and as they listen to it they say, 

"Well, I need to put in some more 

about this". And that's gre::at. 

But that's very few of the kids. So, I'd like to 

encourage more of them to look at their own work. 
..... x_----:'-,-:--~-____:'~:__--_,_---
But just think, ifum, Chris starts it,> say at 
-r-r---.-_II,,,X ..... x--:----,o.------
kindergarten<, just barely to make them aware of 

that, and it continues to first grade, by the time 

they reach you in third grade-
==-_.--,.-___,,..,..,,...-..,....---,---,,, .... x 
That's true, it's going to snowoall. (.4) (giggles) I 

like to ask the child what he will do next with his 

piece. 

uhhumm 

Like do they want it published. Do they want to 

hang on to it. Do they want to move o::n, that's 
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34 good. 

35 Richard: I was curious. That was kind of what I was 

36 thinking about too,>. First of all, several thoughts 

m are hitting me<. One is change and transitioning 

38 to something new always takes time. I mean, 

39 we're creatures of habit' and we do the same 

40 >thing over and over and over again<. And also to 

41 change those habits', takes us a long time' to 

42 create the new habit and to get comfortable with it. 

43 I mean, I'll give you an example, we all have a 

44 routine in the morning. You know what you do 

45 first, what you do next. You know, how you brush 

46 your teeth a-, and what manner. And suddenly if 

47 I tried to tell you to change and reverse that order 

48 in some manner, you really consciously have to 

49 think about it, you have to do all kinds of things, 

50 so-. So the cha:nge that we would go to, to try to do 

51 this conferencing and some of these thou:ghts, I 

52 want to say we need to be patient with ourselves. 

53 So in that sense, instead of perhaps doing a group 

54 of three or four children >with the conferencing<, 

55 I like this page in a sense. Can we pick a child, 

56 caYbe, and start with Q!!g child= 

57 Elizabeth: uh hum. (Yes) 

58 Richard: =and work with one child for a period of weeks? 
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59 Elizabeth: Uh hum. (Yes) 

00 Richard: before we even get to the grouping, perhaps. And 

61 

62 

63 

64 

65 

00 

m 
(E 

00 

70 

71 

72 

73 

74 

75 

76 

~7l 

78 

79 

8) 

81 

82 

ffi 

Lupe: 

Richard: 

Elizabeth: 

Richard: 

Ellen: 

Richard: 

Ellen: 

Richard: 

see how we go through that and see how we work 

with one-on-one and see where that child goes. 

Exactly 

And again, I would caution not to pick the lowest 

ability child, norAthe highest ability' child. And, 

and maybe take some notes and work with them 

and then bring back 'to you' in a couple of weeks 

and say, "You know, I did this, five episodes or 

four episodes over a two week period with this 

child. Here's what happened. Here's what the 

samples were. 

That's a good idea. 

I'm just, I'm >not trying to slow down the process 

but I'm also trying to ray<= 

Grake some of the pressure 

off 

=Yeah, the pressure in the sense of trying to do' 

conferencing all day with different groups, or 

trying to do to much at one time, 

uhhum 

Instead of just saying, what can I handle r!gbi 

now. And if what I can handle is one child, maybe 

and just concentrate on that one child for the next 
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85 

ffi 

f5l 

ffi 

~ 

00 

-. 91 

92 

00 

94 

g) 

00 

gr 

~ 

00 

Ellen: 

Richard: 

Elizabeth: 

Ellen: 

Richard: 

Ellen: 

100 Richard: 

101 

102 

103 

104 

105 

106 

107 

108 

188 

two weeks. 

uh hum 

And try some of these ideas and, and take notes 

about it, have samples about what they are doing, 

and see where we go with that before 1 jump to 

this grouping. 1 don' know, I'm just, I'm 

offering some thoughts, 1 don't know. 

Yes, 1 think that's uh 

That sounds good, but 1 think I'm, ~I ___ _ 

'You maybe 
____ -4."",x 
beyond it, e don't know. 

'I don't know if I'm beyond it, as far as 

time goes, 1 mean. That sounds ideal, but 1 think 

1 might be frustrated by that', in that, you know, 
••••• yA ____________ _ 

I'd like to', I'd like for more kids to go through 

that process. 

But let me share with you a thought that's stayed 

with me all my life so far. When 1 graduated with 

my master's and got into counseling, 1 was so 

proud, 1 said, "Great, I'm going to go out there 

and help people." And 1 remember one of my 

professors telling me, "After you've seen your 

hundredth client, you're going to start to be 

effective." And 1 said, "What? Are you telling me I 

have to ruin a hundred people before I can start 
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112 

113 

114 

115 

116 

~117 

118 

119 

120 

121 
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helping somebody?" 

(laughter) 

And he said, "No, that's how long it's going to take 

for you to start to be really effective. You're going 

to try to help everybody you see, but its really not 

going to payoff. And I guess what I'm saying 

here, at the same time is, saying, taking one child 

at a time is going to be an investment to the ones 

in maybe next year's class, as opposed to the four 

or five I want to reach right now. And I just offer 

that, just a perspective, I just thought I'd share 

that with you and, that's it l that's what I was 

thinking. I'm only sharing my thinking. I'm a 

participant and I can say what I want. 

(laughter) 

122 Elizabeth: Yeah, right, it's just that each one of us is at a 

123 different place and it depends on what we've 

124 been doing. 

125 Richard: Yeah. 

126 Elizabeth: I was thinking while you were talking about that, 

127 well, the first thing we have to make sure is that 

128 

129 

130 

131 

the children have pieces of writing to edit, and, 

and it goes back to what I was saying, that kids 

should have urn, urn u, fifteen days of writing 

experiences and then they can go back and look at. 
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133 

134 

135 

136 

137 

138 Lupe: 

139 

140 

141 

142 

143 

144 

145 Richard: 

146 

147 Lupe: 

148 Richard: 

149 Lupe: 

150 

151 

152 

153 

154 

it, so depending on what we are doing in our 

classrooms, is going to depend entirely on what 

we are going to be able to do-- if we are going to 

take a small group, if it's going to be an 

individual, if we need to uh, >maybe we need to 

just get them to write<. 
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That's what I was thinking. I see what you are 

saying Richard, but at the same time I see a whole 

classroom out there. How am I going to deal with 

this one? What are the other kids going to be 

doing? What are they going to say if they see':, 

Why is she taking so much time with their 

writing and not with mine? 

And I know, that's why I say, it's not a panacea or 

an answer, it's just a thought and a suggestion. 

Right. 

To mill about, something to think about. 

And it's good because it does set you to thinking 

and it sets (,3) the ladies here at ease also, that you 

don't have to go and do it with all your classroom 

at the same time, and be successful with each and 

everyone in your classroom at the same time, but 

to try to have your goal as being that. 
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As the discussion continued, we talked about the types of individual 

choices available in order to implement or enhance the editing process for 

students. We also talked about specifically applying some of the strategies 

we had been discussing. For the duration of the session, the conversation 

also wound its way covering various issues regarding students' 

development of written expression, editing, and the influences of reading 

on the development of writing. 

Constructing Ideology 

In studying this excerpt, I found that the varied roles each 

participant inhabits outside of the study group context highly determine the 

construction of face-to-face interactions in these sessions. Some of these 

roles are based on the hierarchy of the educational institution. Study group 

members struggled with these roles and tried to construct a space that 

would allow them to place these roles in perspective. We continually aimed 

to work and learn together. In doing this, we were able to not only learn, 

but also to transform, managing the constraints of these roles in achieving 

self and group actualization. 

In analyzing this excerpt, it was very difficult to sort through the 

content, meanings, and socio-cultural dynamics. I had to probe more 

deeply, and apply analytical strategies that would facilitate this exploration. 

Two major themes were developed in this interaction. The first is Ellen's 

introduction and the ensuing conversation regarding an issue of concern 

for her: helping children develop their written texts. The second refers to 
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the first theme within a new discussion: dealing with learning changes 

that teachers encounter as they undertake new ideas. Also, there are two 

issues that arise through analysis of the second theme: 1) teachers can 

make choices toward learning about developing writing; and 2) when 

dealing with a whole classroom of children, teachers must make 

appropriate choices. This organization and flow of themes and issues 

developed in this excerpt are depicted in figure (4.5). 

Figure 4.5. Organization and Flow of Themes and Issues 
of Study Group Excerpt 4-3 

As noted previously, there were two major themes and two 
subordinate issues related to the second major theme. They 
are as follows: 

I. helping children develop their written texts . 

• I I. dealing with learning changes that teachers encounter as 
they undertake new ideas and how teachers can approach 
these ideas. 

I1a. 

lib. 

teachers can make choices toward learning about 
developing writing . 

• When dealing with a whole classroom of children, 
teachers must make appropriate choices. 



In this particular excerpt of interaction, Ellen initiated the topic by 

introducing her experiences with helping children develop their writing 

(Theme 1). She brought up an issue that she found to be of some concern: 
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Children have lots of ideas and thoughts, as she remarks, "they talk and 

talk about it but as far as getting them to get their thoughts down", there's a 

problem. Ellen went on to explain some of the strategies she had used and 

how she had been dealing with this issue. 

Ellen initiated many study group dialogues as she did in this 

particular session. This indicates that Ellen defined the study group as an 

opportunity to discuss with colleagues issues of concern, to gain ideas and 

knowledge from her colleagues' experiences, and to cultivate dialogues that 

would allow them to come together to learn, grow, and change. 

In lines 24- 27 Lupe recognized the issue Ellen presented and 

suggested that some of the strategies that Ellen was employing could be 

used by the other teachers, and that if, as a staff they could all work toward 

the same end, Ellen would find some of her concerns alleviated. Lupe 

constructed her statement rather ambiguously. She began her statement, " 

But just think, ifum, Chris starts it, say at kindergarten .. ", and then she 

continued with her suggestion. This statement can be considered 

ambiguous since it could be interpreted in two ways: a) Chris and the 

other teachers mayor may not have been applying these strategies and 

should have been; or b) it indicated a description of an vision she had that 

mayor may not have occur depending on the interest of the other 

participants. 

Since Lupe's role was that of the principal, the underlying 
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implications for her suggestions weighed more heavily for the other 

participants, and as well for Ellen. The participants' interpretations could 

go in two directions. On the one hand, they might conclude that Ellen had 

Lupe's support for her endeavors, since Lupe indicated that other teachers 

could follow suit. On the other hand, the other participants could have 

interpreted Lupe's suggestion to mean that if they had not been applying 

process writing strategies, it would be a good idea for them to do so if they 

wish to be viewed positively. 

In any case, each participant had to consider the meaning of this 

interchange within this particular context and determine the appropriate 

interpretations and responses. Should one be concerned about one's 

standing in the eyes of the principal, since she has the power to evaluate 

and indicate directions she deems necessary? Or is this an event in which 

the principal is trying to demonstrate concern, appreciation, and support 

for the endeavors of the participants? 

Ellen acknowledged her suggestion without elaboration. Ellen's 

response reflected her concern about the possible interpretations, yet her 

response was confident. Yes, she liked the idea that other teachers work 

along with her in applying a process approach to writing, but at the same 

time she did not want to be singled out and used as an example for other 

teachers. There was a risk in one potential interpretation: "Ellen was 

doing well and other teachers need to follow suit". There is a possibility that 

a wedge between Ellen and the other teachers may have been created. To 

avoid this, Ellen steered the conversation back to sharing ideas by sharing 

other classroom experiences. 
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The distinctive section of this excerpt follows the exchange between 

Lupe and Ellen. Richard initiated a discussion, in one sense following up 

on Lupe's earlier comments, and in another, offering a new perspective to 

this discussion (Theme II). Richard introduced some thoughts on dealing 

with learning changes that teachers encounter as they undertake new 

ideas. He offered, "we're creatures of habit and we do the same thing over 

and over and over again; and also to change those habits takes us a long 

time to create the new habit and to get comfortable with it" (lines 38 - 41). He 

likened making changes in teaching to changing habits, using an analogy 

of changing a morning routine to provide support for his premise and to 

pave the way for his subsequent suggestions. One of these was a 

recommendation that the teachers should take on a few changes at a time 

(lines 42 -79). 

A sense of awkwardness evolved and a marked lack of participation 

by Ellen and the other teachers in the conversation was notable. Lupe and I 

responded to Richard, maintaining the conversational flow in their turn

taking, and through a series of mediated responses, and eventually 

through discussion between Ellen and Richard, brought the conversation 

back to a more comfortable level. 

This section of the excerpt (4-3) contains very interesting dynamics 

that each participant maneuvered through. Socio-cultural dynamics, such 

as power and gender relations, interrelated with institutional roles and 

ideological beliefs, intermingled with the content and constructed the 

context and text of this interaction. It is important to make these dynamics 

explicit in order to understand the intricacies of face-to-face interactions 
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that influence the process of transformation. 

Richard, the sole male and in a superordinate position, took a 

position of counseling the teachers in how they could make changes. This 

created a precarious situation which might have led to interpretations that 

would widen differences of power and gender. The interpretations of his 

contributions became even more dubious since after he established his 

position, and was then challenged by Ellen, he excluded her from the 

intentions of his comments (Lines 35 - 104, emphasis on lines 92 -96). 

Through the examination of this excerpt an important lesson can be 

learned. Even though as participants we would not want to let power and 

gender relations interfere, they do. There were several instances 

throughout the two years of study group in which there were definite 

influences of power, gender and ethnic relations on our interactions and 

the outcomes of sessions. We had to work through these effects. As in this 

instance, a discomfort developed and through intentioned interactions, we 

managed to work through the effects of these dynamics. Through time, we 

developed a mutual respect and we learned to work toward our goals within 

these kinds of encounters with each other. When we stumbled into one of 

these discomfort zones, we began to deal with them consciously, without 

allowing damage or division. 

In this interaction we witness how Ellen managed to maintain her 

perceptions of the study group potential, seeking her interests and ideas, yet 

respecting and dealing with the influences of institutional roles on her 

efforts. Throughout this interchange, she maintained integrity working 

towards and acting upon her beliefs about learning and teaching while 
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preserving the rights and perceptions of her peers. 

As the discussion continued in this session, some of the other 

participants began to share their own strategies, and were equally 

supported and reinforced by Lupe and Richard, and as the study group 

proceeded it appeared that the members had not only overcome the 

difficulty that arose during this interchange but had learned to be more 

accommodating to those participants that attended more irregularly or 

shared different perspectives. In subsequent sessions, the impact of Lupe's 

and Richard's contributions were not viewed as directive. Instead their 

attendance was appreciated and there were higher levels of comfort. 

Lupe's and Richard's attendance proved to be extremely beneficial. 

Through their involvement, obstacles created by the bureaucratic hierarchy 

were diminished and many goals and ideas we worked toward together 

became reality. If an idea came up we were able to enlist Lupe's and 

Richard's help and get immediate results. But more importantly, their 

involvement helped to establish a mutual vision that could be collaboratively 

pursued. 

Constructing Conversation 

Areas of interest that arose as a result of analysis are tW'n-taking 

and gaze. In this interaction, through specifically examining turn-taking 

and gaze, dynamics that would help in understanding the context of 

learning constructed during this session emerged. 

There were four major participants interacting, Ellen, Lupe, 
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Richard, and Elizabeth. Examining the dynamics in tum-taking produced 

two very important interrelated features, 1) who were involved and what 

general roles these participants have in the greater institutional contexts, 

and 2) the pattern of turn-taking that occurs within this excerpt. 

It can be argued that institutional roles, Elizabeth as facilitator / 

researcher, Lupe as principal, Richard as curriculum specialist, and Ellen 

as third grade teacher, influenced the turn-taking dynamics in this 

interchange. There are two aspects of this interaction to be considered: a) 

who became involved in the interaction, and b) the quantity and duration of 

each individual's turn in the interaction. 

Initial analysis of turn-taking in this interchange provided the 

amount and duration of turns. A turn at talk is defined most simply as the 

talk of one party bounded by the talk of others. Turn-taking is the process 

through which the party doing the talk of the moment is changed 

(Goodwin, 1981). However, the turns at talk may have simultaneous talk, 

interruptions, and pauses embedded within it. 

Of the four participants, Ellen had the most turns at talk, but 

Richard's turns were longer in duration. Table 4.2 indicates the total 

number of turns at talk for each participant, and the total amount of time 

for each. 



Table 4.2. Turn-taking Analysis of 
Excerpt (4-3) 

Results of Turn-taking Analysis 

Participants Turns at Talk Total Time of Talk 

Ellen 4 1 min. 42 sec. 

Lupe 3 53 sec. 

Richard 3 2 min. 10 sec. 

Elizabeth 1 30 sec. 

Further analysis of the excerpt provided the pattern of turn-taking. 
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The primary interactors in this interchange were Ellen and Richard, while 

Lupe and Elizabeth, along with Ellen, provided the most back-channel and 

interjecting responses. Two dynamics emerge. First, in the initial stages 

of the interaction when Ellen shared her experiences, Lupe and Richard 

and Elizabeth responded and the interaction revolved around these four 

participants. The absence of involvement by the other teachers and the 

levels of discomfort that occurred at various times could be attributed to 

those involved and relations of power between them. Second, during 

Richard's turn at talk, Lupe and Elizabeth provided the back-channel 



responses. This is a significant indication of the previously mentioned 

awkwardness that occurred. 
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Turn-taking is a very important element in the construction of 

conversation. "The turn requires for its achievement the collaborative work 

of both a speaker and a hearer and thus provides an elementary instance of 

the achievement of social order" (Goodwin, 1981). The pattern of turn

taking in this excerpt provides a demonstration of the construction of social 

order which is highly determined by the institutional organization. 

Another element in the process of communication involved in the 

production of the turns at talk "organizes not only the vocal behavior of the 

participants but also aspects of their nonvocal behavior, such as their gaze" 

(Goodwin, 1981). Participants in conversations involve themselves through 

acts of gaze. For instance, a nonspeaking participant can indicate whether 

he is acting as a hearer by gazing at the speaker. A speaker can use gaze to 

indicate that the participant being gazed at is an addressee of his utterance. 

Analyzing gaze provides further support for the interpretations made 

thus far. While it would be very interesting to study gaze throughout the 

entire interaction, for the purposes of this discussion I have chosen only 

two segments of the interaction. Both of these segments reveal Ellen's 

nonverbal responses to the dynamics occurring throughout, as part of the 

construction of this learning context. 

At the initial stages of the interaction between Ellen and Lupe (Lines 

24-28), when Lupe responded to Ellen, there was an delicate moment in 

which Ellen was trying to negotiate her position between Lupe and the 

teachers. Examining gaze during this interaction provides support and 
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further insight into the interpretation of this portion. When Lupe 

responded, Ellen moved her gaze to Lupe (line 24), and maintained her gaze 

until Lupe suggested that the kindergarten teacher could possibly institute 

some of the same strategies that Ellen was employing. At this point Ellen 

removed her gaze from Lupe, looking down at the notes in front of her. 

Lupe, whose gaze was wandering through the group, placed her gaze on 

Ellen about the time Ellen was removing her gaze. Lupe continued 

speaking stressing the term "barely" and Ellen returned her gaze to Lupe. 

Ellen continued listening to Lupe, responded, giggled, then moved the 

conversation forward (lines 29-30) 

Charles Goodwin (1981) determined that speakers use their ability to 

pronounce certain sounds for variable lengths of time, pitches and tones to 

coordinate events in their utterances with the actions of a recipient. 

Speakers have the ability to request and obtain the gaze of their recipients 

not just at the turn-beginning, but throughout the turn. Ellen found she 

had to negotiate this delicate moment, and used gaze as a way of 

disassociating herself from Lupe's comments. She was trying to 

acknowledge Lupe's comments and find meaning and relevance in them, 

simultaneously she was trying not to place herself in a bad light with the 

other teachers. 

Another instance of gaze exchange occurred during the interchange 

between Richard and Ellen (Lines 77-94). While Richard was speaking and 

Ellen was providing back-channel cues, Ellen maintained her gaze on 

Richard (lines 77-91). In line 92, Ellen began to indicate disagreement for 

Richard's suggestion. When Richard indicated to her that his statements 



may not necessarily include her, Ellen removed her gaze from Richard. As 

she responded to Richard (line 95), she maintains her gaze on her notes 

once again. 

In conversation, procedures such as turn-taking and gaze have 

been found to change the phenomena being constructed within the turn. 

The effect that the utterance eventually produced is both modified by, and 

makes manifest the constraints, organizing the communication of the 

participants (Goodwin, 1981). Both of these instances of gaze reflect Ellen's 

response during these portions. The conversation had become stilted, and 

she navigated through this interaction while preserving the potentials of 

learning and collaboration in this context. Ellen used gaze and turn as a 

strategy to negotiate these situations. 

Constructing Discourse 

The construction of discourse is very much interrelated with the 

construction of conversation. At this point, I will elaborate on the analysis 

and interpretations, focusing on the discourse of this interaction. 

Based on theme analysis, the intertextuality of the text began to 

emerge. This helped in understanding the dynamics constructed in the 

interaction. Intertextuality, according to Halliday and Hasan (1987), refers 

to the fact that "part of the environment for any text is a set of previous 

texts, texts that are taken for granted as shared among those taking part". 

For instance, at the beginning of the interaction when Ellen began to 

discuss her concerns about helping her students write, Lupe's response 



203 

(lines 24 -28) to Ellen indicated that if all teachers work at developing 

student's writing, then students' writing development would progress each 

year, and by the time Ellen and upper grade teachers work with these 

students then it would not be as difficult. This response was meant for the 

benefit of the teachers in the group as well. Picking up on this, Richard 

provides a suggestion as to how the teachers can begin employing strategies 

that will help them develop students writing (lines 34 - 89). These two 

portions of the interactions are interrelated. It is these two portions of the 

text where a general mood of discomfort is identifiable in the interaction. I 

speculate from the theme analysis that there are two reasons that this 

occurs: 1) Richard's perspective on change ( changing teaching likened to 

changing habits), and 2) the lexical choice by which he shared his ideas. 

First, as Richard shared his perspective on how the teachers can 

change their teaching strategies, there are a few assumptions underlying 

the meanings expressed in Richard's comments that may be interpreted 

negatively: 

1) teachers were not doing these strategies, 

2) the teachers may find implementing these strategies difficult 

therefore it would be a good idea to implement them gradually, 

and 

3) learning and changing teaching is like changing habits and 

behaviors. 

Second, in his comments, Richard began discussing "change and 

how it can be handled". The strategies discussed can be implemented 



slowly, step by step, and the teachers need not become overwhelmed with 

the "change". Through this discourse, Richard spoke as if he occupied the 

role of teacher, indicating that he was sharing general thoughts that were 

meant for the entire group as a whole, including himself and Lupe. 

The movement in pronoun choice in Richard's discourse is indicative 

of his attempt to create a more palatable message. Although Richard is not 

a classroom teacher and does not work with children per se, his use of 

pronouns were attempted to place him in an equal role with the teachers. 

In lines 34-90, there are several clauses in which he used these pronouns to 

express solidarity, which would give the appearance that, like the teachers, 

he was willing too bring about the instructional changes being discussed. 

The following clauses were taken from his statements in this interaction. 

Note the use of pronouns used in each clause. The pronouns he uses are 

"we" and "I". The pronoun "we", was used when his comments referred to 

implementing the strategies, and "I" was used when his statements 

referred to his sharing the ideas or when he placed himself in the role of 

the teachers, and when he utilized "reported speech". Here are the 

clauses from Richard's statements: 

Uses of ''wfJ' 

So the change ~ go to (lines 49) 
~ need to be patient with ourselves (lines 51) 
~ pick a child (lines 54) 
before ~ even get to the grouping (lines 59) 
see how ~ go through that (lines 60) 
see how ~ work (lines 60) 
see where ~ go with that (lines 87) 



"Uses of!" 

I would caution (lines 63) 
I'm not trying to slow down the process (lines 72) 
I'm also trying to say (lines 73) 
"You know I did this" (lines 67) 
What can I handle (lines 80) 
what I can handle (lines 81) 
before I jump to this grouping (lines 87) 

Ellen responded that she would be frustrated by his suggestions. 
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What is interesting in this section of the excerpt is the interchange between 

Richard and Ellen. When Ellen began her response to Richard's 

comments, "That sounds good, but I think I'm ", Richard quickly 

inteIjected, "You may be beyond it". There was the possibility that 

Richard's comments could be interpreted, considering the context, [Ellen 

sharing her experiences with these strategies] to mean that Richard in 

reality was not sharing these comments for Ellen's benefit as much as he 

was for the other participants. It was during this interchange that the 

highest level of discomfort occurred. 

In order to curb this response, Richard provided an anecdote from 

his own experiences to convey the reasoning behind his suggestions. It 

was apparent that Richard sensed the discomfort and through this 

anecdote and in his closing statements which indicated that he was just 

sharing an idea; made an effort to avert any negative interpretations and 

responses. His closing remarks are very revealing; he stated (lines 116 -

120) " And I just offer that, just a perspective, I just thought I'd share that 

with you and, that's it, that's what I was thinking. I'm only sharing my 

thinking. I'm a participant and I can say what I want." These comments 



were received with a round of laughter and broke the tension that had 

evolved. 
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Richard used the example of changing a morning routine as an 

analogy to changing teaching strategies. Through his discourse -- the 

analogy and use of pronouns -- Richard was trying to build a case for his 

ideas, that the teachers take on new strategies step by step. Tannen (1984) 

states, "Conversation, like epic poetic performance, derives its impact from 

processes of identification between audience and speaker, to similar ends. 

In other words, face to face conversation, like literature, seeks primarily to 

move an audience by means of involvement" (p. 153). Through these same 

discursive techniques Richard attempts to maintain a level of indirectness, 

avoiding his role as curriculum specialist and taking on the role of teacher. 

As Lakoff (1976) has repeatedly argued, speakers do not ordinarily 

say what they mean. They prefer indirectness, for two reasons: to save face 

if their opinions or wants are not favorably received, and to achieve the 

sense of rapport that comes from being understood without saying what one 

means. Tannen, suggests that indirectness in conversation, by requiring 

the listener to fill in unstated information, simultaneously contributes to 

the process of subjective knowing by engendering audience participation in 

sense making. It was Elizabeth and Lupe who responded to Richard, in an 

effort to mediate the situation. His idea had merit and a participant may 

choose to approach these strategies slowly. 

In the following section, I discuss the various transformative 

conditions that were socially constructed during this particular situation. 



Constructing Transformative Conditions 

In the conversational interchange (4-3), a few transformative 

conditions can be highlighted so as to demonstrate how they shaped the 

context and facilitated transformative learning. 

Evidence Suggesting Agency 

Our efforts in the study group hopefully lead toward a stance of 

democratic action and agency, so that endeavors in schools create humane 

spaces for ourselves and the students. This is accomplished when 

teachers develop a critical awareness of social processes and practices. As 

individuals become aware of how social forces control work, they can 

discover how they can be overcome and changed. This can be done 

individually and collectively. 

In the discussion above, we saw how these social forces were at work 

in the study group session, and how Ellen dealt with these forces in the 

interactions with Richard and Lupe. Ellen could have sat quietly, yet she 

chose to indicate that she understood the contributions, but based on her 

experiences, her own lived contexts, and her knowledge, she did not find 

them appropriate for her use. Ellen demonstrated her ability to deal with 

the hierarchical and gender forces in this interactions, while still 

maintaining her direction. 

Ellen had been vigorously engaged in constructing a knowledge 

base, one grounded on theory and practice, and her actions in this 

interchange demonstrates this transformation. She was becoming sure 
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about what she wanted and needed to do in her classroom with her 

students. That is not to say that she was not open to new ideas or 

suggestion, on the contrary, she had developed a direction and would 

critically examine new ideas and suggestion to ensure that they would help 

her to progress. When we talk about agency, the necessity and development 

of knowledge is implied. That means that when we speak about 

transforming social action, there is a strong process of new knowledge 

construction inherent in it, and it is through the legitimization and 

application of this knowledge that individuals are transformed into 

personal and social agents. 

Evidence Suggesting Identity and Voice 

The concept of voice represents the unique instances of self

expression and social construction shaped by class, culture, race, and 

gender. Voice refers to the language we create and define ourselves as 

active participants in the world we inhabit in order to make ourselves 

understood and heard. In excerpt 4-3, the negotiation of identity and voice 

are integral to agency. Each study group participant brought to these 

sessions multiple voices which were representative of ideologies, roles, and 

personality. In face-to-face interaction participants constructed 

appropriate representations of their identities and used appropriate voices 

to express these identities. In this excerpt Ellen used two voices, one that 

expressed her role as teacher [a subordinate role], and the other which 

expressed her own personal beliefs and knowledge. These voices at 
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moments were in contradiction with each other. Ellen had to express her 

beliefs and knowledge within the constraints of her role. Such a struggle 

can push the limits that constrain her role, and accomplish some 

redefinition of that role. 

Through each interchange, Ellen brought to consciousness her 

beliefs, ideologies, and roles, and thus, began to realize and develop who 

she wanted and needed to be. As she stated once, "I began to realize that I 

act different when Richard comes. Not that he does anything, but as a male 

and as the curriculum specialist I give him more authority. And I'm 

aware of that now". 

Of interest in this excerpt, is the silence of the other teachers in the 

study group. This, I believe, occurred as a result of the dynamics that 

occurred in this context. Each participant was trying to interpret this 

interaction, and determine what meanings and reactions would be most 

appropriate. The silence is an intentional reaction. 

Evidence Suggesting Reflective Practice 

Reflective practice underlies much of the endeavors pursued through 

the study group. In excerpt 4-3, Ellen shared her experiences concerning 

her inquiry into this relationship. She shared her successes and her 

ongoing concerns. Through this conscious investigation, reflective 

practice, Ellen generated new knowledge, extended current knowledge, or 

eliminated obsolete or dysfunctional knowledge, which resulted in shifts in 

her actions and practice. 
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Summary of Establishing Transformative Learning Contexts 

Transformative learning contexts don't just happen, they are 

constructed through negotiation of the social dynamics and forces present 

in daily interactions. It is the common daily struggle and success in 

negotiating these dynamics that lead to transformative learning. 

Transformations occur when individuals generate knowledge and develop 

critical consciousness and actions within the dynamic tensions of current 

ideological, political, social and institutional forces and expectations. 

Thus far in this chapter, Ellen's process of transformation has been 

explicated through the study group process of inquiry as she co-established 

with her peers a transformative learning context. The final progression of 

the study group process propels participants into another cycle of inquiry 

and transformative learning. In the next section, I demonstrate how 

Ellen's transformative learning efforts launched her into the final 

progression of the study group cycle. 



Establishing New Knowledge, New Directions, 
New Questions 
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The final progression in the study group cycle allows the participants 

to share what they have learned and to assess their journey thus far. It is 

time to take stock of what has been accomplished and what still needs to be 

pursued. It is a time to examine discoveries about current questions being 

studied, and to develop new questions that would lead to another cycle of 

study. In the following written reflection, Ellen shares some of her 

thoughts regarding her learning journey, she writes: 

I was inspired; I set out to try to approximate some of the 

ideas I was reading about and discussing. Elizabeth helped 

with practical suggestions about getting kids started 

(brainstorming topics, student writing folders, teacher 

demonstrations, working through successive drafts of a piece, 

peer and teacher-student conferencing, and publishing and 

displaying). What seemed most different to me from the way I 

had been doing things, was the focus on the process, not the 

product- in conjunction with the idea that children should 

choose their own topics for writing to increase their interest in, 

and knowledge about their own writing. This made sense to 

me. 

So, full of enthusiasm and hope, I distributed student 

writing folders, demonstrating brainstorming and rough 



drafting, and encouraged the children to "write about anything 

you want". It was difficult for them at first, and even 

throughout the year, to get used to the idea that I would not be 

directing their thoughts, only helping them revise them. Some 

students were never comfortable with this. But some did write, 

though at first only a few words, or at most only a few 

sentences, I went back to the Study Group to report on 

difficulties and successes, feeling I must be doing something 

wrong. Why weren't the children writing away, once given the 

freedom to do so? And Elizabeth reassured me; of cow·se it was 

hard for them at first. Just as this was a new experience for 

me, it was a new one for them. They didn't know what to 

expect. (In terms that we have been using in my current 

summer school class on recent research in education, they 

were experiencing a high-ambiguity and high-risk situation) 

But I was not discouraged from trying again, as I think I 

might have been without the support of the others in the Study 

Group ... and so I persisted, trying new things, making 

adjustments, revising organizational and instructional 

strategies ... but making enough progress that I believed it was 

all worth it. 

Ellen Murphy,Written Reflections, June 17, 1993 
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In her written reflection, Ellen in retrospect, assessed her venture of 

inquiry concerning the writing process. Her musings demonstrated the 



multiple changes she had undergone. She stated that she began excited 

and }'eady to apply what she was learning, but soon discovered it wasn't 

that simple. As Ellen discovered, she was not the only individual with 

beliefs, definitions and expectations of what should happen in the 

classroom. Her students also held their own beliefs and expectations. 

They were not passive, but active co-constructors of the interactions and 

outcomes within that classroom. 
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As a result, Ellen delved further into the struggle of teacher learning 

and change. This struggle was built on the conscious awareness that 

interactions between students and teachers are very complex, and must 

grow out of a negotiation between both if the dignity and agency of all 

individuals is to be preserved. 

Constructing Context and Text 

Ellen developed and internalized what she learned and in turn she 

was able to demonstrat.e what she learned to her peers. The power of 

sharing knowledge is twofold, to further confirm and solidify thinking and 

beliefs, and to create a collaborative sharing, thus facilitating 

transformations for others. 

In the following excerpt, we witness such an interaction that 

occurred in the spring of the first year. As a group we had been working on 

investigating the writing process for a few months. In this particular 

session, Ellen brought some of her students' writing portfolios and folders. 

She had implemented several ideas and strategies long enough to feel that 
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she was ready to share her experiences with her peers. As we gathered 

that afternoon, I noticed Ellen's samples. I asked her if she would share 

these with the teachers, not simply showing the samples, but if she could 

describe what she had been doing in her classroom and how she was 

dealing with some of the issues we were discussing concerning the writing 
.. 

process. 

One theme that emerged through our discussions about the writing 

process was the development of spelling. In the previous session, we began 

discussing our concerns about how we could encourage children's writing 

creativity while also helping them develop writing conventions. I asked 

her how she had dealt with these issues. 



{ ... } 

1 
>< 

(.) 
text 

(hhh) 

EXCERPT (4-4) 

Transcription Notation 

Interaction precedes or follows depicted 
excerpt. 
Each line is numbered to facilitate discussion. 
Utterance is delivered at a pace quicker than the 
surrounding talk. 
Noticeable silence less that .2 seconds 
Underlining indicates emphatic delivery 
Indicates high pitch on clause. 
Indicates low pitch on clause. 
Audible aspirations and inhalations are inserted in the 
speech where they occur 
Indicates that the sound that precedes it is prolonged 
Bounds simultaneous speech (Overlap) 
Connects two utterances that were produced by a single 
speaker 
Points to a feature of interest for discussion 

For notations not listed here refer to Transcription Notations in 
Appendix F. 
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{ ... } 
1 Elizabeth: Now, how do you meet that need (.4) their 

2 movement to convention? Like how do you move 

3 from, how do you help them cove
-

4 Ellen: conventional 

5 writing. Every time you see thatcey are= 

6 Elizabeth: an you talk 

7 about how you set this up? 

8 Ellen: I just took your, I took your format and I just told 



9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

ID 

21 

22 

23 

2i 

25 

~ 

Z7 

28 

29 

ro 

31 

32 

33 

Elizabeth: 

Ellen: 
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the students to, when they have an idea that they 

want to write about, that they write the idea here 

and the date when they first began to work on 

that idea. Even when they first thought of it, they 

can put that down. And then, rehearsal, first 

draft, and we really haven't been doing much 

revisions, or editing, or publishing so most 

everything in this folder is first drafts. I put two 

sides in here. Originally the idea was, first drafts, 

urn, and final work in here or whatever, but 

mostly the kids just kinda stuff it where ever, and 

that's okay as long as it's in here. 

uhhum. 

And so, um, you know, the idea also was to get the 

kids to write down ideas that they had. Even if 

they don't want to write about it at the time, they 

might have a thought, and later then they could 

write about something. And not very many of the 

kids have been doing that. They jus- , They write 

down the topic and they get to work, and they 

haven't been thinking too far in the future, so urn, 

that's what we've done with our folders. Each 

child has a folder, it's kept in a central location, 

although some of the students, the students have 

been keeping their folders in their desks lately, 



34 

35 

36 

~ 

38 

~ 

40 

41 

42 

43 

44 

45 

46 

47 

48 

49 

~50 

51 

52 

53 

54 

55 

56 

57 

58 

Maria: 

Ellen: 

Maria: 

Ellen: 

Maria: 

Ellen: 

Maria: 

Ellen: 

which is okay. You know, I mean it's a very 

personal thing. Just when I need to see them I 

collect them. 

So what you do then is have the kids pick out a 

topic and then they write it . and then they edit 

themselves, or do you take tt= 

I ask, 

=they take[:t-

217 

ask them to edit fir[st 

Oh,I[See. 

or they can edit with a 

partner and then I say, "Well, would you like for 

me to check your such and such, and then we go 

over it 

Okay. 

So at least they can' kind of start looking at more 

and more' things that they might need to improve. 

For example, >sometimes a student will come to 

me< and show me their work, and there are some 

mistakes, and then I say "I'll read it to you" , I'll 

read it, and I say, "Okay, is there anything else 

you want to a::dd?' What other thoughts 

do you ha:ve? '" I might di:scuss the topic 

with them, you know, Today, a student came to 



59 

00 

61 

--.-62 

Q3 

&.l 

65 

00 Maria: 

ffl Ellen: 

ffi 

ffi Maria: 

--.-70 Ellen: 

71 

72 

73 

74 

75 

76 

71 

78 

79 Maria: 

8) 

{ ... } 
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me and he was all excited, he had had a dream 

about this killer clown. «laughter)) 

And he said, >"The clown was chasing me<' and 

>1 was scared<."' And I said, "Well, what did 

the clown look like?" You know, "Tell me what, 

how did you fee:l?" You want them to elaborate 

you know [so= 

uhhuh 

=but as far as editing, urn, I do ask them to do it 

first, but usually I, I'll do a final editing. 

uh-

So, we will go back over their spelling, and check 

the punctuation and capital letters, but' right 

now I really haven't been doing too much of that. 

I'm just' really' excited that we've just been 

writing· And at first, e::verybody wanted to 

come over and wa::nted to know how to spelt 

e::very other word. ((laughter)) And I said, "I 

don't CARE about the spelling, that's not 

important to me, just write down your thoughts." 

You know, I think this is going to help me, this is 

a good idea, I'm going to start something like this. 
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As the discussion continued, Maria, Ana and the other participants 

continued to ask Ellen questions about how she has implemented process 

writing. They studied the portfolios and the students' written texts. The 

conversation covered a variety of questions and topics such as: specific 

strategies for implementing aspects of the writing workshop; the content 

and abilities demonstrated in the students' written texts that Ellen 

brought; strategies that Ellen used for responding to her students' writing; 

and the teachers's own views about themselves as writers and teachers of 

writing. 

The following short excerpt (4-5) reflects the depth this conversation 

reached. Ellen, expressed the relationship between the way the teachers 

viewed themselves as writers, their views about the writing process, and 

the teaching of writing. 

{ ... } 
1 

2 

3 

4 

5 

6 

7 

8 

9 

Ellen: 

EXCERPT (4-5) 

The way that I think about! writing now ,to me 

it's a high. And, and finally I have discovered why 

people write--because there is something very-, it's 

a communion that you can have with another 

person. And, and when we don't ask children to 

revisit, we don't ask them to explore, to explore 

their thinking, to explore their mind, to explore 

their languages, to explore their world in order to 

communicate, we rob them. So at some point we 



10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

ro 
21 

22 

{ ... } 
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have to work toward communion, so this 

communion occurs all the time. When it does, ... 

it's enough to dri:ve you, through writing, 

writing many, many other things until you reach 

another moment.(.) I write a lot of poetry obut I 

don't share much of ito. (.) Yesterday, I wrote a 

poem for my daughter, it was her birthday, I read 

it to her and she >really liked it and she 

understood< what I was saying. oShe was real 

happy about it and I was real happy about ito, it 

fuels the fire, and you say, "Well, pretty good!". 

And ~ I want that, for my students, I want 

them to see and experience writing this way. 

I believe that the statement above reflects a highly sophisticated level 

of learning, a transformation for Ellen. It exemplifies a layer of 

understanding, knowledge, and vision upon which Ellen can now act. 

In excerpt 4-5, Ellen defined writing as a medium of communication, a 

communion, a way to connect and collaborate with others. When she 

started studying the writing process, her concern was how to teach writing 

better. What strategies could she use? How could she help students develop 

their writing? Now, she is concerned with how she can help her students 

develop a hunger to write, to see writing as a communication so that they 

may be compelled to write in order to express their thoughts, their ideas, 
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and their feelings. 

In this particular study group session, Ellen shows how her 

struggles have culminated in her ability to teach her peers. Ellen became 

the facilitator, sharing with her peers what she had learned. The journey 

is not complete, but she discovered answers to her initial questions that led 

her on this quest. 

Constructing Ideology 

Analysis of excerpts 4-4 and 4-5 shows how Ellen's current 

ideological and paradigmatic views had shifted since her inquiry began. In 

excerpt (4-4), two major themes emerged. First, was Ellen's way of 

thinking about how children learn to write, and second, was the way Ellen 

shifted in her role from learner to teacher in the study group. 

The interaction began with Ellen sharing her experiences in using 

the writing workshop. As the conversation progressed, Ellen's 

paradigmatic or meaning perspectives were explicated. In the latter part of 

the excerpt, Ellen discussed her beliefs that children need to be provided 

experiences with writing as a communicative process. Through using 

their written texts, she helped them develop their writing abilities (lines 50 -

65;70 - 78). This is different from the way she once perceived the teaching of 

writing: namely that learning writing skills and rules precede students' 

abilities to write. Her role given that belief was to find interesting and 

effective ways to do that. 

Early in the conversation, Maria became involved. As a result of 
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Ellen's confidence, Maria became encouraged and stated that she feels that 

this is something that she could do. This interaction is reminiscent of the 

interactions between Chris and Ellen discussed in excerpt 4-2 which 

facilitated Ellen's journey of inquiry into the writing process. Like, Chris, 

Ellen in turn became a source of knowledge and expertise that her peers 

could rely on as they engaged in their own inquiry and practice. 

Excerpt 4-5 demonstrates an instance that occurred later within the 

interaction. In this short passage, we see how her learning experiences 

has led to an ideological shift. Ellen has established not only new actions of 

teaching but more importantly a new purpose for her actions. 

Ellen was expressing a transformation in her views and role as a 

teacher of writing. She had once viewed it as utilizing effective strategies, 

mastering a set of techniques that would teach a student to write well, as 

indicated by her initial questions. Through the exploration of these 

questions, she discovered the "how" of teaching writing, and more 

importantly she uncovered the "what" and "why" of teaching writing. The 

outcome of her quest revealed that the teaching of writing was beyond the 

development of a mere skill. Instead writing encompasses the exploration 

of one's mind, language, and world, and an opportunity to achieve 

"communion" (lines 6 -10). Ellen, in this discursive excerpt, shared an 

accomplishment in expressing th.} depth and complexity she has 

successfully arrived at: understanding the interrelationship of the "how", 

"what, and "why" in her role as teacher. This is an instance of 

transformative learning, redefining old ways of understanding. 

Transformations occur when, through reflection and critique, meaning is 



reorganized and specific presuppositions underlying distorted or 

incomplete ideologies or meaning perspectives are transformed. 

Constructing Conversation 
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I noticed that Ellen came to the study group with samples of her 

students' writing portfolios. I began the session with a "topic initiator" in 

order to encourage dialogue on the ongoing theme of the study group. Topic 

initiators are structurally defined as those utterances which have no 

propositional relation to any previous turn (Wilson, 1989; Wilson & Gunn, 

1988). We ended the previous session discussing spelling and grammatical 

development. In order to follow up on that discussion, I thought that Ellen 

could share some of her current thinking on that subject and 

simultaneously share the samples she brought. So I asked Ellen to 

discuss both how she helped her students to develop conventional spelling 

and how she used writing portfolios was framed through the initiating 

question (lines 1 - 7). 

She responded with a description of how she began utilizing some of 

the handouts and ideas provided in the study group. Through her 

description Ellen maintained her gaze on me, and I provided the back

channel cues (line 21). Ellen continued, elaborating on her description with 

a discussion of how the students were responding to the use of the 

portfolios. Maria became engaged in the conversation when she asked 

Ellen a question for clarification (line 37). From this point on, in this 

excerpt, turn-taking in the conversation occurred between Maria and Ellen. 



Here, Maria provided back-channel cues, questions, and responses. The 

excerpt culminates with Maria responding to Ellen's contributions quite 

positively. 
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The conversation for the rest of the study group session centered 

between Ellen and Maria, with contributions from the other participants as 

well. This session was a turning point for the study group as a whole, since 

it was the first session in which the participants generated the remainder 

of the session. It was unnecessary for me to facilitate the conversation in 

any way. The teachers discovered they had much to learn from each other, 

and felt very comfortable about this. For the remainder of the study group 

sessions that year and the next, my role of facilitator changed a great deal. 

I felt that I had now become an equal participant, and the role of facilitator 

was now to be shared. 

The "taking on" of the study group by the teachers led to the level of 

conversation from which excerpt (4-5) was generated. The conversation 

flowed from sharing a description of an experience to reflections and beliefs 

learned through that experience. This occurred because of the natural 

dialogue occurring between the participants, and because they discovered 

that they had insights and knowledge that could serve as the substance of 

their collaborations together (The development and changes of the group 

itself will be discussed in the case study presented in Chapter 6.). Ellen 

discovered the value her experiences were for her peers, and with that 

came the responsibility to reach further into her thinking and express to 

her peers all that she was coming to learn. 
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Constructing Discourse 

Ellen used several discourse strategies in order to construct the 

dialogue and to communicate her intended meanings. She began her 

response using narrative form to describe her experiences. Within her 

narrative she made use of reported speech and prosodic strategies such as 

placing emphasis on certain words, shifts in pitch, shifts in volume. and 

shifts in delivery pace. As a result, a substantial and informative dialogue 

was created. 

In the first excerpt (4-4), Ellen used reported speech within her 

narrative in order to demonstrate the interactions between herself and her 

students. When she was representing her students, she delivered these 

statements more rapidly and in a higher pitch (lines 61 - 62). When she 

was representing herself in her reported speech, she was more deliberate 

in her delivery, emphasizing certain words and extending the sounds of 

some of the words. For example, in lines 62 - 65, Ellen stressed the words 

'what', 'look like', 'tell', 'feel', and 'elaborate' in reported speech. 

t .. } 

61 

62 

63 

&.l 

65 

{ ... } 

And he said, >"The clown was chasing me<' and 

>1 was scared<.'" And I said, "Well, what did 

the clown look like?" You know, "Tell me what, 

how did you fee:l?" You want them to elaborate 

you know so= 

Ellen used stress in order to demonstrate the surface structure 
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meaning conveyed to her student. She used reported speech to indicate the 

questioning technique she used to guide her student to elaborate on the 

content of his text. Her first goal was to help her students "elaborate" and 

develop the content of their texts, and her second goal is to help them to edit 

their texts. Underlying this is a deep structure expression, Ellen's 

paradigmatic beliefs that writing is developed through students editing and 

revisions of their own written texts. 

She further expressed these beliefs in lines 70 -77, lowering or 

raising the volume of her delivery, and placing emphasis or prolonging 

sounds, in certain words. 

{ .. .} 
70 

71 

72 

73 

74 

75 

76 

71 

{ ... } 

Ellen: So, we will go back over their spelling, and check 

the punctuation and capital letters, but' right 

now I really haven't been doing too much of that. 

I'm just' really' excited that we've just been 

owritingO And at first, e::verybody wanted to 

come over and wa::nted to know how to spelt 

e::very other word. «laughter)) And I said, "I 

don't CARE about the spelling, that's not 

In line 70 when she discussed editing, Ellen lowered the volume of 

her delivery. When describing her students' initial responses to their 

writing activities, she stressed and prolonged the words, 'everybody' and 

'every' (lines 74 & 76 respectively). In these statements, Ellen was 



portraying the events that occurred while constructing her beliefs about 

these events through expression. Ultimately, she reiterated her beliefs in 

her statements in lines 76-77, dramatically emphasizing the word 'CARE'. 

Ellen does care about her students developing their spelling abilities. 

But what she was trying to communicate through this passage is her 

redefinition of the teaching of writing. 

In the following section, I discuss the various transformative 

conditions that were socially constructed during this excerpt. 

Constructing Transformative Conditions 

In excerpts 4-4 and 4-5, these conversational interchanges show a 

few transformative conditions and how they shaped the context and 

facilitated transformative learning. 

Evidence Suggesting Self-Assessment and Evaluation 

Self-assessment and evaluation is a necessary condition of 

transformation. Through critique and reflection, discrepancies, 

distortions, and reorganization of knowledge occurs. The study group 

serves as a context in which participants can learn to do this collectively 

and individually. This condition should be consciously and consistently 

pursued throughout the inquiry process. Through self-assessment and 

evaluation, teachers transform their everyday thinking, practice and 

context as they work with peers and students. 

In Ellen's written reflections and in her spoken interactions, she 
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made explicit the changes she had undergone, the issues and questions she 

was still examining, and directions she planned to take in her future 

endeavors. Throughout this chapter, Ellen's on-going self-assessment and 

evaluation has been demonstrated, and in these instances Ellen was 

consciously sharing her efforts and growth as a result of her inquiry. 

Evidence Suggesting Generation 

Reflection and action, although crucial, are only part of the process of 

transformation. Transformation occurs when there is a union of 

reflection, action and generation. Generation is a result of reflective action 

that leads to shifts in knowledge, belief and future action. Through Ellen's 

engagement in the inquiry process thus far, she has been able to generate 

knowledge, which includes conscious beliefs which guide her in her role as 

a learner, teacher, and researcher. 

Through Excerpt (4-5), Ellen expressed she had begun to construct 

knowledge that legitimized and guided her current and future actions. 

This was demonstrated through the changes she had made in her 

classroom practice, but more in evidence here are the changes she had 

made in her study group activities. Ellen discovered that her experiences 

with her students and peers were a source from which she could construct 

knowledge and shared this with her peers. Thus she could facilitate 

transformations for others as well. When Ellen acted upon the knowledge 

in this way these new experiences confirmed, challenged, and extended her 

theories, beliefs, and activities. 



Evidence Suggesting Recreating Teaching 

Another condition that influences the process of transformation is 

the recreation of teaching. Through the process of transformative 

learning, critique, reflection, and the acquisition of new knowledge, 

teachers can move beyond defining their role as rote-like application of 

goals and responsibilities, to recreating a role that reflects a professional 

conceptualization, both scientific and artistic, of teaching. 
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Ellen's changed her view of teaching as a technical applications of 

strategies and activities for the purpose of transferring knowledge to 

students. She redefined teaching as a dialectic process of a social 

construction of knowledge; ideas and actions developed by participants 

through social interactions in social contexts. Ellen realized this through 

her experiences in applying new ideas and strategies and discovering that 

her students also held beliefs and expectations of what should occur and 

what they should learn. The students were not passive empty vessels, but 

active co-constructors of the interactions and outcomes within that 

classroom. Ellen learned that she had to communicate, negotiate, and 

facilitate changes in her classroom in collaboration with her students if 

they were to be successful. Thus, Ellen was recreating teaching as she 

progressed through the process of inquiry and engaged in transformative 

learning activities and contexts. 
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Evidence Suggesting Dialogic Context 

The interactions that. occurred in the study group session discussed 

above, in which the participants generated the conversations and took 

charge of the events, reflect the construction of a dialogic setting. The 

teachers gained ownership of the study group, achieving a level of comfort 

and interest that would allow them to determine the events of the study 

group session. 

Another indication of the construction of a dialogic context is the 

content of the discussions. The conversation flowed from sharing a 

description of an experience to reflections and beliefs learned through that 

experience. This occurred because of the natural dialogue developing 

between the participants, and because they discovered that they had 

insights and knowledge that could serve as the substance of their 

collaborations together. 

Dialogic contexts permit individuals to share their perspectives, 

make interpretations, and offer critiques. Ellen and the other teachers 

discovered the value in sharing their experiences, and how these dialogues 

could serve as an important resource for the learning and growth. 
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Summary of Establishing New Knowledge, New Directions, New 
Questions 

The final progression of the study group focuses on assessing what 

has been discovered, and on developing new directions either within the 

current topic of study or an entirely new topic of study. Each opportunity 

for assessment and evaluation and reorganization of future directions 

facilitates ongoing possibilities for transformative learning. 

Ellen's transformative learning occurred through the consistent 

struggle of establishing questions, utilizing resources and information, and 

creating reflective learning and dialogic contexts, which led to her 

transformations. Ellen's long-term and consistent study of the writing 

process led her through complex layers of issues such as her own views 

about herself as a writer, the ways she was taught writing, her own 

development as a writer and a teacher of writing, and what she has learned 

about her students' writing development through her classroom 

experiences. These led to transformations of her practice, paradigm, and 

ideologies. Throughout each of the four progressions of the study group 

cycle, many questions and issues arose, and these serve as an impetus to 

continue in a cycle of inquiry. In the following section, I will demonstrate 

Ellen's movement as she brought closure to some of her questions and 

issues, and how she used new questions and issues to propel her back into 

the study group cycle of inquiry. 
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New Beginnings 

In the spring semester of that first year, as we were culminating our 

studies on the writing process, we began discussing how we could 

restructure the instructional day so that other content area activities would 

facilitate writing. Also the teachers were interested in promoting a 

integrated curriculum with a focus on inquiry and literacy. They wanted to 

create an instructional day in which reading and writing would become a 

natural tool and outcome of many of the activities. I provided some 

materials and a short presentation on the "Theme Cycle" (Altwerger, 1985), 

which led to a series of questions and ideas, and thus Ellen preceded to 

engage in another inquiry cycle. The following excerpt reflects Ellen's 

decision to begin thinking about how she could learn about and conduct 

theme cycles in her classroom. 

1 

2 

3 

4 

5 

6 

7 

8 

{ ... } 

Ellen: 

EXCERPT (4-6) 

Well, it sounds like something I want to do. I 

think I'm ready. It sounds like the kids being 

involved in something of their choosing and 

something that's an extended adventure for them 

and not just pieces of this and that. You know, I 

mean, that's wonderful, but it scares me too, 

because that's new for me. So it's going to take me 

a little getting used to. But the thing is, is I feel 
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9 like what a lot of us have been doing like choosing 

10 a theme and then seeing what we can do with all 

11 the different content areas. 

12 Elizabeth: Right 

13 Ellen: and a theme cycle is more having the kids choose 

14 their own questions for study. Even directing 

15 them to choosing a certain topic or theme and 

16 then um, helping them discover what do they 

17 want to know about it. and through their 

18 exploration they are going to delve into the content 

19 areas themselves. So you are not necessarily 

ID planning out a spelling lesson and a reading 

21 lesson and a science lesson but through their, you 

22 know, research, they are going to be involved in 

23 those different areas. I'm very excited about doing 

2A this, but it is kind of scary for me. 

25 Elizabeth: uh hum 

a> Ellen: That's a whole new thing. 

{ ... } 

This interaction occurred toward the end of the school year. The 

following fall, we began the study group again. As a group, we chose as a 

topic for study how to implement the theme cycle with a focus on how to 

establish inquiry cycles with the students. We established some general 

questions and directions. Ellen developed her own individual questions, but 
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this time with a stronger sense of ownership, direction, expectations, and 

goals. She became actively involved in her own learning and in 

collaborative learning with her peers as they sought ways to influence their 

students and the school in general. 

As a result of Ellen's progression through the entire study group 

cycle, she was able to accomplish several transformations. These 

transformations are discussed in the remainder of the chapter. 
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Constructing Transformations: Ellen's Development 

Over the two year period, Ellen engaged in continuous movement 

through a cycle of inquiry. She experienced different forms of learning 

(which will be explained in Chapter 5) and as result, transformed many of 

her beliefs, her paradigms of learning and teaching, her role as learner 

and teacher, and her practice. 

During our summer meetings Ellen and I determined that there 

were four major transformative directions that Ellen had undertaken 

during the two years. They are as follows: 

1.) Transforming from a passive participant to an active 

creator of the study group, 

2.) Transforming into an "agent of change" by creating an 

individual and collective vision of schooling, and 

3.) Transforming into an articulate teacher/researcher by 

creating and contributing knowledge. 

These transformative directions are a result of the many varied 

events that Ellen had experienced during the two years, events that 

provided many different contexts that facilitated her transformations. 

These contexts provided catalyst, direction, mentorship, challenge, 

information, and reinforcement. All these were found in everyday 

behaviors: face-to face interactions, reading, reflection, practice and most 

important the use of the study group as a vehicle to critically reflect and 
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critique these everyday events. Ellen created her transformations by using 

these contexts to learn, grow,and change, together with her peers. 

I have used the terms transformation, transformative direction, and 

transformative learning to refer to changes that have emerged or are in the 

process emerging as a result of conscious reflection and conscious action. 

But transformation is never in any way final. Teachers' realities, the social 

contexts that they inhabit, are constantly evolving and changing, and they 

must always find ways to be part of the change, to have some positive 

impact on the direction of that change. 

The study group, in particular, was an environment where Ellen 

could participate in actively constructing a context that would help her 

shape her own learning needs and desires, and especially to learn how to 

create, impact, and change her own situations. This did not happen easily 

or evenly. Instead, Ellen achieved each transformation relying on the 

assistance of others, resources, and on her own practice and experience in 

order to becoming critically active in the creations of future events with 

others. These transformations are comprised of multiple layers that 

represent ideologies, paradigm perspectives, and behaviors. The excerpts 

previously discussed in the chapter were examples of experiences that were 

created in the study group context that facilitated Ellen's transformations. 

It is the responses to everyday life, the critically conscious negotiation and 

action within these every day events that lead to teacher transformations. 

In the first year, when the study group began, Ellen, like the other 

teachers, came to the study group with the intentions of being handed 

ideas, knowledge, and direction. As the first year progressed, Ellen 
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realized that she must construct and shape her own learning. She began to 

take a more consciously active role toward that end, and by the beginning of 

the second year, Ellen began to facilitate many of the interactions and 

directions of the study group. 

A major transformative direction for Ellen was her progression away 

from being a passive participant to becoming an active creator of the study 

group interactions and processes. In the excerpts previously discussed, 

interactions that are indicative of this transformation were provided. 

Through these descriptions of study group events, we witnessed her initial 

dependence on the study group facilitator, peers, and materials for her sole 

development and growth. Then Ellen, realized she must "let go" of 

particular perspectives in learning that perpetuated a view of learning as a 

passive endeavor. Ellen shifted her views, and she became reliant on the 

study group as a context to test out some of her thinking, ideas, and 

directions. In the second year, she gained more confidence in her learning 

and actions, and began to provide demonstrations and guidance for other 

study group participants. It is important to mention that although this 

study focuses on Ellen, this transformative development also occurred for 

the other participants, though at different times in different ways. 

I believe that since the study group is based on a process of inquiry, 

Ellen was able to redefine her own learning. Through this process, she 

became conscious of her beliefs about learning. When Ellen realized that 

she held a view of learning as a passive process, she began to make 

changes. Her change was twofold. She changed how she defined and 

approached her own learning, and she changed the way she defined and 
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approached teaching or facilitating her students' learning. Later, she 

began to broaden her focus to include: the content of what she was learning 

and teaching; the underlying ideological and theoretical premises of 

content; the structure, goals, and methods within the institution of 

schooling and their effects on teachers and students (especially minority 

learners); and her theories, beliefs and goals concerning all of the above. 

During one of our summer sessions I asked her to reflect on her 

transformations, her involvement. in the study group, and her thoughts for 

future directions. Ellen articulates her reflections on the study group 

process and her transformations well as she writes: 

.. , we commenced talking ... about things like: had my 

perception of the Study Group changed over time? Definitely 

yes, since at first I imagined it to be solely an intellectual 

pursuit, discussing articles about educational theory and 

practice of interest to us, possibly with the potential of yielding 

classroom activities and/or strategies. What it came to mean 

was so much more: we did discuss, and discuss, but that 

discussion lit a fire; it served as a catalyst for me, in that it 

inspired me with new knowledge, both theoretical and 

practical, that I was able to translate into action. I set out to 

try these ideas in my own classroom, to try to replicate the 

successes I read about, and finding that some worked better 

than others (of course), for a variety of reasons - which reasons 

I was encouraged to identify, to reflect on, to use as a basis for 



adaptation of classroom events to this particular group of 

students and to my own personal style of teaching. The 

reflection and discussion of the readings and of the subsequent 

experiences in the classroom was part of a long (and still 

continuing) cyclical process - the process of teacher 

transformation. 

It has seemed to me to be more successful than most 

staff-development type attempts at teacher change, and for 

these reasons: First, although Elizabeth has been the 

facilitator since the inception of the Davis Study Group, she 

has made every effort to step back and allow us, the teachers, to 

create our own agenda focusing on issues important to us, 

while supporting us with information and encouragement, 

questioning our motives and getting us to explore the reasons 

behind our decisions for the classroom. 

Second, our participation was (after the initial period) 

entirely voluntary. I, for one, have had enough Staff 

Development pushed on me in my eight years to welcome the 

choice to attend. 

Third, the Study Group atmosphere has been one of 

comfort and support, at least for me, for taking risks and 

feeling free to be honest and to admit mistakes, misgivings, 

disagreements, and doubts. This has allowed me to feel more 

confident about speaking up, about giving voice to my secret, 

in-the -head life as a teacher, and by doing so, to become more 
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clear about my reasons, my hopes and fears, and my direction 

for the future. 

Fourth, Study Group has greatly lessened the isolation I 

feel in my teaching, shut away in Room 8 with twenty-some 

children and a teaching assistant for nine months at a time. It 

has been a great relief for me to talk about what is going on in 

there and to hear others talk - and not only a relief, but a 

source of renewal and sometimes redirection, of collaboration 

in teaching and in learning about teaching. We need to 

remember that we are not alone, that we are members of a 

profession, that we are clever and resourceful and creative and 

strong ... and that we all make mistakes and question and 

doubt. 

Finally, the process of discussion, reflection, trial and 

error, adaptation, further reflection and discussion, leading to 

new ideas, etc., has been a beneficial one, in that we have had 

time to think about what we are doing, and why. We have 

specifically set aside time for the discussion, and by so doing, 

essentially created the need for refocusing and reflection, as 

we knew we would be held accountable to the group for 

reporting back. The themes initiated in Study Group have not 

so easily fallen by the wayside, since they have been revisited 

and reviewed weekly (or so) throughout the school year. I have 

come to cherish this weekly time with my colleagues and will 

strive to assure its continuance in the future. Further, it is 
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now my belief that such an opportunity should be made 

available at every school, for at each site there are probably 

some who are ripe for the experience, as I sense I was, and for 

those individuals the Study Group can serve as the essential 

element for voluntary, self-directed change. 

Ellen Murphy, Written Reflections, June 15, 1993 
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Ellen realized her power and potential through becoming an active 

learner. Most importantly she recognized how she co-constructs her own 

social and political situations, and how she effects these contexts through 

conscious critique, reflections and action. 

She decided to become an "agent of change", through actively being 

part of, encouraging, enlisting and leading the entire staff to become 

involved in establishing school wide goals and directions, and through 

becoming a part-time teacher/researcher. 

In the spring of 1993, the study group participants began to meet 

biweekly with the entire staff to share some of the ideas and issues under 

examination in the study group sessions. The major issue of concern that 

emerged through these meetings was the development of biliteracy as a 

school-wide endeavor. Davis had always been designated a bilingual 

school. Initially it served students with a bilingual maintenance program, 

providing Spanish instruction for monolingual Spanish speaking students 

while they learn English. When it became a magnet school, the staff 

continued this focus, emphasizing bilingualism in Spanish and English, 

serving a large portion of students who were monolingual English speakers 



and from outside the community, yet still trying to serve the needs of the 

students from the local community. The school worked toward this goal 

with minimal effect. 
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That spring, through their dialogues, the teachers established a goal 

to not only develop an effective bilingual education program, but also a 

biliteracy development program. The staff was very determined to begin to 

critically examine their current program and learn, plan, and develop an 

effective program. The staff agreed to meet on a regular basis in order to do 

this. Summer workshop, institutes, meetings with parents and 

administrators were planned. But most importantly the decision to 

continue the study group was made. Since I was leaving Tucson, Ellen 

volunteered to facilitate the study group. 

In the fall of 1993, Ellen began to share her classroom with a half

time teacher so that she could be released to work with the teachers, Lupe 

(the principal), and Rebecca Montafio (District Administrator: Director of 

Core Studies) in order to develop a school-wide BilinguallBiliteracy 

Enriched Program (a two-way immersion program). This was a 

significant step for Ellen, since during our final summer sessions, she had 

stated she would be confident facilitating the study group, but had no desire 

to work outside her classroom. But her drive to work with her peers as 

"agents of change" in creating a school that reflected their vision of an 

effective and progressive student-oriented program was stronger. 

Ellen's goal was not to transform, to become complete, nor to arrive. 

Transformations are merely steps, some large and some small. The steps 

that Ellen had taken during this period helped her progress toward other 
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possibilities that will in themselves require their own steps. These steps 

taken were for the purpose of learning about herself, her realities, and her 

potential and power. In the study group during those two years, the goal 

was to learn more about ourselves as learners, our roles as teachers, our 

students and the way they learn, and how we could work and learn together 

in order to create a better way to deal with the complexities of our world. 

Through her experiences in the study group, Ellen has learned about 

herself. as a learner. as a teacher and as a researcher. She hasn't 

arrived, she is not complete, but she has defined her current beliefs, 

abilities, knowledge, and potentials so that she could go forward 

influencing and changing her lived realities. She will no longer be passive, 

she will be active. She will continue to learn, to construct and contribute 

knowledge, to define and refine learning, teaching and schooling, and as a 

result create these situations for her students as well. She is well equipped 

to engage in the daily struggle through continued critique, reflection, and 

action to negotiate tensions in order to counter the forces that disempower, 

oppress, and try to dictate her identity as a learner, a teacher, and a 

researcher. I believe Ellen sums up her transformations and the reasons 

for her transformations most aptly. I will close this chapter with Ellen's 

own words and thoughts since she has been the author of her own 

transformations. 

Though it was my intention to write about my transformation 

more, and more often, here it is July fifth already, and my last 

entry was the 17th of June ... Such is life for a summer school 

student; however, my thoughts continue on the subject of 



teaching and change. Just now I have been reading from The 

Whole Language Evaluation Book, and was struck by the 

similarity between Yetta Goodman's discussion about why 

"the professional intuition of teachers ... has been largely 

ignored" and the discussion Elizabeth and I were having in 

her kitchen last Friday. Of course, this is not totally 

unreasonable, as Elizabeth tells me she came to Tucson 

because of her respect for the Goodman's' work, but 

nevertheless, the echoes oflogic serve to reinforce what I 

realize I already know but may not have formally, verbally or 

otherwise, recognized. Goodman states there is a "lack of 

respect for teachers as thinkers and decision makers" and that 

"the educational establishment does not seem to respect the 

thinking abilities of teachers enough to give the concept of a 

developing professional sense legitimacy." She then talks of 

the existence of "an unexamined belief in statistical 

information. Because numbers take on an aura of objectivity, 

which they do not intrinsically deserve, statistical test data are 

equated with the development of knowledge and are valued 

more highly than the sense of an informed, committed 

professional who uses knowledge about the students, the 

community, and the context to make judgments." 

But what got me off the sofa and sitting at the computer 

was Goodman's discussion of "teachers as lifelong learners." 

I read her description and thought, ''Yes, that's me ... but it 
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wasn't me a few years ago." (Goodman's expression of 

teachers as learners includes such things as learning from 

students, from interactions with other practitioners, from 

child-study groups, from classes, from professional 

organizations, as listeners and as presenters at workshops 

and conferences, from professional journals and books, from 

critiquing research and from participation in action research.) 

And I believe the difference in outlook has been greatly due to 

the Davis Study Group, and within that context, Elizabeth's 

constant acceptance of teachers' ideas and experiences as 

legitimate, the expression of that part of her basic philosophy 

that takes teachers as informed, intelligent professionals as a 

given. I had never given much conscious thought to the 

overwhelmingly constant practice at inservices, in classes, 

and even in discussions among ourselves, of not giving 

teachers credit for a basic intelligence. I can recall numerous 

instances of presenters' conduct angering and even amusing 

me for their lack of respect and derogatory tone, but I usually 

attributed it to the individual's ignorance, not an illustration of 

a systemic malaise within the profession. Rare have been the 

reminders, like Elizabeth's, that we are de-legitimized by 

people who assume they know better than we, the 

practitioners, do. This is not a revelation when I think about 

the tendency of hierarchical snobbery in our society in general, 

but for some reason I had not applied it to my own situation-
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perhaps because I had not developed enough faith in my own 

capabilities to recognize it. In other words, I had bought into 

my own degradation. (This is the hegemony we talked about in 

Study Group.) 

It was easy, even in the passionate idealism of first-year 

teaching, to understand how little I knew and to search for 

more experienced leadership to help me cope with the 

overwhelming demands of the job; I rarely turned to my 

colleagues for such help, for then they would know what a 

fraud I really was, I reasoned. So I went back to the training I 

had received and the supposed experts to whom I had been 

exposed, and attempted to put this "expertise" into practice for 

the good of my students, who I felt were at the mercy of a 

novice. I relied on basals, on ability grouping, on strict 

language separation in bilingual education, on isolated skills 

instruction and compartmentalized content instruction ... all of 

the things that I have since come to realize are antithetical to 

my beliefs about how children learn and how I can help them 

to do so. I bought into the need to help children to do well on 

standardized tests, and to rely, as a teacher, on the 

information those tests supposedly revealed about my students 

to segregate them further in an effort to "individualize 

instruction". Now I am sorry I did those things; I don't feel 

guilty, just silly to have relied, as a supposedly intelligent adult 

capable of making decisions, on other people's opinions so 
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heavily. Perhaps my having been "just a mother" for ten years 

before deciding to become a teacher had me in the mind set of 

someone who sees her contributions are not acknowledged nor 

appreciated ... which brings us to the reality of teaching as a 

traditionally female profession, and as such, one which is de

legitimized by nature of its practitioners (females) in a male

dominated society. 

It is one thing to recognize this reality; it is wholly 

another to internalize it and act accordingly. So now that I do 

recognize it, while not dismissing it, I take it into 

consideration but go on with my work, knowing that there is 

great value in what I do, and that I can rely primarily on my 

own judgment to know what is best for me professionally and 

for my students, and that the "experts" I seek are likely to be 

fellow practitioners. We do not exist in a vacuum, but it is 

within the context of our society, however sexist, racist, and 

classist it may be, that we strive to educate young people to 

function as members of that same society. To do this, each of 

us must be, first and foremost, aware of the reality of the 

situation in which we find ourselves - and here I include 

students as well as teachers. 

It took me a while to understand what Elizabeth meant 

by "critical thinking", but it may well be the skill most 

important to an individual's survival, in that by examining an 

issue before us, whether it is the author's intentions behind 
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his or her outward expression, the reasoning behind the 

taking of standardized tests, or the valuing (or de-valuing) of a 

particular language, we discover the why behind the what, 

and we learn not to accept ideas and actions at face value. I 

remember that in my "hippie days", I had questioned authority 

in a big way, even traveling to Washington, D.C. to attempt to 

express my outrage at the shooting of students at Kent State 

and the continued U.S. involvement in Vietnam ... but when it 

came to teaching, so many years later, I had temporarily 

forgotten the importance of that questioning mind set. And 

now, at forty-one (almost forty-two) years of age, I am again 

experiencing the excitement of thinking for myself, but with 

the advantage of a few years of experience to guide me that was 

necessarily lacking in the eighteen-year-old me. Did I really 

think my protests were going to change anything back then? I 

had no thought for alternatives, for a practical solution to what 

I viewed as the evils of society ... and now I find myself in a 

situation where I may actually have some impact, not by 

brainwashing students to think like me, but by teaching them 

to think for themselves and to decide what they can logically 

accept as thinking, caring human beings. 

And so, logically, my teaching has become more child

centered, with more opportunities for choices and personal 

expression, and I have become less the ultimate authority than 

the co-learner, the facilitator. I find it so exciting to be able to 
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help my students (in two languages!) to trust themselves, to 

believe in their own choices and capabilities ... and, 

coincidentally, to learn a multitude of other things, just as 

Elizabeth has helped me. And while all this is going on, I 

pursue my own professional development, both inside and 

outside of the traditional, institutionalized paths for doing so. 

I feel myself renewed and cannot imagine a future in which I 

settle into mere acceptance and promotion of others' goals and 

ideas without first examining them in the light of my own 

experience. 

Ellen Murphy, Written Reflections, July 5, 1993 
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CHAPTER 5 

THE LEARNING AND TRANSFORMATION PROCESSES: 
A THEORETICAL FRAMEWORK 

In the last chapter I demonstrated transformations of an individual 

teacher as she moved through the progressions of the study group cycle. In 

this chapter, I discuss the transformation process and the forms of 

transformative learnin~ in order to provide a background for the next 

chapter. Here I discuss the transformations of the study group 

participants as they progressed through the transformation process and I 

use the forms of transformative learning to illustrate these 

transformations. 

The processes of learning and transformation which are 

fundamental to the study group are presented in this chapter. Though 

presented separately, the learning process and the transformation process 

are not independent of one another. I present a description of how I define 

the learning process and describe what I call the transformation process. 

By describing the transformation process, I hope to demonstrate that 

transformative learning is a complex socio-cultural phenomena. 

Transformative learning occurs as a result of consistent engagement 

in inquiry; delving into, exploring, and experiencing the different forms of 

transformative learning. In this chapter, I describe what I have come to 

understand as the process of transformation and transformative learning. 



Figure 5.1. Content of Chapter 5 

Chapter Overview 
Learning As A Problem Solving Process: Engaging in Inquiry 
Engaging in Transformative Learning: The Transformation Process 
Framing Transformative Learning 

Chapter Overview 
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This chapter is divided into three major sections. The first section 

offers a brief explanation of learning, a process built upon inquiry and 

problem solving. The second section describes how the transformation 

process is based on a model of inquiry and problem solving within a socio

culturally situated context. This discussion includes the forms of 

transformative learning and how these forms serve as a basis for the case 

study presented in the following chapter. 
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Learning As A Problem Solving Process: Engaging In Inquiry 

I view learning as a problem-solving process, in which learners are 

engaged in making sense and meaning about their world in any given 

situation. I do not define learning as the transfer of knowledge from one 

individual to another, nor as a hierarchical accumulation of knowledge. 

This latter perspective implies that knowledge is static and must be learned 

sequentially. This definition erroneously privileges certain kinds of 

knowledge and how it is transferred to other individuals, and thus, limits 

learning. 

Instead, learning is the continuous, life-long process by which 

learners are constantly making meaning within the realities of their 

everyday lives. When learners are confronted with obstacles or dissonance 

within their current understandings, they find ways to alter those 

meanings and construct variations in their interpretations. Within this 

view, learning is grounded in the interrelationship and negotiation of the 

learner within the complexity and intricacy of a social world, and the 

knowledge constructed as a result of those negotiations is valued. John 

Mayher (1990) describes learning as making sense of the world. He says 

that "the world does not come to us in preinterpreted form, but rather is 

constructed by our interpretation of our experiences". Furthermore that, 

"Learning is a process of internal world building and is socially 

constrained and mediated. We build our world theory through collaborative 

transactions with others, as well as through our own internal processes. 

The crucial point here is that this combination of personal and social 
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processes is consistently meaning-driven as we try to make sense of the way 

things work, the way people behave, and all other aspects of our experience 

of the word we live in" (p. 80). 

John Dewey (1933) defines learning as a problem posing and problem 

solving endeavor. He offers fives steps to reflective thinking that leads to 

problem solving; 1) a felt difficulty; 2) its location and definition; 3) 

suggestions of possible solutions; 4) development by reasoning of the 

bearings of the suggestion; and 5) further observation and experiment 

leading to its acceptance or rejection, that is, the conclusion of belief or 

disbelief (p. 72). Dewey stresses the tension between inference and 

reasoning which he outlines as the "thought cycle". He defines inference 

as "the suggestion of an explanation or solution" and reasoning as "the 

development of the bearings and implications of the suggestion. This 

tension shapes the problem posing and problem solving process. It begins 

with a question or found problem; a hypothesis is formulated; an idea about 

the problem is inferred; through observations and experimentation the raw 

data is reasoned through in order to make sense of the situation while 

simultaneously understandings of the situation facilitates making sense of 

the data; from this movement meaning is constructed. Dewey refers to this 

meaning making process as the "double movement of reflection". He 

claims that as information is acquired, it is thought upon and processed to 

form the "raw material of reflection". This raw material stimulates 

reflection in order to construct some understanding and coherence of it and 

its implications toward the original problem and questions posed. An idea 

is generated from this reflection that serves as a "mental platform, an 



intellectual point of view, from which to note and define the data more 

carefully" which forms some meaning about the problem. This double 

movement of reflection has been explained by Dewey as "inductive" and 

"deductive reasoning". He explains it as: 

The idea is accepted as a working hypothesis, as something to 

guide investigation and bring to light new facts, not as a final 

conclusion. When pains are taken to make each aspect of the 

movement as accurate as possible, the movement toward 

building up the idea is known as inductive discovery 

(induction, for short); the movement toward developing, 

applying, and testing, as deductive proof (deduction, for short). 

While induction moves from fragmentary details (or 

particulars) to connected view of a situation (universal), 

deduction begins with the latter and works back again to 

particular, connecting them and binding them together. The 

inductive movement is toward discovery of a binding principle; 

the deductive toward its testing - confirming, refuting, 

modifying it on the basis of its capacity to interpret isolated 

details into a unified experience. So far as we conduct each of 

these processes in the light of the other, we get valid discovery 

or verified critical thinking. (Dewey, 1933, p. 81-82) 
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Drawing from Dewey's conceptualization of learning, I offer a model 

of learning built upon a problem posing and problem solving process. 



The Learning Process 

Learning stems from the development and proposition of 

anomalies. Anomalies are distinctions which occur as a result of 

transactions with social, environmental, and cognitive phenomena 

and insinuate a search for new understandings. As learners 

interact with objects, ideas, and other individuals, there is a constant 

effort to make sense, to make meanings of such encounters. The 

process begins with an anomaly, an unknown. The problem is posed 

and the learner begins to explore by formulating ideas about possible 

meanings. These ideas are the working hypotheses which will 

organize information gathered so that it can be used. Information 

which can consist of both background knowledge and new data 

(observations, experiences, social encounters, readings etc.) is 

collected. This data is reflected upon in order to make new 

interpretations of the anomalies under investigation. 

Here Dewey's concept of induction and deduction can be 

applied. The information or data gathered is reflected upon, 

critiqued, and analyzed in order to construct some meanings of it in 

relation to currently held understandings, while simultaneously the 

organizing ideas shape the meanings gained from the data. The 

interpretations gained from this endeavor advance or elaborate on 

current knowledge or lead to the construction of new knowledge, 

changing the original knowledge base. As these interpretations are 

internalized and utilized to guide subsequent decisions or actions, 
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learning is achieved. The process of learning begins again with the 

presentation of new encounters in our daily events. 

The following diagram (Figure 5.2) demonstrates the cycle of 

learning just described. This cyclical process occurs constantly as 

individuals negotiate their everyday encounters within the social and 

physical world they inhabit. The endeavors of making meaning or 

sense of daily life is a cyclical process of learning. The 

interpretations gained from this process are the "meanings" 

constructed which guide future interpretations, decisions, and 

actions. 

256 



Figure5.2. The Learning Process 

New Questions 
Anomalies 

'2!57 
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Learning evolves over the course of the learning event itself. Every 

instance of the learning process is part of a social event or has origins in 

social phenomena. Based on this understanding I conceptualize the 

learning process as a socio-culturally situated phenomenon, which I call 

the transformation process. 
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Engaging in Transformative Learning: 
The Transformation Process 

In this section I give a brief description of the transformation process 

and describe the forms of transformative learning and how they can be 

facilitated through the process of transformation. There are many facets of 

the transformation process that I am not addressing here. The major goal 

I wish to achieve in this research is to demonstrate what I have come to 

understand about the transformation process and use this understanding 

to frame the case study presented in the next chapter. 

The Transformation Process 

The learning process and the transformation process are not 

exclusive processes. The transformation process as I present it here is a 

reconceptualization of learning as a socially constructed process of inquiry. 

The point here is to illustrate the situatedness of the learning process in a 

socially, culturally, intellectually, and ideologically constructed context that 

would facilitate varied forms of transformative learning and thus 

transformations. 

At the core of the transformation process is the learning process as 

explained in the previous section. The proposition I offer here for a process 

of transformation, a process which will facilitate transformative learning, 

calls for the necessity of situating learners in a context built upon 
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conditions for transformative learning. As presented in Chapter 3, the 

conditions that undergird the transformation process in the study group 

context are: dialogic context; identity and voice; ownership; direct access to 

sources of knowledge; agency; recreating teaching; disequilibrium and 

conflict; mediational events; demonstrations; reflection and action; 

generation; self-assessment and evaluation; and reflective practice. 

The transformative conditions are, in essence, ideological 

perspectives that underlie action or direction to be undertaken by learners 

as they develop and participate in specifically constructed contexts. The 

transformative conditions, like learning, are socially, culturally, and 

ideologically created as a means to develop an awareness or consciousness 

of the dynamics within social interactions. The creation of these conditions 

is intentional and take shape through effort on the part of the participants. 

As learners work to reconstruct their learning contexts so as not to 

replicate negative social and power structures, ideological stances, and the 

institutional status quo through critique and reflection, they are 

constructing transformative social conditions. Simultaneously, it is 

through individual and collective struggle to construct contexts for 

transformative learning as alternative sites for empowerment, generation 

of knowledge and action that the transformative conditions emerge. These 

intentionally constructed contexts, if consistently maintained through a 

period of time, facilitate experiences in all forms of transformative 

learning. 

The following diagram (Figure 5.3) represents what I conceptualize 

as the transformative process, and represented through the case study 
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presented in the following chapter. As the diagram. demonstrates, the 

learning process, built on a process of problem posing and problem solving, 

exists in a socio-culturally situated context. The transformative conditions 

are signaled randomly to demonstrate how they are created as learners 

engage in interactions and shape their learning contexts in various ways. 

Thus, the transformation process may be considered as cycles of learning 

within a transformative social context. And through sustained critical 

engagement in cycles of learning, varied forms of transformative learning, 

and transformations, can be experienced. 



Figure 5.3. The Transformation Process 
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The importance of offering a proposal of transformative learning is 

to emphasize the necessity of consistent engagement in cycles of inquiry, 

since learning occurs through a progression of problem solving which in 

turn leads to new problems being posed. With each generation of learning 

in transformative contexts, the problems posed and solved lead learners to 

reconstruct and transform their lived realities so as not to replicate 

unthinkingly social and power structures, ideological stances, and the 

institutionalized status quo. In tum these transformations change and 

transform learning potentials. And once again, the new problem posing 

and problem solving endeavors lead to transformation, and this goes on as 

long as learning in these transformative contexts is continued. 

At this time I would like to describe the forms of transformative 

learning. Sustained engagement in the transformation process provides 

opportunities of learning beyond skill and technique to learning which 

facilitates self-actualization, generation, transaction, mediation, reflection, 

critique, and relevant deconstruction and reconstruction of knowledge, 

contexts, goals and visions. 

Mezirow's Forms of Transformative Learning 

According to J. Mezirow (1991), transformative learning occurs 

through a process of problem solving. At the heart of the problem solving 

process is reflection. Mezirow contends that transformative learning is 

"intentional learning" which "involves either the explication of the 



264 

meaning of an experience, reinterpretation of that meaning, or application 

of it in thoughtful action" (p. 99). For Mezirow, transformative learning is 

an interpretation of "an old experience (or a new one) from a new set of 

expectations, thus giving a new meaning and perspective to the old 

experience". It "results in new or transformed meaning schemes or, when 

reflection focuses on premises, transformed meaning perspectives" (p. 6). 

Meaning schemes and perspectives are transformed when learners reflect 

upon assumptions that underlie problem solving. Transformative 

learning results in new or transformed meaning schemes or meaning 

perspectives. 

Mezirow defines meaning schemes as "specific knowledge, beliefs, 

value judgments, and feelings that constitute interpretation of experience". 

And he defines meaning perspectives as "perceptual and conceptual codes 

to form, limit, and distort how we think, believe, and feel and how, what 

when, and why we learn" and which "filter both perception and 

comprehension» . 

He offers a theory of adult learning that consists of four forms of 

learning : 1) learning through existing meaning schemes; 2) learning 

new meaning schemes; 3) learning through the transformation of 

meaning schemes; and 4) learning through the transformation of 

meaning perspectives (p. 93-94). He describes each form of learning as 

follows: 

1. Learning Through Meaning Schemes - learning that 

further differentiates and elaborates the previously acquired 



meaning schemes that we take for granted, or learning within 

the structure of our acquired frames of reference. This form of 

learning includes habitual and stereotypic responses to 

information received through preexisting, known categories of 

meaning- what has been aptly described as "recipe learning"

as well as rote learning, in which one behavior becomes the 

stimulus for another behavior. The only thing that changes 

within a meaning scheme is a specific response (p.93). 

2. Learning New Meaning Schemes - learning that occurs by 

creating new meanings that are sufficiently consistent and 

compatible with existing meaning perspectives to complement 

them by extending their scope. In this form of learning, our 

meaning perspective does not change fundamentally, even 

though it is extended. The prevailing perspective is 

strengthened rather than negated because the understanding 

of new areas of experience that the new meaning scheme 

makes possible resolves inconsistencies or anomalies within 

the older belief system. New meaning schemes may be 

assimilated consciously or unconsciously in the course of 

socialization. Identification with others often plays a large role 

in this form oflearning (p. 93). 
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3. Learning through Transformation of Meaning Schemes

Learning that occurs through reflection on currently held 

assumptions. We find that our specific points of view or beliefs 

have become dysfunctional, and we experience a growing 

sense of the inadequacy of our old ways of seeing and 

understanding meaning. Often other meaning schemes 

derived from the same stereotypical role become similarly 

transformed at about the same time. This accretion of 

transformed meaning schemes can lead to a transformation in 

meaning perspectives (p.94). 

4. LearningThroughPerspectiveTransformation- Learning 

that occurs by becoming aware, through reflection and 

critique, of specific presuppositions upon which a distorted or 

incomplete meaning perspective is based, and then 

transforming that perspective through a reorganization of 

meaning. This is the most significant kind of emancipatory 

learning. It begins when we encounter experiences, often in 

an emotionally charged situation, that fail to fit our 

expectations and consequently lack meaning for us, or we 

encounter an anomaly that cannot be given coherence either by 

learning within existing schemes or by learning new schemes. 

Illumination comes only through a redefinition of the problem. 

Redefinition in turn is achieved by critically reassessing the 

assumptions; that support the current meaning scheme(s) in 
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question. Such epochal transformation often are associated 

with a life crisis that impels us to redefine old ways of 

understanding (p. 94). 
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There are several aspects of Mezirow's theory of transformative 

learning that I have used toward developing my understanding of teacher 

transformation, while other aspects are unclear or incongruent with what 

I have come to believe. The major issues that arise from Mezirow's theory 

which I question are 1) the hierarchical presentation of the forms of 

learning and 2) his conceptualization of meaning schemes and meaning 

perspectives as "sets of habitual expectations". 

Mezirow's Hierarchical Presentation of the Forms of Learning 

It is unclear if Mezirow is suggesting that transformative learning 

occurs through a hierarchical progression of the forms of learning. This is 

a possibility but not an immutable outcome. It is quite possible for different 

variations of engagement in the forms of learning to occur which can lead 

to transformative learning. For example, a belief can be changed which 

would lead to a shift in meaning schemes and behaviors. He also asserts 

that the latter two forms of learning are more difficult and rare. According 

to Mezirow, it is most difficult to change a belief without some kind of 

extreme external force such as a crisis. I would agree that beliefs are 

harder to change, but I don't agree that this only would occur as a result of 

a crisis. Learners engaged in sustained, in-depth inquiry can experience 
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shifts in their meaning schemes and perspectives. From this research I 

have come to believe that the forms of transformative learning can occur 

separately or in combinations simultaneously depending on the context and 

intentions; the breadth and depth of the problem solving process. And as 

the data suggests, as a result of being immersed in inquiry within a 

transformative context, the teachers were able to change some of their 

meaning schemes and perspectives. 

I would argue that in our educational system, teachers' learning 

environments and activities do not encourage or facilitate the potentials for 

teachers to experience shifts in their meaning schemes and perspectives. 

In fact it appears that as a result of the lack of these opportunities teachers 

are socialized out of the latter two forms of learning. Teachers have been 

socialized, through their preparation programs and staff development 

opportunities, to rely heavily on the first two forms of learning that were 

presented: learning through existing meaning schemes and learning new 

meaning schemes. In this research teachers developed opportunities to 

experience these forms of learning as well as the latter two forms of 

transformative learning, learning through the transformation of meaning 

schemes and learning through the transformation of meaning 

perspectives. All forms of learning need not occur or be experienced in 

every learning situation. Instead, teachers need the kinds of learning 

events and contexts that facilitate their delving into areas of interest and 

need, and their developing and utilizing appropriate forms of learning 

which does not limit them to one form of learning. Once teachers have had 

opportunities to experience all forms of learning, they are able to access and 



269 

accomplish transformative learning depending on the problem posed and 

the depth of inquiry undertaken. 

Mezirow's Conceptualization of Meaning Schemes and Perspectives 

Mezirow defines meaning perspectives as "sets of habitual 

expectations which determine the essential conditions for construing 

meaning for an experience. By defining our expectations, a meaning 

perspective selectively orders what we learn and the way we learn it. Each 

meaning perspective contains a numbers of meaning schemes. A meaning 

scheme is the particular knowledge, beliefs, value judgments, and feelings 

that become articulated in an interpretation. Meaning schemes are the 

concrete manifestations of our habitual orientation and expectations 

(meaning perspectives) and translate these general expectations into 

specific ones that guide our actions" (p. 44). His portrayal of meaning 

schemes and meaning perspectives as knowledge and assumptions that 

underlie habits appears to present a behavioral view of learning. I agree 

with his view that transformative learning requires changing not only 

surface behaviors but also underlying beliefs, but his description of 

transformation of beliefs appears to be linear and absolute, with ordered 

progressions of changing behaviors to changing beliefs that underlie those 

beliefs. An understanding of the intricacy of the relationship between 

actions, knowledge and beliefs, and how those are developed and changed 

in socially constructed contexts, is integral to transformative learning. 

Involved in this complexity is an understanding of multiple beliefs and 
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actions that are shaped through different contexts, both formal and 

informal (ie. schooling, personal experiences) and how these beliefs and 

actions can be contradictory or congruent with each other. An individual 

may be changing a particular belief or action which can cause conflict with 

another held belief or action. This will have an effect on how that belief or 

action is changed or inhibited from change, and in which order. 

Since this research focuses on teachers' learning, I will be using the 

term "meaning schemes" more specifically as "paradigms" of knowledge, 

and "meaning perspectives" more specifically as ideologies. This is not 

incongruent with Mezirow's use since he says that meaning schemes and 

meaning perspectives include paradigms and ideologies respectively. But 

since his work is in adult learning in general, he has constructed a broader 

view of both concepts. Though I am applying these terms more specifically 

to deal with teachers' learning in a formal setting, I would like to stress 

that I consider that paradigms and ideologies can be developed both 

informally and formally, and can be reshaped through consistent inquiry: 

problem posing and problem solving in informal and formal contexts built 

upon transformative conditions. 
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Framing Transformative Learning 

In the next chapter, I present a case study of how the study group 

transformed as a whole, and discuss what transformations were achieved 

by the group. These transformations were facilitated by the participants' 

engagement of the study group process (described in Chapters 3 and 4) 

which promotes the transformation process and experiences with forms of 

transformative learning. Borrowing from Mezirow, I use his four forms of 

learning, and discuss 1) how all four forms of transformative learning 

were experienced by our participation in the study group; and 2) how these 

forms of learning were constituted through our interactions and collective 

endeavors in the study group context. 
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CHAPTER 6 

THE STUDY GROUP COMMUNITY: 
TRANSFORMATION OF DAVIS TEACHERS' STUDY GROUP 

This chapter captures the process of transformation of individuals as 

they moved toward becoming a collective or a group. It seeks to examine 1) 

the transformation process; 2) how transformations were constructed 

through face-to-face interaction in a study group context; 3) how these 

transformations influenced study group members as individuals; and 4) 

how these transformations influenced the larger school community. This 

chapter also presents: 1) findings from reflective dialogue and assessment 

by participants that determine what transformations occurred leading to 

the formation of a collective group; 2) findings from an integrated analysis 

of discourse that determine how these transformations were constructed 

through face-to-face interactions in the study group sessions; and 3) 

findings from an interpretive analysis of the interactions that determine 

what transformative conditions, socially constructed in the study group 

context, facilitated the transformation of the study group as a whole. In 

this chapter, I demonstrate how we coalesced as a group through the 

exploration of ourselves, our roles, and our beliefs and perceptions as we 

worked toward and through the study group process and its potentials. 

The dynamics within the study group are multi-layered and 
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complex. Not only were topics which provided the content of the study 

group explored (such as biliteracy development, the writing process, and 

integrating the content area) but simultaneously we studied ourselves, our 

roles as learners, teachers, and researchers; the institutional factors that 

influenced our roles; our held beliefs and assumptions; the impact we have 

on our students; and many other issues. The case study in this chapter 

focuses on events that reflect how study group members addressed these 

issues. 

Figure 6.1. Content of Chapter 6 

Chapter Overview 
Introducing The Study Group To The Davis Staff 
Teacher Participation: Silent and Active Voices 
Constructing an Analysis of Transformative Learning 
The First Study Group Session 

Interpretation of the First Study Group Session 
Learning Through Existing Meaning Schemes 

Summary of Learning Through Existing Meaning Schemes 
Learning New Meaning Schemes 

Summary of Learning New Meaning Schemes 
Learning Through the Transformation of Meaning Schemes: Making a 
Paradigm Shifts 

Summary of Learning Through the Transformation of Meaning 
Schemes: Malting a Paradigm Shifts 

Learning Through the Transformation of Meaning Perspectives: Malting 
Ideological Shifts 

Summary of Learning Through the Transformation of Meaning 
Perspectives: Malting Ideological Shifts 

Constructing Transformations: Development of a Collective Community 
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Chapter Overview 

This chapter is comprised of nine major sections. The initial four 

sections accomplish the following: 1) describes how the study group was 

introduced to the Davis staff; 2) describes the first study group session and 

how the interactions in that session led to future endeavors; 3) discusses the 

varying degrees of participation by individuals in the study group and how 

their contributions were interpreted; and 4) explains how the interactions 

were analyzed and interpreted. 

The next four sections of this chapter are organized to demonstrate 

the transformation process through descriptions of interactions that led to 

the development of the different forms of learning described in the previous 

chapter. The final section is a discussion of the transformations achieved 

by the group as a result of their involvement in the study group context. 
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Introducing the Study Group to the Davis Staff 

On October 2,1991, I met with the staff of Davis Bilingual Learning 

Center during one of their weekly faculty meetings. At this first meeting 

with the staff, the sole purpose was to introduce the concept of the study 

group. This presentation had been arranged in a previous meeting with 

the principal, Dr. Guadalupe Romero, and the Curriculum Specialist, Dr. 

Richard Lopez, in which I sought permission to do a study group at Davis. 

At this staff meeting, I introduced myself, describing my own history in the 

Albuquerque Public Schools with teacher study groups and how those 

experiences led me to my current work on teacher transformation and the 

study group process. 

I went into a description of the study group as a staff development 

model, discussing the potential opportunities that we could pursue if they 

decided to come together as a study group at Davis. I talked about my views 

concerning teacher change models and my beliefs thus far concerning 

teacher transformation. I shared the particulars of my research plan; how 

the study group would be conducted; the methods and types of data I would 

be collecting; and how I would be analyzing the data. 

I indicated that not only was I approaching this as a researcher, but 

also as an employee of the Tucson Unified School District: Staff Developer 

with Core Studies. I explained that the study group had been adopted as a 

staff development model for the District. Each teacher received a packet of 

materials, which included an abstract of the study group concept, two 

articles to be read for the first study group session, and a pamphlet I had 
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written that was published by the Tucson Unified School District including 

diagrams describing the study group process. 

After formally presenting my ideas and plans, I asked the teachers 

for questions, ideas, and suggestions. We had a brief discussion regarding 

the research plan, the extent of involvement by the teachers, and the uses of 

the research outcomes. Two of the teachers on the staff had attended a 

study group I had previously conducted for the Community Literacy 

Project! . I asked both of these teachers to share their perceptions of the 

study group and discuss the kinds of things that were done. One of the 

teachers, Ana, shared how she was impressed by the openness and 

comfortable attitudes of the teachers involved as they shared their thoughts, 

opinions, knowledge, and experiences. The other, Jose, talked about the 

importance of reading professionally and having an opportunity to discuss 

his readings with peers. These contributions by Ana and Jose evolved into 

a discussion on the importance of opportunities for teachers to 

communicate, dialogue, and learn together with their peers. 

At the conclusion of this thirty-five minute meeting, we discussed the 

scheduling of the subsequent study groups. The teachers were told that 

their participation was strictly voluntary, and we scheduled the first study 

group session for the following week. 

1 The Community Literacy Project (CLP) was a collaborative effort between the division of 
Language, Reading, and Culture in the College of Education and the Bureau of Applied 
Research in Anthropology in the Department of Anthropology, at the University of Arizona. The 
principal investigators of this project were Luis Moll, Carlos Vales-Ibanez, and James Greenberg 
(Moll et al. , 1990). 
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Teacher Participation: Silent and Active Voices 

In Chapter 5, I presented a case study that focused on Ellen 

Murphy's transformations. In this case study of the study group, you will 

notice that Ellen has a very strong presence in the interactions utilized in 

this case study. There are several reasons that I chose interactions in 

which Ellen plays a strong role. Ellen was a very integral participant in 

the study group. She was comfortable in being articulate in the study group 

context, but more importantly, she was ready for the study group and its 

potentials. She herself stated, "When we started the study group I was 

ready for something like this. I was looking for an opportunity like this, I 

was ready to learn". Ellen had also been participating in a district wide 

math group that had aspects similar to the study group. This led Ellen to 

participate in learning contexts that were more reflective, active, and 

located at her own school site. 

There were times that the other participants were not as vocal as 

Ellen and myself. This silence cannot be interpreted as a lack of 

involvement or lack of transformative potentials. Engagement in study 

group is unique- each individual determines how and in what ways they 

will engage during the study group. Participants come to the study group 

with their own interpretation and expectations and with a socialization 

history that effects the way they interact with others in different contexts. 

Some of the participants had never had an opportunity such as the study 

group. They were accustomed to classes and inservices in which they were 

presented to, talked at, and lectured to. They had learned that they had to 
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pay attention and try to retain information presented. These teachers had 

similar expectations of the study group. They had expected that 1 would 

behave the same ways as other staff developers or professors who have 

presented in this way. It took time for these teachers to develop the comfort 

and trust to become vocal about their views and experiences. 

Silence can also mean that the participants are listening. They are 

utilizing these conversations as a source for gathering information from 

their peers. As Maria, one of the study group members stated during her 

interview, 

"I am very quiet during the study group. 1 don't talk a lot, or 

ask many questions, but 1 am listening. 1 am learning so 

much. 1 enjoy the discussions, and take away so many ideas. 

1 think about the things we discuss and think about how 1 can 

change what 1 am doing". 

This is not to say that Maria did not share with her peers, on the 

contrary, during the second year she began to share more about her 

experiences and thinking. But Maria needed to determine for 

herself how and when she would engage with her peers, as all the 

other participants determined their interactions and contributions to 

the study group. 



Constructing an Analysis of Transformative Learning 

This particular study focuses on the transformations of 

the study group as a whole, examining the process by which we 

moved from very individual positions and agendas toward a critical 

collective. This case study addresses the following objectives: 
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1) To demonstrate how teachers' negotiate the presentation of self 

while expressing themselves with the study group context and 

how they reconstitute themselves as a group within this evolving 

social context; 

2) To demonstrate the process of teacher transformation as it occurs 

during social interactions between teachers engaged in the 

study process; and 

3) To demonstrate shifts in ideologies and paradigms which 

underlie the transformation process. 

The case study was designed to explicate the forms and process of 

transformative learning. After discussing how the study group was 

introduced to the Davis staff, this case study embarks on a description of 

various study group sessions to demonstrate how we moved toward 

becoming a cohesive group. However, the major focus of this case study is 

to demonstrate how transformative learning was achieved through social 

negotiation and construction of the study group content and context. In the 

previous chapter, I defined and discussed the forms and process of 

transformative learning in detail (Chapter 5) so that I can use the forms of 
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transformative learning as an organization to demonstrate the study group 

journey over the two year period in which we worked together. 

For this case study, I have used two levels of analysis. I have a 

larger organizational analysis which demonstrates the directions and 

transformations of the group as a whole. Nested in this larger analytical 

organization is a an interpretive analysis of the interactions between the 

study group members. 

The transformation process consists of four major forms of learning: 

1) Learning Through Existing Meaning Schemes; 

2) LearpjngN ew Meaning Schemes; 

3) Learning Through the Transformation of Meaning 
Schemes: Making Paradigm Shifts; 

4) Learning Through the Transformation of Meaning 
Perspectives: Making Ideological Shifts. 

In this case study, an interpretive analysis of face-to-face interactions 

was employed in order to demonstrate the relationship between what 

occurred in the study group sessions and transformative learning as a 

social and cultural process. 

In the following sections I share particular interactions that 

occurred in study group sessions. These interactions were chosen because 

of how they demonstrate social construction and engagement of the forms 

of transformative learning. The following table (6.2) demonstrates the 

excerpts of study group interactions, reflective dialogues and interview 

discussions that were used in this chapter. 
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Table 6.1. Excerpts Utilized in Case Study 

Excerpt Date of Session Pagelfs 

Transcript Excerpt (6-1) October 8, 1991 284 - 286 

Transcript Excerpt (6-2) October 8, 1991 289 - 291 

Transcript Excerpt (6-3) October 8, 1991 293 - 297 

Transcript Excerpt (6-4) October 8, 1991 299 

Transcript Excerpt (6-5) October 8, 1991 300 

Transcript Excerpt (6-6) October 8, 1991 301- 303 

Transcript Excerpt (6-7) October 29, 1991 306 - 309 

Transcript Excerpt (6-8) October 29, 1991 314 - 318 

Transcript Excerpt (6-9) November 19, 1991 320 - 322 

Transcript Excerpt (6-10) January 22, 1992 327 

Transcript Excerpt (6-11) February 20, 1992 329 

Transcript Excerpt (6-12) February 20, 1992 330 

Transcript Excerpt (6-13) March 5, 1992 331- 332 

Transcript Excerpt (6-14) March 5, 1992 332 

Transcript Excerpt (6-15) March 12, 1992 333 

Transcript Excerpt (6-16) February 20, 1992 334 - 336 

Transcript Excerpt (6-17) October 6,1992 343 - 344 

Transcript Excerpt (6-18) October 6, 1992 345 
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Table 6.1. Excerpts Utilized in Case Study (Continued) 

Excerpt Date of Session Page"s 

Transcript Excerpt (6-19) October 6, 1992 346 - 347 

Transcript Excerpt (6-20) October 6, 1992 348 - 349 

Transcript Excerpt (6-21) November 2,1992 350 - 352 

Transcript Excerpt (6-22) March 1, 1993 354 - 357 

Transcript Excerpt (6-23) March 15, 1993 362 - 369 

Transcript Excerpt (6-24) March 22, 1993 374 - 375 

Transcript Excerpt (6-25) July 23, 1993 382 - 383 
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The First Study Group Session 

On Tuesday, October 8, 1991, one week following the introductory 

meeting, amidst the noises of a construction crew and equipment, we held 

our first study group session in Ana's classroom. Ana's classroom was 

located in one of the several temporary portable barracks being used at the 

school, since Davis was under remodeling. As the teachers gathered for 

our first meeting, they entered and seated themselves at the desks and 

tables located at the center of the room. As I checked over the audio and 

video equipment which I had set up before the session, the teachers chatted 

about various events during the day and discussed various topics until I 

called for the formal beginning of the session. I asked the teachers to try to 

avoid being conscious of the recording equipment, and to dialogue as 

naturally as possible. 

Twelve teachers were in attendance, and we began our first session. 

I began by asking the teachers if they had a chance to browse or read the 

articles distributed at the previous introductory meeting. One of the 

teachers asked if I could summarize the articles since she had not read 

them. I asked if the other teachers had read the articles and the majority of 

them had not. I suggested that we discuss the articles at the next meeting, 

and that at this time we could begin with a discussion and brainstorming 

session of topics we would like to pursue throughout the year in our study 

group sessions. 

The teachers sat quietly, looking at their note pads of paper in front of 

them, doodling, or glancing at each other, seemingly searching for what it 
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was they would be interested in discussing and seeking an understanding 

of what it was that I was expecting from them. As the awkward quietness 

continued, I began to explain that the study group was an opportunity for 

teachers to spend time discussing and studying topics that are of concern 

and interest to them; topics and issues that they would like to spend time 

thinking about. Then I suggested that we open the floor in order to 

brainstorm topics for study, and I would record their ideas on an overhead 

transparency. I stated that I would label it, ''What do we want to study". 

Leann, a fourth grade teacher, began. A portion of that dialogue follows in 

Excerpt (6-1): 

{ ... } 
1 

me-

(8 sec.) 
(.) 

= 

>text< 

Excerpt(6-1) 

Transcription Notations 

Interaction precedes or follows depicted 
excerpt. 
Each line is numbered to facilitate discussion. 
False start, speaker began to speak and stopped 
articulating indicated sounds. 
Pauses or silences timed in seconds. 
Noticeable silence less than .2 seconds. 
Connects two different utterances that were 
produced by the same speaker. 
Utterance is delivered at a pace quicker than 
the surrounding talk. 
Underlining indicates emphatic delivery. 
Points to a feature of interest for discussion 

For notations not listed here refer to Transcription 
Notations in Appendix F. 
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{ ... } 
1 Leann: Techniques, new techniques or helpful 

2 techniques. 

3 Elizabeth: Do you want to elaborate on that a little bit, 

4 what do you envision that' to be? 

5 Leann: umm, what uh, no, I don't understand your 

6 hahaha question? «laughs» 

7 Elizabeth: Like what do you mean by techniques?, and 

8 uh ... 

9 Leann: Ub, strategies of teaching, methodology uh, 

10 me- well, methodology (6 sec.) 

11 Elizabeth: And uh, anything in particular or just 

12 general? 

13 Leann: General, like across the content area 

( 8 sec.) 

14 Elizabeth: Do you have any particular strategies that 

15 you are interested' in learning about? 

16 Leann: No, (.) I mean, well yeah, but not that I 

17 could name them, uh-. 

18 Elizabeth: But something to do with, like literature 

19 studies, having to do with the writing 

2() process, or ub, how do you integrate 

21 writing into the content areas 

22 Leann: Those sound good «laughing» 

23 Elizabeth: «laughing» Those sound good. Whatever 



24 

25 

$ 

Z7 

28 

~ 

00 

31 

32 

33 

34 

35 

36 

~ 

{ ... } 

Chris: 

Leann: 

Chris: 

Leann: 

Chris: 

we happen to find you'd be interested in 

learning about, O.K., That sounds good 

(5 sec.) 

It would be nice to learn, um, a little more 

um how to start children, as far as being in 

the kindergarten, ho- how to get them more 

into literacy 

Even at the intermediate level, how to= 

uhhumm [Yes.] 

=spark their interests too 

'cause we do journal writing, but if there 

are, >if there's been< research done on 

ways that work better or, or ways to get 

them to write faster, or more sooner «loud 

car passing» to write sooner. 

The brainstorming continued along the same lines, where the 

teachers contributed a list of topics. There were long pauses between 

ideas with little discussion elaborating on their ideas as they made 

their contributions. The following are the responses that I recorded 

on the overhead transparency in its original format (Reasons for 

changes in font are explained in the paragraphs following the list). 



Figure 6.2. Study Group Transparency 10/8/91 

"What do we want to study" 

• Techniques- new, revitalized strategies of teaching -across the 
content areas 

• How to start kindergartners into literacy - research on young 
children's literacy development 

• Other writing activities 

• Also, upper grades 

• Research on exceptional children, LD, using whole language 

• Research on disproving that one language has to be taught, (native 
language first), Davis staff believes that both languages can be 
taught simultaneously: Focus on children who are having 
problems with native language. (students recognize words, letter 
sound correspondence--have problems reading) 

• Monolingual English speakers are not motivated to learn Spanish
preference made by parent (rarely found Spanish dominant 
students--and they want to learn English) 

• Examine reading/ writing samples in both languages- how can we 
assess/study literacy development in both languages 

• Children think in their dominant language first, and then 
transcribe [translate] in second language when writing 

• How do we develop our own motivation--importance of biliteracy 
development. 

• How do we get children to revalue/value Spanish? 

• How do we inform parents about not using the basal? 

• How do you make a child believe it is a benefit to be bilingual? 
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Twenty minutes into the brainstorming, I contributed a topic that I 

was interested in studying. I stated that I would like to learn about 

children's biliteracy development. I discussed what aspects of biliteracy I 

wmlted to study, elaborating with a discussion of my ideas about studying 

the influences of one language on the other as children engage in the 

process of reading and writing: finding ways to assess reading and writing 

development in both languages; and how the knowledge gained about 

children's biliteracy can be used in instruction in the classroom to facilitate 

biliteracy development. I shared some of my ideas, theories, and 

background experiences in this area. 

Immediately following, Leann asked "How would you do that?", in 

reference to how could biliteracy be studied in such a way that it is 

applicable to classroom practice. This led to a brief discussion on theories 

of biliteracy development and issues that teachers face at Davis as they 

address the goal of developing biliteracy. The overall conversational 

organization shifted as we continued our discussion. The teachers began to 

focus on the discussion, sharing their experiences and situations in regard 

to biliteracy development. They no longer focused on creating a list per se. 

They began to share their opinions and talk about their interests and 

experiences. The discussion moved toward their questions about code

switching and then it progressed into a dialogue about how to motivate 

students. The portion of the list (Figure 6.2) that is italicized, reflects the 

questions and interests that emerged from our discussion. 

As the discussion began to dwindle, I asked the teachers to talk about 

Davis, to describe the climate, goals, student population, and surrounding 
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community. As the teachers shared their perceptions about Davis, 

describing programs, school goals, and a description of the students they 

serve, the last three questions listed on the transparency (Figure 6.2, 

indicated by underline) emerged. During this discussion, we had begun 

talking about language use in the classroom, and as teachers discussed 

their own individual decisions of SpanishlEnglish use in the classroom, we 

began to talk about the perspectives children were developing toward 

Spanish and its effects on the goals and curriculum at Davis. Below is an 

excerpt that reflects that dialogue which occurred and demonstrates 

specifically how we came to the three questions listed on the overhead: 

{ ... } 
1 

(8 sec.) 
(.) 
~ ---. 

Excerpt(S-2) 

Transcription Notations 
Interaction precedes or follows depicted 
excerpt. 
Each line is numbered to facilitate discussion. 
Indicates staccato stop 
Pauses or silences timed in seconds. 
Noticeable silence less than .2 seconds. 

Underlining indicates emphatic delivery 
Points to a feature of interest for discussion. 

For notations not listed here referred to Transcription 
Notations in Appendix F. 

{ ... } 

1 

2 

3 

Ellen: I think that maybe as the kids get older and 

their um, what do I want to say?, reaching 

out to the outside world, that world is telling 
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4 them that it is cool to know English. Nobody 

5 out there is telling them that it is cool to 

6 know Spanish. The motivation has to come 

7 from us, and from the parents, maybe, 

8 maybe, and so, the reinforcement is , is 

9 lacking for the Spanish, and for English its 

10 the TV, everything, radio, you know, the 

11 things that are cool, the performers that 

12 they see. They're exposed to the English, 

13 they are reinforced for English, and so by 

14 the time they get to the age that they realize 

15 what's' supposedly popular, what's cool, 

16 Spanish is not in there, you know, and I 

17 think maybe that's why, that's one of the 

18 reasons why. So, as a staff we have to make 

19 it cool, we have to make it popular. It's 

ID kind of an uphill struggle some of the time. 

21 Sylvia: And I've heard students come back and 

22 say, you know, they're in high school and at 

23 the U of A, and they say, "thank you" , you 

24 know, for, they said for making me do this 

25 or "1 thank my parents for making me do 

~ this because", you know, "I'm way ahead of 

CZl everybody else". But they don't see that 

28 now. 



29 Elizabeth: Uhhumm [Yes] 

00 Sylvia: How do you make a child' really believe 

31 that its going to benefit' them in the future 

32 Ellen: Or benefit them now. 

33 Janice: And I see them kinda putting down the 

34 native speakers, the one that come from 

35 Mexico, or (.) 'cause they're different, and 

36 they're not cool, uh. 

(10 sec.) 

37 Elizabeth: Then a big question we can ask is how do 

38 we get, how do we get the children to 

39 revalue or value Spanish? And it's like how 

40 do we get them to see Spanish as being cool 

41 or being something worthwhile. 

{ ... } 

In the ongoing discussion we covered topics such as the status 

of Spanish in relation to English in this country, materials, or rather 

lack of materials written in Spanish that were available to them, and 

the status of bilingual teachers in education. After about 15 minutes 

the discussion dwindled once again. I asked the teachers if they had 

any more thoughts or insights concerning the Davis community, 

program, or curriculum. The awkwardness and silence returned, 

and after an extended pause I asked the teachers what they would 

like to discuss. A couple of the teachers suggested that we discuss 
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the articles I had distributed the previous week in the introductory 

meeting. 

We spent the last twenty minutes discussing the two articles: 

"Transforming Deficit Myths about Learning, Language, and 

Culture" by Barbara Flores, Patricia Tefft Cousin and Esteban Dfaz 

and "Examining Instructional Assumptions", by Jerome Harste, 

Virginia Woodward, and Carolyn Burke2 that had been distributed 

at the previous introductory meeting (10/2/91). We discussed our 

interpretations, agreements, disagreements, and elaborations of the 

authors contributions in the articles. The following excerpt (6-3) 

comes from the dialogue in response to the Harste, Woodward, and 

Burke article. 
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2 A bibliography of articles distributed to the teachers for both years the study group 
was conducted can be found in Appendix A 



{ ... } 

1 
>< 

(.) 
TEXT 

o 

Excerpt(6-3) 

Transcription Notation 

Interaction precedes or follows depicted 
excerpt. 
Each line is numbered to facilitate discussion. 
Utterance is delivered at a pace quicker than the 
surrounding talk. 
Noticeable silence less that .2 seconds 
Upper case letters indicate noticeable loud volume 
Indicates staccato stop 
Indicates noticeably low volume 
Bounds simultaneous speech (Overlap) 
Connects two utterances that were produced by a single 
speaker 
Points to a feature of interest for discussion 

For notations not listed here refer to Transcription Notations in 
Appendix F. 

{ ... } 

1 

2 

3 

4 

5 

6 

7 

8 

9 

Chris: oWell, for a lot of the assumptions I would 

agreeo. It says here that they don't need 

that much support in art as they do in 

writing, that's not necessarily so, because I 

believe that low achievers uh, some low 

achievers, their way of expression is 

through art. So they, before they can even 

begin to think about writing they do ' 

illustrations better, so that's a vehicle 
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10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

ID 

21 

22 

Z3 

24 

25 

26 

27 

Ellen: 

Chris: 

Ellen: 

Chris 

Ellen: 

Chris: 

Ellen: 

Chris: 

Ellen: 

Chris: 

through which you can[ maybe= 

It's not just low 

=get 

achievers 

YEAH, but I'm saying uh (.) It says here 

that they don't need as much support in art 

as they do r writing= 

Lright 

=but this was an 

example= 

[
right 

low achievers, as far as in kinder, 

they don't even know the letters, they don't 

even know the difference between the letters 

and numbers 

but they can draw [SOmething 

but they can draw 

really well sometimes, so 

28 Elizabeth: Where do these assumptions come from? 

29 

00 

[referring to the assumptions the teacher Harste, 

Woodward. & Burke were critiquing in the article] 

(5 sec.) 

Ellen: Maybe the way the teacher was taught? I 

don't even mean in college, maybe even the 
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31 

32 

3'3 

34 

35 

36 

~ 

38 

39 

40 

41 

42 

43 

44 

45 

46 

47 

48 

49 

50 

51 

52 

53 

54 

55 

Elizabeth: 

Chris: 

Elizabeth: 

Ellen: 

way the teacher grew up' learning, 

because its hard, even when your e

educated to teach in a certain way to 

overcome the way that you yourself were 

taught. I've got to fight against some of the 

things that I, the ways that I was taught. It 

was very structured and rigid and, and 

that's not, that's not what I want to do in 

my classroom. So I've had to overcome that. 

Uhhum [Yes] 

From teachers I guess, from teachers 

assumptions. 

Ub, how did you, how did you manage to 

overcome some of the things that [oyOU-

Well 

sometimes it was trial and error. I'd 

realized that I was doing some things in 

the classroom that I really didn't believe in 

and it really wasn't working out. And I 

wasn't getting the results I wanted, and I 

said, >Why am I doing this?< You know, 

because maybe a teacher did this, showed 

me this way one time. And I'd have to 

rethink it and do it in a way that could allow 

the kids success, and more than just allow 
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56 me a comfortable way of doing it,= 

57 Elizabeth: uhhumm [Yes] 

58 Ellen: =or sometimes Maria or I had gone to 

59 workshops to learn new ways, or being 

00 exposed to new ways of teaching kids. 

(8 sec.) 

61 Elizabeth: You don't have to raise your hand. 

62 Jose: um, I used one of the, for example, one of 

63 the textbooks I used in science and social 

&.I: studies. I consistently found that it had a 

65 lot of enrichment activities that did not 

00 apply to where we live. There's no way that 

m I could, you know, [SO Ijust= 

ffi Ellen: Right 

ffi Jose: =I'd plan the activity 

70 and I was looking' ub, forward to just 

71 trying to do this, and it would say find a 

72 pond. ((laughter» yeahI that's great, 
73 Ellen: Sure 

74 Chris: I'm in the 

75 desert. 

76 Jose: And I just went away from that and 

71 gathered material on my own and tried to 

78 develop that. (.) And so I thought I needed 

79 to get my own activities and come up with 



my own' ub, extension' 

81 Elizabeth: uhhumm [Yes] 

82 Jose: You know, activities also, that I knew I 

83 

84 

had access to or that would make sense for 

where we lived. 

85 Elizabeth: Uhhumm [Yes] 

{ ... J [30 seconds of dialogue sharing other examples] 

-'00 Ellen: So basically we do have theories. But, but I 

ff7 think this, this study group is good because 

ffi we get to talk about our theories. And when 

~ we talk about it we realize it more' how we 

00 think. It helps me, articulating something 

91 helps me to realize' ohow do I really feel 

00 about, what am I 0, what am I re-, you 

ro know, why, what directions do I want to 

9i take 

$ Elizabeth: Uhhumm [Yes] 

{ .. .} 

The teachers began to negotiate between the authors' message of the 

article, their interpretations, and the study group forum. In line 86, Ellen 

shared how she perceived the advantages of participating in the study 

group and directions she may take in using the study group process 

(bringing to consciousness her beliefs, assumptions, and theories, and 

determining some direction to take as a result of bringing them to the 
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foreground). 

This excerpt (6-3) illustrates the beginnings of the study group 

dynamics that took shape and prevailed throughout the two years of the 

study. The teachers shared anecdotes of experiences, their interpretations 

of classroom, school or study group situations, content in articles, 

materials, presentations, and their reflections, all these events I believe, 

provide windows to moments of learning and transformation. The 

dynamics within these events proved to be instrumental in facilitating their 

growth and development toward working as a collective group. 

In lines, 28 and 43-44, taken from Excerpt (6-3), I began to shape my 

role as facilitator. In line 28, drawing on Chris' discussion, I asked the 

question: 

28 Elizabeth: Where do these assumptions come from? 

My intent here was to help the teachers to begin reflecting on their 

interpretations of the article, mediating through this interaction the 

potential for uncovering the deeper message I believed Harste, Woodward 

and Burke were emphasizing: "Teachers hold theories and assumptions 

that underlie their practice and their perceptions about children and how 

they learn". My hope was to demonstrate what I defined as an important 

direction to take in the study group: for us to begin interrogating what we 

think and know, and how we act as a result of this. I had chosen this 

article for precisely this purpose. 



Ellen responded to my question, 

{ ... } 
2:) 

00 

31 

32 

33 

34 

35 

36 

:r7 

38 

39 

{ ... } 

Ellen: 

Excerpt(6-4) 

Maybe the way the teacher was taught? I 

don't even mean in college, maybe even the 

way the teacher grew up' learning, 

because it's hard, even when your e

educated to teach in a certain way to 

overcome the way that you yourself were 

taught. I've got to fight against some of the 

things that I, the ways that I was taught. It 

was very structured and rigid and, and 

that's not, that's not what I want to do in 

my classroom, so I've had to overcome that. 

I thought that Ellen had brought up an important insight, that 
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would be beneficial for the teachers to explore. When Ellen talked about her 

struggle "in fighting against some of the things she was taught", I asked 

her to talk about how she did that, feeling that through this discussion it 

would begin to demonstrate and define the dynamics of reflective dialogue: 



{ ... } 
43 

4.4 

45 

46 

47 

48 

49 

ro 
51 

52 

53 

54: 

55 

56 

Elizabeth: 

Ellen: 

Excerpt(6-5) 

Uh, how did you, how did you manage to 

overcome some of the things that IYou

LWell 

sometimes it was trial and error. I'd 

realized that I was doing some things in the 

classroom that I really didn't believe in and 

it really wasn't working out, and I wasn't 

getting the results I wanted. And I said, 

>Whyam I doing this?< You know, 

because maybe a teacher did this, showed 

me this way one time. And I'd have to 

rethink it and do it in a way that could allow 

the kids success. And more than just allow 

me a comfortable way of doing it,= 

Ellen formulated an important question and direction for us, 

"Why do we do what we do?". This question would underlie our 

investigations in subsequent study groups. 

In response to Ellen, I shared my own experiences as an 

educator. I felt that I needed to reinforce the comments made by the 

teachers, and at the same time I wanted to begin to establish myself 

as an active participant, and share my own personal beliefs and 

ideas. The following excerpt (6-6) is a portion of the dialogue in 
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which I take part in this discussion. 

Excerpt (6-6) 

{ ... } 
1 Elizabeth: That's the thing that 1- I realized at one 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

ID 

point in my career, is that I actually have 

theories. I had never realized that before. It 

was just sorta like a, you see teaching as 

just' performing these tasks and you do 

your lesson plans and you move through 

the day. And um, you think you know what 

you're doing. You think you know why 

you're doing what you're doing, but if 

someone really asked you, you didn't know. 

and you didn't articulate it. So you realized 

that a lot of times you were adopting the 

theories that belong to someone else. You 

weren't, you hadn't established your own 

theories. And then there were things that I 

did, and I said that I did intuitively. But I 

realize now that, that intuition, was based 

on so- some theories that I had developed 

about learning because of my own 

experiences aS,as a learner. And because 
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21 of my experiences as a teacher. And so 1 

22 had these two thing going on. There were 

Z3 instances where 1 was actually teaching 

2A based on the intuitions or theories that 1 

25 had developed. Um, but there were times 

~ that 1 was just teaching completely 

Z1 uninformed, 1 was just adopting the 

28 theories that the publishers, or 

2} whoever, whatever materials 1 was using, 

00 had built into those, those materials. And 

31 so, throughout the day 1 was giving 

32 contradictory messages. I'm telling kids 

33 "I want you to write, and 1 want you to 

34 become writers and 1 want you to become 

35 creative writers". And the next minute I'm 

36 teaching them skills in isolation acting as 

m though children couldn't write unless they 

38 learned them, and so I've canceled out 

39 what I've done, and a, 

40 1 was operating on those mixed 

41 theories. And so 1 think that that is what 

42 Harste, Woodward, and Burke are trying to 

43 help us to see. That uh, we think that we 

44 are helping kids to develop writing, but 

45 we're not. We think we're pushing them, 



46 

47 

48 

49 

50 

51 

52 

53 

54 

55 

{ ... } 

Ellen: 

and it's because we haven't really thought 

through our theories, and we just kind a 

adopt activities and strategies, because we 

thought-, I can't even tell you time I've 

seen a bulletin board, or see 

an activity, and taking it to my 

classroom thinking kids would learn just by 

seeing it. 

Yeah, it takes a lot of time teaching to 

learn. 

[Discussion continued for 3 more minutes then the session 

ended.] 

Interpretation of the First Study Group 

In this first study group, we drew on our experiences, the 

articles, and questions and issues that we face as we worked with 

each other, the students and community of Davis. It was through 

this combination of events that we began to construct what we were 

conceptualizing as our collaborative endeavors in the study group to 

be. 

The dialogue in this first session was sometimes awkward, 

while at other times comfortable and natural. I found that I had 

spoken a great portion of the time, trying to facilitate the flow of the 
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discussions, providing direction and reinforcement, and sharing my 

conceptualizations of study group as a potential social learning 

structure. 

At the end of the session, the teachers were given a new set of 

articles and asked to think about other ideas, issues, and questions 

that they might like to add to the list during the next session. I asked 

the teachers to begin thinking about specific topics that they would 

like to explore, and in the fo~lowing session we would begin to shape 

the directions we would take in study group. In future study group 

sessions, articles that were provided reflected topics and issues we 

were studying. 

Thus, in this session we began our two year journey, 

moving toward becoming a critically reflective learning community. 

In the following sections I demonstrate how we transformed as a 

group as we constructed and experienced transformative learning 

events. 

304 
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Learning Through Existing Meaning Schemes 

We met again for the second time on October 29, this time in the 

newly remodeled school library. There were ten teachers in attendance, 

and as we gathered around the tables, we talked about the move from the 

barracks back into the remodeled school; the struggle to reorganize the 

classrooms; the reestablishment of an instructional focus; and the 

adjustments students had to make as they transitioned back into a normal 

routine. 

In this session the teachers embarked on a journey to learn together 

and explore the forms of transformative learning. In the initial study 

group sessions, learning centered on existing knowledge or meaning 

schemes. Then, as comfort and trust in each other was developed and the 

group was growing toward a collective, the interactions began to take on a 

new dimension. In the following interaction excerpts I demonstrate how, 

through our interactions, the teachers developed an understanding of the 

similarities and differences in their experiences and knowledge. Then, 

once establishing a common ground. how they began to explore how they 

could be more reflective about what they were doing and trying to 

accomplish as teachers. The following excerpts reflect the interactions in 

which similarities and differences in knowledge and experience were 

shared. 

In that second session in October, we reviewed the list of topics that 

we had brain stormed during the previous study group session. I asked the 
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teachers if, since our last meeting, they had thought of any new topics or 

questions to add to the list. No one had anything new to contribute, so I 

suggested that we continue the discussion regarding the articles we had 

read for the first study group session. Ana began the discussion: 

{ ... } 
1 

>< 

(.) 
TEXT 

Excerpt (6-7) 

Transcription Notation 

Interaction precedes or follows depicted 
excerpt. 
Each line is numbered to facilitate discussion. 
Utterance is delivered at a pace quicker than the 
surrounding talk. 
Noticeable silence less that .2 seconds 
Upper case letters indicate noticeable loud volume 
Indicates staccato stop 
Points to a feature of interest for discussion 

For notations not listed here refer to Transcription Notations in 
Appendix F. 

{ ... } 

1 

2 

3 

4 

5 

6 

7 

[referring to the article by Flores, Tefft-Cousin & Diaz} 

Ana: Looking at Assumption Number 4 regarding the 

parents of the children, page 374. Umm, I really 

and truly believe that (.) that's the place that we 

need to start,C) putting more energy into the home 

and school communication. (.) I know we all (.) 

do that C) individually but I think the school 

as a whole has to be more aggressive (.) 



8 

9 

10 

11 

12 

13 

14 

15 

in bringing the parents in and saying, 

>"Look, this is a bilingual schook and as such, 

we want to reinforce the second language, we 

want to teach the second language, 

we need your help at home". 

And even have workshops for parents if that's 

necessary, helping the parents help out. 

I know we do that individually already but I think 

16 it needs to be a more aggressive (.) effort. 

17 Elizabeth: Why, Why do you think that? 

18 Ana: Because without the backup from home, 

19 I think quite a bit of self, (.) all-in-all, It would be 

ID 

21 

22 

23 

self-defeating. We need that support from home. 

If we send homework in Spanish, they're gonna 

need some help- the parents. It's up to the 

parents to help the kids. 

24 Elizabeth: So basically you feel that parents aren't helping 

25 kids with their homework in Spanish? 

26 Ana: Not as much as I feel they could. (.) 

?:l 

28 

29 

00 

31 

32 

And I know that not all parents are equipped (.) to 

do that but, I don't know. 

> It might seems idealistic. What do you 

think? Is it possible?< Can we have more parent's 

input? Can we have more parents, and influence 

our parents more? 
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33 Lorraine: Your talking about Spanish? 

34 Ana: Uh hum. [Yes] 

35 Ellen: Well hopefully so, I mean, one of the major 

36 reasons why people send their children to Davis is 

m they are going to have to have both languages even 

38 if the parents don't speak Spanish. So, I don't thi-

39 think that is too high an expectation. But 

40 achieving it, (laughter) how do you go about it? 

41 (.)How do you communicate, you know, with 

42 parents? 

43 Chris: Achieving it for the one's that don't know? 

~44 Ellen: Yea, that's hard. I've been having problems with 

45 sending my students home (.) Spanish spelling 

46 words and the parents say, "Well I don't know 

47 how to pronounce them. I can't help my child." 

48 So then I started making lists with phonetic 

49 pronunciations next to each word so that the 

50 parents could work with the kids, but it takes a lot 

51 oftime to do that. 

52 Chris: Uh hum. 

53 Ellen: But you do want to involve the parents. 

~54 Chris: You know what they need to do is buy English-

55 Spanish dictionaries and be sure they have them 

56 in the home. 

57 Ellen: That's true. 



58 

~59 

00 

61 

{ ... } 

Chris: 

Maria: 
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And look 'em up instead of you having to do that. 

Well probably, most likely,there would be 

something that we could do or the district could 

maybe fund, give us money ... 

Ana initiated a conversations in which the teachers began to share 

their ideas about how to help parents who do not speak Spanish help their 

children with their homework (line 29-32). Some of the teachers shared 

ideas about how they dealt with this issue. In line 44, Ellen shared her 

dilemma, Chris (line 54) responded to Ellen, and Maria (59 line) contributed 

an idea, all adding to the conversation. For the next forty minutes, the 

teachers moved through various related topics (homework strategies, 

parent involvement, parent-teacher communication, parents assisting in 

classrooms, and their own childhood memories concerning their parents' 

involvement in the schools), sharing experiences and ideas for dealing with 

the issues being discussed. Here are some portions to demonstrate the 

conversation style and content of this dialogue: 

[on Spelling] 

{ ... } 

1 Ana: 

2 

3 

4 

5 

{ ... } 

In my class I have the students make up their 

own spelling lists, so we are looking at each child 

having their own list. So, any suggestions as to 

how we can handle that, because we have both 

English and Spanish. 



1 

2 

3 

4 

5 

{ .. .} 
Maria: 

{ ... } 
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Uh hum. You might have a, have the child talk 

into the tape with assistance of another child and 

they can create the tape together. You know, and 

to have sessions, and and it doesn't have to, they 

don't have to do it weekly. 

[ their own childhood memories concerning their parents' 

involvement in the schools] 

1 

2 

3 

4 

5 

{ ... } 

Ana: 

{ ... } 

{ ... } 

I don't ever remember seeing the parents in the 

elementary school except on play night, if we were 

doing a play or something. But then again, it was 

expected that we were responsible for our work 

and they did check to make sure that it was done 

1 Lorraine: In my case, my mom was always helping. She 

2 

3 

4 

5 

6 

was the only-, at that time, she was the only um, 

mom that worked, because at that time, you know. 

And she, and you know, my dad passed away 

when I was five so she worked but she always took 

her days off to go on a field trip or have parties. 



7 

8 

9 

10 

11 

12 

{ ... } 

[ On homework] 

{ ... } 

1 Ellen: 

2 

3 

4 

5 Lorraine: 

6 

7 

8 

9 

10 

11 

12 

13 Chris: 

14 

{ ... } 
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My mom was always the one there, and the 

secretary of the PTA. And you know, so I never 

saw that part. She was always there. But I never 

saw, I remember elementary very well and I 

know my teachers would want parents to be there 

but they never would go. 

I'd be curious to know how you deal with those 

students who come in say, "I had soccer practice" 

or "We had a family meeting." I know what I'd 

do, what do you do? 

They didn't finish their work because there was 

something else? Ah, it depends if it happens a lot. 

Or if it's just once or twice during the year. I'll let 

them, you know, do catch up if it just happens 

once or whatever. But ifit happens all the time, 

you know, there's no excuses. "This is your 

homework, you know, you need to get it done. It's 

your responsibility." 

Now with my homework there isn't much excuse 

because I give em like five days to do it. 
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Interpretations of Interactions 

At various times, the teachers referred to something said in the 

articles we were discussing at the start of this conversation, but mostly they 

shared their opinions and experiences. 

Through an examination of these interactions we find that the 

teachers were constructing meaning by sharing what they know, what they 

have experienced, and how they are currently dealing with the issues 

presented. Through this process of sharing the teachers discovered what 

the others were doing in regards to the topics discussed. They also 

benefited in other ways. They gathered new ideas, information, and 

knowledge; gained confirmation of their current practices; and discovered 

that they were not alone in dealing with their concerns. These excerpts 

serve as examples of learning through existing meaning schemes. 

Mezirow (1991, p. 93) explains that this form oflearning serves "to further 

differentiate and elaborate the previously acquired meaning schemes that 

we take for granted, or learning within structure of our acquired frames of 

reference". 

The focus in each of these interactions was on sharing common 

experiences and explicating different ways of dealing with these common 

concerns. Much of what was shared offered new ways of dealing with what 

the teachers knew, without challenging their knowledge in any way. 

Engaging in this form of learning was an important initial step 

toward progressing into a collaborative learning community. Discovering 

what we have in common, what we faced through our mutual roles, 
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learning that one is not alone in facing day to day life in school contexts, all 

this and more was crucial in establishing common ground from which we 

could embark on the challenging journey ahead. These types of 

interactions were vital for our collaborative venture since, in time, 

contradictions in our thinking and knowing would cause disequilibrium 

and dissonance. A fellowship was developing, and because of it the 

teachers were able to continue working and learning together. They were 

learning that they were able to solve the problems collaboratively, instead of 

withdrawing into isolation and individual struggle. 

Through these basic interactions each participant began to establish 

initial identities and began to form ownership of the study group. Every 

contribution made was considered and accepted as constructing and 

negotiating our learning context. The teachers began to craft the study 

group dynamics, offering what they knew and what they thought, allowing 

the session to evolve through the talk put forth by each participant. As the 

level of comfort increased and the teachers were more acquainted with each 

other, they became more engrossed in the conversation and began to 

explore different possible social dynamics for the study group. 

For example, it appeared that the conversation would continue along 

the same style, sharing current experiences and knowledge or meaning 

schemes for the duration of the session, when half way through Ellen 

initiated a new direction in the dialogue. This signaled that the teachers 

were beginning to explore other options for their study group efforts. In the 

following excerpts (6-8 and 6-9), Ellen challenges the teachers into 

becoming more reflective about their experiences. 



Excerpt (6-8) 

Transcription Notation 

{ ••. } Interaction precedes or follows depicted 
excerpt. 

1 Each line is numbered to facilitate discussion. 
> < Utterance is delivered at a pace quicker than the 

surrounding talk. 
(.) Noticeable silence less that .2 seconds 
text Underlining indicates emphatic delivery 

Indicates that the sound that precedes it is prolonged 
Bounds simultaneous speech (Overlap) 

= Connects two utterances that were produced by a single 
speaker 

~ Points to a feature of interest for discussion 
The gaze of the speaker is marked above an utterance. A line 
indicates that the party marked is gazing toward the other. The 
absence of a line indicates lack of gaze: 

16 E: and it doesn't come out this way at all, 

For notations not listed here refer to Transcription Notations in 
Appendix F. 

{. .. } 
~1 

2 

3 

4 

5 

6 

7 

8 

Ellen: Sometimes I think it's hard for us to uh, 

to realize when we're headed in the wrong 

direction. 

WELL, I think, I guess eventually it comes 

back to you. 

You know when the students 

just aren't getting it or (hehehe) 

A What am I doing?, you know, 
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~9 Chris: uhhummm [Yes] 
X 

10 Ellen: Hut sometimes you really have 

11 the best of intentions, 

12 and you, and you have 

13 the instructional theory behind you. 

14 And you think, I'm going to do this 

15 and this,and its going to have this result. 

16 And it doesn't come out this way at all. 

17 Chris: uhhumm 

18 Ellen: So you kind of have to 

19 redesign what you are doing. 

ID Chris: Yeah, that's what we did 

21 with our our behaviort: chart this= 

22 Ellen: yeah 

28 Chris: -this year. 

2A Now it's great. 
"''''',x 

~25 Ellen: neIie Yeah (hehehe) 

26 Chris: Yeah, we started, 

27 well for some groups 

28 things don't work out the way it does for 

29 others. 

00 Ana: uhhumm [yes] 

31 Chris: You know we've been doing a behavior chart, 

32 and we would cover a child's name when they 



33 

34 

35 

36 

:fl 

38 

39 

40 

41 

42 

43 

44 

45 

46 

47 

48 

49 

50 

51 

52 

53 

54 

55 

Ellen: 

Chris: 

Ana: 

Chris: 

Maria: 

Chris: 

Maria: 

Chris: 

Maria: 

Chris: 

Maria: 

Chris: 

misbehave. 

Now, we have it divided into six periods, 

where they can see a happy face in each 

period. 

And they, if they loose one, there's six, 

but they can loose two, 

and still get a happy face for the day. 

Uhhh, that's good 

so its more 

more flexible 

Uhhuh 

How did you come up with that? 

We went to observe at Johnson school. 

What made you want to go to Johnson school? 

We were being remodeled here, 

and we wanted to see how they used their 

spaces. 

Ah, oh, ok. 

More than observe, 

you know, get ideas. 

They have eight kindergartens 

Do they have any bilingual? 

Yeah ... 

[l have omitted one minute and thirty seconds of discussion 
concerning location of Johnson, the observation of teacher at 
Johnson] 
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-'-56 Ellen: I'm thinking about something 

57 that happened to me 

58 during my second year of teaching. 

59 I had the IDEA 

00 that students who were doing 

61 REALLY well in math, you know, 

62 l could give them uh, enrichment work. 

m Chris: ··liu·~ 

64: Ellen: In other words additional problems. 

65 And a father came to me 

00 ana: saia, 

f){ "Do you really think this is the right way 

(B to reward students who are doing well 

00 by giving them a lot more work to do Ii. 

70 Chris: uhhumm 

~71 Ellen: And I, and I kind of had 
'''''''"x 72 to think about that. It wasn't, you know, 

73 so like that's "not really what I'm trying to 

74 do", so I decided to give the kids 

75 equal numbers of, you [knOw, 

76 Chris: uhhumm 

77 Ellen: problems or whatever. 

78 Chris: Uhhumm, rnstead of a higher c:eah 

79 Ellen: But at a higher comple 'ty, yeah, 



Chris: 

Ellen: 

so that's, so that's kind of, you know, 

you have to look at what you are doing, 

Uhhumm 

and what you are trying to achieve. 

Interpretation of Interactions 
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Ellen introduced a new direction in the interaction, one that she most 

likely deemed would benefit the development of the study group potential. 

Ellen prompted an interaction that demonstrated her desire for more 

reflective dialogue. Ellen starts with "Sometimes I think ... " ( line 1) in 

order to frame for the other participants the direction in which she wishes 

to advance the dialogue. Ellen's talk elaborates on the provided frame, she 

expands by stating that when teachers are "headed in the wrong direction" 

it will eventually be realized through interactions with students. Her 

message conveys the meaning that teachers will, at some point, ask the 

question "What am I doing?" when they realize that instructional practices 

are failing and the students 'Just aren't getting it". Ellen is attempting to 

direct the interactions in such a way that the participants will engage in 

more challenging, thought provoking, and reflective discussions 

concerning their teaching. Here the initiating frame embodies her 

intended emphasis and when Chris responds with a back channel response 

(Briggs, 1988), "uhhummm" (line 9, Excerpt 6-8), Ellen looks to Chris and 
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further explicates her intended meaning (lines 10-19). 

Following Ellen's initiation of this interaction, Chris began to share 

an experience that she most likely believed elaborated on what Ellen 

meant. As Chris began sharing, Ellen maintained her gaze on Chris (lines 

10 to 25), and provided back-channel cues to acknowledge comprehension 

and reception of conversation ("yeah", line 25). When Chris began talking 

about "behavior charts", Ellen continued responding to Chris for a short 

time, then in line 25, Ellen chuckled, says ''Yeah'' and chuckled a little 

more, then removed her gaze from Chris. This could be considered as a 

signal from Ellen that Chris's example was not reflecting her intended 

meaning toward shifting the conversation. 

From line 30 on, the role for providing back-channel cues to Chris 

was picked up by Ana and Maria and when they began to provide back

channel cues, Chris's gaze shifted to them. The conversation was then 

carried by Chris, Ana, and Maria. Maria and Ana asked questions 

extending the discussion with Chris. During this portion of the discussion, 

Ellen remained quiet, she listened and for most of the time, maintained her 

gaze on the papers she had in front of her. 

Most likely, since the dialogue previous to Ellen's attempt at 

redirecting the conversation focused on sharing experiences, Chris 

responded with an experience that she felt reflected Ellen's contribution. 

To clarify, Ellen reinitiated her perspective and offered another experience 

that might help to demonstrate to the other teachers this direction for 

reflective dialogue. Ellen begins again, using the same framing device, "I 

am thinking about something" (line 56). Immediately following this 



framing cue, Ellen offers a anecdote of an experience she has had. AB 

Ellen shared her story, Chris provided back channel cues (line 63) Ellen 

turns her gaze to Chris and continued her narrative. 
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The essence of Ellen's narrative reinforces her first attempt at 

encouraging critical and reflective dialogue. Through her anecdote Ellen 

stressed the importance of thinking about our actions as teachers, why 

teachers do what they do. Through this second frame, it appeared that she 

was attempting to construct stronger contextualization cues so that the 

other participants could grasp the meaning she was trying to express. She 

closed the narrative stressing her intended meaning using phrases such 

as, "I had to think about that" (lines 71-72), "you have to look at what you 

are doing" (line 81), and "what you are trying to achieve" (line 83). 

During the next couple of sessions, Ellen continued emphasizing the 

importance of developing critical dialogue and a perspective for reflective 

teaching. In the following excerpt (6-9) taken from a study group session 

that occurred two weeks later, Ellen and Chris have an interaction similar 

to the one in the previous excerpt (6-8). Ellen initiated this interaction, 

again framing it within a discussion of an experience she had which has 

led her to think about her teaching practice. 

{ .... } 

1 

2 

Ellen: 

Excerpt(6-9) 

I was at an in service last night for, 

and the lady presenting said, you know, "when 
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3 the kids come to you, and they ask you, " Is that 

4 right?" You don't want to give them a yes or a no. 

5 You say, "Well what do you think", you know, let 

6 them think. 

7 Chris: uhhumm 

8 Ellen: Let them think about it. Let them try to take 

9 ownership of their own [work. 

10 Chris: uhhumm 

11 Ellen: And a lot of time I would just say to a 

12 kid, "That looks good", you know. (That's fine." 

13 Chris: uhhumm 

14 Ellen: But they don't just need a rubber stamp, they need 

15 to look at their own work, and know is it right. 

16 Chris: uhhumm 

17 Ellen: Is it good, and am I following, am I headed in the 

18 right direction? 

19 Chris: And in kinder, its a big dilemma because they 

ID take so long to complete a task that you have to, 

21 you know, you can't ask twentysome kids "what do 

22 you think". 

23 Ellen: (laughter) that's true, [(hehehehe) 

24 Chris: you know, and, or six at a 

25 time, you know, "What do you think?" Well, you 

Z7 know, they take longer to answer and 
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28 Ellen: and to [deCide 

29 Chris: which you still have to take time to do 

00 that. But the patience involved, the time involved 

31 you know. 

32 Ellen: uhhumm 

33 Chris: That's why I try and rotate them= 

34: Ellen: Well you have to give them a little more ... 

35 Chris: =in small groups as much as I can. 

00 Ellen: You have to give them a little more direction at 

37 that age. 

38 Chris: uhhuh 

39 Ellen: Yeah. 

{ ... } 

Interpretation of Interaction 

This time Chris responded by addressing Ellen's ideas, but she 

indicated that she was not sure how Ellen's recommendations were 

appropriate for her as she works with kindergarten children. In the 

remainder of the discussion, they worked through these differences, 

negotiating and constructing a shared meaning between two teachers 

working with different age levels. Through this particular interaction, the 

underlying significance that was central to the discussion was captured. 

The idea that participants reflected critically on their own practice, their 
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own particular contexts which is integral to learning and change, was 

created. In these interactions, narrative was utilized to construct the 

intended meanings and directions of the study group interactions. 

Narrative provides an opportunity for listeners to share in the personal 

experiences being shared, and more importantly for the speaker, it provides 

an opportunity to reflect on these experiences and to change previous 

interpretations made about these experiences. "The process of stories 

provide a powerful way to understand how we think and feel~ how we 

develop and sustain our identities~ how we come to understand others both 

as individual and as part of our culture~ and how we come to know the 

world" (Mayher, 1990, p. 100, italicized in original text). In both of these 

interactions, Ellen and Chris used narratives in order to construct a shared 

meaning, "becoming reflective of their experiences ", and to discover how 

they can accomplish this within the diverse experiences and contexts they 

occupy. 

Summary of Learning Through Existing Meaning Schemes 

The direction of the study group that was constructed through these 

interchanges was to create the study group as an opportunity to develop into 

critical and reflective teachers/researchers, where we could ask questions 

about our roles, our practice, our beliefs and the affects of these on our 

students and the school. The intention in these interactions was to 

establish a social condition toward reflection and action in our sessions that 

would lead to our transformations. 
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As demonstrated in these interactions, the teachers estat>fIshea -the 

beginnings toward recognizing how their perceptions of reality have been 

shaped by cultural, social and antecedent circumstances. Therefore, in 

order to construct learning and change they needed to become critical and 

reflective. The teachers were discovering that they needed to develop an 

individual and collective awareness of the influence of their own histories 

and biographies on the way they make and validate meaning. And if they 

were going to learn and change, then they must learn how to construct new 

meanings and learn how to act upon them. 

Interactions in these initial study group meetings focused on 

conversations that facilitated learning that remained within the teachers' 

current meaning schemes. As they shared and began to dialogue more 

seriously, their interactions began to challenge what they knew. It was not 

sufficient to persist at just sharing what they knew and what they had 

experienced, though this was a valid exercise. Now there was a desire and 

need to go beyond this in order to take full advantage of the time and space 

created by the study group for their professional development. 

Our final meeting for the fall semester occurred on November 19, 

1991. We agreed to meet again in January after the winter recess. Our 

intentions were to create opportunities to learn, grow and effect change 

collaboratively. Through our interactions we constructed the 

transformative conditions that would provide an impetus to engage in 

different forms of learning and which would extend our ideas and actions 

for learning and change. Because we each came with preconceived notions 

of what the study group would mean to us, it is through the negotiation of 
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our individual expectations and agendas that our goals and aspirations for 

the study group evolved. These earliest dialogues served as the basis in 

which we were challenged to continue and discover unknown potentials for 

ourselves as individuals and as a group. 
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Learning New Meaning Schemes 

When we began meeting again in January, we were more directed in 

finding a topic for collaborative study. In the previous fall, we spent study 

group sessions sharing our experiences and discovering our similarities 

and differences. As previously discussed in Chapter 3 and 4, the study 

group design was based upon a cycle of inquiry. We had begun by 

brainstorming a list of questions for study, and through these sessions we 

began negotiating the questions and issues on which we would focus. 

When we returned in January, we were ready to concentrate our efforts on 

studying the writing process. Throughout our sessions (January to April, 

1992) we studied aspects of writing in a bilingual setting such as writing 

development, the writing workshop; developing students' writing; the

influence and use of reading for writing development; developing writing 

through an integrated curriculum; and engaging students in research 

through an integrated curriculum. These topics emerged as we explored 

and learned about process writing and its relationship to bilingual 

learners. 

Our studies concerning the writing process started out with "how 

can I teach writing better", with the focus on the teacher and instruction. 

This teacher-centered view is based on the notion that as teachers improve 

their delivery of instruction, using better and more motivating teaching 

strategies, the students will automatically benefit. The following excerpt (6-

10), reflects the types of interactions that occurred as teachers expressed 
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their views and shared their ideas concerning writing. 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

{ ... } 

Ellen: 

Chris: 

Ellen: 

Chris: 

Ellen: 

Jenny: 

Chris: 

18 { ... } 

EXCERPT (6-10) 

The kids keep coming in and asking me for the 

same words or asking each other for the same 

words. 

You need to put those words up, just put them on 

paper and put them on the wall, you know. On 

charts, that's what I've done. Those charts help 

with spelling. 

And they can go back to them if they need it. 

And 1 put their names in the writing center, Like 

if they want to write to someone. 1 have the 

picture of the child and the name under it. So they 

get the card they need. 

That's good. 

That's a cute idea. What about when you ask the 

children to look up the words in the dictionary. 

And they say, "I don't know how." 

Make them identify the initial consonant. 

As the teachers continued to share their current ideas and 

experiences, they also began to learn about new ideas and methods of 
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teaching. At each session I provided articles and "practices" that supported 

the article and extended the teachers' knowledge concerning the writing 

process. The purpose of the study group practice was to help the teachers to 

relate what they were reading to their classroom practice, and to challenge 

what they were currently doing. The practice would provide a new or 

different strategy of instruction that would facilitate the development of 

their interpretations and questions (A discussion and sample practice 

activity was provided in Chapter 4). 

Interestingly, as we studied how to improve the teaching of writing, 

we began to think and talk about how children develop writing and how 

they learn through writing. This lead to a shift in our approach from 

focusing on the teacher and instructional practices to focusing on the 

students. A contributing factor to this shift resulted from a particular 

practice that I provided. I asked the teachers to collect an "Unassisted 

Writing Sample" from their students (Chapter 4). When the practice was 

introduced to the teachers, they were concerned about their students' 

abilities to produce a piece of writing without teacher guidance and 

assistance. They collected the samples during the week and returned to the 

study group the following week with the results. 

In the discussion the following week, they expressed their 

astonishment regarding the knowledge and writing abilities of their 

students. Their students exceeded their expectations. The teachers shared 

their experiences and reflections with each other. They discovered that 

their students offered a rich source of information. They learned from 

watching for what their students knew and what they produced; what Yetta 
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Goodman calls, "kid watching". The following excerpts exemplify the 

conversations the teachers had regarding their experiences and what they 

had learned. 

EXCERPT (6-11) 

[ On observing a group of children writing] 

{ ... } 
1 Chris: One of the boys in my classroom began drawing 

2 his picture and Crystal said, "You are supposed to 

3 be writing you story not drawing your picture." 

4 And Roman turned to her and said, "When I do 

5 my picture, that's where I'll get my story." I 

6 think that is a good example of what kids can do, 

7 what they know. 

8 Maria: What a great story. It makes you think about 

9 what kids are doing. How they think and what 

10 they need to do to write. It's a great story. 

11 { .. .} 
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EXCERPl' (6-12) 

[On learning more about students] 

{ ... } 

1 Ellen: This is really a good thing, to find out about the 

2 kids. When I stopped and thought about, if I had 

3 to make a list of my kids and to think about how 

4 much I knew about each one. Some of them I 

5 know quite a bit about, and some I know next to 

6 nothing. And I think, "Geez" you know, unless I 

7 make a point to really learn about these 

8 kids, to make these kids more comfortable about 

9 writing and expressing themselves. They won't 

10 have ownership in the classroom, and their 

11 learning. And before you know it, they're gone. 

12 They moved on to the next grade. 

{ ... } 

Through this experience, along with their readings, they discovered 

that skills and writing knowledge (grammar, spelling) were being 

developed faster than what they were being taught formally. The teachers 

believed that writing and composition skills had to be formally taught and 

proficiently learned before students would be able to apply them 

successfully in their writing in a spontaneous setting. The opportunity to 

experience their student's writing in such a way led to a major shift in the 
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actions of the teachers. From here on, these teachers realized the 

importance of expecting and facilitating daily writing with their students. 

This shift also led to their becoming more involved in learning about the 

language, literacy and learning processes from a student oriented 

perspective. Here are other comments regarding writing development and 

process: 

[On writing 

(1982) ] 

{ ... } 
1 Yvette: 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

{. .. } 

EXCERPr(6-13) 

development while discussing Ferreiro & Teberosky 

I have a student who is a Spanish speaker, she's 

writing in her journal, and I have seen a very 

dramatic change, she was writing in invented 

spelling, and right now she is using conventional 

spelling. Sometimes she has a little, a hard time 

trying to find the right word but then she will ask 

someone else, "How would you say that?" or she'll 

come and ask, "'leomo se dice esta en ingles?", 

and I would tell her and then she will run back to 

write it. She used to write using the Spanish 

sound as she wrote in English. 



12 

13 

14 

15 

16 

17 

18 

19 

ID 

Sylvia: 

{ ... } 
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I was looking at how the kids learned to write, it's 

sort of funny cause Xavier my little one, he's in 

Kinder and I tried to help him sound out the 

words. I was looking at how he just uses the first 

letter, like in "home" he just writes "H". And I 

thought I need to know that, because before I 

would say, "Xavier what's the next sound you 

hear" or give him examples. Here I was 

expecting him to know all the different sounds. 

EXCERPT (6-14) 

[ On teachers writing with their students during writing time] 

1 

2 

3 

4 

{. .. } 
Ellen: 

{ ... } 

I had a hard time writing this morning. A lot of 

kids were coming up to me and asking me 

questions. I got one paragraph down, yon know, 

but still at least you are modeling for them. 
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EXCERPT (6-15) 

[On using writing to learn in other content areas ] 

{ .. .} 
1 Ana: I was thinking that the research they (students) 

2 do, maybe they could even write about that in their 

3 journals. So that their writing activities in their 

4 journals and their research they are doing don't 

5 have to be separate anymore. Anything that they 

6 do in the day can be written about during their 

7 writing time. 

{ .. .} 

Learning to become more effective teachers, developing more 

interesting learning events were still the major goals. And many of the 

sessions that spring semester were devoted to readings, presentations, 

demonstrations, and dialogues that would further develop participants' 

current teaching practices. Various activities that helped develop new 

teaching strategies were planned. For instance I presented on the Theme 

Cycle (Altwerger, 1985), during another session Ellen presented what she 

was doing in her writing workshop, and in another session Ana presented 

strategies for teaching children to conduct their own research. 

But these activities provided demonstrations of new teaching 

strategies, with the intention of challenging current perspectives and 

practice. At this phase of the teacher's learning, what occurred was the 
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teachers gave each other permission to replace tired old ideas with new 

ideas. Schemas and perspectives were not dramatically changing, instead 

as old strategies and ideas were being replaced with the new strategies, the 

groundwork for perspective shifts was being established. Current beliefs 

concerning how students learn, and how they learn to write were being 

challenged. As a result, reflections regarding long held assumptions and 

beliefs became the major impetus of our interactions. 

Ana presented some strategies on teaching her students to research 

questions regarding a topic of study. Immediately following her 

presentation, Ana had to leave for another appointment. The other 

teachers remained to discuss the presentation. In this next excerpt (6-16), 

Ellen shares her opinions of the ideas presented. 

1 

2 

3 

{ ... } 

Ellen: 

EXCERPT (6-16) 

I know that Ana is really organized here, and she 

has the skeleton laid out, the kids are just reeling 

it in, but I'd like to have the kids participate a 

4 little more in actually creating the, the questions. 

5 Elizabeth: Right! 

6 Ellen; You know what I really like, I really like the idea 

7 of having a framework, I mean, I, we've done note 

8 cards before but, it wasn't this organized, you 
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9 know, and it should be learned step by step. I 

10 think I just kind of threw it at the kids and said 

11 "Get your, get your material and I want you to 

12 present". And you know, it just wasn't, wasn't 

13 designed that well, I wasn't, I was just kind of 

14 flying from the seat of my pants, and I really like 

15 the idea of laying it all out for the kids, giving 

16 them, you know, demonstrations, what it's all 

17 about and 

18 Maria: uhhummm 

19 Ellen: so they have a better idea, 'cause I know [some 

ro Maria: yeah 

21 Ellen: of the kids would just like 

22 Elizabeth: I can see that, I can see Chat too 

23 Ellen: overwhelmed 

2A Elizabeth: Yeah, we get overwhelmed, we even started 

25 thinking about how do we flesh out this theme 

~ cycle ... 

27 Maria: I think I would do something like she was doing, 

28 umm, but not in detail, you know, just take 

29 certain parts. 

00 Ellen: Well sure, each teacher has to adapt it I'm sure, 

31 you know, not just [accePt 

32 Maria: uh uh [Yes] 

33 Ellen: one way. 
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34 Elizabeth: ... maybe the fact cards will consist of uh, the 

35 children, its, its, their retellings of what they 

36 read, instead of reporting facts and notes ... 

31 Ellen: I'm thinking that maybe a student, um reviewing 

38 a source and telling it, retelling it on tape, and 

39 then having the tapes, they could go through and 

40 stop and write it down, in a [Written 

41 Maria: that's good 

42 Ellen: form, maybe. 

43 Maria: That's a good idea. You know what I started doing 

44 with my reading is have, usually have a listening 

45 post, and, and uh, I started having the kids re-, 

46 uh read the story on tape, so that the kids can 

47 listen to it, 'cause I didn't have time to do it, and 

4B the kids said "I can do it, I can do it", and I said 

49 "yeah, read a story." 

00 Ellen: Great! 

{ ... } 

Interpretation of Interaction 

In Excerpt 6-16, three items demonstrate the process of learning 

through new meaning schemes. First, the examination shows how Ellen 

accomplished two goals. She supports and acknowledges the value of 

Ana's contributions, and she discusses how she would adapt and use the 
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strategy within her own classroom context. 

Second, Ellen demonstrates how she began to appropriate language 

and ideas she gained through her learning. In this particular section, 

Ellen used terms such as "demonstration" and "retellings". It appears 

that Ellen was "ventriloquating" (Bakhtin, 1991, Wertsch, 1991), where "a 

speaker invokes a social language in producing an utterance, and this 

social language shapes what the speaker's individual voice can say" 

(Wertsch,1991, p.59). In line 35, Elizabeth had just spoken about 

"retellings", and we see evidence of Ellen beginning to say "telling it" (line 

38), and changing it to "retelling" (line 38). There are examples throughout 

the data that demonstrate shifts in the teacher's discourse. Why is this 

important to consider? 

Throughout the study group, I had always made explicit my own 

paradigmatic and ideological beliefs, and chose discourse to demonstrate 

how some of my beliefs contrast with theirs in certain areas. As we 

learned together, negotiating our different perspectives, we influenced each 

other's thinking which I believe became manifest in the way we expressed 

ourselves. As a result, shifts in discourse serve as an indication of shifts 

towards new learning. 

Bakhtin's concept of ventriloquation helps to explain the social 

construction of learning. Through the process of making meaning and 

developing our interpretations, appropriation of language occurs. Bakhtin 

(1981, p. 293-294) explains the concept ofventriloquation: 

The word in language is half someone else's. It becomes 

'one's own' only when the speaker populates it with his own 



intention, his own accent, when he appropriates the word, 

adapting it to his own semantic and expressive intention. 

Prior to the moment of appropriation, the word does not exist 

in a neutral and impersonal language, but rather it exists in 

others people's mouths, in other people's concrete contexts, 

serving other people's intentions: it is from there that one must 

take the word and make it their own. 

338 

In Excerpt (6-16), we see an example of discourse shift that 

demonstrates this socially constructed dynamic in face-to-face interaction. 

Transformative learning can be explicated using Vygotsky's concept of 

'mediation', a formulation that higher mental function and human action 

in general are mediated by tools and signs. "The insight guiding this view 

was that the inclusion of signs in action fundamentally transforms the 

action" (Wertsch,. 1991, p. 32). From this perspective, language as sign, 

mediates future action. Relating this to Bakhtin's ideas, the appropriation 

of language expressions is a process and structure of semiotic mediation 

that leads to the formation and internalization of cultural development or 

knowledge. The process of internalization or learning leads to the 

construction of a dynamic continual stream of new interpretations which 

eventually guides actions. 

Finally, as Ellen shared ways she would adapt Ana's ideas, Maria 

was reminded of a strategy that she had been using in her classroom. 

Through her comments she acknowledges what Ellen has shared and 

drawing on an analogy to her student's uses of tape recordings she extends 
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Ellen's idea. This is a significant contribution since through many of the 

previous sessions Maria was very quiet. She comes to the study group 

regularly and listens intently but does not speak very much. Toward the 

end of this semester, Maria began contributing more. In this particular 

contribution she began to share what she was doing in her classroom. As 

she stated in retrospection a year later: 

{ ... } 
Maria: 

{ ... } 

It was so hard for me personally to verbalize and 

express how, what I was doing in the classroom, 

and why I was doing it, until Elizabeth introduced 

the vocabulary, then I knew how to express what I 

was doing. You labeled things we were doing and 

we were discussing them frequently. It started 

sinking in. 

As previously discussed, language mediates action. Maria, through 

her experiences, had come to understand many of the events in her 

classroom, yet as she stated above, she found it difficult to articulate the 

understandings she had constructed. Through our discussion together 

concerning our lives in the classroom, Ellen, Ana, Christine, myself and 

the others, articulated our experiences. Relating them to theories, 

concepts, and strategies we were reading about" we put a language to our 

shared experiences and expressed new events being experienced. Maria, 
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through these interactions, was able to gain new insights and knowledge, 

and through the appropriation of our language was able to come to 

understand and eventually articulate her own experiences and 

understandings. 

Summary of Learning New Meaning Schemes 

Through several of our sessions we strove to find ways to extend our 

knowledge that would initiate reflection. Through our readings, 

dialogues, mediations and demonstrations we looked for new ways of 

teaching our students. We sought, through these endeavors, to generate 

new knowledge and extend our roles. As a result, we were laying the 

groundwork that would facilitate events that would challenge our 

perceptions about learning and teaching and to find ways to reclaim our 

classrooms. 

At this point during our collaborations, the teachers became involved 

in the struggle to continue reading, thinking, talking, trying out new 

practices, and observing their students and themselves. They discovered 

that through these sessions they could serve as teachers for each other. 

The dynamics of the session began to change; a new level of trust and safety 

was achieved. The teachers were no longer strangers individually 

grappling with their learning. Risks were taken as teachers delved into 

ways to express what they were learning and doing. That spring semester 

was a time that the teachers not only discovered themselves, but their 
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peers. They discovered that each participant had some area of interest or 

strength that the others could draw upon to propel their own learning and 

growth. 

As the teachers became more comfortable with the concept of the 

study group, they began to test out the possible potentials that the study 

group could offer. For instance during one session Ellen brought up the 

idea that their study group efforts could lead to activities beyond the study 

group sessions and their classrooms. She offered: 

You know I was wondering if our study group could be an 

impetus to action, a lot of people have been saying to me as a 

TEA rep, why doesn't TEA do something about seeing that 

bilingual teachers are compensated for their work, and I don't 

think TEA will do anything unless somebody lights a fire 

under it. But maybe we can be that fire. 

As we came to the end of that spring semester, we spent the last few 

sessions reviewing and discussing in retrospect what we had accomplished 

during the past year, and what we would like to do during the next school 

year. During our last session that semester, we brainstormed a list of 

topics, issues, and activities we would like to accomplish in the year to 

come. 



Learning Through the Transformation of Meaning 
Schemes: Making a Paradigm Shift 
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Through the interactions discussed in the previous sections, the 

teachers began to reflect upon their actions and beliefs, which I believe 

propelled them into the next progression of learning - making paradigm 

shifts. The teachers were no longer satisfied in just learning new ideas 

and extending their knowledge. The teachers were beginning to piece 

together understanding and recognition of the different theories and 

paradigms that underlie educational beliefs and activities. The teachers 

began to recognize their power and agency. They found that they 

controlled their choices for taking particular directions and developing 

their beliefs and practice within a certain paradigm. In essence, they were 

recreating teaching. Most significantly, from their problem solving and 

resolving their dissonance, they were redefining learning as an alteration 

rather than an extension of old knowledge; generating change in the 

boundaries of their expectations, instead of filling in the knowledge gaps. 

Gathering Together Again: Beginning Anew 

In the fall semester of 1992, when the school year began, the study 

group started meeting for the second year. We began our first study group 

session of the second year by going over the notes I had taken the last few 

sessions of the previous year. We retrospectively examined the activities, 

accomplishments, and goals of the first year. Some of the reflections 
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shared by the teachers indicated that during the first part of the year they 

had been passive and dependent, expecting me to determine the process of 

their learning in the study group. Through our interactions they became 

more independent, responsible, and active in their own learning 

(indicating agency). A couple of the teachers stated their regrets for not 

knowing sooner the potential of using the study group for accomplishing 

their own agendas, and planned for the coming year to take better 

advantage of the study group forum for advancing their interests and 

needs. 

As previously stated, during the last session of the first year, we 

created a list of ideas, goals, activities, and directions we wanted to pursue 

when we returned in the fall. In this first session of the second year, we 

looked over that list, and set out to plan the study group endeavors for the 

year. During this discus~ion we added to the list, new ideas that were 

generated over the summer and current foci in the school and district. 

Here is an portion of that discussion: 

1 

2 

3 

4 

5 

{ ... } 

Ellen: 

EXCERPT (6-17) 

We [Ellen and her students] are going to get back 

into research this year, using theme cycles. In 

third grade the students come in and have the 

program laid out for them and I'm going in 

another direction, I want student-centered 



6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

Maria: 

{ ... } 

344 

learning, in other words, their taking 

responsibility for their own learning. And so this 

is a whole new experience for them. I have to do 

some work with the kids before they can actually 

go through the process. 

I want to look at how I can help my students to 

become more independent, to work cooperatively. 

If they are going to learn to do research, then I 

need to help them become more responsible and 

independent. Also, they need to work together, 

they need to learn to work together better. 

Ellen and Maria expressed the need to change the emphasis of their 

classroom interactions. They indicated a shift from a teacher-oriented 

perspective to a student-oriented perspective. Most importantly, they 

related their experiences of inquiry and problem-solving to their classroom 

practice. In other words, they created a context for their students, built 

upon some of the same principles that they experienced through the study 

group process. 

In our discussion during this first session, we decided that we would 

begin examining the ideas of "research", which we were defining as 

engaging in inquiry and problem-solving about established questions 

within a topic area. This also included research that the teachers 

conducted through their own practice, but the major impetus of this 



345 

endeavor was to look at how children conduct research, namely engage in 

inquiry that would develop literacy, learning, language, and critical 

thinking capabilities. The following excerpt reflects this endeavor: 

EXCERPT (6-18) 

{ ... } 
1 Elizabeth: So the questions we are most interested in 

2 studying are: "What is research?"; "How do we do 

3 research. How do we do it?"; "How do we learn 

4 from research?" In our initial discussion we 

5 asked the question: "What is research?" We began 

6 to describe it as: investigation, seeking 

7 information, applying information, organizing it, 

8 editing it, processing it, and producing new 

9 information and planning how to find more 

10 information. Pursuing this topic of research 

11 relates to our learning about implementing theme 

12 cycle with students. 

{ .. .} 

The goal for the second year of the study group was twofold: to create 

a context of inquiry and problem solving for themselves as teachers 

concerning topics and issues of importance to them, and to create a similar 

context for their students. An important aspect of this direction came from 



understanding that as we guide, participate in, and observe students 

engaged in learning through problem solving, we would have the best 

opportunity to learn about teaching and learning, a rationale for study 

group. 
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A major factor in the transformation of meaning perspectives or 

paradigm shifts occurs through the realization of the interrelationship 

between theory and practice. As teachers engage in their studies of current 

research and theory and begin applying it to their practice, eventually their 

practice supports, challenges, and extends their theoretical knowledge. 

Entering into this dialectic cycle is the essence of constructing the process 

of transformation that leads to paradigm and ideological shifts. 

As we worked together, other issues arose. An issue that surfaced 

that semester was the lack of participation by other teachers in the school. 

The teachers who were attending the study group believed that they were 

benefiting immensely, finding that the study group was helping them to 

establish a closer working relationship with each other, and that they could 

accomplish more together. In one of our discussions they talked about their 

initial perceptions of the study group. They shared that it was not at all like 

they thought it would be. They had expected it to be another district 

imposed staff development project. 

1 

2 

{ ... } 

Maria: 

EXCERPT (6-19) 

You know what, I thought at that time that you 

were actually brought here to work with us 



3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

{ ... } 
Ellen: 

{ ... } 
Ana: 

{ ... } 
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because there was something wrong. I felt, you 

know how principals do things nonchalantly, and 

I felt that that's what you were doing, that you 

were sent here by administration. 

When you came in with the idea of study groups, I 

thought it would be just like all the other staff 

development programs. You would have a 

program outline, and we were going to follow the 

program. But that wasn't it. You did have a 

design, but part of that design was that we should 

figure out what we were going to learn. That's 

was unusual. 

I was excited about doing the study group because 

I had participated in the study group you did at 

Hollinger and I enjoyed that. 

During our conversation, the teachers said that if the other teachers 

in the school who did not attend had a better understanding of what the 

study group was, then they would be more apt to come. They felt very 

strongly that there was a difference in the way they were working and 

learning together now as compared with previous years. And their 

accomplishments were having a profound effect in their classrooms and 
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the school in general. They believed that if the other teachers would join 

with them in their collaborations, school wide changes would occur more 

rapidly and with more quality and depth. 

They raised concerns that they were setting themselves apart from 

the rest of the staff, which was the antithesis of what they wanted. We 

discussed this dilemma on several occasions and thought of ways to 

encourage the other teachers to join us. We decided to put together a 

newsletter so that we could share what we were doing and to invite the 

other teachers to attend whenever they could or when we were studying a 

topic of interest to them. The newsletter was titled Notas Breves (Brief 

Notes), and included what we had discussed in our study group sessions, 

and what we would be covering in coming sessions [Refer to Appendix J for 

an example of the Notas Breves]. Through this newsletter we wanted to 

establish a more fluid involvement in the participation of the study group. 

Here is an excerpt of that discussion: 

1 

2 

3 

4 

5 

6 

{ .. .} 
Ana: 

EXCERPT (6-20) 

I know everyone is busy. They need to have a 

choice. I would love to see everybody come, but 

there are different reasons why they can't. If they 

knew what we are studying then when they see 

something they are interested in or they need then 

they can come at those times. 
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7 Elizabeth: I agree. If they come at certain times that is 

8 

9 

10 

11 

12 

{ ... } 

more important than feeling like they can't come 

at all. What we need to look for is making 

connections. Being able to connect with each 

other at certain points. This helps us all grow into 

a school community. 

As a result of the newsletters, other teachers and school staff 

attended when they were able to or were interested in a given topic. This 

was not necessarily a smooth process. When someone would come we 

found there were some incongruencies in the conversations. The teachers 

who had attended regularly had reached a level of comfort, risk-taking, and 

routinization in our interactions together. In other words, we were well 

established in our communication patterns. Much of what we discussed 

had roots in previous discussions, and our interpretations of each others 

contributions were more in tune collectively. When someone new came, we 

consciously had to work to mediate acceptance, comfort, and community for 

these new participants. 

In the following interactions, Ellen initiated a conversation in which 

she asked Ana to share what she had been doing in her classroom. Ana 

responded and the conversation developed through the topic. At one point 

in the conversation Pilar, the librarian, who attended for the first time, 

entered into the conversation. In this interaction there was a sense of 

incongruity when Pilar entered the dialogue. When Pilar finished her 
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statement, Ana mediated Pilar's contribution for the rest of the group. 

1 

2 

3 

4 

5 

6 

7 

{ ... } 

1 
>< 

(.) 
text 

[ 

EXCERPT (6-21) 

Transcription Notation 

Interaction precedes or follows depicted 
excerpt. 
Each line is numbered to facilitate discussion. 
Utterance is delivered at a pace quicker than the 
surrounding talk. 
Noticeable silence less that .2 seconds 
Underlining indicates emphatic delivery 
Indicates that the sound that precedes it is prolonged 
Bounds simultaneous speech (Overlap) 
Connects two utterances that were produced by a single 
speaker 
Points to a feature of interest for discussion 

For notations not listed here refer to Transcription 
Notations in Appendix F. 

{ ... } 
Ellen: Ana and I were talking earlier, and I know her 

kids have been doing research, and I was curious 

to know how you, um, how it worked with your 

Mexico unit. 

Ana: Ahhh (Oh.) 

Ellen: How did you organize it 

Ana: [Ana describes in detail how she organized the 
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research unit for her students ] 

8 Pilar: From that experience, from Ana's experience, 

9 well, when those kids were in the library, umm, I 

10 was able to feel the energy that the kids brought in 

11 with them, just, just working in groups. 

12 Ana: uhhumm 

13 Pilar: Because one motivated the other. One had another 

14 idea that the other ones seemed so overwhelmed 

15 in, and each one of them had so much to give to 

16 that little group. And uh, even if those topics 

17 overlapped and they felt so jealous about their 

18 topic that they didn't want anyone else to do 

19 anything about it, but I was able to see that the 

ID motivation was there, the incentive was there, and 

21 their willingness to work. And um, I was very 

22 involved to just, just from seeing that, and um, 

23 working in groups, I think its great. Because 

24 being by themselves, the motivation might be 

25 there, but it might, might die. But if there is 

2B someone else that brings something else they go 

CZl forward. 

28 Ana: The group that Pilar is speaking about is five, no 

29 four to five kids in the group, and their topic was 

00 art. The art of Mexico ... 

[Ana continues describing what was occurring 
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during the students visit to the library and why 

they were doing these activities and relating this 

description to our investigation of the research 

process. ] 

Interpretation of Interactions 

The incongruency occurred as a result of the progress the regular 

participants had made in their transformative learning and which became 

manifest in the discourse within the interaction. 

The interactions with Pilar reflected our initial interactions whereby 

the focus of our meeting together was to share ideas, experiences, and 

extend our knowledge of teaching and learning. What was not present in 

Pilar's statement was the critical reflectiveness that we had learned and 

was an integral part of our interactions. Pilar expressed her opinion 

through a rhetorical style using educative phrases such as "it was great", 

"the motivation was there", the incentive was there", and "willingness to 

work", using expressions that she believes are the social norms of 

schooling, teaching, and learning, and the purpose of the study group's 

meetings. Interestingly enough, the lexicon and content reflects the 

discourse style that was employed by the core participants when they 

started. 

Our interactions no longer focused solely on sharing our experiences 

and ideas as we once did, instead our interactions were constructed from 
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our questions, a critical reflection of what we were doing, what was 

expected of us by the administration and the community, and relating this 

to students'learning. The questions we discussed dealt with: 'Why do we 

teach certain content from a certain perspective? Should we be teaching 

this? What should we be teaching? What content, practice and 

assessment was best for students, especially minority bilingual students? 

Are we doing what is best for developing students' learning in this 

community? What do we need to change in order to best meet the needs of 

all students at Davis?" We were no longer satisfied with talking only about 

what was going on, but why, and what could be changed to make life and 

learning better at Davis. 

The following excerpt reflects the style of interactions that developed 

as a result of the questions we asked, and reflective of the progression 

through transformative learning. In this discussion, the participants are 

talking about the realization that educational practices are 

paradigmatically and ideologically ladened. As a result of this 

consciousness, the group members are positioned in a struggle between 

what they are coming to know and believe about learning and teaching and 

the existing educational practices. 



EXCERPT (6-22) 

Transcription Notation 

{ .•• } Interaction precedes or follows depicted 
excerpt. 

1 Each line is numbered to facilitate discussion. 
[ Bounds simultaneous speech (Overlap) 
~ Points to a feature of interest for discussion 

For notations not listed here refer to Transcription Notations in 
Appendix F. 

[Referring to an article we read] 

1 

2 

3 

4 

{ ... } 
Maria: Isn't that what it says here, that "this 

concerted discourse often functions to 

promote passivity among bicultural 

students". 

5 Elizabeth: Yes, yes. 

6 Ellen: That knowledge is objective. That was a 

7 

8 

9 

10 

11 

12 

13 

good thing for me to think. about, about the 

objectivity of education. I always thought, 

"That's a good thing to be objective". You 

don't want to, you know, throw your bias 

on somebody. You want to be objective 

about it. But it's true. There's no way. I 

mean, each of us is a cultural animal. So 
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14 there's really no way to be completely 

15 objective. So I guess the thing to do is to 

16 throw it open and talk about it. 

17 Elizabeth: uh hum 

18 Ellen: And then get everybody's opinion. And 

19 then, that's about as objective as you can 

ID get. 

21 Elizabeth: Well, this whole concept of schools being 

22 neutral and apolitical, uh I remember when 

Z3 I was being trained, it's like "we must remain 

24 apolitical, we are neutral" 

25 Ellen: Right. Exactly. 

28 Elizabeth: When you really think about it, it is the 

'Z7 most false thing that occurs, because the 

28 very nature of the materials and the 

~ curriculum, and the content we are 

00 teaching is ideologically ladened. They 

31 are built on a certain ideological 

32 perspectives. So how can they say we can be 

3'3 apolitical or neutral. Because we really 

34 are teaching from a dominant political 

35 perspective. And basically it is a myth, it's 

36 an oppressive lie to get us to believe that 

m we can teach neutrally. 

38 Ana: Like don't tell the kids your beliefs, your 
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39 opinions and um, 

40 Elizabeth: Like I was told, as a whole language 

41 teacher, when I became a curriculum 

42 specialist, that the school district does not 

43 promote anyone approach. Therefore 

44 being a whole language teacher was a 

45 personal choice, and at no time was I to 

46 use my position as a district curriculum 

47 specialist to shru·e my perspective. And 

48 my response was, that's what everyone else 

49 does, when they do workshops that promote 

50 basals, and promote skills oriented 

51 activities, that's what they are precisely 

52 doing. By denying my perspective, they 

53 imposed their perspective on me. 

5i Maria: [sigh ] I'm thinking about evaluation, and 

56 all that we are going through with, right 

57 now with evaluation. What about the 

58 ASAP, the IOWA's are being phased out 

59 because of the ASAP, and how much more 

00 accurate is that, um, any test that is 

61 normed in any way is not going to be an 

62 effective measure for the individual. You 

63 know what I mean? 

6! Elizabeth: uh huh. 
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65 Ellen: So other than samples of the children's 

00 

ff7 Maria: 

work and maybe teacher's [narratives. 

I'm just wondering in 

ffi these tests for example, I have kids that are very 

W good spellers. 

70 Ellen: uhhuh 

71 Maria: but in the IOWA, they were at average or 

72 below average in spelling. It's very hard 

73 forme. 

74 Ellen: Well, is teacher effectiveness being 

75 evaluated by student achievements. 

76 Maria: Yes, look how they publish the test scores 

ron in the newspaper. 

78 Ellen: Remember that year the test scores went 

79 up, and the district set up a workshop to 

ffi figure out what we did, and we said we 

81 didn't do anything different. 

82 Maria: Yeah. 

{ .. .} 

Interpretation of Interaction 

Not only does this excerpt reflect the interactive style that was 

developed, but demonstrates what is at the core of our interactions. 

Through critical reflective inquiry over time, a shift in meaning 
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perspectives or paradigms was occurring. Through our questions, 

readings, discussions, and reflections, came movement in our beliefs, 

knowledge, and perspectives. Through critical reflection we see through 

the habitual way that we have interpreted our everyday life experiences in 

order to reassess our previously unquestioned meaning schemes or 

perspective. As Mezirow states, "Reflection is the central dynamic in 

intentional learning, problem solving, and validity testing through rational 

discourse. Intentional learning centrally involves either the explication of 

the meaning of an experience, reinterpretation of that examining, or 

application of it in thoughtful action" (1991, p. 99). Through our 

interactions in the study group, as demonstrated in Excerpt (6-22), we 

bring to the forefront the reasoning, logic, and rationale shaped by our 

cultural and antecedent circumstances that underlie what we do in our 

classrooms and schools. Through the process of this analysis we '!reate 

reinterpretations- reconstruct knowledge- finding that our specific points of 

view or beliefs have become dysfunctional. Therefore a growing sense of the 

inadequacy of our old ways of seeing and understanding meaning is 

experienced. "Often other meaning schemes derived from the same 

stereotypical role become similarly transformed at about the same time. 

This accretion of transformed meaning schemes can lead to a 

transformation in meaning perspective" (Mezirow, 1991, p. 96). 

In Excerpt (6-22), the participants discussed how ideologies are at the 

base of their actions, and through making paradigmatic perspectives and 

ideologies inherent in actions explicit, they sort through their beliefs and 

actions and determine what is functional or dysfunctional, and adjust their 



meaning perspectives. 

Summary of Learning Through the Transformations of 
Meaning Schemes: Making Paradigm Shifts 
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Through the examination of these interactions there is evidence that 

the teachers were not only taking ownership of their own learning but of the 

study group and its effect on the rest of the school staff. Through critical 

collective reflection, we experienced an opportunity to strengthen our 

personal meaning systems by refocusing or extending our expectations 

about how things are supposed to be and discovering how things could be, 

not only for oW'selves but for the school in general. This led to the teachers 

encouraging other staff members to join in their learning activities. 

The m~or paradigmatic shift that became evident at this point was 

the movement away from a transmission/passive view of learning and 

teaching toward one in which learning and teaching are social and 

cultural constructions of meaning. Integral to the paradigm shift is the 

recognition of the dialectic relationship between theorylbeliefs and practice. 

Through this conscious awareness comes change and transformation. It 

is the desired outcome of reflection. Through reflective inquiry the roots of 

practice and action are exposed and critiqued, and therefore, the 

opportunity to critically examine the rational validity of beliefs and actions 

in relationship to lived realities occurs. When dysfunction is uncovered, 

further inquiry and reflection permit new meanings and knowledge to 
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replace what once existed, and the results are shifts in meaning schemes 

or paradigms. Through the continued process of meaning or paradigmatic 

shifts, ideological shifts or transformations of meaning perspectives occur. 



Learning Through the Transformation of Meaning 
Perspectives: Making Ideological Shifts 
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The study ~ups sessions continued throughout the fall and spring 

semesters (1992-1993). We continued our investigations on conducting 

research and on teaching students to do research. Then we returned to our 

original questions from the first sessions of the year before: How do we 

develop contexts that would meet the needs of bilingual (linguistic minority) 

students in which we provide them with a valid curriculum and develop 

instructional environments that would not only acknowledge their 

linguistic, cognitive and social abilities, but would extend their intellectual 

and educational opportunities and possibilities? 

As discussed in the previous section, we began to ask the hard 

questions, not just how we develop learning for our students, but how do we 

do that in the broader context of a socially and politically grounded 

institution of schooling. We began to look at our interactions with students 

as perpetuating power relations, ethnic and gender stereotypes; and 

recognizing that through interactions, instructional practice, and 

language, we were continuing the potential disenfranchisement of 

students. We realized that we were participating in the possible alienation 

of our students from their learning potential, knowledge, and access to 

social conventions and expectations. We entered into a struggle that led us 

to begin recreating teaching in order to accommodate our new views, while 

still being locked into policies and mandates that were in conflict with what 

we were coming to know. 
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We were becoming very conscious of the ideologies that underlie 

teaching and schooling. We recognized that existing institutional 

constructs, such as standardized tests and materials, were comprised of 

ideological stances from which these constructs were derived. We came to 

comprehend that each of us held ideologies, and through our interactions 

and practice expressed these beliefs. 

In our interactions, multiple voices reflecting our social-historical 

identities (gender, culture, ethnicity, class, hierarchical bureaucratic 

roles, religious and moral perspectives) became evident. Consequently, we 

began to realize that all these voices are facets of our identities and reflect 

ideological and psychological processes which influenced how we teach, 

how we interact with students. peers, superordinates, and parents; 

influenced how we transform, and influenced how we act upon those 

transformations. 

Multivoicedness comes from Bakhtin's idea on the "dialogicality of 

voices: when a speaker produces an utterance, at least two voices can be 

heard simultaneous" (Wertsch, 1991, p. 14). In the formulation of an 

utterance a voice responds in some way to previous utterances and 

anticipates the responses of others. ffitimately, an utterance reflects both 

the voice producing it and the voices to which it is addressed. "Because any 

utterance entails the idea of addressivity, utterances are inherently 

associated with at least two voices" (Wertsch 1991. p. 53). 

According to Bakhtin, each speaker invokes a "social language" in 

order to produce an utterance, which frames how and what a speaker 

says. A social language is "a discourse peculiar to a specific stratum of 
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society (professional, age group, etc) within a given social system at a given 

time" (Holquist and Emerson, 1981, p. 430). For Bakhtin, "a speaker always 

invokes a social language in producing an utterance, and this social 

language shapes what the speaker's individual voice can say" (Wertsch, 

1991, p. 59). 

Many times we are in conflict with the ideological facets and voices of 

our identities. As our consciousness is raised, there are times that 

institutional beliefs and actions conflict with our own personal beliefs and 

actions. Bakhtin's notion of heterogeneity calls on us to consider why 

certain forms of speaking and thinking (voices) rather than others are 

invoked on particular occasions. We must consider how and why a 

particular voice occupies center stage, that is, why it is "privileged" 

(Wertsch, 1985) in a particular setting. Bringing to consciousness these 

multiple voices and their contexts is integral to transformation of 

ideologies. Through conscious examination of these ideological voices then 

we can engage in facilitation or resistance of these beliefs and the actions 

that become manifest through them. This in essence is transformative 

learning. 

In the following excerpt, the teachers in the study group were 

responding to a chapter from Henry Giroux's book, Teachers as 

intellectuals: Toward a critical pedagogy of learning (1988), which they had 

been reading prior to the group meeting. They began a discussion in 

which they acknowledged that learning, teaching, and schooling in 

general, is ideologically predicated. In this interaction the discussion 

began with the text. Their interpretations of the text were then related to 
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past experiences, and then to current experiences and issues. This pattern 

of discussion is important to note, since as the teachers learned about new 

ideas and new perspectives, they had to rely on the language of the authors. 

They had to borrow statements and ideas, and interpret and relate them to 

past and current experiences in order to construct their own knowledge. 

Then they could use new formed knowledge in current and future 

experiences. 

This excerpt also reflects the tensions between ideological stances 

and voices previously discussed, as well as the paradigm shifts from a 

teacher-oriented view to a student-oriented view. 

EXCERPT (6-23) 

{ ... } 
1 Ellen: Giroux talks about cultural capital, {reads] 

2 "this is a country that distributes goods and 

3 services, what can be labeled as material 

4 capital, it also distributes and legitimates 

5 certain forms of knowledge, language 

6 practices, values, modes of style and so 

7 forth, are what can be labeled as cultural 

8 capital." And this reminded me of that book 

9 that came out, about Cultural Literacy, 

10 Anna: oooohh! 

11 Ellen: You want to hear something funny, my 
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12 daughter was actually tested on that in 

13 high school 

[continues to read ] 

14 "one must only consider what gets labeled 

15 as high status knowledge in the schools 

16 and universities and thus provides 

17 legitimacy to certain forms of knowledge 

18 and social practices", And this is what 
~ 

19 struck home with me "Currently the fine 

ID arts, the social science disciplines and 

21 classical languages are not considered as 

22 legitimate as those bodies of knowledge 

2'3 that are found in the natural sciences or 

2A those methods of inquiry associated with 

25 areas of business and management. These 

28 decisions are arbitrary and are based on 

?:1 certain values and questions of power and 

28 control not to mention a certain view of the 

29 nature of society in the future." And so 

00 forth and so on. And you know, I thought 

31 ''Who's to say" [sighs ], Well, obviously we 

32 know who's to say, those in power, but 

33 who's to say those areas of knowledge are 

34 important, which are going to be handed 

----.- 35 down on a platter to students. Obviously 
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m 
38 

39 

40 

41 

~42 

43 

44 

45 

46 

47 

48 

49 

50 

~51 

52 

53 

54 

55 

56 

57 

58 

59 

00 

there's been a lot of handing down for a lot 

of years, and here we are in the middle of 

the system. It made me think quite a bit 

about my teaching and about how I want to 

change it. We started last week with our 

writing workshop, and things are getting a 

lot looser as time goes on. And I'm 

wondering how this is all going to come 

out, and how it's going to be accepted by 

parents. I feel like I need to sit down and 

talk with Lupita and talk with her about 

my feelings, because um, I want her to 

understand where I'm coming from. This 

is a totally different way of approaching 

the classroom. And of course we want, I 

know Lupita wants our students to 

succeed, but she also has been one to stress 

you know in the past, test results and we 

need to focus on these particular skills, 

and things like that. And I'm coming to 

see that, that's not what its all about, If 

we really want the kids to be successful 

they need to be aware. You know, and we 

have to really be aware of what we're doing 

so that we can help them be aware. 
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00 
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ffi 

00 

70 

71 

72 

73 

74 

75 

76 

71 

78 

79 

00 

81 

82 

83 

&t 

~85 

Otherwise, we're just putting our print on 

them. 

Maria: And Lupita's being pressured too. 

Ellen: You bet. 

Elizabeth: How have you been thinking about 

changing your teaching? 

Ellen: Well, kind of a lot of the same things we've 

been talking about, and I'm thinking that 

this sort of critical approach to education 

can be achieved by theme cycles where the 

kids help to choose what they want to 

learn. I also really like the idea of having 

students research their own families, and 

bring it in the classroom so that they can 

see the validity of their own experiences. 

Um, I want to do that in a major way, for 

us to not only learn about our own cultural 

backgrounds, but to learn about everyone 

else in the classroom, that will create a 

community. That's something we can do at 

the beginning of the year, and um it would 

educate us all. And from there have the 

kids choose what they want to study and 

approach it in a different way, not just 

getting information from me. Not just 
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Maria: 

Ana: 

Maria: 

giving students knowledge. but 

collaboratively and critically acquiring 

meaning. The student is an active 

participant and helps to shape the process, 

from a pedagogical and social standpoint. 

Those are the kinds of things that are 

fuzzily floating around in my head. But to 

see it, one against the other. One is the 

way I was trained to teach, Another is the 

way I want to teach. 

We never ask children what they want to 

learn. We really don't ask them to share 

their opinions. 

We never even tell them what they will 

learn. Do you evert 

No. I think to touch base with them is 

really critical while they are learning. 

And um, I don't think I've given them any 

choices, you know. Usually I look at my 

science action plan, and I go through that 

thing, but do I ask them. "Would you like to 
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learn about this". And coming to the study group 

has helped me learn that kids have their 

own minds, and they can open up a 

universe when you ask a question. And I 
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{ .. .} 

did that, and it really helped out. It made 

me look at all the changes that can be 

made, and how we can extend children's 

learning and knowledge. Just by letting 

them ask their questions and study. 

Interpretation of Interaction 
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In lines 1 through 29 (Excerpt 6-23), Ellen reads the portion of the 

chapter that has, as she puts it, 'struck home with her' (lines 18-19). Ellen 

elaborated on the text, sharing her experiences to explicate why this portion 

of the text had a special meaning to her. Two experiences emerged: first 

that her daughter was tested on cultural knowledge as defined in E. D. 

Hirsch's book; and that teachers have "handed down" to them, from powers 

that exist, the knowledges and social practices to be taught and privileged. 

In her comments about this, (lines 35-40) she stated: "Obviously there's 

been a lot of handing down for a lot of years, and here we are in the middle 

of the system. It made me think quite a bit about my teaching and about 

how I want to change it." In this statement, the tension between what she 

had come to know and believe and what is required of her by the "system" 

becomes evident. Ellen was changing her beliefs and ideologies about 

learning and teaching, but the ideologies that govern the system stayed the 

same. She went on to talk about the complexity of this tension more 

specifically within the contexts she inhabited in several ways. She talked 
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about the community forces that effect schooling: "And I'm wondering how 

this is all going to come out, and how its going to be accepted by parents." 

(lines 42-45). She also shared that she wanted to talk with the principal 

about the paradox between having Lupita's support for her innovative 

teaching and being pressured to gain high test results and focus on specific 

skills. Finally, she set a juxtaposition between helping children develop 

int.o critically conscious learners, what she now defined as successful, as 

opposed to "putting our print on them", meaning creating well-trained 

vessels of standard knowledge. In her dialogue, Ellen expressed the 

conflicting voices of the different positions she needed to reconcile through 

her daily actions. On the one hand she had made changes and was excited 

and anxious to continue moving forward with them, on the other hand 

there were social and political forces that limit the types and extent of her 

changes. As a teacher she had come to know what she would like to 

develop with her students in her classroom. At the same time as a 

subordinate within a hierarchical system, the vision, expectations, and 

goals of her supervisor, and the parent community must also be considered 

and be negotiated to accomplish change. 

Each of these examples reflect the struggle of the individual within a 

system. And it is for these struggles that we have worked through the 

different contexts and forms of learning in order to become transformed. 

Not as a point of arrival, but a point of consciousness and emancipation, 

that will lead us into a continued journey of critical reflection and action. 

Ellen talked about how at this point in time she was reconciling the 

conflicting ideological voices, the paradoxes that existed as she continued to 
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teach and learn. In lines 67-95, she shared some of her current thinking 

and ideas that she felt would help her through this struggle and facilitate 

her transformation. In lines 85 -90, she expressed the crux of her 

ideological and paradigmatic shift, she no longer was "just giving students 

knowledge, but collaboratively and critically acquiring meaning, the 

student is an active participant and helps to shape the process, from a 

pedagogical and social standpoint." Interestingly enough, that was exactly 

what the teachers were doing for themselves through their study group 

inquiry, which is at the heart of transformative learning. 

Maria responded to Ellen, conveying her own paradigm and 

ideological shifts. In lines 101-115, Maria talked about how she had taken 

her plans and agenda, and imposed them on her students, and then 

through her own critical inquiry realized that students had "their own 

minds" and experiences that they could draw from. Through engagement 

in the process of inquiry and the utilization of their abilities, their learning 

and knowledge can be extended. For Maria, this statement was important. 

Throughout the study group process she had held back from making any 

definite statements about her own thinking and beliefs. In this and other 

sessions during the second year, Maria began to speak up more sharing 

her beliefs, struggles, and new directions. In one meeting, she began to 

talk about how, in previous times, when she heard teachers talking 

negatively about students and their learning abilities, she would quietly 

listen. Now she says, "I can no longer sit in silence, when I hear these 

teachers talking about their students shortcomings, I have to speak up. I 

have to ask them about their teaching and how they think about the way 
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students learn. I can't keep quiet anymore. I won't be quiet anymore". 

Learning through the transformation of meaning 

perspectives or making ideological shifts occurs through "becoming aware, 

through reflection and critique, of specific presuppositions upon which a 

distorted or incomplete meaning perspective is based and then 

transforming that perspective through a reorganization of meaning. This 

is the most significant kind of emancipatory learning. It begins when we 

encounter experiences, often in an emotionally charged situation, that fail 

to fit our expectations and consequently lack meaning for us, or we 

encounter an anomaly that cannot be given coherence either by learning 

within existing schemes or by learning new schemes" (Mezirow, 1991:94). 

Through this journey we became frustrated with these struggles. 

There was guilt, dissonance and conflict. We looked for the ideal solution, 

the resolution of these conflicts: being able to resolve them and lay them to 

rest once and for all. But what we discovered was an ongoing struggle, and 

we had to learn to embrace the struggle, to realize that it is a constant 

reality. We could not change the world, we had to change ourselves, our 

classrooms, and what we could in the school, the district, and the 

institution of education. We had to find ways to change in order to reconcile 

the space between our ideological beliefs and our practice, reconcile the 

space between what was best for the students and ourselves and the 

requirements and mandates of the institution. We had to reconcile the 

differences in our ideologies with the ideologies of our peers, our differing 

agendas, and the different and unique transformations. 
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Action, acting upon redefinitions of our perspectives, is the clearest 

indication of transformation. The study group sessions continued 

discussions of articles, working toward changing perspectives and ideas, 

and confronting issues. As previously discussed, we returned to questions 

that we raised at the very beginning of the study group during the first year: 

questions about teaching linguistic minority students in ways that would 

draw on and utilize their strengths and knowledge and extend their 

intellectual and educational abilities. As we began to reconsider these 

questions in light of what we had come to know and under"f.and, we found 

that we needed to make some school wide changes. The teachoars in the 

study group began to think about ways that they could encot::.rage their 

peers to deal with these issues that concerned the whole school. One idea 

they had was that if the other teachers couldn't come to the study group 

then they would go to the teachers. They asked Lupe if they could use a 

regular staff meeting to conduct a total staff study group. Lupe consented 

enthusiastically, and plans were made to conduct the first school-wide 

study group. 

I asked the teachers why they felt compelled to do this, to take action 

such a this, This is the response I got from Maria and Ellen: 
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Maria: 

Ellen: 
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EXCERPT (6-24) 

I am learning a lot. I have changed my thinking. 

I am now aware of how much we effect children, 

how our teaching effects them. The way we think 

about and talk about children has an effect. I 

can't just sit and watch this school keep on 

doing the things I have discovered are not good 

for children. I have to do something. Before I 

wouldn't have. But now I have to. 

We have goals concerning biliteracy, and 

our practice is not achieving those goals 

with our students, and from the research 

that I have read and from our discussions, 

and from maybe smaller pieces of, trying 

out smaller pieces of what other people have 

done in other places, I BELIEVE that we 

can make this goal happen, that we can 

work toward biliteracy. We can comfort our 

students in two languages. But we have to 

be willing to sacrifice our own comfort. 

That's okay for me, I'm willing. But I want 

a, why do I feel compelled, because I guess 

I feel some kind of sense of failure, to the 
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students because we actually could be 

serving them to become bilingual and 

biliterate, and we're not. We could, and 

there is a way that we could, its not like 

we're not doing it but how could we, there's 

just no way. There is a way. I really 

believe this. It's not an unfounded belief, 

entirely on faith. In reading about what 

other people have done, I've said, yeah, this 

is what we could do. We could. It's going to 

take some sacrifice, it is going to take a lot of 

learning and change. But we will do it." 
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Our struggle toward transformative learning was not just for 

ourselves, as individual, but for our students as well. When we engaged in 

transformative learning contexts, then we will know how to create these 

same contexts for our students. 

We met with the staff, and found that they were very interested and 

concerned with the same questions, issues, and topics we had been 

studying. In that first meeting with the staff, the discussion was lively and 

engaging. The focus of H·.~ staff study group was to determine school wide 

efforts that could be developed to address the development of bilingualism 

and biliteracy, and to examine the social and political learning contexts for 

linguistic minority students. The core participants had found that their 



peers supported their growth and ideas. The entire staff felt that these 

issues were important to them as well and decided at the end of that first 

meeting that we would meet biweekly for a staff study group. 

376 
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Constructing Transformations: 
Development of a Collective Community 

In the spring of 1993, during the last week of the school year, the 

regular study group members believed that there was much more to 

explore together. The following year would bring changes, many as a 

result of the work we began together. We were concerned about the 

dialogue, planning, and groundwork that needed to be done before the next 

school year began in the fall. 

One day we were talking about how we could continue the learning 

community we had established and the importance of this for each of us. It 

was then that we decided to meet occasionally over the summer. We 

thought it best to set up a meeting date immediately so that we would not 

become so involved in summer plans that we would not be able to gather 

again. We scheduled a lunch at my house the following week after school 

ended. 

Our meeting was more social and relaxed than other study group 

sessions, and we spent most of the time talking about our summer plans, 

our first week out of school, the importance of these meetings,and the ways 

to continue meeting throughout the summer. As it turned out, we decided 

to meet every Friday afternoon for the summer. 

After a couple of sessions, two major goals were established for our 

meetings together, one was to reflect and assess our growth as individuals 

in the group, and as a group as a whole; and the other was to make goals 

for the coming year, and create plans for accomplishing these goals. A few 
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sessions were planned to reflect on and assess our development as a study 

group. The summer sessions were recorded, and became instrumental in 

the development of the case studies presented in chapters 4 and 6. 

We talked about the various elements that led to our coming together 

as a community. Integral to the process of inquiry, reading, reflection, 

dialogue etc., was establishing an environment in which we developed trust 

and could take risks. An environment in which we were able to express 

what we thought, said, and experienced without fear of reprisal or ridicule. 

Once this was accomplished, we could begin to challenge each other. It 

was the challenge that led us to experience learning and to make paradigm 

and ideological shifts. Maria once said that I was the "Phil Donahue of the 

Study Groups" because of the kinds of questions I asked. She added that 

some of my questions made her head spin and hurt. But that summer her 

head didn't spin and hurt, instead she was beginning to pose her own 

questions and challenge herself and her colleagues. One afternoon, she 

remarked: 

I told you that I was looking for change, and you were 

the catalyst for the whole thing, because I felt that I needed to 

grow, and through our discussions, seeing that teacher are 

smart, we have this power, and that's when I started listening 

with more attention. That's when I really started listening to 

what you all were saying, and I started changing. And when 

you gave us insights and activities on whole language, 

especially writing, learning how to teach writing, I found that 

to be very relevant and it made sense. It was something 



different from what I was doing. I felt that I needed to change. 

I remember you giving us that opportunity to voice our 

thoughts, and our concerns and discuss them. 

I was choosing for the kids, I wasn't giving them 

choices. It's just like underestimating the students. I think 

that the children are very intelligent and we should give them 

the opportunity, to facilitate that, and they can go places. 

There was a time when we were discussing the theme cycle, I 

tried it and we were very successful, And the children said 

why didn't we start this at the beginning. And I thought, 

"Yeah, why couldn't we have started this at the beginning". 
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Transformations: Becoming a Critically Reflective Learning Community 

In the summer meetings, as we gathered to reflect on the two years 

we worked together, we discussed the transformations that had occurred 

for us as a group. Though there were many, and some more obvious than 

others, we agreed that we had undergone three major transformations. 

1) Transforming into active learners: Co-creating 
learning and development, 

2) Transforming into teacher/researchers: Creating and 
contributing knowledge, and 

3) Transforming into "agents of change": Creating a 
collective vision of learning and schooling. 

These general transformations that were made by the group are not 
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reflective of all the transformations, but do represent the most essential that 

occurred in this period of time. To conclude this case study, I briefly 

discuss each of the transformations that were experienced. 

Transforming Active Learners: Co-creating Learning And Development 

As a group, we spent the first year exploring the potential of our work 

together in the study group. In many of the sessions the teachers took a 

passive role, expecting me to inform them of what they needed to do. That 

first year, the teachers struggled to move beyond their socialized 

expectations of being inserviced and developed through workshop to 

recognizing that what would be accomplished in the study group was 

dependent on them. They discovered their own potential toward 

constructing their own professional development. This led them to 

recognize and realize that they could study and learn about anything they 

were interested in and they could establish the direction and action of that 

study. By the second year, they understood the concept of the study group 

and began to pursue their own agendas and interests. As they progressed 

in their own studies, they became more aware and confident in working 

with each other and they began to merge their efforts into collective study. 

Eventually, the teachers were able to seek out the rest of the Davis staff to 

join in their efforts toward collective study and change. 



Transforming Into Teacher / Researchers: Creating And Contributing 
Knowledge 
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There were several progressions which enabled the teachers to 

recognize their potentials as intellectuals and researchers. Initially, they 

learned to make explicit their beliefs and knowledge about learning and 

teaching. Through this process they learned to critique, change, and 

generate new knowledge and beliefs that would change their learning and 

teaching practices. The teachers reshaped their learning and teaching 

endeavors to include inquiry strategies that facilitated the 

reconceptualization of their roles as learner and teacher to include 

researcher. These strategies consisted of reading, reflective dialogue and 

practice, observations, and demonstration, to name a few, which supported 

ongoing inquiry. The development and integration of ongoing inquiry into 

their teaching and learning roles aided their capacity to continue to reflect 

and critique what they were reading and learning based on what they had 

come to know and believe. As a result of these developments, the teachers 

were able to determine future actions that would generate continued 

transformative learning. 

Transforming Into "Agents Of Change": Creating A Collective Vision Of 
Learning And Schooling 

As the teachers embraced their learning potentials through 

interactions in the study group, they also learned that it was important to 
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look to each other for expertise and support in their explorations. The 

teachers discovered that their collaborative endeavors propelled not only 

their individual and group learning, but facilitated the development of a 

collective vision toward constructing directions and changes for the school 

in general. The teachers found that their peers shared some of the same 

goals and ideas, and they no longer had to struggle individually to achieve 

these goals. This recognition lead the study group participants to begin 

eliciting partnership from rest of the staff in issues that affected the entire 

school. 

Conclusion 

Since I accepted a professional position at the University of New 

Mexico that fall, I would not be returning to Davis. At first Ana, Maria, 

and Ellen felt a little unsure of how the plans we made would continue: 

EXCERPT (6-25) 

{ ... } 
Ana: I feel like I'm being left midstream, and its like now 

Ellen: 

what, who is going to paddle. 

Well, its always going to be this way. We are always 

going to be developing. We have to paddle. We have done 

a lot together, accomplished a lot together. And we can 

still continue doing this. It will be us who will paddle, 

and whoever else wants to join us. 



Maria: We'll do it, you'll see. 

{ ... } 

I had no doubt that they would. Over those two and a half years in 

the study, they enriched their intellectual and professional abilities and 

discovered their own learning and research potentials. They would 

continue their work just fine on their own. 

383 



384 

CHAPTER 7 

A LETTER TO THE STUDY GROUP PARTICIPANTS 

During the two years we worked together in the study group, as you 

pursued your own questions, I too, had questions. My questions dealt with 

understanding how teachers could create their own learning conditions 

and contexts. Learning conditions and contexts that are built upon 

collaboration and inquiry that would facilitate authentic traDsformative 

learning. These questions arose from my own experiences as a teacher 

trying to learn what I wanted and needed to learn within an institution 

that controlled what and how I learned. In this chapter, I would like to 

share with you what I have learned through our journey together. 

I have discovered that dealing with teachers' learning and 

transformations is mainly dealing with my own learning and 

transformations. I have had to rethink what I know and do concerning my 

work with teachers and the processes of learning and teaching with my 

colleagues. I have learned that as I continue to work on my own learning, 

and to work with teachers on their learning, I will have to constantly focus 

on several issues that will sustain on-going, authentic transformative 

learning. In essence, through our work together I have experienced my 

own transformations. 

The major issues that I believe will nurture transformative learning 

for myself and teachers and frame future actions are as follows: 
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1) Creating spaces for transformative learning and collaboration 

2) Engaging in inquiry 

3) Understanding and acting upon dynamics of interactions 

4) Understanding and developing forms of learning 

5) Knowing, valuing and utilizing resources 

6) Constructing and sharing knowledge 

7) Understanding learning and teaching 

In order for us to continue through a journey of transformative 

learning, it is important to continually act upon and learn through 

conscious development and application of these issues. I will utilize these 

issues to organize my discussion for the remainder of this chapter. 

1) Creating a space for transformative learning and collaboration 

Since it is always very difficult to meet with peers during the 

standard teaching day, it is essential to create a space for dialogue, 

collaboration, and learning. Without the study group, we would not have 

been able to approach the depth of learning and the transformations we 

experienced. We needed these study group sessions in order to push the 

edges of what we knew and what we experienced. By challenging ourselves 

in sustained problem~posing and problem~solving in the study group, we 

were able to construct personal and professional relationships, beliefs, 

knowledge and actions which reshaped our roles as teachers and learners. 

Once this space was created, then the next step was to concern 
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ourselves with what occurred during these sessions. There was a tendency 

to only take care of immediate business and to share what was occurring in 

our day to day lives. Again, we had to challenge ourselves and develop how 

we spent our time together. We had to work hard: to use that time to 

inquire about our concerns and interests; to learn more about the topics and 

issues we chose; to pose questions and articulate the problems we faced; 

and to collaborate with each other and find activities that would propel our 

thinking and knowledge. This was achieved by engaging consciously in the 

process of inquiry which was vital to our transformations. 

2) Engaging in inquiry 

Through the process of inquiry we were able to explore the complexity 

of our roles as teachers and learners. We asked questions, as individuals 

and as a collective, that were of interest and importance to us. Having this 

purpose and the space enabled us to explore, shift, change, and develop 

ourselves, our group, and our actions within the study group, classroom 

and school contexts. 

We were able to learn about various topics and issues and to venture 

far beyond the typical learning of methodology and practice we were 

accustomed to. Vl e were able to learn about the content we teach, the 

contexts we teach in, and the reasoning and beliefs which ground both the 

content and contexts we were responsible for. We were able to learn about 

ourselves and each other. We learned about the experiences that have 

shaped our thinking and actions, about the knowledge and expertise we 



have, and the ways our interactions shape our learning and teaching. 

Our inquiry was built upon the exploration and utilization of various 

activities and strategies that kept us engaged in critical reflective learning. 

Our questions were continuously explored through our dialogue, reading, 

reflective writing, demonstrations and observations. 

Through our inquiry, both individual and collective, we grew as 

individuals and we grew from individuals to a collaborative and reflective 

collective. This was a major transformation for us, to learn how to learn 

together and to work together. This was not done quickly, smoothly, and 

easily. We experienced dissonance and frustration as we struggled to 

understand what we were learning and were sharing with each other. As 

we relied on each other and other resources for our learning, the 

dissonance and frustration transformed into trust and encouragement. We 

were then able to consciously learn to shape our interactions so that we 

could support and cultivate our learning and growth together. 

3) Understanding and acting upon dynamics of interactions 

Through learning to work together, we began to recognize that there 

were certain dynamics that either facilitated or inhibited our learning. 

Once we became conscious of this, we developed perspectives, strategies, 

and conscious actions that would encourage or change certain dynamics 

effecting our interactions. These conscious attempts are what I have 

termed the transformative conditions. 

We recognized that certain dynamics were not. only created by 
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ourselves, but these dynamics had roots in the fact that we were influenced 

by the larger contexts of the school, the district, and the social community. 

Through our inquiry we were able to investigate these social forces that 

were influencing us and find ways to remain conscious of them, 

manipulate them, resist them, and survive or avoid them in our sessions. 

In time, we realized that these strategies could and should be used in other 

contexts. This recognition and change led to our empowerment and 

facilitated emancipatory learning. We began to investigate how these social 

forces influenced our teaching and our interactions with our students, and 

formed much of what we believed about teaching and learning. We 

recognized that need to transform these beliefs, assumptions and actions in 

order to transform our roles as teachers and learners. 

4) Understanding and developing forms of learning 

Our conscious development of certain interactions and actions 

facilitated our explorations of learning beyond acquiring information and 

ideas. I believe these intentioned interactions facilitated emancipatory 

learning and transformations. Emancipatory learning occurs through the 

construction of combinations of learning which ranges from the gaining of 

new information to challenging and changing currently held knowledge 

and beliefs. 

We achieved this through sustained inquiry and collaboration which 

pushed us to discover, learn, and transform. We recognized that the 

majority of our professional learning occurred through inservice and staff 
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development activities that provided little more than new ideas for 

accomplishing what we already knew and were basing our actions upon. 

Through the process of sharing these experiences, we came to the 

conclusion that very few events led us to question or challenge our 

knowledge and beliefs, much less lead us to transform knowledge and 

beliefs. We discovered that we could change this by seeking to uncover 

answers to our own questions; by exploring, observing, gathering 

information and reflecting on what we were discovering; and by 

understanding the interrelationship between our roles as learners and 

teachers and our day to day contexts. Working toward this end provided a 

depth of experience that led to the discovery of forms learning that had been 

systematically neglected. 

5) Knowing, valuing, and utilizing resources 

One of the largest obstacles we had to overcome was the isolation 

from other teachers, other schools, and the community. This isolation is 

built into the structure of a teacher's working day, in the scheduling, in the 

description of the teacher's duties and responsibilities, in the divisions of 

programs, content, and students, and in the physical design of the school. 

We had to discover ways to work within and away from our normal setting 

to overcome these obstacles by learning what resources were available to us. 

We had to learn how to value the knowledge and expertise we had 

available to us; in each other, our peers, and the immediate community we 

serve. We had to learn how to tap into this expertise and discover ways to 
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share it, in order to encourage learning and change for each other. We 

had to learn how to reach out beyond the school, and tap into the resources 

available to us through our students, parents and community members. 

We had to discover how to use district and university resources. We 

struggled, and still continue to struggle to find the time to explore and 

benefit from these resources. 

6) Constructing and sharing knowledge 

As we named our questions and resolved some of the issues we 

addressed, we had to learn how to value this knowledge and help ourselves 

and others see it as legitimate. We were faced with an internalized history 

in which the experiences and knowledge of teachers had been devalued. 

We realized that the knowledge we constructed resulted from reflection, 

empirical investigation, and was built upon and substantiated by theory 

and research. These learning endeavors were part of and further 

developed the theories and research we relied on. We learned how to have 

faith in the knowledge we constructed and to act upon it. Acting upon what 

we learned led to changes which then led us back into inquiry, engaging us 

in a cycle where we continued to develop understandings that supported 

and furthered these changes. 

We also realized the importance of sharing what we learned with 

others, first with each other in the study group and then with our peers 

who were not attending the study group. When we shared what we were 

experiencing and discovering we found that there were others who were 
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interested in these explorations and transformations. This provided 

another avenue for legitimizing our accomplishments. Our success was 

not only measured in terms of actualizing our theoretical position, 

knowledge, and reflections into learning, change, and practice, but in how 

we were able to involve others outside of the study group to join in our 

efforts. 

7) Understanding learning and teaching 

Our efforts, as was intended, led to changes in the way we perceived 

ourselves as learners and teachers. We could no longer accept dominant 

views of learning and teaching. We recognized that our belief and actions 

had an effect on our students as well as the entire school enterprise, and 

any changes in our beliefs and our actions would also have an effect. 

Therefore, we rejected the perspective which assumes learning 

occurs through a transference of knowledge between individuals, both for 

ourselves and for our students. As long as we held these beliefs we would 

inhibit the learning potentials for ourselves and those we served. 

We engaged in efforts that were built upon beliefs of learning and 

teaching as interdependent complexities that occur through interactions in 

which meanings are constructed and negotiated. Learning and teaching 

were no longer considered one dimensional behaviors, but 

multidimensional manifestations of beliefs, context dynamics, 

sociopolitical and cultural forces and intellectual purpose. It is with this 
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view of learning and teaching that we challenged and worked to transform 

learning contexts for ourselves, peers and students. We were, and still are 

committed to explore the various ways that we can continually push the 

edges of both our own learning, our teaching practices, and our 

collaborations with peers and students. 

Concluding Thoughts 

School reform efforts have emphasized the necessity for teachers to 

change in order to accomplish these reforms. If so, then we must 

challenge current models of staff development that continually place 

teachers at a disadvantage. If we wish to see educational change, then we 

have to begin to realize that those who are responsible for constructing the 

day to day interactions and mechanisms in our schools, namely teachers, 

must be entrusted to create change. This can only occur if they are given 

ownership of contexts to explore the development of knowledge and actions 

needed to achieve desired expectations. 

I learned that it wasn't enough to facilitate contexts and events in 

order to help teachers learn and grow. I had to examine my own beliefs 

about teachers, about teacher learning, and recognize how I was 

influencing their learning. I struggled with the way I positioned myself as 

facilitator, and recognized that I too was socialized into viewing teachers as 

malleable. I discovered that the teachers' transformations were 

interdependent with my own transformations and vice versa, mine with 

theirs. 
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At Davis, we struggled together to break down the assumption and 

perceptions we had of each other, our roles, and our potentials. As I 

explored issues concerning teachers' abilities to take on and resolve issues, 

I witnessed a variety of capabilities for constructing knowledge and 

resolving questions, which led us to take on other questions and issues. We 

changed beliefs, events and behaviors which promoted new learning 

potentials. 

As a researcher and teacher educator, I learned that I and other 

researchers, administrators, teacher educators, and staff developers have 

to remove the specks out of our own eyes before we try to remove them from 

teachers's eyes, so to speak. To do this we need to confront our own 

knowledge, beliefs, and actions. We have to start facilitating our own 

development and change within sustained transformative learning 

contexts. We have to challenge our own ways of doing and being within our 

lived experiences. 

The best way to accomplish this is to learn from and with teachers. 

The Davis Teachers' Study Group taught me some very important lessons. 

First, teachers have their own questions. I had a lot of answers and 

experiences to share with them. I thought my role in helping them was to 

share what I knew. I expected them to respond by sharing their 

experiences and I would use whatever I could bring to bear on what they 

had offered. Then I discovered that the questions I thought they needeu to 

answer are not the ones they have. That's not to say we didn't have some 

areas of similar interest. But the teachers had specific interests and issues 

that were pressing upon them, and these are what they needed to pay 
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attention to. 

Second, teachers hold important knowledge, experiences, expertise 

and solutions and I learned from them. We have to learn, as teachers and 

researchers, to turn to each other and ask, "What have you done? How 

have you handle this?" What have you learned about this?" It is important 

to learn how to see existing knowledge that has never been recognized 

before. And when no one knows the answers, to realize that we are not 

alone in dealing with the problem, and find strength in knowing that others 

are involved in the same problems. Collaboratively we can we work 

together to create strategies, ideas and events that solve the problem. 

And finally, to recognize that I am equally part of the problem and 

the solution. The goal of change belon.gs to all of us. It has been to easy to 

talk about teacher change, but administrators, staff developers, 

researchers, teacher educators are also in need of change. Everyone 

involved in and interested in education must take on this responsibility. 

You, the participants of the Davis Teachers' Study Group, were not 

paid to attend the study group, though you should have been. You were not 

coerced, manipulated, or threatened into accomplishing all that you did, 

you didn't need to be. You were not trained and inserviced, you didn't need 

it. Yet, you came together as capable, enabled, and caring individuals for 

two and a half years because you wanted to learn, you wanted to know, you 

wanted to change. And together, we emphasized those desires, we built 

upon them; and as a result we experienced transformations, in our roles, 

in our relationships with each other, and in our actions. 



APPENDIX A: 

DISCOURSE ANALYSIS OF TEXT 
BY LINES AND STANZAS 

EXCERPT 3 SG2-20T92 

Stanza 2 (Frame: Introduction of Problem) 

1 I think 

2 that the focus is there 

3 the kids aren't saying everything 

4 that they have to say 

5 It's not 

6 thatIwant 

7 to force them to say more 

8 than they want to say 

9 they will talk and talk about it 

10 but as far as getting them 

11 to get their thoughts down 

StanzaS (Setting: Situating the Problem) 

1 I don't expect them 

2 to write everything 

3 our brains're moving way to fast 

4 I say, "Can you tell me more about [your story] 

5 read your story over 

6 and put a dot on the page 

7 wherever there is more to tell. 
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Lupe 

8 some of the kids 

9 will go through their writing 

10 They'll say, "Read this, read this" 

11 I'll read it out loud to them 

12 and as they listen to it 

13 they say "Well, I need to put in some more about this" 

14 that's great, 

15 but that's very few of the kids 

16 So, 

17 I'd like to encourage more of them 

18 to look at their own work. 

Stanza 4 (Contributing Response: Possible Resolution 
Strategy) 

1· But just think 

2 if Chris starts it, 

3 say at kindergarten 

4 just barely 

5 to make them aware of that 

6 and it continues 

7 to first grade 

8 by the time they reach you 

9 _in third grade 
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Ellen 

Stanza5 (Acknowledgement Response) 

1 That's true, 

2 it's going 

3 to snowball 

Stanza 6 (Redirect Discussion, Closure) 

1 I like 

2 to ask the child 

3 what he will do next 

4 with his piece 

5 Like 

6 do they want it published 

7 do they want 

8 to hang on to it 

9 do they want to move on 

10 that's good 

Richard 

Stanza 7 (Introduction: Acknowledgement of Previous 
Dialogue & Initiating New Direction) 

1 I was curious 

2 that was kind of 

3 what I was thinking about too 

4 first of all 

5 several thoughts are hitting me 



Stanza 8 (Frame: Presenting Problem/Issue) 

1 One is 

2 change and transitioning 

3 to something new 

4 always takes time 

5 I mean, 

6 we're creatures of habit 

7 and we do the same thing over and over and over again 

8 and also 

9 to change those habits 

10 takes us a long time 

11 to create the new habit 

12 and to get comfortable with it 

Stanza 9 ( Analogy: Supporting Presentation of 
Problem/Issue) 

1 I mean, 

2 I'll give you 

3 an example 

4 we all have a routine 

5 in the morning 

6 You know 

7 what you do first 

8 what you do next 

9 You know 

10 how you brush your teeth 

11 and what manner 
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12 And suddenly 

13 ifl tried to tell you 

14 to change 

15 and reverse that order 

16 in some manner 

17 you really consciously have to think about it 

18 you have to do all kinds of things 

Stanza 10 (Situating Stated Problem to Overall Session 
Topic) 

1 So the change 

2 that we would go to try to do 

3 this conferencing 

4 and some of these thoughts 

5 I want to say 

6 we need 

7 to be patient with ourselves 

Stanza11 (SuggestedResolutionforProblem) 

1 So in that sense 

2 instead of 

3 perhaps 

4 doing a group of three or four children 

5 with the conferencing 

Stanza 12 (Situating Suggested Resolution to Broader 
Session Topic) 

1 I like this page in a sense 

2 Can we pick a child maybe 
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3 and start with one child 

4 and work with one child 

5 for a period of weeks. 

6 before we even get to the grouping 

Stanza 18 ( Situating Suggested Resolution to 
Participants) 

1 perhaps 

2 and see how we go through that 

3 and see how we work 

4 with one-on-one 

5 and see where that child goes. 

Stanza 14 (Elaboration of Suggested Resolution for 
Participants) 

1 And again, 

2 I would caution 

3 not to pick the lowest ability child 

4 nor the highest ability child 

5 And maybe take some notes 

6 and work with them 

7 and then bring back 

8 to you in a couple of weeks 

9 and say, «You know, 

10 I did this, 

11 five episodes 

12 or four episodes 
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Ellen 

13 over a two week period 

14 with this child. 

15 Here's what happened. 

16 Here's what the samples were. 

Stanza 15 (Explanation for Making Resolution 
Suggestion) 

17 I'm just 

18 I'm not trying 

19 to slow down the process 

ID but I'm also trying to say = 

21 =Take some 

22 of the pressure off 

Richard 

23 

2A 

25 

26 

CZl 

Yeah, the pressure 

in the sense of 

trying to do conferencing all day 

with different groups 

or trying to do to much at one time 

Stanza16 (Elaborating Suggested Resolution ) 

1 instead of just saying 

2 what can I handle right now 

3 and ifwhat I can handle 

4 is one child maybe 

5 and just concentrate 
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6 on that one child 

7 for the next two weeks 

Stanza 17 (Addition to Suggested Resolution) 

1 And try some ofthese ideas 

2 and take notes about it 

3 have samples 

4 about what they are doing 

5 and see where we go with that 

6 before I jump to this grouping 

Stanza 18 (Frame: Closure) 

1 I don' know 

2 I'm just 

3 I'm offering some thoughts 

4 I don't know 

Ellen 

Stanza19 (Initiating Response ) 

1 That sounds good 

2 but I think I'm= 

Richard ( Interjection) 

3 = You may be beyond i 

4 I don't know.= 

Ellen ( Response to Interjection Followed by Response to 
Suggested Resolution ) 

5 = I don't know if I'm beyond it 

6 as far as time goes 

7 I mean, that sounds ideal 
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8 but I think 

9 I might be frustrated by that 

10 in that, you know, 

11 I'd like for more kids 

12 to go through that process. 

Richard 

Stanza20 (Frame: Signaling of Genre ) 

1 But let me share with you 

2 a thought 

3 thafsstayed 

4 with me all my life so far 

Stanza21 (Narrative to Support for Resolution 
Suggestion) 

1 When I graduated with my master's 

2 and got into counseling 

3 I was so proud 

4 I said, "Great, I'm going 

5 to go out there and help people." 

6 And I remember one 

7 of my professors telling me 

8 "After you've seen your hundredth client 

9 you're going to start to be effective." 

10 And I said, "What? 

11 Are you telling me 

12 I have to ruin a hundred people 
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13 before I can start helping somebody?" 

14 And he said, "No 

15 that's how long it's going 

16 to take for you 

17 to start to be really effective 

18 You're going 

19 to try to help everybody you see 

a> but its really not going to payoff 

Stanza22 (Establishing Connection of Narrative to 
Suggested Resolution ) 

1 And I guess 

2 what I'm saying here 

3 at the same time 

4 is taking one child at a time 

5 is going to be an investment 

6 to the ones in maybe next year's class 

7 as opposed to the four or five 

8 I want to reach right now 

Stanza28 (Frame: Closure) 

1 And I just offer that 

2 just a perspective 

3 Ijustthought 

4 I'd share that with you and 

5 that's it 

6 that's what I was thinking 

7 I'm only sharing my thinking 
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8 I'm a participant 

9 and I can say what I want. 

Elizabeth 

Stanza24 (Response to Narrative and Resolution 
Suggestion ) 

1 it's just that each one of us 

2 is at a different place 

3 and it depends 

4 on if what we've been doing. 

Stanza25 ( Frame: Initiating New Dialogue) 

1 I was thinking 

2 while you were talking 

3 aboutthat 
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Stanza26 (New Direction in Dialogue Related to Overall 
Session Topic ) 

1 the first thing we have to make sure 

2 is that the children have pieces 

3 of writing to edit 

4 and it goes back 

5 to what I was saying 

6 that kids should have .fifteen days 

7 of writing experiences 

8 and then they can go back 

9 and look at it, 

10 so depending 



Lupe 

11 

12 

13 

14 

15 

16 

17 

on what we are doing 

in our classrooms 

is going to depend entirely 

on what we are going to be able to do 

if we are going to take a small group 

if it's going to be an individual 

ifwe need to just get them to write 

Stanza27 (Frame: Acknowledgement of Previous 
Dialogue) 

1 That's what I was thinking 

2 I see what you are saying Richard 
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Stanza28 (Expressing Concerns of Suggested Resolution 
Offered by Richard) 

1 but at the same time 

2 I see a whole classroom out there 

3 How am I going 

4 to deal with this one? 

5 What are the other kids 

6 going to be doing? 

7 Why is she taking 

8 so much time with their writing 

9 and not with mine? 



Richard 

Stanza29 (Explanation) 

1 And I know 

2 that's why I say 

3 it's not a panacea 

4 or an answer 

5 it's just a thought 

6 and a suggestion 

7 To mill about 

8 something to think about. 

Lupe 

Stanza80 (Acknowledgement) 

1 And it's good 

2 because it does set you 

3 to thinking 

4 and it sets the ladies here at ease 

Stanza 81 (Agreement with Richard's SuggestedResolution ) 

5 also, that you don't have to go 

6 and do it with all your classroom 

7 at the same time 

8 and be.successful 

9 with each and everyone 

10 in your classroom 

11 at the same time 

12 but to try to have your goal as being that. 



408 

APPENDIXB: 

TOPIC! THEME ANALYSIS OF TEXT BY LINES AND STANZAS 

EXCERPT 3 SG2-20T92 

TEXT 

EI II lEN 

Stanza 2 

1 I think 

2 that the focus is there 

3 the kids aren't saying everything 

4 that they have to say 

5 It's not 

6 thatIwant 

7 to force them to say more 

8 than they want to say 

9 they will talk and talk about it 

10 but as far as getting them 

11 to get their thoughts down 

Stanza 8 

1 I don't expect them 

2 to write everything 

3 our brains're moving way to fast 

4 I say, "Can you tell me more 

5 about [your story] 

6 read your story over 

7 and put a dot on the page 

FUNCTION 

Frame: 
Introduction 
of 
Problem 

Setting: 
Situating 
the 
Problem 

TOPIC 

Helping 
students 
to write
Getting 
their 
thoughts 
on paper 

Helping 
students 
develop 
their 
written 
text 
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TEXT FUNCTION 

8 wherever there is more to tell. 

9 some of the kids 

10 will go through their writing 

11 They'll say, "Read this, read this" 

12 I'll read it out loud to them 

13 and as they listen to it 

13 they say ''Well, I need to put 

14 in some more about this" 

15 that's great, 

16 but that's very few of the kids 

17 So, 

18 I'd like to encourage more of them 

19 to look at their own work. 

Lupe 

Stanza 4 

1 But just think Contributing 

2 if Chris starts it, 
Response: 

If all teachers Possible 

3 say at kindergarten Resolution work at 
Strategy developing 

4 just barely students; 
writing, then 

5 to make them aware of that students will 

6 and it continues 
progress 
through the 

7 to first grade 
years / Ellen 
would find 

8 by the time they reach you this easier 

9 .in third grade 
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TEXT FUNCTION TOPIC 

Ellen 

StanzaS 

1 That's true, Acknowledging 
There would 
bea 

Response cumulative 
2 it's going 

effect 

3 to snowball 

Stanza 6 

1 I like Redirection/ 

2 to ask the child 
Closure Strategies 

Ellen finds 
3 what he will do next successful 

4 with his piece 

5 Like 

6 do they want it published 

7 do they want 

8 to hang on to it 

9 do they want to move on 

10 that's good 

Richard 

Stanza 7 

1 I was curious 
Introduction: 

2 that was kind of Acknow ledging 

3 what I was thinking about too Previous 
Dialogue/ 

4 first of all Initiating 
New 

5 several thoughts are hitting me Direction 
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TEXT FUNCTION TOPIC 

8azna tS 

1 One is Frame: 

2 change and transitioning 
Presenting 

Change is Problem! 

3 to something new Issue learning 
new habits/ 

4 always takes time 
routines 

5 I mean, 

6 we're creatures of habit 

7 and we do the same thing over 

8 and over and over again 

9 and also 

10 to change those habits Changing 

11 takes us a long time habits takes 
time 

12 to create the new habit 

13 and to get comfortable with it 

Stanza 9 

1 I mean, 

2 I'll give you Analogy: 
Example: Supporting 

3 an example Presentation Changing 

of Morning 

4 we all have a routine Problem! Routine 

Issue 
5 in the morning 

6 You know 

7 what you do first 

8 what you do next 

9 You know 
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TEXT FUNCTION TOPIC 

10 how you brush your teeth 

11 and what manner 

12 And suddenly 

13 ifl tried to tell you 

14 to change Changing 

15 and reverse that order routine 
takes a 

16 in some manner conscious 
effort 

17 you really consciously have 

18 to think about it 

19 you have to do all kinds of things 

Stanza 10 
1 So the change 

2 that we would go to try to do Considering 
what it takes 

3 this conferencing Situating to change 
Stated we need 

4 and some of these thoughts Problem patience to 
to make 

5 I want to say Overall changes in 

6 we need Session teaching 
Topic writing 

7 to be patient with ourselves 

Stanza 11 

1 So in that sense 
Suggested 

2 instead of Resolution Since change 
For can be 

3 perhaps Problem difficult-

4 doing a group of three or four children Try not 
conferencing 

5 with the conferencing with group 
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TEXT FUNCTION TOPIC 

Stanza 12 

1 I like this page in a sense 

2 Can we pick a child maybe 
Situating 

Referring to Suggested handout/ 
3 and start with one child Resolution Betterto to Broader 
4 and work with one child Session work with one 

Topic child 

5 for a period of weeks. 

6 before we even get to the grouping 

Stanza 13 

1 perhaps 

2 and see how we go through that Situating Evaluate 
Suggested success 

3 and see how we work Resolution 
to 

4 with one-on-one Participants 

5 and see where that child goes. 

Stanza 14 

1 And again, 

2 I would caution Elaboration Choose 
of student 

3 not to pick the lowest ability child Suggested carefully, to 
Resolution facilitate 

4 nor the highest ability child For success/ 

5 And maybe take some notes 
Participants Record 

experiences 

6 and work with them to share 

7 and then bring back 

8 to you in a couple of weeks 
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TEXT FUNCTION TOPIC 

9 and say, "You know, 

10 I did this, 

11 five episodes 

12 or four episodes 

13 over a two week period 

14 with this child. 

15 Here's what happened. 

16 Here's what the samples were. 

Stanza 15 

17 I'm just Explanation Offering help 

18 I'm not trying For 
Making 

19 to slow down the process Resolution 
Suggestion 

~ but I'm also trying to say = 

Ellen 

21 =Take some 

22 of the pressure off 

Richard 

23 Yeah, the pressure 
Don't 

24 in the sense of take on 

25 trying to do conferencing all day 
to much 

26 with different groups 

Z7 or trying to do to much at one time 
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TEXT FUNCTION TOPIC 

Stanza 16 

1 instead of just saying Elaborating 

what can I handle right now 
Suggested 

Become 2 Resolution 
aware of 

3 and if what I can handle what you 

4 is on.e child maybe 
can handle 

5 and just concentrate 

6 on that one child 

7 for the next two weeks 

Stanza17 

1 And try some of these ideas Addition Collect 
and take notes about it to samples/ 2 

Suggested then decide 
3 have samples Resolution what to do 

4 about what they are doing 
based on what's 
learned 

5 and see where we go with that 

6 before I jump to this grouping 

Stanza 18 

1 I don' know 
Frame Offering 

2 I'm just Closure ideas 

3 I'm offering some thoughts 

4 I don't know 

Ellen 

Stanza 19 

1 That sounds good Initiating Agreeing 
Response with 

2 but I think I'm= idea 
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TEXT FUNCTION THEME 

Richard 

3 =You may be beyond Interjection Ellen may 
not need 

4 I don't know.= to consider 

Ellen idea 

5 = I don't know if I'm beyond it Response to Not the idea 

6 as far as time goes Interjection may not be 
Followed by needed, but 

7 I mean, that sounds ideal Response to reality of 
Suggested classroom 

8 but I think Resolution responsibility 
it would be 

9 I might be frustrated by that frustrating to 

10 in that, you know, 
do so little 

11 I'd like for more kids 

12 to go through that process. 

Richard 

Stanza20 

1 But let me share with you Frame: Offering 
Signaling of new 

2 a thought Genre argument 

3 that's stayed 

4 with me all my life so far 

Stanza 21 

1 When I graduated with my master's Narrative to Experience at 
2 and got into counseling Support anew job 

Resolution 

3 I was so proud Suggestion 

4 I said, "Great, I'm going 

5 to go out there and help people." 
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TEXT FUNCTION TOPIC 

6 And I remember one 

7 of my professors telling me 

8 "After you've seen your hundredth client 

9 you're going to start to be effective." 

10 And I said, "What? 

11 Are you telling me 

12 I have to ruin a hundred people 

13 before I can start helping somebody?" 

14 And he said, "No 

15 that's how long it's going 

16 to take for you 

17 to start to be really effective 

18 You're going 

19 to try to help everybody you see 

ID but its really not going to payoff 

Stanza 22 

1 And I guess Establishing Starting 

2 what I'm saying here Connections of small 
Narrative to has 

3 at the same time Suggested stronger 
Resolution effects in 

4 is taking one child at a time the long 

5 is going to be an investment 
run 

6 to the ones in maybe next year's class 

7 as opposed to the four or five 

8 I want to reach right now 



TEXT 

Stanza 28 

1 And I just offer that 

2 just a perspective 

3 Ijust thought 

4 I'd share that with you and 

5 that's it 

6 that's what I was thinking 

7 I'm only sharing my thinking 

8 I'm a participant 

9 and I can say what I want. 

Elizabeth 

Stanza 24 

1 

2 

3 

4 

it's just that each one of us 

is at a different place 

and it depends 

on if what we've been doing. 

Stanza25 

1 

2 

3 

I was thinking 

while you were talking 

aboutthat 

FUNCTION 

Frame 
Closure 

Response to 
Narrative 
and 
Resolution 
Suggestion 

Frame: 
Initiating New 
Dialogue 

418 

TOPIC 

Offering idea 
as an 
equal 
participantJ 

idea can be] 
rejected 

Each 
individual 
can choose 
based on their 
abilities and 
needs 
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TEXT FUNCTION TOPIC 

Stanza 26 

1 the first thing we have to make sure New Consider 

2 is that the children have pieces Direction what should 
in Dialogue precede 

3 of writing to edit Related to decision 
Overall concerning 

4 and it goes back Session conferencing 

5 to what I was saying 
Topic 

6 that kids should have fifteen days 

7 of writing experiences 

8 and then they can go back 

9 and look at it, 

10 so depending 

11 on what we are doing 

12 in our classrooms 

13 is going to depend entirely 

14 on what we are going to be able to do 

15 if we are going to take a small group 

16 if it's going to be an individual 

17 ifwe need to just get them to write 

Lape 

Stanza27 

1 That's what I was thinking Frame: Richard's 
Acknowledging ideas makes 

2 I see what you are saying Richard Previous sense-
Dialogue 
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TEXT FUNCTION TOPIC 

Stanza 28 

1 but at the same time Expressing There 

2 I see a whole classroom out there 
Concerns are many 
About students in 

3 How am I going Suggested a classroom 
Resolution that need 

4 to deal with this one? Previously help 
Offered 

5 What are the other kids 

6 going to be doing? 

7 Why is she taking 

8 so much time with their writing 

9 and not with mine? 

Richard 

Stanza 29 

1 And I know Explanation/ The idea was 

2 that's why I say Defense a suggestion 

3 it's not a panacea 

4 or an answer 

5 it's just a thought 

6 and a suggestion 

7 To mill about 

8 something to think about. 

Lupe 

Stanza 30 

1 And it's good Response Itisa good 
idea that helps 

2 because it does set you toward 
refle·-::tion 

3 to thinking 



TEXT 

4 and it sets the ladies here at ease 

Stanza 31 

5 also, that you don't have to go 

6 and do it with all your classroom 

7 at the same time 

8 and be.successful 

9 with each and everyone 

10 in your classroom 

11 at the same time 

12 but to try to have your goal as being that. 

FUNCTION 

Agreement 
with 
Suggested 
Resolution 

TOPIC 

Beginning 
gradually 
is fine, but 
final goal 
should be 
to serve 

421 

all students 
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OUTER FOLDER IS MADE FROM A MANILA FOLDER OR 

NAME OF RAILROAD BOARD. SIDES OF FOLDER ARE GLUED OR 
STUDENT "'TAPLED IN ORDER TO MAKE POCKETS. MORE THAN ONE 

FOLDER CAN BE USED AND STAPLED TOGETHER TO MAKE 
MULTIPLE POCKETS. ALL PAST WORK IS KEPT INSIDE . 

. -
DATE TITI.E OR NAME OF TOPIC 

RECORD KEEPING SHEET 
IS TAPED TO FRONT 
COVER OF FOLDER 

'\ 
~ , 

All writing folder.; should be kept in a special box within the classroom, 
rather thsn in stu.dento' individual desks. Teachers should keep a folder for 
themselves in the box as well 'ntis encourages cltildren to see their te a.cher 
as a writer. Storing the folders in alphabetical oroer makes for easier 
access. 
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APPENDIX E: 

RECORD KEEPING FORM 

WRITING FOLDER RECORD LOGS 

There were four record keeping forms distributed to the teachers. 
They had a choice between using the short form or the long form. It was 
strongly recommended, that for the Davis context, that they provide two 
writing folders to their students, one in English, and one in Spanish. 
Examples of the English and Spanish long record keeping forms are 
provided on the following pages. 



I am working on ... I am this stage of writing ... 

Title or Name of Topic Publish 

*'" t-:) 
C') 



Estoy trabajando en ... Estoy en este etaI,a de escritura ... 

Fecha Titulo 0 Nombre de Tema I Ensayo I Borrador I Revisi6n I Editar I PubIicaci6n 

H:o
t-:) 
.....:t 



TURN-TAKING 

[ 

= 

(3 sec. ) 

(.) 

text-

>< 

=[[ 
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APPENDIXF: 

TRANSCRIPT NOTATION 1 

Bounds simultaneous speech (OVERLAP) 

Connects two utterances that were produced with 
noticeably less transition time between them than usual 
or used to link different parts of a single speaker 
utterance. 

Pauses or silences timed in seconds. 

Noticeable silence less that .2 seconds. 

False start 

Utterance is delivered at a pace quicker than the 
surrounding talk. 

Indicates more than one speaker latching directly onto a 
just completed utterance. 

1 Some of the transcript notations were taken from "Transcription 
Notations" in Atkinson, J. Maxwell & Heritage, J. (1984). Structures of 
social action: Studies in conversation analysis. New York, NY:Cambridge 
University Press. 
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GAZE 

The gaze of the speaker is marked above an utterance, and that of the 
addressee below it. A line indicates that the party marked is gazing toward 
the other. The absence of a line indicates lack of gaze: 

16 

17 

18 

E: 

c: 
E: 

x 
----~------------~---------and it doesn't come out this way at all, 

uhhumm 

so you kind of have to 

Dots mark the transition movement from non gaze to gaze. The point 
where the gaze reaches the other is marked with and X: 

28 

29 

00 

c: 

A: 

things don't work out the way it does for 

others. 
....... X_ 

uhhumm 

Commas are used to indicate the dropping of gaze: 

Z3 

24 

25 

C: 

E: 

=Now it's great. 
__ "",X 

Lthis year:: 

hehe Yeah hehehe 
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SOUND PRODUCTION 

TEXT 

o 

Upper case letters indicate noticeable loud volume. 

Indicates noticeably low volume. Usually placed before 
the soft word(s), but also used to indicate the end of a soft 
passage. Two 00 s means very low volume. 

Underlining indicates emphatic delivery 

Indicates that the sound that precedes it is prolonged 
(STRETCHED) 

Indicates staccato stop 

• Indicates high pitch on clause. 

l Indicates low pitch on clause. 

gh 

(hhh) 

« » 

Indicates shift to extra high or extra low pitch 

Indicates gutturalness 

Audible aspirations and inhalations are inserted in the 
speech where they occur 

Double parentheses are used to enclose a description of 
some phenomenon. These can be vocalizations that are 
not, for example, spelled gracefully or 
recognizably: «cough»; or other details of the 
conversational scene: «intercom interruption»; or 
various characterization of the talk: «whispered» 



LAUGHTER 

Laughter may be indicated in the following ways depending on the 
necessity of excerpt fragment analysis: from least precise coding to more 
precise coding. 

«(laugher», (h), or hehehe, haahahaha 
least precise more precise 

OTHER TRANSCRIPT SYMBOLS 
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The left-hand margin of the transcript is sometimes used to point to a 
feature of interest to the analyst at the time the excerpt fragment is 
introduced in the text. Lines in the transcript where the phenomenon of 
interest occurs are frequently indicated by arrows in the left-hand margin. 
For example, if the analyst had bee involved in a discussion of 
continuations and introduced the following fragment: 

-'8 LM: Well, methodology. 

9 ES: Ok, anything in particular or just general? 

10 LM: General, like across the content area. 

• 11 ES: Do you have any particular strategies that you are 

12 interested in learning about? 

the arrows in the margin would call attention to Ellen's utterances as 
instances of continuations. 



PUNCTUATION 

? Used at end of any utterance where an interrogative 
meaning is considered to have been intended 

Used at the end of an utterance considered to have 
exclamatory intention 

432 

Apostrophe: used as normal for contractions and elision 
of syllables 

{ ... } Indicates discourse text occurs preceding to or following 
discourse excerpt being presented 

+ 

stops are used to indicate pauses. One stop is used for a 
very short pause. Thereafter, longer pauses are timed 
and recorded as indicated previously. 

Plus mark indicates unbroken intonation contour where 
a pause or clause boundary might otherwise indicate the 
end of an utterance 



APPENDIX G: 

CONDUCTING INDIVIDUAL WRITING CONFERENCES 

An example of the handout on "Conducting Individual Writing 
Conferences" during a study group session is provided on the following 
page. 
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CONDUCTING INDIVIDUAL WRITING CONFERENCES 

First Draft of Writing Piece 

• Allow 5 -10 minutes for a writing conference 
• Sit with the student in an isolated area. Ask other students not to 

disturb you. 
• Take notes to put in the students writing portfolio 

IDil~cul3s the piece with the student, Drc)vildin.2: CClmments 
students 

Ask the student what he/she will do next with the piece. (ask student take notes) 
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APPENDIXH 

CONDUCTING GROUP WRITING CONFERENCES 

An example of the handout on "Conducting Group Writing Conferences" 
during a study group session is provided on the following page. 
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CONDUCTING GROUP WRITING CONFERENCES 

Meet with a group of students for a writing conference on content 
sditing of a first draft. (3 -4 students is an ideal number) The 
writing they choose to edit should be one worth of sharing / 

on one student at a time. Ask each student to: 
1) Read hislher writing 
2) Listen to the other children in the group retell what they heard or liked 
3) Listen to questions the other children have about the content of the piece. 

(The teacher writes down the question so that the writer can refer to them 
later. Also demonstrate how information can be added to / deleted from 

the piece.) 
• After all the students' pieces have been discussed, students can rewrite first 

draft 

Peer Editing 
Partners read each 

other's revised work 
determine whether it 

makes sense, if 
questions were 
answered, etc. 

Group Editing 
Students read revised 

pieces to peers in 
writing conference 

group to get feedback 
on changes 

Teacher - Student 
Editing 

Student reads revised 
work to teacher for 

feedback on content 

If writing is to be displayed or 
shared orally in class ... 

1. Ask student to circle any misspelled 
words. 
2. Ask students to work in pairs, 
exchanging papers and correcting spelling, 
punctuation or whatever writing concern 
has been identified. 
3. Ask students to bring piece to you. 
Applaud "growth", and go over corrections, 
focusing on how similar spellings are to 
correct 

If writing is to be published ... 

1. Ask students to circle any misspellings 
in their pieces and to correct them by using 
peers, dictionaries, words in the room, etc. 
2. Ask students to work in pairs 
exchanging papers and correcting spelling, 
punctuation or whatever writing concerns 
have been identified. 
3. Ask students to bring you their fmal 
draft with corrections so that you can be 
the ultimate editor. 
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APPENDIX I: 

MECHANICS EDITING 

An example of the handout on "Mechanics Editing" during a study group 
session is provided on the following page. 



MECHANICS EDITING 

SECOND DRAFT OF WRITING PIECE 

Ask student to circle 
words he/she thinks 
might be misspelled 
(punctuations, etc. ) 

Teacher then writes 
the correct spelling 

above the circled word 
emphasizing how 
close the student's 
approximation is 
Example: cactus 

~ 

Student rewrites story 
with correct spellings 

(punctuation, etc. ) 
neatly, illustrates 

story, then displays it 
in the classroom. 

Ask student to circle 
words he/she thinks 
might be misspelled. 

(punctuation, etc.) 

Ask student to respell 
these words using any 
resources , available 

(Other students, 
bulletin boards, 

dictionaries, cards, 
etc.) 

Teacher edits for 
copy. 

(Corrects for perfect 
form in the piece) 

• Student may recopy piece in 
best handwriting. 

• Teacher or student may type 
story for final publishing 

• Box writing, word processing 
or cut apart typing for each page 
if story is to be published in 
book form. 
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APPENDIXJ: 

NOTAS BREVES 

An example of "Not as Breves", brief notes of study group sessions 
distributed to the entire Davis staff is provided on the following two pages. 



IO.!)rr~gJ~ 
OCTOBER 13., 1992 

In tbia session, we began our own "Theme cycle", studying how to integrate the 
curriculum. We are following the process of the theme cycles so that as teachers,we can 
learn about it by learning through using it. The first few steps of the theme cycle that we 
have been following are: 

1. Negotiating and choosing the TopiclProblem 
2. Finding out what we know about the topic 
3. Brainstorming questions and interests to be studied 

The questions we have about implementing the theme cycle, and integrating the 
curriculum are as follows: 

How do we teach children how to do research? 

How do we integrate subjects such as math when we theme? 

How do we help children to cooperate together when they work in pairs or 
groups? 

How do we help children, who tend to group themselves more 
homogeneously and end up struggling together, progress in their 
development and experience success ? 

How do we help children develop their abilities in reading, writing, and 
learning in generaJ , through an integrated curriculum? 

How do we evaluate children's progress in reading, writing, and learning 
in general, if when we integrate the curriculum? 

These questions represent our initial interests and curiosities as we approach our learning 
endeavors in the study group. Most likely, these will expand as we progress in our 
research. 
After brainstorming what it is we were interested in learning about, we began to plan how 
we were going to go about finding the answers to our questions. We decided that we would 
choose the first question, "How do we teach ..:hlldren how to do research". Since we felt that 
this is at the very foundation of doing theming. We began discussing possibilities for 
answering this question. It was decided that, first, we must come to an understanding 
and definition of "research". Once an understanding of "research" was obtained, then 
we can define the elements of research. Later we can begin developing strategies to teach 
children how to do research. For example, we know that a fundamental part of research is 
"reading"; therefore, 

How do we find what we need to read in order to gather information?; 

How do we organize the information found?; 

How do we determine what is relevant and what is not? 



These question only represent a few aspects of reading in research. As we investigate 
'What is research?", we can begin developing relevant instructional activities that help 
students learn how to do research in their own studies. At some point, we hope to be able to 
provide some presentations and resources for the entire Davis staff in the future. 

To help us begin understanding and defining "research ", we have decided to ask our 
students to become involved in their own development toward understanding "research ". 
We have decided to ask children several questions concerning this issue. 

1. When you want to learn about something what do you 
usually do? 

2. What kinds of things do you do to learn; 
o remember what you are learning; and to share what you are 
learning? 

3. What do you think other people do? or What do you see other people 
such as parents, older siblings, teacher) do when they want to learn 
something? 

This activity can be done through a large group discussion, small group discussions, or 
individual written interviews. 
Each teacher is asked to think about these same questions. At our next study group meeting 
we will discuss the students responses, and our own thoughts and responses concerning 
these questions. 

A TTENT/ON __ NEXT STUDY GROUP SESSION 

TUESDA Y J OCTOBER 27 J 1 992 
2:45 - 4:15 PM 

OFFICE CONFERENCE ROOM 
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