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ABSTRACT

This teacher-researcher study examines the experiences of secondary students in a
unique Upward Bound program exclusively for Native Americans. The study followed
the reading and writing experiences of these students during a 2-year period. The focus
of the dissertation is on the literacy experiences of students as they were exposed to a rich
writing program that used culture as the invitation to literacy. The investigation follows
both teacher researcher and students during the emergence of a transactional curriculum
that closely followed the Indian Nations at Risk Task Force recommendations for Native
American learners.

The study enlisted 20 Native American students who were already participating in
the Upward Bound program. This program was chosen because it was the only such
program in the United States exclusively for Native Americans students. These students
attended public high schools in Tucson, Arizona, or high schools on the Tohono
O’odham reservation outside Tucson.

The curriculum focus is on transactional literacy experiences and inquiry. This
focus and the concept of teacher as researcher provide the theoretical framework. This
framework illuminates curriculum as it attempts to transform the educational experiences
of Native American adolescents immersed in writing experiences rooted in Native
American ways of viewing the world.

This analysis of one distinctive writing class suggests that the often documented

institutionally-produced factors that contribute to Native American adolescent failure and



discontinuity in secondary writing settings can be overcome when Native American
culture is not only valued, but embraced as the focus of literacy in school.

This dissertation provides insights into the uniqueness of Native American school
experiences and extends the current body of literature on Native American education by
considering culture as the invitation into literacy and the teacher as change agent. This
study also asks others to pick up the torch.

Finally, teacher researcher generated recommendations provide an opportunity for
teachers themselves to begin the process of changing the discontinuity of learning often
felt by Native Americans in their own classrooms. These recommendations include five
conditions for an emerging curriculum: (a) creating space for transactional dialogues, (b)
sharing responsibility, (c) trusting inquiry, (d) using multiple sign systems, and (e)
accessing personal and social ways of knowing. We need not wait for institutional
change to make a difference. As has often been stated in educational research, the teacher

makes the difference.
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CHAPTER 1

ENTERING THE MAZE

This dissertation is a teacher researcher study of how curriculum emerged within
one whole language classroom. It provides insight into a teacher researcher’s reasoning
and is a formal look at the technique of co-creating curriculum with students to foster the
development of literacy processes. This study follows a group of Native American
adolescents in a cross-age Upward Bound writing class over a 2-year period. The
students, from grades 9 through 11, moved from reluctant readers and writers to
determined and willing readers and writers engaged in literacy processes for personally
meaningful reasons. As these students began to read for culturally-meaningful pufposes,
they wrote to express themselves via public poetry readings, banquet speaking
engagements, plays, and major public art projects. This is the journey of literate
adolescents who used multiple sign systems to create meaning through culturally-relevant
invitations and engagements.

This study provides insight into how, as a teacher researcher, I used students’
responses to give birth to opportunities that created a meaningful and engaging
curriculum within that highly contextualized place of discovery, the classroom.

Setting the Stage

The director of the Upward Bound program being studied, Ms. Angie Listo, is a

member of the Tohono O’odham Nation and has a real desire to be a change agent for

Native youth. She gave me permission to study and make the curricular change necessary
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to bring the program within the framework of the eight suggested recommendations for

reading and language arts curricula for Native American learners that had emerged from

the work of the Indian Nations at Risk Task Force (INRTF) (Brown, 1992). Ms. Listo

and I selected five of the Task Force recommendations that fit the needs of our learners.

We omitted two recommendations dealing with English as a Second Language and

Limited English Proficiency, because they were not areas relevant to our learners. We

excluded one that we felt was repetitious. The five Task Force recommendations we

selected stated:

I.

The cultural heritage of the Native student needs to be recognized as an
asset to the class. The various ethnic and cultural groups represented in
the classroom provide many resources that can be used to enhance learning
for all students.

Native students need warm, accepting environments that allow them to
become risk-takers in learning new skills or content areas.

Individual students may need to have a silent period. These are periods
during which they listen to a great deal of language in order to get a feel
for the new sounds and vocabulary that have meaning for that particular
content area.

Content material should include concepts appropriate for Native students’
grade and achievement levels.

Instructional programs in the content areas should incorporate the use of
concrete materials, shared experiences, and prior knowledge. (Brown,
1992, pp. 68-69)

Whole language is one of the educational philosophies suggested by the INRTF.

It was my whole language philosophy that brought Ms. Listo in contact with me. She felt

a deep desire to begin a shift away from a deficit model of education to a natural and rich

model. Deficit models of education (Flores, Tefft Cousin, & Diaz, 1991) are locked into
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a concept of viewing failure as a cultural problem and avoid any real institutional self-

examination. Reyhner, who helped author the INRTF commissioned papers (1991),
believes that American Indian languages and cultures are in danger of being lost, partly as
a result of federal and state education policies over most of the last two centuries that call
for the ‘ Americanization’ of Indian students. Deficit model programs are the kinds of
programs that Reyhner described as those aimed at the Americanization of Native
children. Ms. Listo wanted a model that valued and built upon the rich cultural heritage
of Native learners. Both as the director of Upward Bound and as a member of the
Tohono O’odham Nation, she saw the need for a curriculum model that thoroughly
embraced Native heritage instead of one that actively engaged in eradicating it.
Understanding the Conundrum

The issue we faced was creating a curriculum that included Native culture, while
at the same time excited adolescent Native Americans about literacy. Ms. Listo and [
agreed that the existing current writing program fulfilled neither of these goals.

I was hired to help shape this shift to a natural and rich writing program. The
existing writing program focused on skills and to a large part ignored Native culture. For
me, the new writing program had to be rooted in literacy experiences based on
Rosenblatt’s transactional perspective of multiple meanings (1991); Short, Harste, and
Burke’s view of ‘inquiry as curriculum’ (1996); and Graves’ (1983, 1994) and Atwell’s
(1998) writing process and reading/writing workshop.

One of the assets I brought to the situation was my strong whole language belief

system. [ was comfortable with Ms. Listo’s model and concerns, and she was
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comfortable with mine. The program needed someone to invest effort to research any

change that would take place. I recognized that this change process could become a
dissertation topic. [ would then share my study with the INRTF and other Native
educators. Ms. Listo and I both understood studying the process would enrich American
Indian education by providing an in-depth look at an individual classroom undergoing a
shift to a whole language model. K. Goodman (1986) suggests whole language is a way
of bringing together a view of language; a view of learning; and a view of people, in
particular two special groups of people: kids and teachers. Ms. Listo gave me permission
to proceed with the project with the understanding that I would report to her throughout,
and if she felt at any time the study should be ended, I would do so. She stated qualitative
research is highly valued within Native American communities (Reyhner, 1994), and so
we agreed that a qualitative study would provide the best format for this research.
The Rationale

One purpose for educational research is to analyze teacher-written narratives to
document how curriculum emerges within their classroom. Many educational researchers
often need a macro-perspective, the teachers need a micro-perspective. Educational
researchers seek large-scale reforms for schools and districts, while teachers seek
immediate reforms within their own classrooms. A teacher-as-researcher stance provides
that micro-perspective with a lens on the classroom. Such examinations are windows
into the process of classroom change through the eyes of one of the most significant
informers--the teacher. Ray (1993) offers an important explanation of the need for

classroom based research:
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Teacher researchers need to become more cognizant of the effects of their inquiry,

not only on their own teaching, but on their profession as well, and understanding

of the contribution that teacher/research makes to the knowledge base in

educational in general, and composition in particular is necessary for the
progression of the teacher/research movement. One such contribution is the

insight that teacher/research provides between theory and practice. (p. 60)

Ray argues that educational research cannot reform education by disregarding the
very voices of those who are expected to carry out any such reforms. She views the key
to successful reform as being rooted in the voice of the teacher.

A second purpose for educational research is based upon the need to understand
the process of curriculum as it changes. Understanding such change processes should be
of interest to other researchers and teachers involved in the education of Native
Americans. Since this study also examines the application of the recommendations to
embrace Native culture suggested by the INRTF (1992), it should be of interest to a range
of teacher researchers attempting to understand how curriculum emerges from minority
education in general.

In this investigation I examine the creation of a transactional classroom driven by
the reciprocal literacy experiences of learners and teachers as they explore multiple sign
systems and take critical stances. This inquiry seeks to share the process of theory
meeting practice in the complex setting of one whole language teacher’s classroom. An
extremely valuable way to ascertain what teachers learn in their classroom is through
individual teachers researching their own classrooms. Schon (1983) argues that theories

and knowledge developed in laboratory settings are often misleading guides to classroom

practice. Classrooms are complex places where, what Schon (1983) calls, the technical
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rationality associated with laboratory controls are irrelevant to the real world problems of

teachers. Teacher research studies working outside the traditions of technical rationality
are of value, and Schon implores teachers to study their own practice. Cochran-Smith
and Lytle (1993) argue that teachers engaged in researching their own classrooms is a
form of social change where they may alter classrooms, schools, and school communities.
They state:

Teacher researcher is a powerful way for teachers to understand how they and

their students construct and reconstruct the curriculum. By conducting inquiry on

their own practices, teachers identify discrepancies between their theories of
practice and their practices. . . . Inquiry stimulates, intensifies, and illuminates

changes in practice. (p. 51)

It is the potential for meaningful change that motivates teachers to research their
own classrooms. Discovering those discrepancies between theory and practice empowers
teachers to become swift and powerful change agents.

At a TAWL (Teachers Applying Whole Language) luncheon in Tucson, Arizona,
Dorothy Watson spoke about each classroom being its own text. Watson mentioned that
she was conducting research involving the classroom text of three of her first student
teachers (1996). Her presentation made a powerful connection with Ray’s (1993) image
of the missing piece of the teacher voice in educational research:

Something is missing in the way we create and disseminate knowledge in schools

and universities. This is the primary message of teacher research. In an era when

nationally normed test scores, exit level proficiency exams, and reports from

outside experts, rather than classroom teachers’ professional judgments, are
looked to as the ‘real’ measure of students’ learning, teachers are seeking change.

(. 50)
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Teacher researchers view their classrooms as authentic research settings waiting to

become their texts of understanding. The classrooms of teacher researchers are places to
perceive, analyze, and learn through reflective practice how curriculum emerges. Teacher
research is a learning and growing process that enriches both during and after instruction.

In history, the autobiography is a prized piece of primary resource, and in science,
the firsthand observations of the scientist are crucial pieces to any study. Similarly, in
education, it is time for researchers to highly value teacher descriptions of the texts of
their own classrooms. I use narrative as the main vehicle to present this teacher research
study. Teacher narratives provide others an inside look as teachers move beyond the
discrepancies between theory and practice. I use my teacher’s voice to expose that
process for others and myself in investigation.

The Research Questions

The questions that drive this inquiry into the process are:

1. How does a transactional curriculum affect adolescent Native American high
school students considered to be reluctant readers and writers?

2. Will a transactional view of literature change passive perceptions of literacy in
the classroom for at-risk Native American students?

3. What are the experiences students have in a transactional classroom that affect
passive views of literacy: reading, writing, listening, speaking, and viewing?

4. What evidence is found in the written, spoken, and visual responses to
literature that there is a growth in the reading and writing abilities of adolescents in a

transactional classroom?
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In this chapter, I set the stage for this teacher research study and present the
research questions that [ answer in chapters 4, 5, and 6. In chapter 2, I review the relevant
literature. In chapter 3, I describe the design of the study, my data collection, and analysis

of the study. I end the dissertation with my implications for Native American students

and teachers.
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CHAPTER 2

A RICH TAPESTRY: THE LITERATURE REVIEW

Five threads hold this tapestry of inquiry together:
1. Whole Language

a. Literacy Processes

b. Inquiry as Curriculum
2. Transactional Theory

. Critical Influences

(V)

4. Teacher Researcher

5. American Indian Education.

Bringing these threads together is a theoretical understanding of literacy rooted in
transactional model of learning based on a reciprocal process between teachers and
learners that transforms the learning relationship.

The critical connection between the five threads is a belief that learning is a
liberating and social experience in which both teacher and student are enriched and
changed. Transactional literacy sees each learner as constructing his/her own meaning.
Therefore, research inquiries that illuminate the context of such experiences make
instructional connections visible. As theoretical threads come together, I unearth five
pillars of support for an action-based model of multicultural education. Critical theory is
not a one-leg model for education or a one-size-fits-all model. A truly liberating

education model is influenced by multiple perspectives. My pillars of multicultural
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education are allied in their effort to redefine curriculum as a transformative process for

both teachers and learners, engaged in what Freire (1993) called an “Ontological
vocation/the process of becoming more human” (p. 108). The format for this literature
review examines each thread separately, but while each thread remains an individual
strand within this review, these threads interweave together in the classroom to create the
fabric of a unique active model of multicultural education.
Whole Language

The whole language thread is discussed in two sections. The first is language

processes and the second is inquiry as curriculum.
Language Processes

Whole language teachers are guided by a set of theoretical beliefs that guide or
determine their thinking on literacy. These beliefs are founded on an understanding that
the cognitive processes of reading and writing do not exist separately but are rooted
jointly in language. Reading, writing, listening, and speaking are expressions of the same
sign system, and are together in similar, natural ways. They are receptive and productive
processes acting simultaneously for constructing meaning and making sense of the world
in which we live. These language processes are influenced by functional purposes related
to communicative needs grounded in social roles, cultural roles, and the human need to
interact with others. The understanding of these processes as being natural, harmonic
processes of language suggest they are not separate receptive and productive processes,

but a continuous engagement in meaning making.
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It can help to view reading and listening as receptive processes and speaking and

writing as productive processes in the world of research, but these processes do not
operate in isolation from one another in the real world. From time to time, I place
language under the microscope lens and find it useful to examine writing, reading,
speaking, and listening as separate; however, like K. Goodman’s (1986) argument that
reading cues operate simultaneously to make meaning, language involves a similar
simultaneous processing for meaning making. Listening is a receptive language process
by which we make meaning from others, through which humans learn and understand the
world around them. Reading is a similar receptive process of making meaning from
print. The world is swarming with sound and print, and what we listen to and read is
guided by functional needs. As we drive in our cars, we may constantly switch radio
stations searching for particular songs we enjoy. As we walk on busy streets, our ears are
constantly filtering sounds. The sounds we listen to are determined by our need or desire
to hear them. Our ears are never turned off, but they are selective to our needs and
desires. What we hear and what we take in are not the same thing. We select, we predict,
we confirm, and we disconfirm based on our needs to function in the world.

Reading print is similar to listening: we are constantly immersed in print from the
mornent we are born. By the age of 4, most children can differentiate between
McDonald’s and Burger King. Most children grow up seeing their parents reading. As
they see their parents reading road signs, labels, books, newspapers, and other texts,
children come to understand print as a way of knowing. The miscue research of K.

Goodman (1965), K. Goodman and Burke (1973), and Y. Goodman (1970) is based on
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years of observing children as they read books. This research enabled teachers to

understand that reading is not decoding letter sound relationships, but making meaning.
Their miscue research was the first to use only readers in a real school setting, orally
reading whole stories. The significance of miscue research is that it provides teachers
with research that looks at the reading process as a whole, as it happens.

Miscue research enables teachers to understand the contributions of linguists such
as Halliday (1975), who provided teachers with a functional perspective of language. K.
Goodman helped teachers understand the work of Chomsky (1965), who proposed that
children learn language, and the structural component of language, easily because they are
pre-wired to learn the language of the community into which they are born. Miscue
research was informed by these new linguistic understandings that language was acquired
easily and naturally through functional use. If speech was acquired in this manner, K.
Goodman proposed that reading and writing should be learned in the same manner. K.
Goodman’s research viewed reading as a receptive process closely related to listening,
and writing as a productive process closely related to speaking. Readers were using the
different cue systems (syntactic, semantic, graphophonic, and pragmatic) to make
meaning, and writers were using the cue systems to construct meaning. All language
processes are meaning-making processes. The implications are that if children learn to
speak without being instructed in language use, they must learn it as they use it in
authentic contexts. If reading and writing are related processes, they too should be
learned not by direct instruction, but through functional use of reading and writing in

authentic contexts.
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Viewing reading/writing and listening/speaking as receptive and productive

processes of language means they are acquired together in a reciprocal relationship.
Excluding speech and hearing difficulties, we can assume speaking and listening are
interdependent. That is, we learn to speak as we listen, and we listen as we speak. We
cannot write without reading what we write, and we cannot read without understanding
how to write. Smith (1971) pointed out that reading is not taught, but learned by reading.
Like Halliday’s idea that we learn language as we use it, Smith proposed we learn to read
by reading. Thus, a teacher does not teach children to read, but supports them as they
read. K. Goodman (1994) sees reading and writing as processes acquired through
functional needs. The implication is that humans cannot be taught how to be literate
before they are literate.
Inquiry as Curriculum

Curriculum in whole language classrooms is not prescribed by outsiders.
Curriculum is not separate from the process of learning, but part of the learning process.
Inquiry is the center of curriculum development in a whole language classroom. Inquiry
questions are created by learners who are problem solvers intimately coming to know
each other in classrooms focused on learning. This is the emergence of a learning-
centered curriculum based on invitations and engagements, built around trust, that forms
the basis for further explorations. Inquiry begins with extending the personal to a thought
collective via social engagement with others rooted in the common function of
constructing meaning of their world. As learners construct meaning in social settings,

they reflect and re-value through sharing and examining their beliefs in safe communities
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with others. Ambiguities and inconsistencies are natural occurrences that learners honor

and expect when encountering new values (Burke & Crafton, 1994).

Teaching is a ceaseless spiral, because as we teach we learn, and what teachers
learn within their classrooms impacts how curriculum unfolds. Y. Goodman (1989)
refers to curriculum as “the dynamic transaction between teachers and students results in
change in all the actors and actions involved in the teaching/learning experience .. .” (p.
3). This dynamic transaction has always excited and fascinated me. Y. Goodman goes
on to remind us that this process is part of the process of curriculum: “Evaluation--the
examination of that change--reveals the development of the learning, the teacher, and the
curriculum .. .” (p. 3).

Evaluation informs teachers, and the process of becoming informed impacts
curriculum. In whole language classrooms, evaluation is not isolated from curriculum
development but is an essential part of that development. The search to better
comprehend the dynamic transaction of curriculum within whole language classrooms is
fundamental to any understanding of whole language curriculum.

Harste (1994) describes curriculum as having the potential to transform schools:
“Improving the quality of life in schools calls for opportunities for both teachers and
students to experience themselves as learners engaged together in creating, critiquing, and
transcending their present realities™ (p. 1238).

Evaluation in inquiry curriculum is not the same as in traditional curricula. Burke

and Crafton (1994) explain:
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What we believe about language and learning we also believe about evaluation:

1. Evaluation must be internal to the learner and internal to the learning process
itself.

N

Evaluation should occur in supportive, social contexts in which learners have
ongoing conversations about their learning.

3. Evaluation should support inquiry by providing systematic ways for learners
to continuously question an consider the meaning of their work.

4. The primary function of evaluation is to interrogate individuals’ values.

5. Evaluation should empower the learner. (p. 5)

Here, inquiry creates evaluation opportunities that transcend the traditional
quantitative realities to a process of curriculum that is created in classrooms embedded in
democratic processes. Teachers and children in such a community are active participants
in the process of creating curriculum. Curriculum evolves through inquiry.

In whole language classrooms, an inquiry framework begins with finding out what
students already know and what they want to know about the world around them:

The focus of an inquiry is not always in the form of a specific question, but can be

a ‘wondering’ about something we want to pursue. As we work through inquiry,

we do not usually end with one answer or even a set of answers. (Short, Harste, &

Burke, 1996, p. 295)

Short, Harste, and Burke (1996) are highly regarded researchers of curriculum and
inquiry. Their work shows an evolution of developing an understanding about inquiry.
Their work has moved curriculum from sets of isolated facts to a process of creating a
community of learners exploring multiple ways of knowing. In the forward to Burke and

Short’s key book on curriculum, Creating Curriculum (1988), Harste wrote, “Burke and

Short see the function of a literary curriculum as supporting key processes in literacy, not
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teaching of specific books or particular pieces of content . . .” (p. ix). These researchers,

like K. Goodman in his miscue research, continually evolve, explore, and refine their
work. No one has defined inquiry as intensely as Short, Harste, and Burke. Harste wrote,
“Neither theory nor curriculum ever sleeps. Despite the instructional progress brought by
whole language, we haven’t gone far enough” (Ruddell, 1994, p. 1231). This evolution is
grounded in the authoring cycle and its impact on classroom instruction. Short and
Burke’s research has always been a reciprocal relationship between authentic classroom
practice and learning theory. Harste (1994) describes inquiry as sets of ‘Dynamic

Relationships,” and provides a diagram of this relationship (see Figure 2.1).

Personal
and social
experiences

Knowing o

systems

Figure 2.1. Harste inquiry model (Ruddell, 1994, p. 1231).
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Harste uses his model to portray the shift from curriculum as separate disciplines

to a view of curriculum as inquiry. Burke and Crafton (1994) talk about inquiry in
classrooms:

Inquiry-based classrooms operate on a different set of assumptions: knowledge is

dynamic, not static, and it is socially constructed within collaborative groups.

Classrooms are filled with ongoing opportunities for learners to identify questions

and issues they feel passionate about. (p. 3)

These researchers reveal a shift from a methodological to a philosophical stance.
Harste, Burke, and Short discuss inquiry as a cycle that begins with what kids know, and
builds on their past experience and knowledge through invitations to explore meaningful
engagements through multiple perspectives. Their focus is on learning as a process of
using sign systems to explore new issues and questions through muitiple perspectives.
Knowing begins with what the learner currently knows. Such personal knowing is the
frame for planning an inquiry curriculum through the sign systems humans use to mediate
our world. We use language, music, dance, etc., to communicate, interpret, dream,
record, and create our world. Harste (1994) views all of the sign systems as forms of
literacy. Disciplines, in an inquiry curriculum, become different perspectives. They are
not knowledge itself, but perspectives of knowing. Moving through the various
disciplines by way of different sign systems enables the learner to move from personal to
social ways of knowing. Processes, not products, are the core of learning in an inquiry
curriculum (Harste, 1994). I believe this view of inquiry is a revolutionary view of

curriculum far beyond anything progressive educators have ever before proposed. This is

a shift from curriculum as fact (traditional classroom) and curriculum as activities
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(literature-based classrooms), to curriculum as inquiry (transactional classroom). The

work of K. Goodman and Y. Goodman and Short, Harste, and Burke come together to
form this whole language thread.
Transactional Theory: An Undistorted Purpose for Literature

Rosenblatt’s purpose for literature is much more enriching and meaningful than
the acquisition of any sub-skills. Sims Bishop (1990), in Transactions With Literature: A
Fifty-year Perspective written about Louise Rosenblatt, writes: “She [Rosenblatt]
forcefully reminds us that the text on the printed page is merely a potential, that only in
the transaction between the reader the text is the work of art created” (p. 8).

At the core of a transactional theory is the belief that a reader is an active
constructor of his or her own meaning. “There is no single interpretation of the text”
(Sims Bishop, 1990, p. 8). The center of Rosenblatt’s perspective is that reading
literature is based on an engagement in a literary experience. The literary experience is
not secured by the text, but is the result of the relationship between the reader and }he
text. This relationship is not an interactive process, but a transactional process. The term
transaction implies a reciprocal relationship, as opposed to separate entities acting on one
another. This was Dewey’s contribution to Rosenblatt’s theory in 1949. This
understanding also separates Rosenblatt’s ideas from most other reader-response
perspectives. Rosenblatt (1990) wrote:

Most reader response exponents still seem ultimately to conceive of the reader and

the text in the traditional ways--as already-defined entities acting on each other--

and hence tend to situate the ‘meaning’ of a work either ‘in’ the text, instead of

recognizing the dynamic to and fro relationship that gives raise to ‘the Work.’
(p. 104)
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Rosenblatt’s view is a perspective of literature as a reciprocal relationship. Her

view leaves the reader enriched by the reading experience when he/she is allowed to
assume an aesthetic stance. The aesthetic stance is the shifting between the private and
public aspects of meaning. Rosenblatt discusses the efferent stance, when the reader’s
focus is on reading for information. Both aesthetic and efferent stances can happen at the
same time, but if teachers ignore the aesthetic stances of readers, then the shifting
between private and public aspects is limited to answering questions. Thus, without a full
aesthetic response, the literary experience is not evoked. This particular aspect of
Rosenblatt’s theory connects her directly to an inquiry curriculum. Inquiry is not finding
out things for others; it is addressing the learner’s private and public aspects of learning
through multiple perspectives. Rosenblatt’s transactional view of literature (1990), like
psycholinguistic models for reading, places the emphasis on literacy as a meaning making
process.

Human beings are always in transaction and in a reciprocal relationship with an

environment, a context, a total situation. The classroom environment, or the

atmosphere created by the teacher and students transacting with one another and
the school setting, broadens out to include the whole institutional, social, and

cultural context. (Rosenblatt, 1990, p. 108)

Although Rosenblatt does not define herself as either a whole language or critical
theorist, her evolving work, as evidenced by her above statement, provides a connection
to both critical theory and whole language.

Critical Influences

The practical usefulness of critical pedagogy is its view of education as a

transformative process. Critical pedagogy is not the transfer of knowledge from teacher
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to student. The transfer of knowledge is a view of education known as the ‘banking

model,” which Freire opposed (1986).

Nieto (1992) defined critical pedagogy as: “When students critically analyze
different perspectives and then use them to understand and act on the inconsistencies they
uncover” (p. 220). Nieto places the role of critical pedagogy within the perspective of
multicultural education. At the core of critical theory and multicultural education is the
potential to transform education. Like whole language, critical pedagogy and
multicultural education are rooted in the recognition of a new learning relationship. This
relationship is a metamorphosis of learning, from being passive to gaining a view of
learning as active. Active learners contribute to their own metamorphosis as they
contribute to the metamorphosis of others within their inquiry community.

There is no teacher-to-learner role within critical pedagogy; there are communities
exploring new inquiries. A critical perspective in literature instruction means literature
can never be limited to the acquisition of skills. In the context of critical pedagogy,
literature becomes a means of critically analyzing students’ and teachers’ perspectives in
society. This reflection creates a potential for action that offers the possibility of a more
just world. Humans do not use literature to become better workers; they use literature to
become better humans. This is Freire's concept of the ontological vocation as opposed to
the ideas of functional competency. Education is our ontological vocation. This means
education cannot be neutral. Rather, it serves as either an instrument to domesticate
human beings or an instrument of liberation (Freire, 1986, 1993). The core of critical

literacy is the potential to become more human, more just, to create a safer world for all
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humans. The very idea of functional literacy is morally obnoxious and dehumanizing. It

chains learners to focus on their role only as workers (Kozol, 1985).

The potential of critical pedagogy in relationship to education is a reconstruction
of what it means to be a learning community. The critical potential for literature is not in
maintaining isolated pockets of retreat for marginalized voices in corners of literature
instruction, but in the equal inclusion in all literature of both the marginalized and non-
marginalized voices. The benefits of agency become liberating when the purpose of
literature instruction is not the acquisition of skills, but the invitation and engagement in
the discourse that makes us all more fully human.

This idea of education being a participant in the process of the social readjustment
of its institutions is where progressive and critical theory meet. Dewey (1914) states,

“. .. An undesirable society, in other words, is one which internally and externally sets up
barriers to free intercourse and communication of experience” (p. 99). Clearly, both
Dewey (1914) and Freire (1993) take very powerful stances against functional
perspectives of education. Dewey provides the link to progressive educators that
connects critical theory and whole language.

Functional literacy perspectives restrict literature to a ‘banking model,’ denying
learners the right to reflect, act, and change. Literacy in such a society becomes a pacifier
circumventing a democratic experience for its citizens. Democratic experiences form the
core that joins critical theorists, whole language theorists, transactional theorists, and

multicultural theorists. This joining in the creation of opportunities to share in
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democratic experiences is the common theoretical curricular foundation that grounds this

study in the invention of a transactional classroom.
Teacher Researcher

Theory meets practice when teachers research their own classrooms. Research
that examines this reflective context provides data that is both rich and authentic. Being a
teacher research offers a unique opportunity to study curriculum as it emerges.

The crucial contribution of this study is that it offers a critical examination of
curriculum outside the mainstream of a traditional classroom. There must be an
alternative to that of viewing curriculum as being handed down from experts. Paris
(1993) stated that curriculum reform is the challenging of assumptions:

To avoid replicating past curriculum practices and reproducing the dis-empowered

relationship of teachers to curriculum, it is necessary to examine some of the

assumptions that underlie and limit thinking about teachers, curriculum, and
reform. The first is the unquestioned belief that curriculum knowledge--
knowledge of what it is to teach and how to teach it--is scientific knowledge that

is inaccessible to the typical classroom teacher. (p. 11)

This study is a bold challenge to that too often unquestioned assumption that
curriculum is fixed from outside the classroom, beyond the influence of both learner and
teacher. If, as K. Goodman and Y. Goodman (1989) and Harste (1994) say, learning is a
dynamic transaction, this dynamic transaction must be studied in order to challenge or

confirm what Paris called “the first . . . unquestioned” assumption of curriculum reform

(1993, p. 11).
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The knowledge that each classroom is a self-contextualized text is essential to this

study. This unfolding of understanding is what I propose to share with other teachers and
researchers.

The complexity of a whole language classroom is not easily portrayed, especially
in empirical studies. Applying objective measures to a subjective context cannot capture
the authenticity of that moment when teacher researchers, theory, and practice meet in
their classrooms. Vacca and Rasinski (1992) describe one major obstacle of whole
language as the inability to define whole language theory and practice with clarity. Yet,
teachers all across America and the world have embraced the principles of whole
language. Perhaps the lack of clarity in regard to a definition of whole language is the
understanding that each classroom is unique, rendering simple descriptions inadequate.
The complexity of whole language classrooms continues to elude the restraints of
decontextualized research designs. Elbow (1990) suggests that practice is sometimes
prior to theory:

Our success in pursuing and increasing theoretical knowledge usually depends on

respecting and trusting practice for a while and after integrating it as a rich source

for new theory. . . . [I]t is shrewd and sophisticated for teachers to proceed using
practical wisdom and even intuition and then stop and say, “Now what were we

doing? What are the promises and consequences of our practices?” (pp. 87-88)

This study represents Elbow’s suggestion to examine what I did in my classroom
to document ‘the promises and consequences’ of my practice.

American Indian Education

As American Indians became less of a threat to White expansion, the focus

became one of control. Control was often seen as a matter of assimilation and
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encouraging conversion. Thus, the purpose of American Indian education was, at heart,

an attempt to destroy Native spirituality and ways of knowing. Bernard and Burner
(1975) state:

Since the earliest settlements by Europeans in the New World, solicitude for the

welfare of American Indians has been expressed. Most Whites, however, were

more interested in lands and furs than in the Indians’ minds and souls.

Consequently, warfare and trade instead of learning and religion have been the

dominant modes of contact. (p. 98)

The original purpose of Native education was to teach the young how to survive
and to bring children into the social fabric of Native society. Each nation had its own
religious beliefs, and those beliefs were taught by the whole nation through elders and
through participation in religious ceremonies. European aggression brought warfare,
disease, and loss of the traditional Native economic ways of survival. As Native
populations were drastically decimated by warfare and disease, over-zealous missionaries
moved to convert them. This caused further breakdown in Native nations, because of the
attempts--often by missionaries--to have the Native population totally reject their
traditions. Thus, attempts by White people to educate American Indians were often met
with resistance. At the core of Native resistance was the understanding that Europeans
did not view the Natives as their equals. Early American history is one of eradication of
Native Americans and their way of life through war and westward expansion (Reyhner,
1994). As eradication proved impossible, the government moved toward assimilation.
Assimilation policies meant educational boarding programs aimed at the destruction of

Native language and culture. This destruction of Native ways of knowing was consistent

up until the 1920s. The Meriam report (1928) concluded:
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The philosophy underlying the establishment of Indian boarding schools, that the
way to ‘civilize’ the Indian is to take Indian children, even the very young
children, as completely as possible away from their home and family life, is at
variance with modemn views of education and social work, which regard the home
and family as essential social institutions from which it is generally undesirable to
uproot children. (p. 403)

Native education was controlled by the Bureau of Indian Affairs (BIA) and, as
Reyhner states (1994), the BIA schools were designed to carry out cuitural genocide. In
the worlds of the Carlisle Indian School founder, Pratt, the purpose for these schools was
to “. .. kill the Indian and save the man” (p. 8). At the turn of the century, the Native
population in America was down to 237,000, but as government policy became less
hostile, the Native population increased to nearly 2,000,000 by 1994. President Richard
Nixon, speaking on July 7, 1970, acknowledged the government’s continuous role in the
subjugation of the Native American, and called for a commitment to change:

The story of the Indian in America is something more than the record of the white

man’s frequent aggression, broken agreements, intermittent remorse and

prolonged failure. It is a record of endurance, of survival, of adaptation and
creativity in the face of overwhelming obstacles. It is a record of enormous
contributions to this country--to its art and culture, to its strength and spirit, to its
sense of history and its sense of purpose.

It is long past time that the Indian policies of the Federal government began to

recognize and build upon the capacities and insights of the Indian people. Both as

a matter of justice and as a matter of enlightened social policy, we must begin to

act on the basis of what the Indians themselves have been long telling us. The

time has come to break decisively with the past and to create the conditions for a

new era in which the Indian future is determined by Indian acts and Indian

decisions. (Nixon, 1970)

Finally, 400 years after Columbus, the war was over against Native people in the

United States and their way of life--at least officially. As Tribal governments stood up to

the policy of cultural genocide, they began to gain control of the BIA and their own
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schools. The battle today against cultural loss is far from over, but it has changed to a

battle for language and cultural preservation. With the 1972 Indian Education Act and
the 1975 Indian Self-Determination and Education Assistance Act, Native people were
again gaining control over their future. In 1990, the Native Languages Act signified the
genocide against Native language was ending, and the release of the INRTF report
signified that Natives were gaining back some influence over the education of their youth
in America. Nearly 500 years of struggle for Native people finally led to a new hope for
Native education in America.

The Task Force reported, “A whole language approach can foster higher-level
thinking: via authentic writing situations such as interviewing tribal elders, writing their
own texts, and using these texts to produce social studies materials” (U.S. Department of
Education, 1992, p. 68).

Cummins (1994) suggested the experiences of minority students in American
schools were harmful:

A central proposition of this chapter is that minority students are dis-empowered

educationally in much the same way that their communities are dis-empowered by

interactions with other societal institutions. . . . In short, minority students are
empowered or disabled as a direct results of their interactions with educators. (pp.

4-5)

Cummins then provides an example of instruction that empowers Native students:
“. .. Whole Language instruction creates conditions that aim to liberate students from

dependence on instruction in the sense of encouraging them to become active generators

of their own knowledge. . . .” (1994, p. 7).
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Review

Whole Language curriculum begins with what the learners know. It can involve

the use of language experience types of stories to create local versions of traditional

stories. “Such instruction leads naturally to integrating content areas into holistic and

meaningful units of study” (Reyhner, 1994, p. 68). It is clear that whole language fits

perfectly within the Task Force recommendations for educating Native youth. Still,

whole language is often limited to debates of reading and writing models, and therefore,

the fabric to creating a liberating model of learning for Native Learners suggests

connecting threads to other paradigms of knowing. These five threads include:

1.

2.

3.

4.

5.

Whole Language
Transactional Theory
Critical Influences
Teacher Researcher

American Indian Education.

This chapter reviewed the literature related to these threads. Whole language,

transactional theory, and critical theory view language as a meaning-making process.

Teacher researcher allows the teacher the needed context to investigate these connecting

threads within the classroom.
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CHAPTER 3

A QUALITATIVE STUDY

Research Design

Throughout the 1995-96 school year it became evident that a basic skills model
with an emphasis on the transmission of a fixed body of knowledge was in direct contrast
to the recommendations stated in the Task Force papers. As I intensified my emphasis on
inquiry and multiple sign systems, a rich and natural writing program emerged around
invitations and engagements that immersed learners in explorations of Native language,
culture, and tradition through critical literacy experiences. The process of conducting an
investigation into a writing curriculum that was becoming immersed in multiple sign
systems required a qualitative design which would enable me to fully grasp curricﬁlum as
it emerged.

The first year of the study was used to develop a plan for research procedures and
to acquire a basic understanding of the complexity of this social learning environment.
As [ became more secure with collecting and analyzing data, questions emerged that
required in-depth content analysis during the first and second year, particularly with the
exploration of sign systems and inquiry driven curriculum. One way to counter bias and
strengthen a study is through triangulation (Patton, 1990). My need for a qualitative
design evolved as the method necessary to follow the creation of a transactional

classroom through my five data sources: (a) curriculum notebook, (b) audio recorded
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focus group interviews, (c) writing samples (social and individual), (d) literacy surveys,

and photographs/video.
Data Sources
Curriculum Notebook
My Curriculum Notebook is an electronic journal, which contains my before- and

after-class entries. [ consider these entries to be my field notes: a before-class entry

would be my expectations for the upcoming class, and an after-class entry would be one

of reflection. As a teacher, my commitment during class was to my students. My

curriculum notebook also contains class agendas (lesson planning documents) that |

shared with my class. Copies of all handouts or scanned copies of key readings were also

entered. My journal kept track of which students were working on what project. Some

students were doing independent research, while others were working on writing

engagements. | transcribed key comments into my notebook from audio conversations

recorded during class. Every poem/writing sample handed in by a student was noted in

my notebook. When discussing curriculum, I consider my notebook to be my soup pot

into which all spices enter. I began and ended my day with my notebook. Cochran and

Lytle (1993) state, “When teachers study and write about their work, they make their own

distinctive ways of knowing about teaching and learning more visible to themselves and

others” (p. 115).

The analysis of my notebook helped to visualize necessary data of my learning

and teaching journey. My class agendas were examined numerous times to mark off my

own perceptions of how an emerging transactional curriculum affects reluctant readers and
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writers. They also marked my teaching and learning focuses on a class by class basis. My

agendas were color coded to mark transactional experiences affecting passive literacy
attitudes of my students.
Audio Recorded Focus Group Interviews

Interviews were recorded and transcribed with groups of four to six students.
These interviews were informal and short; they followed an adjusted format prescribed
by Seidman (1991) in Interviewing as Qualitative Research. Seidman provides a
theoretical understanding of how researchers should conduct interviews. He suggests
interviews of participants with three separate focuses: (a) focused literacy history, (b)
details of the experience, and (c) reflection on meaning.

First, Seidman focuses on the personal history of the participant’s experience in
the context of the topic. At the beginning of Fall Year 1, I chose to have the students
write me a description of their literacy history. All 20 students did so.

Next, Seidman advises concentration on the concrete details of the participant’s
present experience. At the end of the Spring semester, | had all 20 students write and
discuss whether or not their views of literacy had changed since the previous semester.

Finally, Seidman suggests reflection on meaning. At the end of the Summer Year
1, this is exactly what we did in the form of group interviews and individual papers. We
reflected on our past year at Upward Bound.

In the Fall of Year 2, 18 of the original 20 students returned to my class. Two
students had graduated, so I also had two new students. I had the two new students write

me descriptions of their literacy histories. For the Spring of Year 2, all 20 students
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repeated whether or not their views of literacy had changed since the previous semester.

Then in Summer Year 2, all students were once again interviewed and asked for their
reflections on the whole 2-year experience (1 year for two students).
Writing Samples (Social/Individual)

Social writing engagements found students in literature circles using large chart
paper to record their own verbal and visual response to readings. These charts were
analyzed and coded for evidence to determine how literature responses were connected to
writing- and reading-ability growth. Writing samples also included “react-cite-discuss”
sheets, free writes, reaction papers, and even manuscripts of a play we performed.

Individual writing also took on several forms, including dispatches, which are
reflective letters from the student to me regarding their literacy experiences in our class.

Literacy Survey

As part of Seidman’s (1991) “focused literacy history,” the students completed a
literacy survey in the Fall semester Year 1. In the Fall Year 2, two students, new to the
program, completed the same survey, and the results were recorded. Before the end of
Summer semester Year 1 and Summer Year 2, a reflective take-home survey was given
to all 20 students. This was then the topic for our focus group interviews. The replies
were analyzed to measure any change in literacy attitudes and behavior.
Photographs/Video

From Day One and throughout the 2 years that followed photographs were taken
in class and on various field trips. The students were the photographers. I consider these

photographs to be excellent indicators of what the students value. The purpose for this
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data is twofold: to create classroom bulletin boards and as chapter 6 illustrates, the

context of the literate environment of the classroom and the activities that were occurring
at any given time. Photo data was coded and used to help illustrate the context of
significant moments. Photos were used to help provide visual examples of specific
learning engagements.

As Eisner (1991) suggests, a variety of data sources was used “as a means through
which multiple types of data related to each other to support or contradict the
interpretation and evaluation of a state of affairs” (p. 110). The five descriptive data
sources revolved around the complexity of a social learning community immersed in
literacy experiences. I am the instrument in this study. I developed the interview
protocols, interviewed all of the participants, and collected all of the data. My task as
investigator was to be a good listener, an excellent observer, a collector of artifacts, and a
reflective practitioner. This study is qualitative; it entails observation over an extended
period of time and is based upon my participation in the community. Crucial singular
events are described within the context of the entirety of the two-year period and the
impact that those events had upon curriculum, me, and the other participants. For this
study, I selected events that are consequential to the development of an emerging
transactional curriculum. Considered separately, many aspects of classroom life look
trivial. In a sense, they are. It is only when their cumulative occurrence is considered
that the realization of their full importance begins to emerge.

My dissertation assumes that the particulars of the rich and natural writing

program of Upward Bound will have implications relevant to other classroom teachers
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and educational researchers. The narrative structure of my study is rooted in my belief

that narrative is a way of knowing and is as visible as other forms of data. Narrative as a
means of coming to know might be the only legitimate path to capturing Ruth Ray’s
missing piece in educational research (1993). K. Goodman (1989) sees traditional
methods as inappropriate in understanding whole language classrooms: “In curriculum
planning, whole language teachers create opportunities for pupils to use language in
authentic, richly contextualized, functional ways. Traditional evaluation is inappropriate
and tends strongly to underestimate growth in functional use of language” (p. xiii).
Goodman points out the complexity of curriculum within whole language settings, and
the ineffectiveness of traditional evaluation to capture the rich context that exists in
whole language classrooms. Building on that understanding, it becomes clear that
traditional quantitative methods neglect the only way to capture the full complexity of
this transactional classroom--the human voice.

My dissertation necessitated incorporation of a rich context of narratives that give
justice to understanding the richness of Native American voices in the classroom. Just as
Native American narratives have been excluded to a large extent in quantitative research,
so too have teacher narratives. My search of the literature led me to qualitative methods
of looking at and analyzing interpersonal relationships. Code (1991) calls for
examination of interpersonal relationships as key to research enterprise and rebukes

depersonalizing academic practices.
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Four interpersonal relationships require a qualitative design that provides for

opportunities to triangulate the data from four authentic vantage points by providing

insight into those moments through:

1.

)

A teacher’s personal journal, and notes taken from my curriculum notebook,
The classroom as a whole collected from social writing pieces and interviews,
Various student and staff voices collected through focus interviews conducted
at the end of each year, and

Individual writing samples collected from student journals and reflective

writing assignments.

These four perspectives came together within an extra-curricular program called

Upward Bound over a 2-year period from Fall semester 1995 through Summer semester

1997.

K. Goodman (1989) writes “Self evaluation is the most significant kind of

evaluation; pupils and teachers need to have a sense of why they are doing what they are

doing so that they may have some sense of their own success and growth” (p. xiii).

Goodman views whole language classrooms as being places where pupils and teachers

have a sense of “why” they are doing what they are doing. It is my view that there are

exact moments when this awareness is disclosed within whole language classrooms, and

qualitative methods can help pinpoint such moments. When these moments are revealed

in my study, they are observed and documented during data collection and discussed in

my findings.
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During what amounted to 2 full school years, including a summer session for each

year, [ was a participant observer in my own classroom. [ was present the whole time;
my role was as visible teacher and learner. I planned, negotiated and conducted activities
during my data collection. I coded, transcribed, and analyzed the data intensely,
searching for significant events revealing crucial moments as curriculum emerged.

Lived experience overflows the boundaries of any one concept, any one person, or

any one society. As such, it brings us to a dialectical view of life which

emphasizes the interplay rather than the identity of things, which denies any sure
steadying to thought by placing it always within the precarious and destabilizing
fields of history, biography, and time. Indeed, by forcing upon our attention the
unrepeatability of events, dialectical thought . . . remains skeptical of all efforts to
reduce the diversity of experience to timeless categories and determinate

theorems, to force life to be at the disposal of ideas. (Jackson, 1989, p. 2)

I positioned narrative as a way of knowing and discovering the human voice by
embracing its rich descriptive potential to illuminate the dual nature of curriculum. Each
year, October through May, [ taught class each Saturday morning for 2 hours. Each June,
[ taught class 4 days a week, for 3 hours each day. This totals approximately 204 hours
taking field notes, recording audio conversations, collecting social writing samples and
individual writing samples, and recording and transcribing interviews, plus 492 hours of a
unique in-depth look at teacher planning. Transactional settings are social learning
communities that require non-traditional ways of observing and documenting such
settings. My dissertation is an attempt to share the multiple layers of social learning that

[ feel capture the rich narratives of voices too long silent in the larger context of

educational research.
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The Writing Program at Upward Bound

Upward Bound is a federally funded program for “at risk” adolescents between
the ages of 14 and 19. The Pima County Community College District Program is
restricted to Native Americans who attend 1 of 7 high schools, 5 of those high schools
are Tucson public high schools (Cholla, Desert View, Pueblo, Sunnyside, Tucson) and 2
schools (Baboquivari and Tohono O’odham high schools) are on the Tohono O’odham
reservation southwest of Tucson.

Students who participate in the program must fall into the following three
categories:

1. They must be Native American.

2. They must be considered low income, as set out by the federal government

guidelines.

3. They must be a potential first-generation college student (the program .
defines a “first-generation college student” as one with neither parent having
received a college degree).

The Upward Bound Writing Program in this study was a basic skills remedial
writing program attempting to move towards an enrichment model. This shift in focus
will be documented and expanded in this dissertation.

The Population

All participants in this study are Native American, all students attended 1 of 7

local high schools. Baboquivari and Tohono O’odham are rural high schools on the

Tohono O’odham reservation. The other five high schools are non-reservation public
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high schools in the center and south sections of the city of Tucson in two school districts.

All participants are means tested, with a total family income of no more than $14,000 per
family of four. All students had to fit the category of being potential ﬁrst-generati.on
college students.

Participants were bused into Pima County Community College District East
Campus, located on the southeast side of Tucson, for weekly Saturday classes. Th_e
students who came from the reservation had a 90-minute travel time each way. For the
month of June, all participants of the Upward Bound became residential students and
lived in the dormitories of the University of Arizona in Tucson. Summer classes were
held Monday through Thursday. All participants received free lunches during the year
while attending the Saturday class, and three meals a day during the residential period. In
order to cover costs occurred while participating in Upward Bound, students received a
small stipend of less than $20 per month during the year and $20 per week during the
month of June.

Participant Selection Process

As the teacher researcher in this study, I had no involvement in the selection
process. The Upward Bound Director and Program Coordinator assigned students to my
classroom without any teacher input. [ worked with the students I was assigned. My first
day of class began with 12 students, and by the second class I had 20 students. These 20
would eventually become my study participants. (See Appendix A for letter of consent

sent to parents of participants.) During the 2-year period, two participants graduated
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from high school and two new students were added to my class. In all 18 students were

the same participants during the entire 2-year period of the study.
The Setting

The setting for this study was Pima Community College East Campus in Tucson,
Arizona. Tucson is a mid-sized city, population of approximately 800,000, in the
southwestern United States. The classroom where [ held my class was a large room with
movable tables and chairs. It would have comfortably accommodated 30 students. There
were two large chalkboards and two bulletin boards in the room. There was a permanent
television, VCR, and overhead projector in the room.

Analysis of Data Collection

Data analysis activities included:

l. Categorizing data collection,
2. Analyzing the data for themes and anomalies,
3. Verifying participants responses via sharing transcribed sessions and

interpretations, and
4, Validating data reliability through the use of a qualitative design to
capture rich narrative descriptions for triangulation.
Qualitative methods were used to provide a focus for the narratives and themes
that emerged from my original questions during this 2-year in-depth study as a
transactional curriculum developed in our classroom.
The categories that surfaced the first year became the focus for the second year,

distinguishing between them as general and specific. The general categories: (Task Force
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Recommendations, Literacy Events, Inquiry as Curriculum, and Invention/Convention

Learning Theory) set parameters for organizing the data. The specific focus for content
examined how sign systems were the means to create cultural invitations and engagements
moving learners into a generative curriculum. John Dewey (1963) talks about
mis-education and education. Education begins with learners’ passions and questions,
growing from their current position in the world. Valuing and accepting what learners
believe is the core of any emerging curriculum--this is the first border that learners and
teachers push beyond. The data analysis in this study tells the complex story of how a

transactional curriculum was invented in our whole language classroom.



CHAPTER 4

THE EMERGENCE OF A TRANSACTIONAL CLASSROOM

In this chapter, three key sections are introduced to establish the framework and to
provide the complexity of a qualitative design study for the reader. The first section
provides insight into my principles for the teaching of writing. Those principles were in
place before my study began and influenced writing in my classroom. The second
section provides a view of how curriculum emerged after my meeting with the Upward
Bound Director, Ms. Angie Listo. Ms. Listo is introduced as a key participant within my
study, and her presence influences the way curriculum was allowed to emerge. The third
section is a descriptive overview for chapters S and 6 in which I provide an extremely
rich descriptive portrait of my classroom.

Principles for Teaching Writing

[ invite the reader into my thoughts about the teaching of writing with an insight
into what Dorothy Watson calls “planning to plan” (Watson, Burke, & Harste, 1990).
Transactional curriculums are not bought or sold as kits or programs; they emerge from a
teacher’s belief system and are firmly rooted in holistic teaching theories. The teacher’s
mind is actively engaged in teaching, before the opening school bell rings, and the
engagement continues well after the last student has gone for the day.

Fox (1993) believes good writing comes from writers “who ache to care.” Asa
teacher dealing with a classroom of reluctant leamers, I know that if I create this “ache to

care” in young writers, they will care about their own writing, and both the quality and
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the quantity will improve naturally. Fox’s “ache to care” concept is critical to any natural

and rich writing program. [ sincerely believe when I give a total effort, disregard
cynicism and, remove the limits on writing, the incredible becomes an everyday
occurrence.

The following are my personal principles on teaching writing that I brought to the
Upward Bound Program. The conversational tone I use to state my principles expresses
my voice as my passion about this qualitative study. As a researcher, it would be foolish
to ignore my voice, passion, or beliefs. I was hired by Upward Bound partly because of
them. Teachers are guided by their passions and beliefs, therefore, they need to be made
visible in a teacher research study. Teachers who bring passion to their teaching move
others to be passionate.

The following are my principles on writing as they were written into my
curriculum notebook the night before I was interviewed for the position in Upward
Bound.

¢ Principle #1: Risk everything every day.

Writing is a craft, and we must teach it as other crafts are taught: in studio or

workshop conditions. The pottery teacher does not say, “Now here’s a wheel and

here’s the clay--throw.” The writing teacher, like the pottery teacher, must

practice the craft alongside the students. (Graves, 1981, p. 8)

Teaching writing for me begins with a teacher who loves to write, and one who
above all is willing to share his or her love of the craft. This “love of writing” might
seem whimsical to some educators, but would not those same educators view it as strange

if the owner of a prestigious art gallery admitted to a dislike of art? On the other hand,

would anyone trust the repair of their car to a mechanic who repeatedly says, “I hate
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cars”? As a teacher, | understand a natural and rich writing program begins by sharing

my own writing. As the dance teacher dances, he/she demonstrates a movement before
the students, the art teacher paints and demonstrates the stroke, thus the writing teacher
must demonstrate and write before his/her students. In simple terms those that teach the
craft practice the craft.

e Principle # 2: Writing teachers create inviting literate places to write where

the concerns, issues, and inquiries of the learners are addressed.

[ start with Freire’s (1986) concept of generative words. That is, the search for
those words that hold power in the community a person plans to join. At the start of the
school year, a whole language teacher spends time building trust, and then facilitates the
finding of a theme for their writing community. They must continuously immerse their
students in an array of rich plentiful reading and writing choices. Classroom tables,
bookshelves, and counter tops overflow with great books and other reading materials
from as many genres as possible. Good writing teachers create an atmosphere, which
says, “This is a great place to read and write.” Classroom communities need to share as a
whole group; “What is it students discovered while reading, a particular author, topic, or
genre?”

Teachers listen intently for students’ generative words, so openly discussed within
this kind of literate community, to gain deeper insights into student’s interests. Teachers
are the facilitators for rich discussions on how writers write. They ask their students how
they would tell a particular story from a different point of view. Teachers share how they

themselves would write that kind of story.
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e Principle # 3: Writing teachers love to read. They continuously share that

love of reading with students. Good writing consistently begins with good
reading.
[ think that, as life is action and passion
It is required of a man he should share the
passion and action of his time at peril of
being judged not to have lived.
Oliver Wendell Holmes (WordStar, 1991)

Holmes understands that life is about sharing our passions. For a writing teacher,
writing is also life. Teachers read every powerful author they can, and they read aloud to
their students often. They continuously observe and learn from the writing communities
within their own classroom. Louise Rosenblatt writes about evoking the literary
experience. It is not enough to just write about evoking literary experience, but teachers
share what they mean by evoking the literary experience. Teachers need to risk opening
themselves personally, digging deep and evoking the literary word. Graves (1981) talks
about writing teachers exposing their innermost thoughts through writing:

Writing, real writing, is exposure of innermost thoughts and feelings. When we

ask children to write sincerely, we ask them to undress. But they won’t do this for

long if the teacher never writes, never shows how, never exposes his/her own
writing to the children--such a teacher has the same effect as the fully dressed

visitor to a nudist camp who blunders around gaping at others’ nakedness. (p. 8)

As a writing teacher, I often share with my students how, on my grandfather’s
deathbed, he asked me to read William Butler Yeats’ poem “1916--A Terrible Beauty Is
Born.” [ read the poem to my class and share with them why it is my voice sometimes

crackles, why it is my eyes become red. I confide in my students, “It’s because I ache to

write like William Butler Yeats.” I well remember my grandfather holding my hand as
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he drew his last breath, hearing me read his favorite poem. I understand that when I

share my love of reading and writing with my students [ too must *hold their hand.”
Realizing the power of a word is not only in the speaking of that word, but rather in the
meaning evoked by the reader (or the listener). When teachers share their passion of the
written word with their students, they demonstrate that writers read with a focused and a
passionate eye.

e Principle # 4: Teachers lead students to the understanding that they read and

write first for themselves, not for their teacher.

It is necessary to explain to students that writing essays is only one form of
writing, but the writing that burns in their hearts is the greatest topic for which any writer
can ever hope. Students learn this when they read James Baldwin’s Sonny Sings the
Blues. James Baldwin shares his purpose/desire for writing below:

The bottom line is this: You write in order to change the world, knowing perfectly

well that you probably can’t, but also knowing that literature is indispensable to

the world. In some way, your aspirations and concerns for a single man in fact do
being to change the world. The world changes according to the way people see it,
and if you alter, even by a millimeter, the way a person looks or people look at

reality, then you can change it. (1979, p. 1)

Teachers need to constantly remind students that they write to change the world.
What is important here is they both realize their writing probably will not change the
world, but it could. Helping students write begins with giving them plenty of choices,
and at the same time explaining that with choice comes responsibility. Audience and
publication are considered, but the writer’s voice is never sacrificed. As a writing

teacher, [ write as my students write. I share my masterpieces as well as those I consider

ripe for the trash. All of this helps to build a trustful community of writers. Writing for
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one’s self means being rooted in the struggle for your own voice. Reading for one’s self

means filtering what we read through our own voice. In the end, publication means a

celebration of voice.

e Principle # 5: Teachers help writers find the lines they love in their own
papers. They inform their students that sometimes a piece just does not work
out. They treat their students’ words as if they were golden trinkets.

Once the studio writing atmosphere is in place, and students are actually writing, [

start taking their rough drafts home. I spend time reading my students’ poems, typing

them on the computer that I lack in my classroom, and giving their words a visual

appearance by centering their poems. I conference with individual students about

breaking up those never ending sentences. I point out interesting lines and show how to

isolate certain words that should stand out when read orally. On a really good day, I

blow up the students’ final drafts to poster-size documents, exclaiming that these are the

most powerful pieces of writing I have ever read. I am constantly reading and sharing the

power of the words they have written. | always find power somewhere in their work. 1

draw smiley faces with comments such as:

This is great!

Have you thought about adding more rich detail here?
How about deleting some of this?

This is a powerful topic!

Do you think you could find a better hook?

Can you invite the reader in a better way?
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e Check the thesaurus for a stronger word
e Add a little beauty here
e Let your anger show

[ teach my young writers how to dig for the “golden words™ that Neruda writes of
in his poem about the language left behind by Spanish conquistadors.

e Principle # 6: Let students know that every piece they write has the potential

for new and exciting possibilities.

Teachers continuously explore and share new authors, sharing the ones that
awaken the soul. I have often found myself out in the courtyard standing on a big old
table reading aloud Langston, just to ache with care. Students are reminded that until
they write like this, there is always room for revision. I often dig out poems and stories [
have rewritten over the years, and share with my students the changes I have made. They
appreciate when I ask for their help and together we can work on a piece. When students
realize that I, too, have struggles with writing, it often helps them better understand their
own writing.

o Principle # 7: Teachers remind students that a writer’s passionate eye is

discovered by continually reading great literature.

Great writers are always great readers, and great readers most often are good
writers. Every time we write in my classroom I try to connect the student’s writing in
some way to his/her favorite author. I help them see connections. I remind them to go
back and read their favorite authors again and again. Mazer (1992) writes:

Perhaps I am a writer today because reading and stories enthralled me at such an
early age. Did it arouse in me the desire to similarly enthrall others? I have never
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known why. At the early age of 13 I became irresistibly drawn to writing, why is

it then that the desire to become “a writer” (whatever that was, whatever that

meant: [ had no idea) crystallized in me. Now I look back and understand that

reading was control, writing was control. In a world in which I felt little control,
in which I was often baffled, hurt, confused, inhibited, afraid, desperate, words

were powerful. (p. 27)

Mazer reminds writing teachers that good writing is connected to good reading.
As a writing teacher, | know a passionate eye for powerful words begins by developing a
passionate eye for good literature.

e Principle # 8: Teachers find ways to celebrate the writing craftsmanship of

their students.

Students celebrate their craftsmanship by reading with enthusiasm their writing at
school celebrations, at bookstores, school banquets, etc. Writing teachers continuously
think about publication, because publication motivates students more than grades.
Teachers know talking about publication helps students understand how polishing a piece
increases its power. I remind my students of the times I shared my writing fears,
concerns, and hopes. I organize our classroom so students have opportunities to reflect
on what they learned in small group conferences with their fellow writers. I often review
the times our class shared writing as a whole. I discuss the lessons learned with
individuals, small groups, and even the whole class when necessary. Finally, the
students’ most cherished pieces of writing are ready: “It’s time to publish.” [ publish
them on the classroom walls, the school halls, the school newspaper, and classroom

publications. I even go so far as sending some of their writing out to nationally

recognized publications, always hoping. . . .
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o Principle # 9: Teacher’s “evaluate,” not assess, their students writing. I know

from experience how difficult it can be to write.

At the end of the year [ ask students to write what they think it means to be a
writer; did their views change over this past year? Assessment is never a grade, but is an
insight into improvement, and indication of where to go next. I give a grade, but with
complete understanding that no grade can ever truly value the writer’s journey.

o Principle # 10: Teachers empower their students to make changes.

[ continually find myself using the suggestions in Kirby’s (1991) book,
Inside/Out. 1 took a course taught by Kirby at the University of Arizona, Teaching
Writing Composition, and in this class [ learned about students writing dispatches
(letters) to critique the teacher, the class, techniques used, etc. When I do this in my
classes, I also ask students to give me a grade, and their suggestions for improving the
class. I view these letters as rich data for my own reflective practice.

¢ Principle # 11: Teachers create a calling to write in their students.

[ try to ensure that students are excited in class. I go to workshops and read
professional books and articles, searching for new ways to help foster the “calling for
writing.” It is so important to remember that it is not only the finished piece of writing
that matters. It is the struggle to create, the ache to care about something, the entire
journey, and not only the final product that [ love. Each year as my students exit the
door, I remind them about process, | remind them of their heroes, and then [ reflect on my

own process and the heroes in my life.
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As a whole language teacher, I value words and names that continuously flow

through my head: PROCESS-PROCESS-PROCESS, the names of Arthur Applebee,
James Baldwin, Rudine Sims Bishop, Randy Boomer, David Booth, Lucy Calkins, Anne
Haas Dyson, Denis Ledoux, James Moffett, Vivian Paley, and Tom Romano. At the end
of every year, the name | remember most is my most cherished teacher, Dorothy
Menosky. Dorothy gave me the courage to stand up and shout out stortes and poems
from the tops of desks, standing on chairs, even sitting high atop a big old oak tree on the
campus of New Jersey City University one soft Spring day. A writing teacher helps
students find heroes of their own. Heroes are found not at the end of the journey, but on
the journey.
A Meeting of Principles and Curriculum

Curriculum is often predetermined for secondary writing classes. When [ first
applied to Upward Bound, I understood curriculum would be filtered and negotiated
through my principles. How accessible curriculum is for learners often depends on the
principles teachers bring with them. My principles would not only filter the curriculum,
but also provide a place for the voices of my students in their curricular choices. I came
to Upward Bound at a time when I decided to become the reflective practitioner I had so
often read about in my graduate courses. Thus, I entered Ms. Listo’s office prepal:ed to
share my principles, and also remember the words of Newman (1991), “Given the nature
of our evolving theoretical understanding, none of us can ever arrive” (1991, p. xiv). |

fully understood my principles were still evolving and not at all complete.



A Common Ground
Applebee (1991) concludes that while classrooms of the past:
... Worked well in promoting basic skills among relatively well-motivated and
high achieving students; they have done less well in engaging traditionally at-risk
students, or in promoting reasoned and disciplined thinking among any groups. (p.
555)

Applebee goes on to suggest a new classroom for the future in which the teacher
encourages students to have an active voice and take a more central role in the classroom.
In developing a new curriculum model at Upward Bound, my first role as a

teacher was to be a facilitator who encourages an active and engaging role for students.
It was clear from the first that the Upward Bound program was immersed in an “we can
do better” attitude. The director was also thinking about classrooms of the future--not the
past. She envisioned writing classrooms where her students were engaged and active in
their learning. During our first interview, she answered a phone call from a prospective
teacher. [ remember the conversation and even jotted down some notes as I waited for
the phone conversation to end. Ms. Listo commented to the caller:
[ may not know a great deal about math, but when instruction is so boring that
kids are falling asleep in class, that can’t be the best instruction. I'm just saying,
“Wake those kids up.” Make math fun. Get them to smile a little. I know it’s not
easy, but we have to try. [ know you will; I'm glad you’re with us. Thanks for
calling back.
Another phone conversation took place during my interview, this time Ms. Listo
spoke with an administrator. Again I noted her comments:
Listen those counselors need to help us out here, it’s their job, your retention rate
is 80%, that’s looking at your total population, not only Native Americans. I

presented the numbers, ours is 97% when they come here. Those counselors
should be knocking down our doors. Don’t they care? (CB Year 1)
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What struck me most about the conversations was her final question, “Don’t they

care?” Her voice was rational and very quiet. There was something very strong and wise
about it. Ms. Listo herself was not in the least overwhelming, rather very effective.
Finally, turning to me she smiled and said, “You’re the whole language guy Mic told me
all about. So tell me, do you think school should put kids to sleep? I loved school. I
think students should be smiling once in a while after class. These are great kids. They
need to see that ‘[ love learning spark.” Can you give them that spark?” At that
interview I made a promise. I promised Ms. Listo and myself that [ would never stop
trying to give students that spark.

Ms. Listo’s knowledge of whole language was that of a reading program for
elementary schools, not secondary or college classrooms. She had heard about me from
another writing professor at Pima, who told her of my success with teaching community
college freshman writing courses. After a lengthy discussion with Ms. Listo, [ assured
her that whole language works just as well with high school students. In particular, she
expressed a desire for her students to become lifelong learners, readers, and writers. Ms.
Listo exemplifies the perfect administrator for any whole language teacher. The seeds for
a new writing program were planted in soil that first day. Both Ms. Listo and | wanted a
writing class where writers would be engaged and become active participants in their
own writing. Together we would create that place Graves (1981) calls “a studio,” where
writers practice their craft. At the end of my interview, we both understood that Upward

Bound was making a new step forward, and in doing so we would be leaving behind the
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basic paragraph writing for a new focus on natural and rich writing. I knew the road

ahead was long, but | knew that Ms. Listo was as committed to success as I was.

The director viewed curriculum as flexible; she supported and respected teachers
who were risk takers. It is important to note that Ms. Listo was an administrator with a
commitment to excellence. She insisted on reflective practice from every member of her
staff. This reflective stance for the program is what made Ms. Listo see the need for
doing a research study on the program. She was familiar with the INRTF commissioned
papers; [ was not. These papers became our common ground, and my dissertation would
be grounded in their recommendations.

Later on in the year, during the Spring semester, | was asked to make a
presentation to the Tohono O’odham Education committee, which is a policy-making
committee for the Tohono O’odham Nation, and make connections between Task Force
Recommendations and our new writing program. But my first charge from Ms. Listo was
to create a visual chart to represent curriculum changes needed to bring Upward Bound
within the framework on the INRTF. We talked about models, and I began work on a
visual by reviewing the literature on curriculum. In particular, I sought out literature that
concentrated on the difference between a traditional and holistic curriculum. How could
I create a spark in learners? What spark would make them lifelong learners? These ideas
reflected memories of my first meeting with Ms. Listo, when we planted the seeds of the
dynamic challenge to come.

The emerging question driving my inquiry (the one that started my research) is:

“What shapes the curriculum in a transactional writing community that contributes to
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writing development?” It appeared that not only did I have a new job, but also a .

classroom-based research study. I typed into my curriculum notebook: "Document,
document, document it all” (CB Year 1), and with those words I began my data trail.
A New Model Emerges

Teachers construct their own learning models based on their theoretical beliefs.

In addition to my 11 principles, there are four core beliefs about curriculum that form the
foundation of my own model of learning. My principles are guided by these theoretical
beliefs rooted in my own view of whole language. First, learning in any classroom
setting is a reciprocal process. Second, the continuum of moving between a learner’s
personal and social ways of knowing drives curriculum. Third, the sharing of multiple
perspectives is always present; and fourth, transactional curriculums are inclusive of
others.

With these four curricular beliefs, I created a visual of my curriculum engagement
model. This model (Figure 4.1) illustrates the way [ view theory and practice merging
within my classroom.

The foundation for my curriculum model is K. Goodman’s (1988) Invention/
Convention theory of learning and Short, Harste, and Burke’s (1996) view of inquiry as
curriculum. The format takes a circular form because of its crucial relationship to Native
culture. Itis a continuum representing learners moving between their personal and social
ways of knowing, using language as the core medium of learning. The model shows how
learning happens through an inquiry curriculum, which allows learners to filter new

knowledge through their personal and social ways of knowing. The model highlights the
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1) The Invention and Convention Process
Both Personal and Social ways of knowing are valued
2) Reciprocal Learning
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3) Curriculum Implications
Learners and teachers share multiple perspectives
4) Access
Curriculum is inclusive of other viewpoints

Figure 4.1. Curriculum engagement model.
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access to the networks of understanding that include local funds of knowledge (Moll,

1990) possessed by all communities. These funds draw from the families, the
community, and Native American traditions and ethics. The model shows the access
learners have to all the sign systems, providing genuine opportunity to share multiple
perspectives (Short, Harste, & Burke, 1996). My model reflects Paulo Freire’s (1986)
generative curriculum. [t views local and cultural networks as equal partners within an
emerging curriculum.

The concept of literacy expands to emphasize the meaning making connections

between the productive and receptive processes of literacy (Figure 4.2).

Literacy Processes

Reading Writing
Listening Speaking
Receptive Productive
Processes : Visual Visual Processes
Viewing Presenting

Personal-Social
Continuum

Figure 4.2. Productive and receptive literacy processes.
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Figure 4.2 builds upon K. Goodman’s 1996 concept of Receptive and Productive

Processes of language, which are both active processes. My visual emphasizes the
personal and social continuum, and adds visual literacy. I made the adjustments to the
Goodman model to help link their concept of language process to the 1996 National
Council of Teachers of English model of literacy processes. Extending language
processes to visual literacy and alternate sign systems provides access for Native
American learners to use more familiar ways of knowing. Transactional curriculum
provides access for students to all means of communication when responding to literature
and sharing ideas via multiple ways of knowing. The focus of any transactional
classroom places inquiry as the central driving force of curriculum, not content, activities,
or testing. With inquiry as the focus, literacy becomes meaningful for learners for
authentic reasons.

Louise Rosenblatt (1994) points out that transaction evokes reciprocal
relationships between the reader and the text. At the core of the invention/convention is
the acknowledgement that all learning is a process on a continuum moving between what
we know (personally) and how what we know and want to know is influenced by the
world (socially) surrounding the learner. K. Goodman’s model (1988) is focused on
developing reciprocal relationships (built around social contexts) that invite and engage
learners into an inquiry cycle (built around individual and group negotiation). Ina
transactional classroom, this focus extends well beyond transactions with published texts,
placing learners within reciprocal relationships with multiple oral and written texts,

teachers, and students.
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For the Upward Bound writing program my theoretical beliefs were combined

with the INRTF recommendations by using culture as the invitation for engagements with
literature. With my 11 principles and four core beliefs to filter an emerging curriculum,
groundwork was set for the creation of a transactional classroom. My beliefs drove my
principles, and both my beliefs and principles fit within the INRTF recommendations
through a view of curriculum that provided access to personal and social ways of
knowing.
An Overview of the Research Time Period

This overview breaks the 2-year period of this investigation into six specific time
frames. The six time periods, labeled Fall Year 1, Spring Year 1, Summer Year 1, Fall
Year 2, Spring Year 2, and Summer Year 2, establish the significant events that note the
important changes in the curriculum (Figure 4.3). These students who started out as
reluctant readers and writers, viewing literacy as dull and boring, became exhilarated
users of multiple sign systems, with a new view of literacy as a powerful means of
preserving their Native American way of life. An in-depth interpretive narrative analysis
of each episode is shared in chapters 5 and 6. They document the curriculum as it
emerged, based on the analysis of my data.

Fall Year 1

Four distinctive key events emerged during Fall Year 1:

o First key event--Literacy surveys completed by the students during our second meeting
exposed their perceptions of reading, writing, listening, and speaking as being word

centered activities, aimed always at obtaining the author’s meaning. Out of a class of
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YEAR ONE YEAR TWO
FALL PERIOD | FALL PERIOD IV
a). Initial literacy attitudes a). We join the Art World

b). My class agendas
c). Browsing time
d). Partnership emerges

SPRING PERIOD i SPRING PERIOD V
a). Three Issues: loss of a). Living Poet's Society
language/cuitureftraditions
b). Social Writing Sheets
c) Literature 086

SUMMER PERIOD il SUMMER PERIOD VI

a). Poetry Café at the dorms a). Poetry Reading at Borders
b). Helping organize Open House b). Changing history through drama
¢). The Walls Speak - Our Word Wall

Figure 4.3. Breakdown of key events by six time periods.

20 students, only two identified reading and writing as being more than mechanical
processes. This initial literacy perception needed to change to a process of meaning
making in order for a transaction curriculum to be sustained.

e Second key event--My agenda for class outlined issues, topics and authors was
negotiated between the students and myself. Copies were shared with the students,
and in a short period of time they became tools for discussion. Over the 2-year period

these agendas were used by students, administrative staff, and myself to review issues,



topics, and the literature discussed. My agendas became the audit trail of this
investigation.

Third key event--Browsing time was my way of introducing choice into the
curriculum. During the last 10 minutes of each class, students were invited to browse
the literature I brought into class each week. Students marked pieces that appealed to
them, which were copied and distributed in upcoming classes. This established a
voice for learners right from the very beginning in curriculum planning.

Fourth key event--Tony Gatewood was included in the ongoing class, rather than as an
outside-class writing tutor. Before I arrived at Upward Bound, Gatewood pulled
students out of class to work on individual assignments designated by the writing
teacher. When a continuation of this original format was suggested, I took a stand
against this practice. I believe that such tutoring arrangements are disruptive to
process-writing classes. As a teacher, [ need to be part of my students’ writing
struggles, to be there to facilitate their writing. At the time, I was not opposed to
having a tutor to help in class and suggested that Gatewood was more than welcome to
become part of our class itself. The director, Ms. Listo, approved this idea, and
Gatewood became the first Upward Bound in-class tutor. Gatewood is Native
American, and his knowledge of Native American literature became a crucial
curriculum resource.

Spring Year |

Three key events marked additional developments in this investigation.
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e First key event--Early in the semester, students expressed three distressing issues

through their social writing: language loss, culture loss, and loss of traditions. These
issues were also reflected in most of the Native American literature that was selected
for class readings. They provided a powerful purpose for reading more Native
American literature. [ define these three issues as:
1. Loss of Language--the loss of the ability by the students to speak their own
native tongue.
2. Culture Loss--the loss of their way of viewing the world through Native
American eyes, eyes that depend on knowing the historical knowledge of the past.
3. Loss of Traditions--the loss of external ways of expressing cultural knowledge.
These three issues eventually developed into a political rallying point in which
literacy became the means of empowering students.

o Second Key Event--1 had already begun to use social writing sheets in the Fall Year |
semester as a vehicle to retrace our learning journey. By Spring semester, the sheets
did more than retrace out learning journey; they began to direct it. [ hung them on the
walls of our classroom with pieces from the literature we had read, and the individual
writing responses to those pieces. The first time I did this the students expressed an
immense sense of accomplishment and pride. The director requested that our class
create a visual display of the writing sheets for the program’s upcoming Open House.
The display itself, and the positive comments made by the general public during Open
House, made it clear that I considered the walls and bulletin boards to be powerful

means of publishing.
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e Third key event--I asked the director for permission to teach a literature course (086
Reading Literature for Pleasure), instead of the writing class in the upcoming Summer
session. I made this request because I knew that becoming powerful writers is rooted
in reading powerful authors. Smith (1988) points out that good writers read like
writers. Mem Fox (1993) discusses a writer’s eye:

... The world’s most effective writers have been avid readers. Those writing

now are still reading now. Reading, more than any other factor (including formal

schooling) has taught them how to write. They haven’t been passive readers.

They read with a writer’s eye, paying attention to words, savoring the way they

are put together, rolling their tongues around the sounds of language; and they

absorbed huge quantities of information--which they have stored away in their
heads. . . . Writers who are readers have many more choices and advantages than

writers who are not. (p. 168)

I wanted my writers to have these choices and advantages when writing. After
the Fall and Spring sessions, I knew from their response journals that the shift these
students needed most was to view reading as something more than tedious work.

Summer Year 1

Literature 086 led to two important literacy events.

¢ First key event--Reading and responding to powerful literature revealed a favorite
genre of the Upward Bound Students. Students asked for more and more poetry!
Poetry was by far their most loved genre. At this point, they were writing poems
themselves. I proposed publishing a book of our own poems to be presented at an
event we called “Poetry Café at the Dorms.” This first publication verified and
legitimized my students as writers.

¢ Second key event--At mid-point during the Summer session, Upward Bound

administrators invited the students in the program and their families to an Open House.
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As the date of the Open House approached, the director asked if my students would

help with the organization of the evening. Being asked by the administration for their
help and input was a major event for these students. Students had often expressed the
notion that nobody ever paid attention to their concerns, in or out of class.
Fall Year 2

One key event defined our move to multiple sign systems during the Fall Year 2.
Upward Bound students were asked to display their artwork at the art gallery in
Tucson High School. The students saw this as an opportunity to show other students
at Tucson High, and the general public, how Native American youth feel about living
in America. The students used paint, feathers, small medicine bags, tobacco, written
speech, and music to create a 10° x 10’ art display with a list of some 5,000 broken
treaties to express their concerns. These broken treaties between Whites and Native
Americans were promises never kept. The students had read about the treaties from a
book called Reading America (Schenck, 1978), and were extremely offended because
the book only used the treaties as a means to teach readers how to quickly scan lists.
Their art project was not only the largest and most prominent in the gallery, but the
director of the art gallery told us it had a profound impact on every visitor. The art
project took 2 months to complete, and left not only my students, but all Upward
Bound students, with a distinct sense of pride.

Spring Year 2
The key event for Spring Year 2 was the student’s first-ever public poetry reading. By

the Spring, the reputation of the Upward Bound students was growing rapidly in
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Tucson. In celebration of Native American Day, students were asked to read their

poems by the Pima Community College (PCC) Native American Club. The
significance of this invitation to the students was that it came from the largest campus
of the Pima Community College system, and the highest proportion of Native
Americans already in college. The members of PCC Native American Club are highly
respected by my students. We decided that we needed extra time to write speci;ll
poems for this exciting event. We arranged to bring students together on Wednesdays
after school. It was apparent that the Upward Bound students were willing to come to
class even on non-scheduled days. This event led to a change in the Spring schedule;
we began to meet once every week rather than every other week.
Summer Year 2
Three key events marked a full shift into viewing literacy as a means of
empowerment.

e First key event--At the beginning of the Summer we had a call from Borders, the
biggest and newest bookstore in Tucson near a popular shopping mall. They asked if
our students would come to read some of their poems. This event became another
opportunity to share publicly how young Native Americans feel. More importantly,
this event would take place in what students considered to be a bastion of the White
world. Once again powerful poems and stories were shared at a public event.

o Second key event--At the Open House for Year 2, the students staged a play depicting
the Sand Creek Massacre. This was their response to a class reading of a government

document called “156.” This event involved script writing, role playing, and set
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designing. The play brought tears to the eyes of many parents, teachers and

administrators who were in attendance.

e Third key event--By the summer of Year 2, the walls of our classroom began to take
on a life of their own. We had a “word wall” where English words taken from their
literature responses were translated into O’odham and Yaqui. Our word wall
dominated the classroom. There was a continuous changing display of the students’
own stories and poems. Favorite quotations from Native and non-Native Americans
were displayed on every inch of wall space. Favorite bits and pieces of the Fall art
project were placed throughout the room. Halfway through the Summer, students
approached Gatewood and myself with the idea of sharing their feelings through
dance, art, poetry, and song at the end-of-the-year banquet. In our classroom at this
stage, literacy had moved far beyond reading and writing. Students saw literacy as a
way of expressing themselves through multiple sign systems. By the end of the
Summer program, students believed that they had regained aspects of their language,
culture, and traditions by way of our classroom walls. This shift happened because
literacy was no longer a White man’s tool for living in the White man’s world; instead,
literacy had become a means to preserve Native American ways.

In this chapter, I have provided three crucial points of reference for this
qualitative study. Iintroduced my writing principles, explained how curriculum began to
emerge after [ was hired, and presented an overview of the entire 2 years of the study,

thus setting up chapters 5 and 6, the two interpretive narrative chapters.
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CHAPTER 5

NO MORE BRICKS IN THE WALL

In this chapter, I present an in-depth analysis of my own classroom as a teacher
researcher, similar to Janet Allen’s published dissertation by Heinemann /t 's Never Too
Late (1995). Allen’s work provides a fertile context rooted in authentic classroom
experiences which classroom teachers can translate into changes in practice. My desire is
to continue what Allen and others have done studying their own classrooms.

Chapter 5 probes the complexity of curriculum, based on my principles discussed
in chapter 4 and filtered through my growing experiences with Upward Bound, as it
emerges by multiple in-depth examinations of significant literacy events as they happened
during the first year of this study. Dewey wrote:

From the standpoint of the child, the great waste in school comes from the

inability to utilize the experiences he gets outside of school in any complete and

free way; while, on the other hand, he is unable to apply to daily life what he is

learning at school. (1899, p. 26)

The core of this chapter is analysis and documentation of my personal stance as an
educator to avoid what Dewey viewed as “the great waste,” through the creation of a
classroom based on a transactional perceptive of literacy. For Dewey, using what is
learned in school in a free way makes learning meaningful outside of school and,

therefore, makes learning meaningful to students. Dewey’s thinking connects to my view

of a transactional classroom. A classroom that emphasizes a transactional view of
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literacy unshackles curriculum through inquiry and allows students to apply what they

learn in personal ways.

This chapter examines multiple literacy experiences and the theory driving those
experiences through key curricular events. I first provide insight into my title choice for
this chapter. I move to suggesting the importance of finding ways to know my students
and their culture, the critical context I relied upon to create meaningful school literacy
experiences for learners. 1 document the role of student responses in shaping curriculum,
as well as my attempt to implement an inquiry curriculum. I support my discussion with
data from my curriculum notebook and class agendas. Chapter 5 ends with two
significant literacy events (the Poetry Café and the Open House), both of which help
connect what is learned in school to the lives of my students and their families. Thus,
through these events, I avoid Dewey’s (1899) concept of the “great waste” of schooling.
Rather, I create a classroom rooted in transactional thinking and immersed in inquiry.

Any classroom is a complex multi-layer community that needs in-depth
descriptive analysis to be fully understood. So let the journey into chapter 5 begin.

Taking a Stance and Making Cultural Connections

Coles (1998) suggests literacy research has done little to improve education in
America. By failing to actively address the underlying causes of social inequality, and
concentrating resources mainly on “best methods,” research has failed to point out
substantial ways to improve education. As long as educational research pays little or no
attention to issues other than best practice, Coles suggests that America’s teachers are left

to do the best they can with what they have.
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The choice of doing what is best for the learners in my classroom begins with first

admitting the failure of American education to provide a progressive meaningful
curriculum for Native American children. The curriculum in many American schools is a
wall preventing success for Native learners. This wall ensures failure by separating
Native American children from their culture.

Pink Floyd’s song, Another Brick In The Wall, best describes my thoughts
regarding the United States historical record regarding the education of Native
Americans. In South Africa, Black youth adopted Another Brick In The Wall as their
theme song against a similar Dutch Afrikaner educational curriculum in the 1980’s. This
chapter is entitled “No More Bricks In The Wall” and marks my critical stance. | wonder:
Are there any educational researchers in the past who chose to title one of their chapters
after a rock anthem? More traditional educational researchers might not see the validity,
then again neither did the South African apartheid government who initially banned the
song.

The very first suggestion from the INRTF states:

The cultural heritage of the Native students needs to be recognized as an as-set to

the class. The various ethnic and cultural groups represented in the classroom

provide many resources that can be used to enhance learning for all students.

(Department of Education, 1992, p. 68)

Viewing culture as an asset means connecting my theoretical understanding of
inquiry and transactional theory. As [ indicate in chapter 4, I see Short and Burke’s

(1991) and Harste’s (1992) views of “curriculum as inquiry” as the means of breaking

down that wall. I also see Rosenblatt’s transactional theory as my bridge between Native
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culture and reading for my students. Sims Bishop writes of Rosenblatt: *“She forcefully

reminds us that the text on the printed page is merely a potential, that only in the
transaction between the reader and the text is the work of art created” (1990, p. 8).

[ want my students to see the printed page as the potential to a million
possibilities. A transactional emphasis on literature is important, but transactional theory
alone is not enough. Learners have to be able to connect transactional thinking with their
own inquiry. The potential of the printed page has to be connected to the questions
Native American adolescents hold within their hearts.

There are powerful and personal outside influences on teachers and students that
impact learning relationships which are present long before their first meeting. Both
teachers and students bring past experiences with them to the classroom. The benefit of
teacher research is the journey the researcher takes while writing--the journey itself is one
of building connecting bridges. Sometimes the journey takes the researcher much closer
to home than ever expected. The cultural connections the students and I made with each
other at Upward Bound begin with a poem that I carried in my wallet for many years,
long before I ever heard of Upward Bound. It is written by Dennis Leyne:

If people don’t have roots
what do they build on?

We can’t give our children wings,
and if we can’t give them roots,
what will they relate to?

If we start to deny our history,
our culture, our existence--the facts--
what are we doing?

We are sanitizing history, and then
What do we hold sacred?
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The poem was given to me by my grandfather, who was born before the turn of

the 20th century. In my childhood, my grandfather often told me stories of how he
remembered being taught the Gaelic language and Irish history outside in the fields,
hidden behind the hedges, as a child in Northern Ireland. During his childhood it was
against the law to teach the Irish language or the history of Ireland. But there were those
few teachers who risked everything. Those schools became known in Irish history as the
Hedge Schools. My grandfather’s stories about his Hedge School days provided me with
the schema [ needed to understand American Indian education.

Short and Pierce (1990) provide the context for establishing a community of

learners, and the framework for understanding inquiry as curriculum under the following

conditions:
1. Come to know each other;
2. Value what each has to offer;
3. Focus on problem solving and inquiry;
4. Share responsibility and control;
5. Learn through action, reflection, and demonstration; and
6. Establish a learning atmosphere that is predictable and yet full

of real choices. (p. 35)

My efforts to institute an inquiry curriculum my first year at Upward Bound were
rough and crude. They portray a theory-driven teacher continuously stumbling and
learning along the way. Short and Pierce’s conditions provide the door to an inquiry
curriculum, and for incorporating sign systems into my view of a transactional classroom.

During the first year of this study, I adopted ways to bring inquiry full circle into
my class. First [ drew upon the “Authoring Cycle” (Short & Burke, 1991; Short, Harste,

& Burke, 1996), in which uninterrupted personal engagements, collaborative exploration



of meaning, reflection, presentation and sharing, the examination of sign system
processes, and invitations to further engagements are linked to life experiences both
within and outside of the classroom.

[ found ways to allow for greater learner choice in my classroom using real
literature via student selected readings. I provided opportunities to respond to literature
in relevant ways by focusing on Rosenblatt’s transactional theory. [ supported the full
aesthetic and efferent continuum through insisting on responses to everything we read or
wrote by encouraging the reader’s “gut reaction” first. In our literature circles, we would
point out the meaningful lines and discuss how they linked to the students’ gut reactions.
I provided opportunities for using multiple sign systems by developing a democratic
community steeped in a variety of choices.

In an inquiry-based curriculum, voice, the sense that one’s point of view is

actively heard and valued, is nurtured. Voice emerges more easily when students

learn to respect differing perspectives through teacher demonstrations and through

explicit discussions about power and equality. (Koshewa, 1998, p. 14)

[ nurtured and valued Native American voices in my classroom by using relevant
literature. Students made choices, and we established a learning atmosphere that valued
literacy as a means to culturally better understand ourselves. A significant point in the
INRTF report was “The cultural heritage of the Native students needs to be recognized as
an asset to the class” (Department of Education, 1991). Inquiry, for me, is the means of

recognizing Native students as an asset to classroom and curriculum. The literature we

read, discussed, and wrote about constantly challenged students.
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Knowing where the learners are provides a starting point of any inquiry

curriculum. The best place for an emerging curriculum has to begin with how learners
feel about literacy. This leads us to the first key literacy event of Year 1.
Fall Year 1: Initial Literacy Attitudes
For our first class, I decided on a short agenda. The class members needed to get
to know each other better, and I needed to find out what students’ reading and writing
interests were. My agenda