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ABSTRACT 

This study examined the use of constructivist content-area literacy methods in a 

communit\- college American History survey course. The study was based in a 

perspective that college classroom culture is a nexus of multiple social interactions 

through which thinking and understanding are organized and meanings are negotiated 

and constmcted. 

Interpretations of participant, researcher, and institution-generated data sources 

revealed several findings. Specifically, in this American History survey course, content-

area literacy methods were employed as tools for organizing class participant thinking 

and for content understanding in a context of shared classroom power. Content-area 

literac) methods were used by the instructor (the study's author) as a way of reaching out 

to the class participants in an effort to establish a collegial relationship with them and to 

leach .American History more effectively. 1 believed that content-area literacy methods 

would help class participants learn to organize their thinking and understanding and 

would facilitate their academic success in the course. 

The class participants interpreted my use of content-area literacy methods in the 

context of the collegial relationship they had established. Class participants interpreted 

m> use of content-area literacy methods as evidence of my support for their formulation 

oi'a personal understanding of .American Histor>- and their continued academic success. 

The class participants, in turn, were willing to participate in or support the content-area 

literacy methods that they believed contributed to their learning and academic success. 
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The finding? of this study support theories of literacy, teaching, and learning as 

socially constructed phenomena and suggest that the study of college literacy must be 

contextualized in classrooms and institutions of higher learning because content-area 

teaching and learning are influenced by social interactions between teachers and students. 

Resistance to such strategies among college and university academics may stem from 

personal and professional life exp»eriences and beliefs that contribute to the construction, 

retention and adherence to discipline-specific pedagogical beliefs and practices. This 

study's findings imply that more research is needed with respect to how teachers and 

students in higher education build and maintain relationships and how those relationships 

influence andragogical teaching and learning decisions and outcomes. 
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CHAPTER 1 

IF WE RE NOT HERE TO TEACH AND FACILITATE STUDENTS" 

UNDERST.^DING. THEN WHY ARE WE HERE? 

Prologue 

In the Fall of 1992. the corporate and community education division of a large 

Southwestern community" college surveyed employers on the skills of their entry-level 

employees. The results, incorporated into a report to the Chancellor and the Board of 

Go\ emors. were not encouraging. The employers universally complained that high 

school- and even some college graduates lacked the ability; (a) to solve problems; (b) to 

examine ideas carefully and support them with evidence; (c) to incorporate and 

s> nthesize information; and (d) to present their authoritative opinions and conclusions, 

both orally and in writing (Corporate and Community Education. 1992). Arguably, 

colleges and universities are not intended as vocational academies. It must be 

acknow ledged. however, that the skills described above are essential for members of an 

increasingly complex American society and that those same colleges and universities 

ha\ e an affirmative duty to assist their students to develop and hone skills that uill assist 

in gaining and retaining employment in their chosen professions. 

Despite access to computers, the e.xplosion of the internet, and other technologies 

providing immediate access to almost unlimited information, many colleges and 

uni\ ersities continue to rely on an impersonal paradigm based upon e.xam grades and 

lecture-based teaching practices which have not changed markedly since the 19'^' century 
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(Wicker. 1994). While professors have no responsibility to hold students' hands, 

teaching practices in the nation's colleges and universities must shift to meet the demands 

of society and to justify the steadily increasing tuition costs. In short, if we're not here to 

teach and facilitate students" understanding, then why are we here? This study examines 

a college-level American History survey course that challenged students to develop a 

personal understanding of U.S. history through reading, writing, and discussion. 

It All Started 0\-er Coffee . .. 

In October 1997. a colleague and I met in a well-known bagel emporium, near the 

Unix ersity of .Arizona. Initially, the conversation was pretty much the norm, but at some 

point, something extraordinary happened. As our conversation progressed, I voiced my 

frustration with the papers 1 received in my history classes; 1 was finding it almost 

impossible to assess the content of a paper replete with syntax, spelling, and punctuation 

errors. I lo\ e leaching history and feel that 1 write well; on the other hand, 1 do not have 

the class time (or the level of expertise) to help students overcome fundamental mistakes. 

Then 1 remembered that my colleague is a writing professor; why not make use of her 

expertise in my classroom? 1 asked if she would be willing to present a mini-writing 

w orkshop in my class to improve my students' writing. The collaboration took off as if it 

had wings. First, we tried the workshop out in a class I taught during a 2-week holiday 

session. The workshop lasted an hour-and-a-half and covered argumentative writing, 

revision strategies, and editing techniques; student feedback was outstanding—their 

papers improved as well. This gave me the impetus to try it again on a larger scale. 
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After the one-time workshop, we expanded the idea (Glover & Randolph, 1999). 

The following semester, my class included my colleague's presentation as well as writing 

workshops (Calkins. 1983). Although one or two students complained about all the 

writing that they were doing, the vast majority raved about developing new tools for 

academic success. It reinforced my belief that a strong emphasis on focused reading, 

w riting, research, and discussion assisted student's understanding of American History. 

The next step was logical, we conceived an integrated curriculum, which would conjoin 

our two classes—writing and history. For my part. I sought to establish a course (Anders 

& Pritchard. 1993) in which students would; (a) read texts which present a variety of 

\ iewpoints; (b) engage in critical reading, questioning, reflection, and discourse; (c) 

improve their composition skills, and (d) empower engagement in an integrated (linked) 

curriculum which challenged them to formulate a personal, relevant and substantive 

understanding of American History. I believe that there is a causal relationship between 

the construcii\ ist teaching methodology recommended by Herber and Herber (1993), and 

the enhancement of academic skills through "tools" (Vygotsky, 1978), including reading, 

thinking, questioning, analyzing, writing, and discussion. 

1 aspire to bring relevance to the classroom activities of college students. This 

study is an investigation of how history-teaching methods can foster personal 

understanding and the development of tools for academic success. I am interested in 

examining the intercormections between collaborative leaming, critical thinking and 

reading and writing (Brookfield. 1987). My goal is to construct an American History 

sun ey course design that encompasses critical thinking, reading, and writing. I 



18 

investigate the possibilities for further research in the areas of constructivist teaching 

methodologies, collaborative learning communities, and linked curriculimi. 

For the purposes of this study, questions about the social construction of teaching, 

learning and literacy in college level content-area classrooms are raised. I submit that the 

use of a lecture-based teaching paradigm ignores the social contexts and interactions that 

suppon learning and understanding. Specifically, I am interested in studying the 

perceptions and performance of community college students participating in an American 

Hisior> surv ey course that utilizes constructivist teaching practices. 

This assertion and question requires me to conduct qualitative research in my 

histor> classroom, with a focus on how social interactions shape the thinking and 

understanding by the class participants and me in that classroom. This study treats the 

classroom and the course as a culture, or group, of people who negotiate literacy through 

actions, thinking, perceptions, and beliefs (Lindeman, 1961). 

The Social Construction of Literacy, Teaching, and Learning 

In the past, literacy was often defined as a relatively simple process of reading and 

writing while working with written text. With the recognition of literacy as a social as 

well as a cognitive construct, however, other definitions exist. Graff (1987) argued that 

literacy must be conceptualized in a broad perspective that integrates and emphasizes the 

skills of individuals as they negotiate their way in the societal context. Scribner and Cole 

(1981) found that literacy is a cognitive process, learned and used in specific contexts for 
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specific purposes. Those contexts and purposes shape the way literacy is learned and 

employed. 

The cognitive processes that undergrad college-level content-area literacy (and 

literacies at every education level) are shaped by the unique social and cultural beliefs 

and perceptions of the classroom, college and the wider society, and are in turn 

interpreted by the people who interact in those contexts. The structure of colleges, in 

which students move from classroom to classroom, and discipline to discipline, suggests 

a labyrinth of classroom and academic cultures. Each cultural context, is defined by the 

professors' and class participants' (a) beliefs about the nature of knowledge; (b) 

philosophies and knowledge about the discipline, teaching, and learning in that discipline, 

and teaching and learning in general; (c) past experiences in schools and schooling; (d) 

experiences at home and in the community; and. (e) feelings and emotions about college 

and about their prospects for success. 

These beliefs, philosophies, experiences, and emotions create an ideology that 

shapes discourse, and the socially acceptable forms of debate, reading, and writing in the 

disciplines. Literacy in college-level content-area classrooms is much more than the acts 

of reading, writing, and discussion. Embedded in college-level content-area discussion, 

reading and writing are beliefs and values about the use of these acts of literacy. Literacy 

is discourse (Gee. 1990). 

These beliefs and perceptions also shape knowledge of teaching and learning. 

Beliefs about the nature of knowledge in particular disciplines, for example, shape the 

way professors and class participants construct knowledge about how that discipline 
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should be taught and learned. Knowles (1970) coined the term andragogy to encompass 

the science of teaching at the college level. Knowles (1983) proposed that knowledge of 

teaching in content areas involves the integration of several types of knowledge: content 

knowledge; general knowledge of teaching; curriculum knowledge; knowledge of college 

and adult learners; and knowledge of college-level educational contexts, goals, 

objectives, purposes, and values. While Knowles never labeled this integration of 

knowledge bases. I choose to call it andragogical content knowledge, after Knowles' 

(1970) theor\' ot" andragogy. 

Thus. Knowles (1970) would say that knowledge of college and adult learners is 

not only a subset of andragogical content knowledge, but also an aspect of knowledge 

thai teachers of college and adult learners bring to their content-area teaching practice. 

Knowles would further say that teachers of college and adult learners construct specific 

knowledge of those learners, or andragogical learner knowledge, based on what they 

know about class participants at different life stages and in different cultural settings. 

Andragogical Foundations 

Pedagogy is defined as "the science of teaching." Knowles (1983) argued that 

adults are not grown-up children and are meritorious of a separate teaching science. In 

1970. Knowles coined the term "andragogy" as a term describing teaching theory tailored 

specifically for adult learning. Knowles' term helped me place the work of many into 

one basket, which helped to synthesize my thinking. 
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Freire (1981) championed education as a vehicle for Iiberator>' action, and decried 

transmission-style teaching methods as supportive of an elitist status quo. while negating 

the potential of the remainder of society. Lindeman (1961) advocated the use of adult 

learning groups to facilitate constructive social action and believed that aduh teaching 

practice should emphasize situations, not subjects, and should place heavy emphasis on 

learner's experiences. 

As 1 continued to investigate and refine the foundations for my teaching practice. 

1 found that viewing adult education as a continuum provided me with a lighter focus. 1 

was encouraged by Jar\'is' (1992) assertion that when a collegial teaching-learning 

relationship is built between educators and adult learners, the relationship becomes more 

imponant than the teaching methods employed. Accepting students as participants and 

colleagues aligned me with Knowles (1983). who suggested; (a) that adults are markedly 

different learners than "traditional" students; (b) that adult learners make heavy use of 

their own experiences (prior knowledge) in formulating understanding: and (c) that 

adults" orientation to learning ma\ either hinder or support their progress in courses 

which emphasize critical thinking. I welcomed the findings of Knox (1988) who found 

that using active leaming methods and emphasizing learning topics that participants find 

intriguing, tends to reduce resistance and provide a fertile context for leaming. 

In 1975. Knowles spoke of instructors as facilitators of leaming rather than 

transmitters of information: by 1984, Knowles had expanded his vision of adult educators 

10 include the role of leaming resource broker. His andragogical theory (1970) of adult 

teaching practice pro\ ided me with an understanding that adults lean toward self-directed 
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learning and are willing to accept more responsibility for their learning as they assume a 

role in course design, assignments, and assessment. Kember (1994) found that college 

professors who employ facilitative teaching practices are perceived by students as 

encouraging meaningful learning. This is consistent with Gardner (1993). who found that 

educating for understanding emphasizes that students have a sufficient grasp of concepts, 

skills, or principles to bring them to bear on new situations. I found that my OWTI 

undergraduate and professional experiences were most meaningful in contexts that 

emphasized personal understanding over content master\'. 

Education has been my ticket out of darkness and the dead end of growing up in a 

u ide spot along Route 66. From a high school graduating class of 10. through 15 years 

in a uniform, to a doctoral program. I ne\er stopped learning. TTiough 1 am hardly a 

bomb-throwing re\'olutionar}'. 1 do see merit in some forms of revolution, and Freire's 

(1981) concept of education as emancipation has real meaning for me. Without my 

parent's early imparting of an understanding of learning as a continuum and an open door 

10 greater things. I shudder to think where 1 might be now. .A.t a high school reunion 

se\ eral years ago. I realized that only 20% of us had completed baccalaureate degrees. 

The education process has shown me that there is always more to be learned and more 

places to be explored. An old adage says that "If you really want to learn something, go 

leach." In my case, the adage is correct. 

Since 1994.1 have taught History at a large, urban community college in the 

Southwest. If taught in a lecture format. histor\' courses can be suicidally boring. 

Learning is not accomplished by memorization and regurgitation of an instructor's 



23 

opinions; learning is supported best in a "constructivist" (Fosnot. 1996) atmosphere that 

facilitates questioning and conceptual understanding across disciplines or topics. 

Constructivist theory and supporting research is examined in chapter 2. As 1 learned 

from my mistakes. I also found that Rosenblatt's (1978) view made sense. 

.A.lthough Rosenblatt (1978) wrote of her transactional theory as it applied to 

reader response. I see classroom conte.xts as nothing less than a transaction between 

learners (myself included). Many of us can recall the memorization of dates, battles, and 

treaties and the subsequent meraor\" "dump" after the final exam. Ever>- time 1 teach a 

course. 1 ask: "Who hates histor>?" In\ ariably. one or two brave souls will timidly raise 

their hands. When asked wh> the>' dislike the subject, the response is always something 

like "1 hate memorizing dates ... the lectures are boring." or worse. "What the hell good 

is it. anyway?" Such comments are not unusual, in fact, they duplicate my observations 

of undergraduate history surv ey class sections at a large Southwestern university (Glover. 

1996). 

Rationale for Research 

From the beginning. I've tried to set a different tone in my classes: one that places 

\ alue on student opinions and thoughts \ is-a-vis text readings, outside research, and class 

discussion. I didn't adopt this attitude out of any real sense of fair play. In fact, rather 

like becoming a parent for the first time. 1 was scared to death at the risks I was taking. 

Determined to make a difference. 1 recalled that of my own undergraduate experiences I 

enjoyed classes that offered the opportunity to discuss and debate the most. I found that I 
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agreed with Vygotsky (1978) that knowledge is co-constructed by learners and involves 

the development and personal use of tools which include reading, writing, discussion, and 

research. 

Brookfield (1987.1988) strengthened my conviction on the vitality of critical 

thinking and self-direction in the learning process. Freire (1991) crystallized my 

visualization of a democratic classroom in which learning is more than the decoding of 

texts; indeed. Freire's stzince is concomitant with Eisner's (1991) view that classroom 

experiences should assist in the construction of meaning. TTiis is reinforced by Gardner's 

(1993) premise that a grasp of concepts, skills, or principles coupled with the ability to 

apply them to real life defines understanding. This is not really groundbreaking theory, 

since Lindeman (1961) recognized the importance of each learner's knowledge and 

experiences, and held that college/adult classrooms should emphasize situations instead 

of subjects. In order to close the loop on the application of learning. I held on to Knox's 

(1988) idea that learning is best facilitated through an emphasis on topics which 

participants want to pursue, as well as by providing incentives and reducing resistance. 

Further. 1 agree with Knowles' (1970. 1975) assertion that adult learners are not merely 

large children. If we accept this premise, then the assertion that an application of 

education theory and practice in college classrooms as mere pedagogy is not only 

patently false, it is shonsighted and inimical to a diverse, modem and highly technical 

society. 

1 stand squarely alongside Brookfield (1988). believing that effective practice for 

facilitating learning happens through voluntar) participation, mutual respect. 



collaborative spirit, action and reflection, critical reflection, and self-direction. As 1 ha\e 

come to view myself as an educator. I have noticed that I think much more critically 

about how I do things in the classroom. "Why?" questions begin to form, and in some 

cases, become "Why not?" 

In the process of formulating and reflecting on my practice. I now see myself as 

Chall (1986) would, as a scholar and researcher in my own classroom. Cochran-Smith 

and Ljile (1993) provided further guidance for a visualization of myself as an instructor-

researcher working through action research for change in higher education. Carr and 

Kemmis (1986) provided linkage between action research and critical theor>'. which 

brought me full-circle, back to Freire's vision of education as a means of liberation. 

From the first. I formed the habit of soliciting frequent feedback from my students. 

Basically. I asked them what they liked most about my course design, what they liked 

least, and asked for their recommendations for improvement. I'x e done this with each 

succeeding class, incorporating their suggestions. This has led to a personal teaching 

practice that has enriched my personal and professional satisfaction. My practice is never 

sialic; I have been delighted by the results. Student responses, solicited after final grades 

are posted, have provided quality feedback—to include some criticism. I have tried to 

\ ievv these responses as opportimities for my own growth as an educator. 

Based on the arguments and perspective presented in this chapter. I submit that in 

college-level teaching, learning and content-area literacy are social and cognitive 

constructs. Understanding the social and cognitive influences that surround the use of 

content-area literacy methods for teaching, learning and understanding requires that we 
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study college-level content-area classrooms. We must strive to understand the 

perspectives and practices of both class participants and instructors because those 

perspectives and practices are constructed socially and contribute to the construction of a 

classroom culture. 

Little classroom-based research exists on the use of content-area literacy methods 

at the college level. Although some literacy researchers have assessed content-area 

literacy practice in terms of beliefs espoused by teachers at the elementary and secondary 

level (Brickhouse, 1990), a great deal less research on the influence of andragogical 

content and learner knowledge on college-level content-area literacy practices exists. 

Given the unique contexts of the college academic disciplines, or content areas, it is 

imperative to study the use of constructivist and content-area literacy teaching practices 

at the college and university level. 

This study, detailed in subsequent chapters, uses a cultural, interactionist. and 

phenomenological lens to analyze the experiences, beliefs, decisions, uses, and 

interactions in a community college American History classroom. The analysis and 

interpretation situates the use of content-area literacy methods in the social practices of 

leaching and learning and has implications for research and teaching in college literacy, 

content-area literacy, and history education. 

Purpose of the Study and Guiding Research Questions 

In this study, my purpose was to investigate the employment of content-area 

literacy methods in a community college American History survey course. Using 
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qualitative methodology, I describe, analyze, and interpret the culture of a community 

college history classroom. My analysis of the classroom culture focuses on my 

interactions, as the course instructor, vvith the class participants as we use content-area 

literacy methods to organize our thinking and understanding of American History. I 

investigate the class participants" experiences and interpret how those experiences shape 

their beliefs about content-area literacy, history, and learning that influence their 

decisions to use content-area literacy methods to leam American History. The resulting 

analysis informs my interpretation of how content-area literacy methods shapes a 

classroom culture and how classroom culture and interactions shape the content-area 

literacy methods 1 employed in the course. 

Specific research questions guiding data collection, analysis, and interpretation 

include: 

1. What are the student perceptions of a college-level American History course 

that applies constructivist theory and content-area literacy methods to facilitate 

student understanding? 

2. How did class participants make decisions about using content-area literacy 

methods to leam American History? 

3. Why did class participants make the decisions they did, regarding the use of 

content-area literacy methods, to leam American History? 
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Overview of Remaining Chapters 

In the remaining chapters, I discuss related literature, the methodology used to 

study my American History survey course, and results, conclusions, and implications of 

the research. The literature outlined in chapter 2 provides background on the theoretical 

perspectives that support the study and presents rationale for the study's importance. The 

review synthesizes theoretical and research perspectives across the broad field of 

constructivism and content-area literacy. Chapter 3 contains a rationale for the 

methodology used, as well as a description of the research design. Included in this 

chapter is a discussion of the theoretical frameworks and methodology used in the study, 

descriptions of both the setting and the participants, data sources, data analysis 

procedures, and procedures used to ensure reliability and validity of the results. Chapter 

4 is an overview of the study's findings, presents an in-depth examination of the use of 

content-area literacy methods in the course from the perspectives of the class participants 

and me. and provides data to support the findings. In chapter 5.1 use the interpretations 

made from phenomenological examination of the participants' life experiences to 

illustrate how the class participants brought their experiences, beliefs, and values to the 

decisions they made about using content-area literacy methods in the class. The analysis 

of experiences contextualizes interactions within the course culture, providing a view of 

the participants' interpretations of broader cultural and historical influences on their 

American History understanding. 

1 close the dissertation in chapter 6 by reviewing the findings. I present 

conclusions about the meanings made by the class participants and me as a result of our 
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interactions and the use of content-area literacy methods. Additionally, I raise questions 

and implications for content-area literacy and college-level teacher education, research. 

and teaching. 
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GETTING MY ARMS AROUND THE ISSUES 

Good Grief: Where to Begin ... 

Unlike elementary and secondary education, where thousands of books, articles, 

and studies have been published on constructivist teaching practice, there is almost a 

dearth of similar works in the field of higher education. In the late 1990s, however, 

fostered by changes in elementary and secondary education, a different view of college 

literacy and instruction began to posit a new paradigm for higher education teaching 

practice. This shift in literacy instruction has been influenced by an examination of the 

transactional theory of Rosenblatt (1978) and the social constructivist theory of Vygotsky 

(1978). Moreover, investigations of classrooms utilizing reading, writing, and discussion 

groups for instruction have found evidence to support such practices. This chapter begins 

with an overview of theories of learning and teaching with an emphasis on 

constructivism, content-area literacy, and studies investigating the impact of reading, 

w riting, and discussion on students. Finally, theory on the teaching of history is 

discussed. 

Theories of Learning and Teaching 

This e.xploration of successful learning in history and determining how students 

learn examines some of the major formal educational theories of learning and teaching. 

Because effective learning in history is directed towards making, unmaking, and 
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remaking meaning, the stimulus-response conditioning formulation of learning by 

behaviorists like Skinner and Thomdike is inadequate. Instead, cognitive teaching and 

learning theories, which focus on insight and the organization of knowledge into 

meaningful patterns using inductive and deductive cognitive processes, is more 

applicable to my teaching and learning beliefs and practices. The particular cognitive 

theories I find most useful are those of Piaget. Dewey, and Bruner. Piaget (cited in 

Merriam & Caffarella. 1991) and Dewey (1938) emphasize the importance of linking 

abstract conceptual information with concrete experience. This is especially significant 

at the freshman level because many students (and non-traditional students in particular) 

struggle with abstract notions and ideas. Dewey (cited in Bigge. 1982. p. 72) declared 

that "to "learn from experience' is to make a backward and forward connection between 

what we do to things and what we enjoy or suffer from things in consequence." These 

theorists argue that new learning needs to be linked with previous experience and 

learning to facilitate personal understanding. Indeed, if the historical information 

students learn is not internalized or has no personal relevance, their knowledge is only 

useful in a ver>' limited variety of situations (Ramsden, 1992). 

In a field like history, however, previous learning often has to be unlearned, to 

move students from an absolutist to a range of relativist perspectives. As Wineburg 

(1991) indicated, one of the first things undergraduates in history have to unlearn is that 

histor>' is a fixed story. Bruner (1986) perceives learning as a journey of discovery where 

students are encouraged to think creatively, to become self-directed learners, to look for 

relevance and structure in their learning and to verify their ideas with a commitment to 
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intellectual honesty. All of these goals fit securely with the educational objectives 

involved in teaching and learning history at the college level. 

Humanist educational theories also have some relevance to teaching and learning 

in histor>'. TTiese theories characterize investigations into adult learning which suggest 

that learning is a basic human need (King. 1994). that adults become ready to leam when 

ihey experience a need to accomplish a task more effectively, and that people are driven 

b> internal motivations to leam (Knowles. 1985). These theoretical principles also 

underlie a current effort in higher education to produce graduates who are lifelong 

learners (Candy et al.. n.d.) and can be easily linked with the empowerment and 

citizenship goals implicit in college history' learning. 

Learning is a social process (Vygotsky. 1986). Social learning theor> "s 

proposition that students leam by watching and interacting with others is relevant to 

learning in the history discipline because communication and discursive skills are central 

to histor> teaching, especially in my classes; where students are expected to share. 

debate, and challenge each other's ideas. Some authors (e.g. Seixas. 1993) emphasize the 

communal nature of historical investigation, noting that historical knowledge is by its 

%er\' nature collectively produced and shared. While adult learning lheor>' emphasizes 

community and taking personal responsibility, it does not speak of the relationships 

between readers and texts. 
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Constructivism 

Constructivism is a view of learning based on the belief that knowledge isn't a 

thing that can be simply gi\ en by a teacher at the front of the room to students in their 

desks. Rather, constructivist theory holds that knowledge is constructed by learners 

through an active, mental process of development; learners are the builders and creators 

of meaning and knowledge. Constructivism draws on the developmental work of Piaget 

(1977) and Kelly (1991). Fosnot (1989) defines constructivism by reference to four 

principles; (a) that learning depends on what we already know (prior knowledge); (b) that 

new ideas occur as we adapt and change our old ideas; (c) that learning involves 

in\ eniing ideas rather than mechanically accumulating facts; and (d) that meaningful 

learning occurs through rethinking old ideas and coming to new conclusions about new 

ideas which conflict with our old ideas. Thus, a constructivist classroom consists of 

learner-centered, active instruction. In such a classroom, a teacher provides students with 

experiences that allow them to hypothesize, predict, pose questions, research, investigate, 

imagine, and in\ ent. In short, an educator's role is to facilitate the process. 

Piaget (1977) asserts that learning occurs by an active construction of meaning, 

rather than by passive receipt. He explains that when we. as learners, encounter an 

experience or a situation that conflicts with our current way of thinking, a state of 

disequilibrium or imbalance is created. We must then alter our thinking to restore 

equilibrium or balance. To do this, we make sense of the new information by associating 

it with what we already know, that is, by attempting to assimilate it into our prior or 

existing knowledge. When we are unable to do this, we accommodate the new 
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information to our old way of thinking by restructuring our present knowledge to a 

different level of thinking. 

Similar to this is Kelly's (1991) theory of personal constructs. Kelly proposes 

that we look at the world through mental constructs or patterns, which we create. We 

develop w ays of construing or understanding the world based on our experiences. WTien 

we encounter a new e.xperience. we attempt to fit these patterns over the new e.xperience. 

For example, we know from experience that when we see a red traffic light, we are 

supposed to stop. The point is that we create our own ways of seeing the world in which 

ue li\e; the world does not create them for us. 

I f h r  I s  C o n s i r u c t i v i s m  I m p o r t a n t  f o r  C o l l e g e s  a n d  U n i v e r s i t i e s ?  

Construcii\ ist teaching fosters critical thinking and creates active, self-directed 

learners. In a traditional lecture-centered lower-division curriculum, educators transmit 

information to students who listen passively, acquire facts, and reflect the instructor's 

views. In a transactional curriculum, class participants are actively involved in their 

learning to reach new understandings. Zemelman. Daniels, and Hyde (1993) tell us that 

learning in content areas involves constructing new ideas. They suggest that 

constructi\ ist theor>- be incorporated into curricula and advocate that educators create 

environments in which learners can construct their own understandings. Fosnot (1989) 

asserts that a constructi\ ist approach develops learners who are self-directed, inquisitive 

thinkers who reason, question and in\'estigate—a stated goal of most colleges and 

universities. 
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Constriictivist Classrooms 

I consider myself a constructivist. My teaching practices and my classroom 

exhibit a number of discemable qualities different from a traditional or direct instruction 

classroom. Over the years. I have been able to incorporate experiences in the classroom 

into the negotiation and construction of understanding with small groups and individuals. 

The environment is democratic, the activities are interactive and student-centered, and the 

class participants share power with an instructor who views himself as a facilitator/ 

consultant—a "guide on the side" as opposed to a "sage on a stage" (Smith. 1993a). 

Constructivist classrooms are structured so that class participants are immersed in 

experiences in which they engage in meaning-making, take action, use their imagination, 

interact with their fellows, form hypotheses and reflect on what they've learned. 

College-level instructors need to recognize how people use their own experiences, prior 

knowledge and perceptions, as well as their physical and interpersonal environments to 

construct knowledge and meaning. For a constructivist educator, the goal is to produce a 

classroom environment that provides meaningful learning experiences for self-directed 

learners. 

This perspective of learning presents an alternative view of what is regarded as 

knowledge, suggesting that there are many ways of interpreting or understanding the 

world. No longer are instructors seen as experts, who know the answers to a series of 

questions, while students are asked to identify instructor's views rather than to construct 

their own meanings. In a constructivist classroom, students are encouraged to use prior 

experiences and prior knowledge to help them form and reform interpretations. This may 
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be illustrated by reference to a reader response approach to texts, a constructivist strategy 

first articulated by Rosenblatt (1938). In 1978, Rosenblatt argued for a personal and 

constructive response to texts whereby readers' own experiences and perceptions are 

brought to the reading task so that in transacting with a text, the realities and 

interpretations which the students construct are their own. A reader response approach to 

texts rejects the idea that every class participant should necessarily come to an identical 

interpretation of a selection of literature, or that student interpretations need to reflect 

those of instructors. A reader response approach allows students to explore variant 

interpretations, the instructor's own interpretation being only one of many possible 

interpretations in the classroom. 

In traditional classrooms, power and practice are barriers between student and 

teacher. In a constructivist classroom the teacher and the class participant attempt to 

share responsibility and decision making and practice mutual respect. TTie interactive 

nature of a constructivist classroom allows class participants to be active and self-directed 

learners. Using constructivist strategies, professors are likely to be more effective. They 

are able to promote communication and create flexibility so that the needs of students can 

be met. The learning relationship in a constructivist classroom is mutually beneficial to 

both students and teachers (Fosnot. 1989. 1996). 

A Constructivist Classroom Is Student-Centered 

The student-centeredness of a constructivist classroom is clearly apparent in a 

reader response approach to texts. Recognizing the significance of the unique 
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experiences that each reader brings to the reading of a text selection, an educator in a 

response-centered approach seeks to explore the transaction between the reader and the 

text to promote a meaningful response (Rosenblatt, 1978). This places the reader in a 

central position in the classroom since exploring this transaction seems unlikely to occur 

unless the instructor is willing to relinquish the traditional position of sole authority, 

thereby legitimating the unique experiences that all members of the class bring to the 

reading rather than just those experiences the instructor brings. The resulting perception 

and effect in the classroom is evident in class participants" recognition that discussions 

are legitimate exercises involving questions to which nobody knows the answer. It isn't a 

treasure hunt where the class participants try to guess what is in a teacher's head, but a 

process that creates meaning and knowledge. 

From a constructivist perspective, a class participant is perceived as meaning-

maker. Teacher-centered, text-centered, and skills-oriented approaches to content-area 

instruction are replaced by more student-centered approaches where processes of 

understanding are emphasized. In a discussion of classroom instruction based on 

constructivist theories of language use and language development. Applebee (1993) 

suggests that: 

. . .  r a t h e r  t h a n  t r e a t i n g  E n g l i s h  a s  s u b j e c t  m a t t e r  t o  b e  m e m o r i z e d ,  a  c o n s t r u c t i v i s t  
approach treats it as a body of knowledge, skills, and strategies that must be 
constructed by the learner out of experiences and interactions within the social 
context of the classroom. In such a tradition, understanding a work of literature 
does not mean memorizing someone else's interpretations, but constructing and 
elaborating upon one's own within the constraints of the text and the conventions 
of the classroom discourse community, (p. 200) 
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A constructivist, student-centered approach focuses on class participants' learning 

rather than on teachers' teaching. From a constructivist view, understanding emerges 

from a process of construction by the learner. Lindfors (1984) suggests that our teaching 

practices should originate from how students learn. 

Constructivist Teaching: A Process Approach 

The employment of constructivist teaching methods is a process approach to 

learning. Applebee (1993) remarks that "rather than emphasizing characteristics of the 

final products, process-oriented instruction focuses on the language and problem-solving 

strategies that students need to leam in order to generate those products" (p. 5). As class 

participants interact with educators and with each other as part of whole-class activities, 

small group activities, or individual activities, they practice using language in a variety of 

conte.xts developing and honing different skills as they do so. 

In a process approach, a conte.xt is created in which learners are able to explore 

new ideas and experiences (Langer & Applebee, 1987). Within this context, an 

instructor's role in transmitting information decreases and is replaced by a "strengthened 

role in eliciting and supporting students' own thinking" (p. 77) and meaning-making 

abilities. In a process approach to learning, 

. . .  i d e a s  a r e  a l l o w e d  t o  d e v e l o p  i n  t h e  l e a r n e r ' s  o w n  m i n d  t h r o u g h  a  s e r i e s  o f  
related, supportive activities; where taking risks and generating hypotheses are 
encouraged by postponing evaluation; and where new skills are learned in 
supportive instructional contexts, (p. 69) 
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Applebee and Langer further argue that, in sr.ch contexts, 

. . .  s t u d e n t s  h a v e  t h e  b e s t  c h a n c e  t o  f o c u s  o n  t h e  i d e a s  t h e y  a r e  w r i t i n g  a b o u t  a n d  
to develop more complex thinking and reasoning skills as they defend their ideas 
for themselves, (p. 69) 

Constructivist Teaching Involves Negotiation 

Negotiation is an important aspect of a constructivist classroom. It unites teachers 

and students in a common purpose. Smith (1993a) confirms that negotiating curriculum 

means "custom-building classes every day to fit the individuals who attend" (p. 36). 

Boomer (1992) explains that it is important when negotiating for teachers to talk openly 

about how new information may be learned and about constraints such as obligatory 

curriculum. In commenting on the meaning of negotiating the curriculum. Boomer says: 

Negotiating the curriculum means deliberately plaiming to invite students to 
contribute, and to modify, the educational program, so that they will have a real 
investment both in the learning journey and the outcomes. Negotiation also 
means making explicit, and then confronting, the constraints of the learning 
context and the non-negotiable requirements that apply, (p. 14) 

Cook (1992) explains that by negotiating the curriculum with students: 

Learners will work harder and better, and what they learn will mean more to them 
if they are discovering their own ideas, asking their own questions, and fighting 
hard to answer them for themselves. They must be educational decision-makers. 
Out of negotiation comes a sense of ownership in learners for the work they are to 
do. and therefore a commitment to it. (p. 16) 

Constructivist teachers offer students options and choices in their work. Rejecting 

the common practice of telling students what to do or think, a constructivist educator 

engages their trust and invites them to participate in a process that allows them to be 

involved in decisions about their learning. Active participant involvement in their own 
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learning is a vital reality in a constructivist classroom. Barring obligatory topics, class 

participants engage the curriculum by negotiating the themes that will be the focus of 

their work along with the selection of texts from a predetermined range of literature. 

Learners may also participate in the design of their assignments, although the parameters 

for these may be established by the instructor or institution. Finally, students may be 

involved in the manner their assignments are evaluated. 

Constructivist Educators Are Researchers 

A crucially important aspect of an educator's job is watching, listening and asking 

questions of class participants in order to be more helpful by learning about them and 

about how they leam. This kind of listening contributes to a teacher's ability to use the 

classroom experience to help create contextualized and meaningful learning opportunities 

for small groups and individuals (Calkins. 1986). The ability to observe and listen to 

students and their experiences in the classroom contributes to an educator's ability to 

employ a constructivist approach. Paradoxically a constructivist approach contributes to 

an educator's ability to observe and listen in the classroom. Thus, the process is circular. 

Constructivist Classrooms Are Interactive 

Another quality of a constructivist class is its interactive nature. Belenky, 

Clinchy. Goldberger, and Tarule (1986) inform us that constructivists distinguish didactic 

talk, when participants report experiences but no new understanding occurs, from real 

talk where careful listening creates an environment in which emerging ideas grow. 
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Perhaps this defines the difference between teacher talk in a direct instruction classroom, 

and purposeful talk by students in a student-centered constructivist classroom where 

meaningful discussion occurs and meanings emerge. Belenky et al. (1986) further 

explain that in "real talk" domination is absent, while reciprocity, cooperation, shared 

power, and collaborative involvement are prominent. Thus, classroom activities that 

focus on speaking and listening promote not only constructivist thought but also 

important connections between instructors and class participants. 

Constructivist Classrooms Are Democratic 

A democratic classroom envirormient emphasizes shared responsibility and 

decision-making. It is generally accepted that practices which typify democratic 

classrooms include acknowledgement of the importance of human experience in learning: 

accommodation of small groups, individuals, and the whole class in instruction; creation 

of an environment that supports the active involvement of students in collaborative and 

empowering activities such as the exchange of ideas and opinions, responsibility for 

making decisions about learning; and teacher focus on students" learning rather than on 

teacher performance (Bentley & Dewey. 1949; Dewey. 1916. 1966; Lester & Onore. 

1990; McNeil. 1986). Lester and Onore (1990) suggest that the attitudes, values, and 

beliefs of a teacher, specifically those related to the belief of learners as constructors of 

knowledge, make it possible to create a democratic enviroimient. A democratic 

classroom is self-regulating. Rather than overtly controlling students, a constructivist 

teacher structures the classroom so that students and teacher can share control. Students 
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are directly involved with experiences that occur in the classroom that affect them as 

learners and as people. However, as Lester and Onore (1990) discovered, "changing any 

one aspect of a classroom, in particular, how language is used, isn't possible without 

simultaneously changing who has power and control over knowledge" (p. 5). Indeed, 

since student empowerment is a major goal in constructivist teaching, changing the 

pou er structure in the classroom is a desired course of action. 

Consiructivist Classrooms Share PoM er and Control 

Student empowerment is at the center of constructivist philosophy. Like parents 

u ho. from the moment a child is bom, do e\ en,"thing possible to ensure that the child has 

the skill and ability to live independently, so a constructivist educator, from the moment 

students enter the classroom, works to help class participants construct the skills and 

abilities to be confident, self-directed learners and citizens. 

Student empowerment and self-direction is aided by encouraging class 

participants to ask questions. Calkins (1986) laments that in most classrooms, we neither 

teach nor allow students to ask questions, but simply require them to answer our 

questions. Asking questions is a challenging and important part of thinking and learning, 

especially if students are continually encouraged to ask probing, appropriate and effective 

questions. By asking their own questions, students acquire consciousness of and control 

o\ er their thinking. 

Students" control over their thinking (Calkins. 1986) is an important matter in a 

construct!\ ist classroom. The person who has the questions not only has the answers, but 
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also the power. In constructivist classrooms, power is not wielded by teachers, and 

control is not imposed on students. Instead, constructivist teachers use an indirect form 

of control that empowers students by involving them, by giving them responsibility, and 

by encouraging them to be self-directed. While the teacher relinquishes power and 

control to empower the students, neither the teacher nor the classroom is out of control. 

.A constructivist classroom is. in fact, highly organized. Learners are given choices 

within the classroom, but those choices may be contained within parameters. Learners 

are able to negotiate themes, but must abide by the range of the prescribed curriculum. 

Learners may design their own assignments, but the assignments must accommodate 

curriculum goals. The apparent paradox in this constrained freedom is highlighted by 

Sheridan (1993). w ho comments on the use of structure in a constructivist classroom; 

Structure is one of the conditions of freedom. Yet we cannot leave it at that, for 
paradoxically there can be no freedom without some element of constraint. Thus 
within the structure of a learning situation there are always some constraints— 
yes, even in the most apparently "free" classroom ... Students are constantly 
making language choices. Still, they are not "free" in any radical, anarchical or 
idealized sense.... (p. 116) 

What Sheridan is saying is exemplified in constructivist classrooms. Unless 

learners are provided with behavioral parameters, nothing gets accomplished because 

they don t know what it is they're really supposed to do. But once these behavioral 

parameters are established, there can be a lot of choices within. 

The paradox about student-centered instruction is that the more control given to 

learners, the less educators need to worry about control. My own experiences show that 

community college students are quite able to look after themselves and each other. In a 
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constructivist classroom, control comes from students' involvement in responsibility 

rather than external imposition, freeing teachers to focus on students' learning. 

Actively and interactively involved students, negotiated curriculum, and 

redistribution of power, control, and responsibility all contribute to a relationship 

between students and teacher that promotes a situation where learning thrives. With the 

development of a constructivist philosophy, teachers of any discipline are able to create a 

classroom environment in which students are able to become self-directed learners 

(Anders & Richardson. 1992). 

Constructivist theories of teaching reveal a shift in thinking in which the 

underlying assumptions about what knowledge is. about how people learn, and about 

what is important are different. 1 have grown from a traditional view of teaching in 

which one seeks to control the subject area and the students to becoming comfortable 

with a subject area that is less predictable and more ambiguous. Obviously, this process 

represents a paradigm shift in my beliefs. The idea that my beliefs about teaching and 

learning affect my teaching practice, as well as my ability to change my practice, is 

explained by Lester and Onore (1990). Support for the idea comes from Kelly's (1991) 

personal construct theory. 

Lester and Onore (1990) indicate that teachers' personal beliefs about teaching 

(construct systems) account for the kinds and e.xtents of change that teachers are able to 

make. We view situations through the lens of our personal construct system. Our beliefs 

about teaching and learning account for how we think and act as teachers. Specifically, 

teachers" definitions of what knowledge is. how people acquire it. and how we determine 



45 

whether knowledge has been acquired account for the degree and kind of change teachers 

experience. 

Personal construct theory was first devised by Kelly in 1955. The theory 

proposes that, like scientists, we continually hypothesize about experience, formulating 

expectations based on a template of reality we have created through experience and 

reflection. We come to believe something through accumulated experience about it and 

then interpret experience according to those beliefs. These hypotheses, or personal 

constructs, may be modified with new experiences, but some are continually reinforced 

and confirmed, until, over time, they may actually shape experiences whereas when they 

were developing, experience molded them. For this reason. Lester and Onore (1990) 

suggest that beliefs and practices about leaching are difficult to change. They suggest 

that we need to examine the constructs or beliefs that influence our decisions about 

teaching and learning in order for change to occur. They believe that by changing our 

beliefs about teaching and learning, we are able to change our practice. 

Lester and Onore (1990) suggest that the main construct affecting a teacher's 

ability to teach in a transactional, constructivist way is the belief that knowledge is 

constructed by learners. Thus, classroom educators need to make a shift in thinking and 

change what they believe about knowledge in order to effect change in their teaching. 

Lester and Onore (1990) further propose that genuine learning or change comes 

not from disregarding all prior learning in order to releam, but "from questioning or 

reassessing our existing beliefs about the world.... Change can occur through having 

experiences that present and represent alternative systems of beliefs and trying to find a 
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place for new experiences to fit into already held beliefs" (p. 41). Reflecting on our 

teaching practice contributes to our ability to effect change in terms of the way one thinks 

and believes about teaching. This enables the shift, from a transmission-style 

instructional practice to a constructivist. transactional model. 

Reflection. Mezirow (1990) explains, involves a critique of the assumptions on 

which our beliefs have been built, and through reflection, our perspectives are 

transformed. Giroux (1986) noted that pre-service K-12 teachers are often trained to use 

various models of teaching and evaluation, yet are not taught to be critical of the 

assumptions that underlie these models. Giroux advises that teachers must be more than 

mere technicians. They must be transformative intellectuals engaging in a critical 

dialogue among themselves regarding their teaching practices (Mezirow. 1990). 

Obviously such a perspective holds true for college educators, as well. 

The underlying assumptions about teaching and learning of a constructivist and a 

transmissional teacher are quite different. Changing the gimmicks we use to teach in the 

classroom without changing the way we think about teaching and learning is, according 

to Lester and Onore (1990). insufficient to change our teaching practice. A complete 

rethinking of what teaching and learning are is necessary if we are to change what 

happens in classrooms. 

In a constructivist classroom, teachers create situations in which students question 

their own and each other's assumptions. In a similar way, a constructivist teacher creates 

situations in which traditional assumptions are challenged. Belenky et al. (1986) report 

that at the constructivist level of knowing and thinking, we continually reevaluate our 
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assumptions about knowledge; our attitudes toward "experts" are transformed; we are not 

troubled by ambiguity but are enticed by complexity; and we embark on a life-long quest 

for learning where truth is seen as a constructive process in which the learner participates. 

A constructivist educator's perception of expertise in the classroom is based on personal 

experiences and interactions with class participants. 

Lester and Onore (1990) point out that holding a constructivist view of knowledge 

enables a teacher to explore and form new ideas about teaching and learning. Teachers 

are individuals who are often drawn into teaching by a love of students and learning. 

Constructivist teachers develop skills and abilities to empower students and to make them 

feel competent and significant. My own experiences demonstrate that constructivist 

teaching requires intelligence, creativity, patience, responsiveness, and a willingness to 

improvise and live with ambiguity in order to accommodate specific individual or 

classroom situations. While the job of being a constructivist teacher can be demanding, 

its payoff is evident in the production of literate, self-directed learners. 

Social Constructivist Theory 

In addition to the shift from efferent reading and lecture as a means of college 

history teaching, the criticality of sharing and discussing text interpretations has led to the 

growing use of instructor/participant discussion as a crucial component of college 

instruction. Theoretical support for an emphasis on the use of discussion comes from the 

social constructivist theory of Vygotsky (1978). Vygotsky saw the socio-cultural context 

as an essential component in the learning process with language being a key to 
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developing understanding. Further, Vygotsky believed that learning preceded 

development and opined that social interaction with "^more capable peers" could help 

individuals develop skills, understandings, etc. that they would not be capable of 

developing independently. Such social interaction took place in what Vygotsky termed 

"the zone of proximal development" which he defmed as "the distance between the actual 

developmental level as determined by independent problem solving and the level of 

potential development as determined through problem solving under adult guidance or in 

collaboration with more capable peers" (Vygotsky, 1978). In a social-constructivist 

instructional model, this type of interaction (i.e., zone of proximal development) enables 

students to participate in more advanced problem solving than they are capable of 

independently. As a result, they take what was social and internalize it so that it becomes 

individual. 

In instructional contexts, an instructor assumes the role of "more capable peer" 

and lends his/her socially acceptable knowledge to the learning context for the purpose of 

helping the student internalize such knowledge. A problem arises from this "socially 

acceptable" dialogue if the "more capable peer" uses the classroom to foster a personal 

agenda or ideology, thus creating a monologue which seals "less capable peers" off from 

multiple perspectives and unfairly shapes discourse. Such a process would be one of 

well-disguised transmission as opposed to that which Vygotsky visualized; a process of 

mediation where participants use signs and tools (i.e.. language) to help convert the 

socially-held knowledge into individual understanding (Tudge & Rogoff, 1989). Thus, in 

terms of college classroom instruction, discussions provide a zone of safety that allows 
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related to texts, but also their efferent and aesthetic stances toward reading. 
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Transactional Theory 

Transactional (reader response) theories provide a holistic view of the relationship 

betw een the reader and the text. Previous theories placed an emphasis on the author 

and^'or the te.xt. while delegating the reader the role of "invisible eavesdropper" 

(Rosenblatt. 1978). Rosenblatt, however, holds that that importance is coequal in a 

"transactional process" between the reader and the text. Rosenblatt draws heavily on 

Dewey's (1916. 1966) concept of transaction to formulate a dynamic view of the reading 

process where both the reader and the text are aspects of a whole, each affected by and 

affecting the other (Rosenblatt. 1978). Dewey's concept of transaction suggested a 

d\namic. empathetic relationship between subject and object similar to the relationship 

that Rosenblatt says exists between a te.xt and a reader. Just as Dewey's (1916. 1966) 

concept challenged the separation of subject and object advocated by Cartesian doctrine. 

Rosenblatt's notion of transaction challenges the view that the text and reader are 

mutually exclusive entities in the reading process with the meaning residing in the text 

and the reader merely a passive recipient who "gets" that meaning. 

In the transactional model, the result of the reader/text transaction is something 

new: the creation of a "poem" (Rosenblatt. 1978), which is defined as a reader's 

interpretation of a lived-through experience with the text. The text and the reader thus 

play concomitant roles in creating the "poem." The text serves as: (a) a stimulus to 
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activate elements of the reader's prior knowledge (PK)—prior life experience and 

experiences wdth texts; and, (b) the text orders and regulates what is held in the forefront 

of the reader's attention (Rosenblatt. 1978). 

As stated previously, in the transactional model the reader is no longer a passive 

receiver of information. Instead, the reader becomes an active participant in the reading 

process and "engages" the text; paying attention to the information, but to also paying 

equal attention to attitudes, associations, ideas and questions that the text evokes 

(Rosenblatt. 1978). Such engagement by the reader is what Rosenblatt terms a "lived-

through experience ' with the text. As the engagement continues, the "poem" changes, 

particularly when the text, coupled with one's attitudes, associations, ideas, and questions 

are discussed with others. The "poem" results from a dynamic process between the text 

and the reader, where the reader's interpretation of the text is based on his/her response 

evoked by the text at a particular time, under particular circumstances. 

A key aspect of Rosenblatt's (1978) theory is the notion of reader "stance." or 

mental set. where the reader's purpose for reading influences the type of stance s/he 

assumes. There are two types of stances a reader can assume, efferent and aesthetic. An 

efferent stance is characterized by the reader focusing on the concepts, ideas, directions, 

or solutions to be retained from the reading. In an efferent perspective, the reader's 

response or interpretation is unimportant. Rather, the focus is on accumulating or 

•getting" information to be carried away at the conclusion of the reading. An aesthetic 

stance focuses on the experience of the reader that occurs while the text is being read. In 

an aesthetic reading model, the reader not only pays attention to the text information, but 
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also the associations, feelings, attitudes, ideas, and questions the text awakens 

(Rosenblatt). Thus, the reader's attention is turned toward what is immediately lived-

through in transaction with the text, toward what is being shaped as the story or the 

poem" (Rosenblatt). A text may evoke both types of stances; as a reader's purpose 

changes, the stance changes as well (Rosenblatt). Therefore, "stance" is not an either/or 

situation, requiring a choice between efferent and aesthetic. Rather, "stance" may be 

seen as a continuum which shifts with a reader's purpose. 

Content Area Literacy (CAL) 

Echoing Adams (c. 1800) and Freire (1991), I am mindful of the critical 

importance of literacy in a republican democracy. Citizens need to be informed and able 

to read, think, speak, and write critically about contemporary societal issues and topics to 

meet their civic duties and responsibilities. The role of societal literacy forces us to 

examine our personal consU^cts and synthesize a defmition of literacy itself that reflects 

its importance. A central focus of CAL is that educators who understand literacy and 

employ teaching practices designed to enhance students' effective use of literacy to leam 

are best able to assist student's construction of meaning in any given content area 

(.Anders & Guzzetti. 1996). 

From my own educational experiences and my experiences with others, I side 

with Anders and Guzzetti (1996) in believing that literacy processes do not change 

between content areas. I reject the position that separate, discrete skills are needed for 

different content areas. Rather. I believe that learners can develop and avail themselves 
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of a personalized set of working tools that will support learning in the vast majority of 

situations. 

Visualizing Literacy: New Definitions 

The old. conventional definition of literacy represented an individual's ability to 

decipher written text. As we have moved from the original 13 colonies to a global 

superpower, technological evolution has been a harbinger of societal change. A master 

wheelwright emigrating from eastern Europe in the late 19"* and early 20"' centuries 

might easily find himself working in a cardboard box factory, the manufacturing of 

wheels having passed from the hands of master craftsmen to the assembly lines of mass 

production. Today, notebook computers and language that employs terms such as 

gigahertz represent the norms and conventions of our society. Like the evolution of 

industries, definitions of literacy must transcend traditions (Wells, 1990). 

According to Wells (1990), views of literacy have expanded: (a) learners must be 

able to understand and use different texts for different purposes; (b) learners must use 

texts to support thought and action through critical reflection; (c) current views of literacy 

acknowledge similarities between traditional (reading and writing) and contemporary 

(television and videotape. DVD. e-mail, and computer software) forms of 

communication; and (d) finally, current views of literacy acknowledge the need for 

collaboration. Wells (1990) also notes that while reading and writing are individual acts 

their contexts and purposes are social. Heath (1991) would agree with all of the 

foregoing, adding: 
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People often think of "literacy" as if it were some non-rational feature, like having 
red hair, health, skin, or at best as if it were to use a disastrously infectious word 
"skill." like being able to ride a bicycle or swim. I doubt whether any elements in 
reading and writing involve much skill, in the strict sense, but in any case, the 
major elements certainly involve understanding, not just doing something ... 
Computers can. in some sense, be programmed to read and write: but how thin 
this sense is how much is missing from what we hope human beings do in their 
reading and writing is. in general terms, clear enough. We want our children 
(learners) not just, like machines, to form strokes and letters, or to enunciate the 
syllables represented by "the cat is on the mat." but to express their thoughts and 
feelings in writing, and to understand those of others in reading. Literacy, so far 
from being a single skill or even a set of skills, is inextricably bound up with 
understanding, with choice of words, with grasp of syntax, grammar and diction, 
and what is all too often omitted—with a certain attitude toward the whole 
business, (p. 28) 

.•\nother critical perspective is that of Delattre (1983) who distinguishes between 

those who are literacy insiders (i.e.. teachers) and those who are literacy outsiders (i.e., 

students whose socioeconomic status, other background, or a personal refusal to learn has 

depri\ed them of access to literacy). Delattre uses the term "insiders" to describe his 

\ iew of the benefits of literacy: 

. . .  I n  t h e  s e n s e  t h a t  l i t e r a c y  g i v e s  a c c e s s ,  i t  i s  a  b l e s s i n g .  I t  l e t s  u s  i n s i d e  w h e r e  
we ha\ e an opportunit\- to see and appreciate what is possible for us. It lets us 
reach each other. It makes us the heirs and beneficiaries of civilization, (p. 53) 

Rigg (1985). on the other hand, does not recognize such a black/white perspective. Rigg 

says that we are all illiterate when dealing with unfamiliar texts. Rigg ftorther contends 

that definitions of literacy are individual and situational. Rigg's (1985) experiences 

teaching migrant workers should remind us that every student has unique literacy needs. 

contextual conditions, and priorities that often differ from those of their peers. 
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Literacy Instruction in the Content Areas: A Brief History 

Reflecting on the ev er-increasing complexity of society and the workplace, it is 

logical to examine the development of CAL during the last 100 years. The following 

sections, drawn from Anders and Guzzetti (1996). describe CAL's evolution, through the 

20''' century, to the present area of emphasis through a brief exposition of the research 

base. 

A Basis for Change: 1900-1919 

In the early 1900s. educators began to consider the value of students" reading in 

the several content areas. Huey (1908. 1968) championed teaching that emphasized the 

reading of entire works of "real literature" (p. 373). reading in "central subjects" (p. 371). 

and reading over a wide spectrum of topics in middle and high school (p. 382). Huey 

u anted early- and mid-teenagers to read Western European mythology and said teachers 

should facilitate the process. Thomdike (1917) agreed, saying. "'Perhaps it is in their 

outside reading of stories and in their study of geography, history, and the like, that many 

school children really leam to read" (p. 282). 

Thoughts for Teaching Practice: 1920-1939 

Educators and researchers built on the ideas of Huey and Thomdike and 

continued to call for increased attention to content-area reading. Judd and Buswell 

(1922) found that reading processes var>' according to the readers's purpose and the 

difficulty of content. During this period. Gray (1948) emerged as a front-line advocate 
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for content-area reading. In the early 1930s. Gray was largely responsible for coining the 

phrase "E\ ery teacher, a teacher of reading!"' (Moore. Readence. & Rickelman. 1983). 

McCallister (1936) mirrored Gray and published a te.xt that provided guidance on 

teaching content-area reading at the high school level. 

Emerging Research: 1940-1969 

The foundation for research in CAL was established during the 1940s and 1950s. 

Linkage between reading comprehension and academic achievement was the main 

question examined in the majority of studies. Bond (1941) found that the reading 

comprehension of high school freshmen was directly related to their academic 

achievement in disciplines ranging from mathematics to English composition and Latin. 

Bond determined that specialized skills were needed, dependent on the discipline to be 

engaged. As a result, educators tried to help students develop unique tools for each 

content area. 

During this period, research studies and conventions held that reading skills were 

discrete as they related to the disparate content areas, though they were linked to abilities 

in general reading. Shores (1943) concluded that while some reading skills wee 

employed to read histor>- topics, the same skills were not used in scientific reading. 

Shores further found that reading abilities, specific to content to content areas, were 

formed as students reached the ninth grade. Shores recommended that educators concern 

themselves with helping students develop reading skills in history and the sciences. 

Similarly. Artiey (1942) and Krantz (1955) correlated scores on general reading tests 
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with scores on tests of content reading or content achievement. Despite a high 

correlation in each study. Artley and Krantz both hewed to the conventional view and 

held that reading abilities and skills were specific to individual content areas. Their 

position has come to be known as the differential skills model. 

The differential skills model was supported by both researchers and by authors of 

the then-current reading methods te.xts: the differential skills model "provided plenty of 

evidence to support this view" (Bond & Tinker. 1967. p. 397). This view bolstered the 

contention of Bond and Bond (1941) that averred. "Each subject demands specialized and 

rather highly complicated groupings of reading skills which must be developed in the 

study of the particular subject itself (p. 55). The differential skills model was congruent 

with the view s of several of the leading reading educators of the day. namely that the 

reading process employs progressive, distinct and measurable skills (Fay. 1954; Gray. 

1948). Research that ran counter to the prevailing wisdom found little voice. 

Research findings contrary to the differential skills model of reading was widely 

interpreted to apply only to general reading ability, or was disregarded. Swenson (1942). 

in a study of the general reading abilities of middle school students, found: (a) good 

general readers scored well on measures of scientific reading; (b) that there was evidence 

of congruence between science and general reading texts; and (c) that differences in 

reading abilities were best interpreted as differences of rate, as opposed to differences of 

vocabulary. Despite such findings suggesting that reading is a holistic process, many 

researchers determinedly held on to the differential skills model (Bond &. Tinker. 1967). 
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Because the differential skills model continued to hold sway, the body of research 

continued to emphasize the differences between content areas. Bond and Bond (1941) 

identified difficulties faced by readers engaging texts in the several content areas. These 

difficulties included: identification of relevant facts; placing emphasis on the "right" 

word in a given sentence; applying previously read material to the text; comprehending 

unique vocabulary; and forming accurate generalizations. Such "laundry lists" 

(quotations mine) were described in reading methods texts for several decades (Bond & 

Bond, 1941; Fay, 1954; Strang. 1938). 

The result was predictable. Educators and researchers continued along a well-trod 

path employing prescriptions and methods that bolstered the differential skills model. 

Strang's (1938. 1942. 1946) research posited that high school reading patterns varied by 

content area. Smith (1993a) identified the patterns of writing styles (definition, 

classification, compare and contrast, etc.) in text paragraphs. The research conducted 

from the 1940s through the 1960s brought the topic of content area reading into focus. 

New Perspectives: The 1970s and 1980s 

Content area reading came under new scrutiny through the work of Herber 

(1970). Herber theorized, previous research notwithstanding, that reading processes 

remained constant across content areas (a unified or holistic view). Herber's research 

(1970) found that differences between content area skills were those of nomenclature— 

rather than process. As a result. Herber opined that lists of content-area-specific skills 
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were "a waste of time" (1970. p. 122) and called for empirical research to settle the 

question. 

It turned out that previously conducted studies had demonstrated that Herber's 

unified view of content area reading processes had merit. These studies, for the most 

part, were unpublished and thus unknown. Carlson (1971) had examined the oral 

mistakes (miscues) of fourth grade students reading aloud from basal, science, and social 

studies texts. Carlson found that readers used identical types of cues to infer meaning, 

irrespective of the content area. Kolczynski (1974) employed miscue analysis to examine 

the reading processes of sixth graders in several content areas. Kolczynski found the data 

demonstrated no significant differences in students" reading strategies across content 

areas. In short, both Carlson (1971) and Kolczynski (1974) found that readers used 

similar strategies to infer meaning from texts, irrespective of content areas. 

This holistic view of content-area reading was bolstered by Dole (1978). Dole 

employed standardized reading tests to measure sixth grade students" comprehension in 

\ arious content areas. After correlating the test scores. Dole found that the tests did not 

demonstrate significant differences in students' reading processes. These findings were 

supported by the work of Guzzetti (1983. 1984). 

Guzzetti (1983. 1984) replicated Carlson"s and Kolczynski's research by 

examining the reading strategies of fifth graders. Guzzetti found that readers used both 

grammatical (syntactic) and contextual (semantic) cues to construct meaning. Guzzetti 

ftuther found that the reader's prior knowledge (PK) of a topic, and their purpose for 

reading, was a primary influence on the construction of meaning and understanding 
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rather than the material content itself. This holistic view of content reading was 

concomitant with a holistic view of literacy processes that emerged in the 1970s and 

1980s. 

Perceptions of literacy processes had thus evolved from a perceived collection of 

content-area specific skills to a process that was a holistic transaction between readers 

and authors. Goodman's (1976) and Smith's (1993b) work provide the basic 

assumptions that support this psycholinguistic perspective. 

The psycholinguistic perspective on the reading process also resulted in a 

theoretical view of learning as related to expository (informational) te.xts. This 

perspective was entitled schema theory and was based upon the notion that readers 

possess cognitive views (schemata) about topical concepts based upon their prior 

knowledge and experiences. Schema theory helped to fill the gap by explaining the 

effect of reader's interests and knowledge on transactions with texts. .A^nderson. Spiro. 

and Anderson (1978) found that when readers are able to access their relevant schemata. 

they are able to understand a textbook. Thus, we can readily understand that text 

comprehension has nothing to do with replication of an author's thesis. If we accept the 

validity of schema theory, the reader interacts with the author to construct personal 

meaning and understanding, thus creating a different, more personalized text. This is 

borne out by Ausubel's (1968) comments noted in Anders and Guzzetti (1996): 

To know is part of a structure of knowledge, characterized as fairly stable, to 
understand, not just memorize. "Know" applies to both substantive and procedural 
knowledge; it depends on what you're trying to teach. If it's substantive 
knowledge, then your existing knowledge needs to be substantive: the same holds 
true for procedural knowledge. There must be clear and stable ideas in the 
learner's cognitive structure to which new ideas can be related. The most 
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important variable is what they (the students) already know. It doesn't matter if 
it's procedural or substantive knowledge. One is not more important than the other. 
People who teach have to think that the process of acquiring knowledge is more 
important than the knowledge itself. For example, that the scientific method is 
more important than science. I don't feel that way. I don't agree that thinking is 
more important than knowing, that knowing how to think is more important than 
the knowledge you have. Both are important. If one is going to learn substantive 
material, unless relevant ideas are there in the cognitive structure of a substantive 
nature, all the procedural knowledge in the world won't do any good in serving as 
an anchor if we don't have substantive knowledge, (p. 13) 

The Net Widens: The 1990s 

In the 1990s, research in content-area reading expanded again. Research emerged 

to embrace a holistic literacy perspective that placed an emphasis on writing and 

interactive discussion as processes that were co-equal with content-area reading. 

In constructivist classrooms, writing contributes to student understanding of a 

topic. The writing process (Edelsky. 1991) is thus concomitant to the content-area 

reading process and a primary indicator of substantive knowledge. 

The writing process is best learned in a workshop format (Edelsky. 1991). In a 

writing workshop, class participants eschew writing on instructor-selected topics. The 

class participants select their OWTI research topics and write for their own understanding. 

Such an approach is rooted in the ideas of Vygotsky (1978) in that culture and history is 

embraced through written language; writing is thus a cultural tool that shapes personal 

thinking and understanding (Edelsky. 1991). 

Davis, Wood, and Wilson (1992) investigated writing activities in fourth and fifth 

grade classrooms. The results supported the process perspective of writing. Teachers in 

low-scoring classrooms had low expectations of their student's writing activities. On the 
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other hand, teachers in high-scoring classrooms emphasized writing as an integral part of 

class activities and had much higher expectations of their students. The high-scoring 

classrooms were also characterized by regular, whole-class and one-on-one 

student/teacher discussions that facilitated students' understanding of the writing process. 

This was exemplified by a wide range of student writing topics and a much higher 

percentage of rewrites by the students in the higher-scoring classrooms. Research into 

the \vTiting activities of college undergraduates and professionals also supported the 

process perspective. 

Odell. Goswami. and Quick (1983) analyzed the writing of legislative staff and 

undergraduates. The results indicated that legislative staffers tended to consider critical 

questions about their textual assertions and the consequences of their texts. 

Undergraduates, on the other hand, were less critical of their textual assertions than on 

problems of stylistic accuracy and completeness—an emphasis on form over substance. 

As a result, Odell et al. (1983) suggest that professors should consider completing their 

course writing assignments and reflect carefully on the kind of questions that students 

would undertake to interpret information and form personal imderstandings. 

Ruddell (1993) substantively agreed with Odell et al. (1983). Ruddell said that 

content-area educators should establish an on-going conversation with their students that 

includes written teacher responses to student journals. Ruddell (1993) notes that in-class 

silent writing and journals afford students an opportunity to record thoughts and reactions 

as well as ask questions about course topics. Ruddell sees these journals and in-class 

assignments as new. personal texts that have meaning and relevance to the individual 
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authors (students). Ruddell's recommendation is in line with an emphasis on writing 

across the content areas (Graves. 1990). Having examined reading and writing, we now 

turn to the last lest of the content-area literacy foundation: orality (verbal 

communication). 

Orality is a term commonly used to describe societies that relied on oral 

communication and traditions as opposed to societies that employed the written archival 

of ideas (Havelock. 1991). Western societies have a tendency to discount orality though 

Graff (1987) says that "Western culture is at least as much an oral as a literate culture" (p. 

394). Like Graff. 1 view orality as an equal of reading and writing as a form of literacy. 

Indeed. Tannen (1983) suggests that oral strategies contribute heavily to text 

comprehension (p. 21) and further, that oral strategies are effective for both reading and 

writing (p. 91). Thus. Tannen (1983) views orality as an interactive literate ability much 

like an author's sense of audience. It follows, then, that interactive classroom discussion 

supports orality and is a support to student's understanding. 

.Alvermarm. Dillon, and O'Brien (1987) differentiated between classroom 

recitation and discussion. They described recitation as a student response to a teacher's 

question that is immediately followed by another question. In a previous study. Dillon 

(1984) found that many educators saw discussion as synonymous with activities such as 

quizzing and reviewing. 

.A.lvermann et al. (1987) believe, and I agree, that authentic classroom discussions 

consist of; (a) multiple student perspective on a topic, coupled with an open-minded 

willingness to acknowledge changes in personal thinking; (b) student/student as well as 
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student/teacher interaction; and. (c) interactions should take the form of conversations, as 

opposed to 2-3 word responses. 

If we accept orality's co-equal status with reading and writing, the conventional 

descriptions of content-area reading become obsolete. In its place stands a new term, 

Content-Area Literacy, which reflects the holistic interrelationship between reading, 

writing and discussion as processes that facilitate student's conceptual understanding. 

The diverse literacy demands of our society are steadily increasing. This section 

has provided definitions of literacy that reflect a review of past research and the 

e.xpanding recognition that literacy is both situational and personal. These definitions 

emphasize critical thinking, multiple forms of communicative texts, and collaboration 

between authors, readers and educators. The following sections provide an overview of 

the research that reinforce and support constructivism and content-area literacy. 

Critical Thinking and Critical Reading 

Cromwell (1992) notes that the definition of critical thinking has gone through a 

transformation from meaning the ability to distinguish the thought patterns in the work of 

others to a reflection on one's own beliefs, thoughts, and decisions. Nickerson, Perkins, 

and Smith (1985) define it as figuring out what to believe, in a variety of contexts, "in a 

rational way that requires the ability to judge the plausibility of specific assertions, to 

w eigh evidence, to assess the logical soundness of inferences, to construct counter 

arguments and alternative hypotheses." Paul (1992) defines critical thinking as 

"disciplined, self-directed thinking that exemplifies the perfections of thinking 
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appropriate to a particular mode or domain of thought." Glock (1987, p. 10) offers the 

following broad definition; "Critical thinking skills are (a) those diverse cognitive 

processes and associated attitudes, (b) critical to intelligent action, (c) in diverse 

situations and fields, and (d) that can be improved by instruction or conscious effort." 

The National Council of Teachers of English Committee on Critical Thinking and 

the Language Ans defines critical thinking as a process which stresses an attitude of 

suspended judgment, incorporates logical inquiry- and problem solving, and leads to an 

evaluative decision or action. Siegel and Carey (1989) emphasize the roles of signs, 

reflection, and skepticism in this process. Ennis (1987) suggests that critical thinking is 

reasonable, reflective thinking that is focused on deciding what to believe or do. 

Hovve\er defined, critical thinking refers to a way of reasoning that demands adequate 

support for one's beliefs and an unwillingness to be persuaded unless the support is 

forthcoming. 

Obv iously, we want to educate citizens whose decisions and choices will be based 

on careful, critical thinking. Maintaining the right of free choice itself may depend on the 

ability to think clearly. Yet. during the 1980s, we were been bombarded with a series of 

national reports which claimed that "Johnny can't think" {Action for Excellence. 1983; 

Gardner. 1983; Mullis & Mead. 1983). All of them called for schools to guide students 

in dex eloping the higher level thinking skills necessary for an informed citizenry and 

society. 

Skills needed to begin to think about issues and problems do not suddenly appear 

in our students (Tama. 1986.1989). Teachers who have attempted to incorporate higher 
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level questioning in their discussions or have administered test items demanding some 

thought rather than just recall from their students are usually dismayed at the preliminary 

results. Unless the students have been prepared for the change in expectations, both the 

students and the teacher are likely to experience frustration. What is needed to cultivate 

these skills in the classroom? A number of researchers claim that the classroom must 

nurture an envirorunent providing modeling, rehearsal, and coaching, for students and 

teachers alike, to develop a capacity for informed judgments (Brown. 1984; Hayes & 

Alvermann. 1986). 

Both Frager (1984) and Johnson and Johnson (1979) claim that to really engage in 

critical thinking, students must encounter the dissonance of conflicting ideas. 

Dissonance, as discussed by Festinger (1957). promotes a psychological discomfort 

which occurs in the presence of an inconsistency and motivates students to resolve the 

issue. To help students develop skills in resolving this dissonance. Frager (1984) offers a 

model for conducting critical thinking classes and provides samples of popular issues that 

promote it: for example, banning smoking in public places, the bias infused in some 

sports accounts, and historical incidents written from both American and Russian 

perspectives. If teachers feel that their concept of thinking is instructionally useful, if 

they develop the materials necessary for promoting this thinking, and if they practice the 

procedures necessary, then the use of critical thinking activities in the classroom will 

produce positive results. Lipman (1988) writes. 'The improvement of student thinking— 

from ordinary thinking to good thinking—depends heavily upon students' ability to 

identify and cite good reasons for their opinions" (p. 40). 
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Training students to do critical thinking is not an easy task. Teaching which 

involves higher level cognitive processes, comprehension, inference, and decision 

making often proves problematic for students. Such instruction is often associated with 

delays in the progress of a lesson, with low success and completion rates, and even with 

direct negotiations by students to alter the demands of work (Doyle. 1985). This 

negotiation by students is understandable. They have most likely made a career of 

passive learning. When met by instructional situations in which they may have to use 

some mental energies, some students resist that intellectual effort. What emerges is what 

Sizer (1984) calls "conspiracy for the least," an agreement by the teacher and students to 

do just enough to get by. 

Despite the difficulties, many elementary and secondary teachers now promote 

critical thinking in the classroom by: (a) infusing instruction with opportunities for their 

students to read widely, to write, and to discuss; (b) frequently using course tasks and 

assignments to focus on an issue, question, or problem; and (c) promoting metacognitive 

attention to thinking so that students develop a growing awareness of the relationship of 

thinking to reading, writing, speaking, and listening (Tama, 1989). Neilsen (1989) 

echoes similar advice, urging teachers to allow learners to be actively involved in the 

learning process, to provide consequential contexts for learning, to arrange a supportive 

learning environment that respects student opinions while giving enough direction to 

ensure their relevance to a topic, and to provide ample opportunities for learners to 

collaborate. 
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Tiemey and Pearson (1983) posit that readers draw on background experiences to 

compose a text, engaging in an ongoing negotiation to arrive at meaning. This is 

fundamental to the act of reading. For this reason, reading offers the potential for higher 

level thinking. Essential to the success of higher level reading is the reader's ability to 

relate new information to what is known in order to find answers to cognitive questions. 

Another underlying principle in the instruction of higher order thinking skills In 

reading is the acceptance of the theme of active learning. Freire (1981) contends that 

those who share in the learning process are empowered by a critical consciousness of 

themselves as meaning makers. Thus. Freire supports the position which suggests that it 

is language that provides the tool for meaning construction. Language, therefore, is a 

thinking process that allows students to learn and grow. The renewed emphases on 

critical thinking and reading caused some scholars to examine methods and assumptions. 

An Impetus for Change in Teaching 

An impetus for the re-evaluation of standard teaching methods of reading was the 

National Assessment of Education Progress (NAEP) Report in 1981, which revealed that 

85% of all 13-year-oids could correctly complete a multiple choice check on 

comprehension but only 15% could write an acceptable sentence summarizing the 

paragraph read. Learners were not able to reconstruct the structure and meaning of ideas 

expressed by others. Not only were students unable to summarize, they were rarely 

encouraged to support an evaluative interpretation. Reading instruction reflected the 

lowest level of thinking—it lacked critical analysis. 
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Today, professional organizations and the research literature support critical 

thinking in the classroom and call for teachers to guide students in developing higher 

level thinking skills (Neilsen. 1989). Because teaching higher level cognitive processes 

requires comprehension, inference, and decision making, the reading classroom is the 

logical place to begin. These skills have been associated with reading instruction for 

years. Now. instead of being enrichment skills, they have become core skills. 

Teaching students to think while reading is referred to in the professional 

literature as "critical reading." It is defined as "learning to evaluate, draw inferences, and 

arrive at conclusions based on evidence" (Carr. 1988). Literature is a powerfiil tool for 

teaching critical reading. It offers children the opportunity to actively engage in texts 

while simultaneously considering ideas, values, and ethical questions. Through literature, 

students learn to read personally, actively, and deeply (Sweet. 1993). 

Classroom Environment 

For active, critical reading to occur, teachers must create an atmosphere which 

fosters inquiry. Students must be encouraged to question, to make predictions, and to 

organize ideas which support value judgments. Two techniques for developing these 

kinds of critical reading skills include problem solving and learning to reason through 

reading. Flynn (1989) describes an instructional model for problem solving which 

promotes analysis, synthesis, and evaluation of ideas. She notes that, when we ask 

students to analyze, we expect them to clarify information by examining the component 

parts. Flynn refers to synthesis as combining relevant parts into a coherent whole; 
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evaluation includes setting up standards and then judging against them to verify the 

reasonableness of ideas. 

Beck (1989) adopts a similar perspective, using the term "reasoning" to imply 

higher order thinking skills. Comprehension requires inference, which plays a central 

role in reasoning and problem solving. For Beck, literature has the potential to engage 

students in reasoning activities. 

When text is approached from a problem solving perspective, students are asked 

to evaluate evidence, draw conclusions, make inferences, and develop a line of thinking 

(Riecken & Miller. 1990). According to Flynn (1989). students are capable of solving 

problems at all ages and need to be encouraged to do so at every grade level. This 

position is echoed by Anton (1990) and Johannessen (1989). 

Wilson (1988) suggests that teachers re-think the way they teach reading and look 

critically at their own teaching/thinking processes. She cautions against "skills" lessons 

that are repackaged in the name of critical thinking but which are only renamed 

worksheets. She points out that teaching students to read, write, and think critically is a 

dramatic shift from what has generally taken place in most classrooms. According to 

Wilson, critical literacy advocates the use of strategies and techniques like formulating 

questions prior to, during, and after reading; responding to the text in terms of the 

student's own values; anticipating texts, and acknowledging when and how reader 

expectations are aroused and fulfilled; and responding to texts through a variety of 

writing activities which ask readers to go beyond what they have read to experience the 

text in personal ways. 
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The Active Reader 

Critical thinking implies that a reader is actively and constructively engaged in the 

process of reading. The reader is continually negotiating what s/he knows with what s/he 

is try ing to make sense of. The role of background knowledge and the student's ability to 

draw upon it are essential to critical thinking/learning (Carr, 1988). 

It is not an easy task to incorporate higher level thinking skills into the classroom, 

but it is a necessary one. For students to participate in the society in which they live, they 

must have experiences which prepare them for life (Freire. 1981). In order to become 

critical thinkers, it is essential that students lea.m to value their own thinking, to compare 

their thinking and their interpretations with others, and to revise or reject parts of that 

process when it is appropriate (Freire, 1981). 

A classroom environment which is student-centered fosters student participation 

in the learning process (Carr. 1988). Learning that is both personal and collaborative 

encourages critical thinking (Hayes & Alvermann. 1986). Students who are reading, 

writing, discussing, and interacting with a variety of learning materials in a variety of 

ways are more likely to become critical thinkers (Cazden, 1986). 

The Instructor s Role 

Teachers who encourage pre-reading discussions to help readers activate prior 

know ledge or fill in gaps in background knowledge set the stage for critical reading 

(Herber &. Herber. 1993). They help students identify purposes for reading, formulate 

hypotheses, and test the accuracy of their hypotheses throughout the reading process. In 
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addition, asking students to examine their own reading and learning processes creates the 

awareness necessary for critical reading. 

Teaching Critical Thinking in Community Colleges 

Much of the instruction in Higher Education is delivered through lecture. Often 

an instructor stands in front of a classroom and recites facts and information, while 

students sit passively and soak up (or ignore) what the instructor is presenting. The goal 

of teaching, in this mode, is to facilitate students' rote memorization of facts from 

lectures and textbooks. According to Paul (1992). this is a type of lower-order learning 

that hinders rather than facilitates the educational process. Instead, students must be 

encouraged to go beyond the memorization of a fact, and adjust that fact to a particular 

domain of thought. For students to gain critical thinking skills, teachers must change the 

way they present materials and change who does the presenting in their classrooms. 

They must learn to ask more open-ended questions—"why." "how." and "what if"—and 

coach students through the process of learning how to answer them. Rather than having 

students absorb knowledge, teachers must encourage students to think problems through, 

analyze, conceptualize, ask questions, be questioned, and reflect on how their beliefs 

might affect and compare to others. Instead of memorizing facts and figures for a final 

examination, students must be challenged to apply what they have learned to the real 

world. 

Glock (1987) suggests ways that teachers can reinforce verbal critical thinking 

skills by focusing greater attention on students" "why" questions than their "who." 
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•"where," and "how" questions. Teachers should also pay attention to their o^vn methods 

of asking questions, questioning answers, and questioning questions. Clock (1987) 

suggests the following; 

a) When a student asks a "why" question, have the rest of the class discuss the 
kinds of questions that are most powerful and the sources of their power. Explain 
the structure of analytical questions. Use such questions—especially those 
generated by students—in quizzes and exams. 
b) As students become accustomed to answering analytical questions using 
material presented in class, ask similar questions that must be answered through 
their own work experience or out-of-class inquiries. 
c) Have students analyze the information presented in the textbook to discern 
which forms of inquiry were used to generate it. 
d) Have students read critical analyses of their text, and encourage students to 
develop their ov.n criticisms based on their personal experiences. 
e) Compare opposing positions on a topic, and help students identify the sources 
of the differences of opinion. Avoid emotion-laden topics until students begin to 
perceive the "universality of reinterpretation and redefinition." (p. 49) 

In a second-year oral communications course, Tripp (1990) uses the problem-

solving conference. Students (a) select, define, and establish the parameters of a school-

related problem: (b) analyze the problem to identify underlying causes, its scope and 

seriousness, and potential impact; (c) conduct a brainstorming session to generate 

creative solutions; (d) assess the proposed solutions in terms of viability and potential 

effectiveness; (e) reach consensus on the solutions; and (f) implement the decision. An 

identical process is used in the development of students" group research projects, which 

result in a technical report based on primary research. Questionnaires and interviews are 

used to gather data on such problems as curriculiun requirements, campus parking, or 

dress codes. All group members are involved throughout the process—"talking. 

listening, gathering data, writing, and editing"—and decisions reached democratically. 
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Sheridan (1992) believes that writing facilitates critical thinking, arguing that "the 

act of generating written discourse is not merely a result of critical thinking but also a 

stimulus to new thinking and new discoveries." In a freshman composition course, 

Sheridan uses a "freewrite" exercise to liberate students from their stultifying fear of 

grammar and spelling mistakes and open them to the risk-taking required for innovative 

thought. Subsequent writing assignments are based on real-life topics generated by the 

students themselves in a series of brainstorming sessions. Students also generate the 

criteria used in evaluating their written work, in the belief that students will more readily 

internalize standards they themselves have suggested. 

Successful community college critical thinking programs. Some community 

colleges have introduced campus-wide programs to implement critical thinking across the 

curriculum. At Miami-Dade Community College, a Learning to Learn Subcommittee 

was formed to help create a course for faculty in teaching-learning theory, specify student 

behaviors and teaching methods to promote critical thinking skills, and develop ways to 

include the leaming-to-leam concept across all disciplines (Miami-Dade Community 

College District. 1989). Similarly. Oakton Community College's (OCC) critical thinking 

program began with the faculty (Lee. Bers, & Storinger, 1992). One of the central 

components of the Critical Literacy Project is a year-long, faculty seminar designed and 

taught by OCC faculty, to teach volunteer participants ways of incorporating critical 

literacy skills into their courses. In addition to providing a theoretical context for course 

revisions, the seminar utilizes a workshop format during which participants rethink and 
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re\ ise at least one of their courses to incorporate critical literacy content and assignments. 

The Community College of Aurora. Colorado, involves faculty in a year-long Integrated 

Thinking Skills Project, in which interdisciplinary teams of faculty participate in critical 

thinking training, curriculum redesign, coaching, evaluation, and follow-up (Lee et al.. 

1992). LaGuardia Community College began its critical thinking program with its 

Critical Thought Skills (CTS) course. Course objectives are: 

Enhance and accelerate the development of students' reading, writing, and 
speaking skills; Develop and refine students' higher order thinking, reasoning, 
and problem-solving abilities; and Encourage students to explore their basic 
attitudes toward their lives and larger social concerns, fostering qualities such as 
maturity and responsibility. (Chaffee. 1992. p. 27) 

.'^t other institutions, critical thinking is implemented through curriculum change. 

.At .Alvemo College, eight abilities (i.e.. communication, analysis, problem solving, 

valuing, social interaction, responsibility toward the global environment, effective 

citizenship, and aesthetic responsiveness) have been embodied in the curriculum to 

facilitate the intellectual development of students (Cromwell. 1992). 

Writing Across the Curriculum 

Writing Across the Curriculum (WAC) gained currency in the late 1970s and 

earl} 1980s as a phrase to describe attempts by colleges and universities to broaden the 

scope of student writing beyond the confines of English departments. Usually, the 

programs were initiated by English departments, but generally, all departments had input 

into, and control over, the ways in which the programs were implemented. WAC began 

in Britain in the 1960s as the "language across the curriculum" movement and in the U.S. 
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in the 1970s with a response "by some composition teachers to the media-induced 

perception of a new nation-wide literacy crisis" (Peritz, 1994). WAC implies an increase 

in student writing, not a decrease. Such programs usually consist of faculty from various 

areas committing to the ideals of WAC theory and then attempting to incorporate writing 

assigimients and/or journals in their classes. 

Why WAC? 

The first question that must be asked is; Why should instructors in disciplines that 

traditionally do not emphasize uriting ir> to get their students to write more or to focus 

more on how they write? First, there is a widespread awareness that communication 

skills are crucial in the workforce. If engineering is taken as an example, a survey of 52 

U.S. engineering firms indicated that "writing proficiency is a major factor in deciding 

the promotion potential of an engineer" (Selfe. 1990. p. 184). Accounting professors at 

the University of Puget Sound regularh' assign case studies to students and work with 

them on the clarity of their writing. They found that graduates are at a significant 

advantage when they compete for and retain jobs because they have had this experience 

(Cooke. 1991). As well, it is apparent that proficiency in language equals economic and 

social opportunities. As more and more students take courses which will "ladder" into 

further degrees, it is imperative they learn the skills which may be necessary later in their 

lives (Cooke. 1991). 

If we accept that students need more writing and more communications skills. 

then we must look at the problems which are apparent in their writing. Despite the above 
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evidence, it is clear that students themselves do not necessarily perceive writing as 

critical to their success. When Michigan Tech decided to implement a WAC program in 

the late 1970s, they used workshops to elicit reposes from faculty in various disciplines 

(Young & Fulwiler. 1986). One of the things which became apparent immediately was 

that improving writing is not merely a case of learning to spell and learning correct 

grammar. Young and Fulwiler (1986. p. 91) found that a cross-disciplinary workshop of 

professors defined the following as typical writing problems: 

1. Attitude (the motivation and interest of students) 
2. Mechanical Skills (spelling, punctuation) 
3. Organizational skills (how to piece it together) 
4. Style (conventions appropriate to task and audience) 
5. Reasoning ability (thinking, logic) 
6. Knowledge (something to write about). 

Cooke (1991. pp. 7-10) would add: 

1. Many students have no clear or realistic idea as to what is expected of them in 
college. 

2. Many students' language skills that relate to writing (reading, listening, 
vocabulary) are poor. 

3. Students seem to have trouble grasping questions and analyzing problems. 

Writing to Learn: Learning to Write 

The writing and learning problems outlined above show the cornerstone of WAC 

thinking, which is best summed up as "writing is a process." Further, WAC researchers 

and experts emphasized that academic writing has two sides: first, writing helps students 

to learn better. There is much research to support this view (Elbow, 1998; Emig, 1971; 

McCrimmon. 1976). Further, Young and Fulwiler (1986) say that language is a tool for 
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learning. The research also suggests that "writing helps people to operate at a higher 

level of abstraction" (Cooke. 1991. pp. 7-10). This aspect of WAC. that writing is 

integrally involved in the learning process, is a superb application across disciplines, such 

as history, where students need to think through and learn to evaluate problems. As 

Cooke (1991. pp. 7-10) states, "When we ask our students to write, we are encouraging 

them to engage actively with the subject matter in our disciplines: to see patterns, connect 

ideas, make meanings—in other words, to learn." The second reason for emphasizing 

writing is the obvious one: practicing writing results in improved student writing. Cooke 

(1991. pp. 7-10) states that "we should dispel the erroneous notion that one semester or 

even one year of a college-level composition course will correct the serious deficiencies 

in students" writing. If writing is to become a natural and effective skill for them, they 

must be offered practice and instruction in a great variety of academic settings. They 

must learn to write for different readers and in many contexts." Thus, we can conclude 

that many of the problems in college students" writing result from their not having 

enough awareness of these different conte.xts. or from them not having enough practice 

addressing them. Further we can conclude that improvement of an individual student"s 

writing requires persistent and frequent contact with the student both inside and outside 

the classroom. It requires assigning more (though possibly briefer) reflective papers than 

are usually assigned in other college classrooms; it requires reading them and 

commenting on them not simply to justify a grade, but to offer guidance and suggestions 

for improvement; and it requires an atmosphere of trust. In the words of Young and 

Fulwiler (1986), it requires "paying attention to the needs of individuals." This implies a 
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great deal of work on the part of instructors. Adding writing assignments, in particular to 

content driven courses, is difficuh since students will often resist anything they perceive 

as not being directly related to course content. Given this, is it worth it to attempt? 

lf '.4C Programs: Do They Work? 

Young and Fulwiler (1986) devoted a great deal of time and energy to evaluating 

the addition of writing to various courses. Fulwiler says the programs work, citing 

evidence that the fourth-year students who had experienced WAC courses felt more 

secure about their writing and actually wrote better (based on a variety of tests) than 

those who had no e.xposure to the program. Problems in evaluating such programs are 

huge. How does one know that simply attending four years of college didn't improve 

student writing? What about the differences between groups which were analyzed? It is 

\er\' difficult to ensure scientific "control" groups in such situations; is a 50-minute essay 

a valid measure? 

Some Central Issues 

Langer and Applebee (1987) pointed out that the overwhelming focus of 

instruction in English, as well as History and Science, was on course content, on the 

object of study, to the neglect of ways to think about the disciplines themselves. What 

Langer and Applebee put their finger on is that quite often students are thrust into a 

situation in the classroom or with an essay assigrunent, where they do not know the rules 

of evidence or procedures for carrying discussion forward. In odier words, they do not 
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understand particular discourse conventions or the expectations of academic writing. In 

fact, many faculty struggle with the implications of an increasingly specialized and 

fragmented academy and the conflicting aims of a world which asks for a well trained 

generalized work force. Russell (1991) looked at the ways in which our academic world 

and writing have intersected and found that in the print-centered, compartmentalized 

secondary and higher education system, writing is no longer a single generalized skill 

learned once and for all at an early age; rather it is a complex and continuously 

developing response to specialized text-based discourse communities, highly embedded 

in the differentiated practices of those communities. 

Research Investigating Content-Area Writing 

English. Flower (1981) looked at writing in a Chinese literature course where 

students had already taken freshman composition. The instructors designed and oversaw 

a controlled experiment in different sections assigning academic journals in some 

sections and dialogic journals in other sections. Results showed that academic writing 

(i.e. writing that clearly answers set questions or explains aspects of the texts) seems to 

benefit students more than dialogic (expressive writing). However, both types of writing 

specifically improved student's results over those students who did no journal writing. 

Young and Fulwiler (1986) described an American literature course that used 

dialogue journals. 2-page critical essays, literature discussion groups, and a 

collaboratively-written final exam. The results indicated instructor satisfaction with the 
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History. Walvoord and McCarthy (1994. p. 65) observed a freshman Western 

Civilization course and evaluated whether a professor's teaching methods helped or 

hindered students' understanding of historical principles and writing. Specific teaching 

methods included: 

1. An issue-oriented course plan, using issues as points of entry into the course. 
2. TTuee major argumentative essays about those issues; these essays formed the 

central assignments towards which much of the other course activities were 
pointed. 

3. A checksheet for evaluating/grading the essays that made the professor's 
expectations very explicit. 

4. Daily, focused writings explicitly planned both to develop needed skills and 
information and to sen e as pre-draft preparation for the essays. 

5. In-class discussions in which the professor led students through the modes of 
argument he wanted them to learn. 

6. Seven in-class debates on historical issues that also served as pre-draft 
preparation for the essays. 

7. Responses by the professor on drafts of the essays, which students used as a 
basis for revision. 

The results found that explicit expectations coupled with the teaching methods used to 

encourage students to formulate theses as well as the use of argument and counter 

argument resulted in improved instructor perceptions of student performance. 

Cooke's (1991) study of a third-year diplomatic history course at the University 

of Puget Sound was interesting for the way the instructor led students through a series of 

assignments and editing and conferencing steps, building on the knowledge gained 

through the previous assignment. At the conclusion of the course students reported 
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increased confidence in their ability to analyze, synthesize, and evaluate conflicting 

sources. 

A Whitworth College (1992) study clearly described the methods employed by a 

professor of first-year graduate students to write better researched and better organized 

papers. He has students follow eight steps: (a) background reading; (b) formulation of a 

key research question; (c) a web of ideas; (d) an annotated bibliography; (e) notes on 

reading and research; (f) an outline; (g) a rough draft; and. (h) a final draft. Each step is 

handed in to the instructor for grading. TTie study found that the professor's detailed 

comments provided along the way freed him from making detailed notes on the final 

paper. 

Discussion in the Content Areas 

In an effort to understand how students use language to facilitate their learning in 

the context of small groups. Barnes (1992) studied groups of 11- to 13-year-olds as they 

engaged in classroom tasks across content areas. After time for small group work, the 

instructor joined the group in order to explore what effect the instructor's presence had on 

the language used by the students and the learning exhibited by the group. Barnes found 

that the verbal strategies used by some students to approach the tasks were more 

successful than others. For example. Barnes distinguishes between an "open" and 

"closed" approach to tasks. An open approach is characterized by what Barnes calls a 

hvpothetical mode that involves students asking questions of each other that invite 

discussion, making statements that are tentative and exploratory, and finding ftirther 
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possibilities beyond what the actual task requires. An open approach also implies a 

collaborative relationship among the students. In contrast, students using a closed 

approach tended to limit their activities to what was required by the task, they asked few 

questions, and responded to questions with limited pieces of information rather than 

generate exploratory discussion. Barnes concluded that an open approach was more 

profitable in terms of learning than a closed approach. 

When instructors joined the groups, they often provided students with questions 

they had failed to ask themselves and broke down the problem into a framework where 

students simply had to fill in the blanks in order to restructure their understanding. 

Interestingly, however, the instructor's presence had an adverse impact on the students" 

language. Groups who had independently been using language in open and explorator>-

ways changed to responding in short, single-word comments. Barnes suggested that it is 

w as as if the students had "done their own sorting out. and they [felt] no urgency to 

explain to their instructor what he [knew] already. Showing him that they [had] done 

their work [was] very different from explaining things to themselves and to one another" 

(Barnes. 1992. p. 140). 

Barnes believed that this change in the students' language resulted from a change 

in their perception of the task demands when the instructor was present. Rather than 

exploring possible ways to shape their knowledge as they had done when they were 

alone, when the instructor was present they used language in ways to show they had "the 

right answer' (Barnes. 1992). Unintentionally, the instructor had shifted the language of 

the group from an open, hypothetical mode to a closed approach that could be scored as 
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right or wrong. As a result, Barnes cautions us to resist the urge to rush in and ask well-

placed questions. Although the questions may be helpful, they can have the opposite 

adverse effect of taking initiative out of student's hands. What results may reduce 

learning from an active organizing of knowledge to a mimicry of the instructor (Barnes. 

1992). 

Research Investigating Classroom Discussion 

Several studies have investigated the use of discussions as a means of instruction 

that facilitates students" aesthetic stances and lived-through responses to texts. Such 

studies have investigated both instructor-led discussions, where the instructor is in a 

leadership role and thus, assumes the role of the more capable peer, and peer-led 

discussions where students may or may not assume leadership roles. The results of both 

types of studies follow. 

Studies of Instructor-Led Discussions 

Student's most common classroom experience with texts are seen by Eeds and 

Wells (1989) as being "gentle inquisitions" where students gather to discuss stories but 

the format is often one of the instructor asking comprehension-type questions and the 

student attempting to provide the correct answer. These experiences closely resemble the 

I-R-E interaction pattern commonly found in classrooms (Cazden, 1986) where the 

instructor initiates a question, a student responds, and the instructor evaluates the 

response. Dillon (1984) argues that many classroom discussions are not actually 
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discussions, but rather "recitations" which are characterized by instructor-student 

interaction, rote recall of factual information, and a low percentage of student talk. The 

following studies dealt with instructor-led text discussions that were attempting to move 

away from being gentle inquisitions toward becoming what Eeds and Wells (1989) called 

"grand conversations." 

These studies, while varying in the amount of actual instructor participation in 

discussions, reveal the pivotal role played by an instructor in shaping both instructor-led 

discussions and students" responses in such discussions, and subsequent student-led 

discussions. In a study of first-grade text discussions. McGee (1992) found that having 

the instructor ask an interpretive question to help students focus on the significance of the 

story as a whole had the impact of eliciting a higher percentage of interpretative 

responses, and sustained inquir}-. Martinez. Roser. Hoffman, and Battle (1992). in a 

study of a second-grade classroom, found that the introduction of text response logs and 

changing the discussion framework to evoke thoughtful responses changed both the type 

of student responses and the instructor's behavior. Students went from a focus on telling 

information and interpreting responses to critiquing text elements and making personal 

associations. The instructors decreased their use of eliciting known information from the 

students and telling students information, and increased their invitations to students to 

share their ideas and responses. 

Hayes and Alvermann (1986) found that coaching teachers led to significant 

changes in students' discussion, including more critical analysis. The supervision model 

that was used allowed teachers and researchers to meet for pre-observation conferences in 
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order to set the purpose for the observation. Then, each teacher's lessons were 

videotaped and observers made field notes to supplement the videotape. After the lesson, 

the researchers met to analyze the tape and notes and to develop strategies for coaching 

the teachers. In another post-observation meeting, the teachers and sufjervisors planned 

future lessons incorporating the changes they felt necessary to promote and improve 

critical discussion in the classes. 

Hayes and Alvermann (1986) reported that this coaching led teachers to 

acknowledge students" remarks more frequently and to respond to the students more 

elaborately. It significantly increased the proportion of text-connected talk students used 

as support for their ideas and/or as cited sources of their information. In addition, 

students" talk became more inferential and analytical. 

A summarv' of the literature on the role of "wait time"" (the time a teacher allows 

for a student to respond as well as the time an instructor waits after a student replies) 

found that it had an impact on students" thinking (Tobin. 1987). Tobin found that those 

teachers who allowed a 3-5 second pause between the question and response permitted 

students to produce cognitively complex discourse. Teachers who consciously managed 

the duration of pauses after their questioning and provided regular intervals of silence 

during explanation created an en\ ironment where thinking was expected and practiced. 

However. Tobin concluded that "wait time"" in and of itself does not insure critical 

thinking. A curriculum which provides students with the opportunity to develop thinking 

skills must be in place. Interestingly, Tobin found that high achievers consistently were 

permitted more wait time than were less skilled students, indicating that teachers need to 
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monitor and evaluate their own behavior while using such strategies. Finally, teachers 

need to become more tolerant of "conflict." or confrontation, in the classroom (Hayes & 

Alvermann. 1986). They need to raise issues which create dissonance and refrain from 

expressing their own bias, letting the students debate and resolve problems. Although 

content area classrooms which encourage critical thinking can promote psychological 

discomfort in some students as conflicting accounts of information and ideas are argued 

and debated, such feelings may motivate them to resolve an issue (Festinger. 1957). In 

order to take their rightful place in society, they need to get a feel for debate and the 

conflict it involves—while in the safety of a classroom environment. 

In a study looking specifically at the patterns of discourse in high school 

classroom text discussions. Marshall (1989) found that instructors dominated the class 

discussions. Instructors in these high school classes not only talked more than their 

students, but also controlled the direction, pace, and organization of the discussion. 

Further, students" responses w ere largely reflective of the kinds of questions asked by the 

instructors. In other words, the instructors" questions provided the framework for the 

discussion and the students" responses matched the framework established by the 

instructor. Thus, the instructional pattern shaped the students' responses and raises the 

questions of whether students limit their thinking to what the instructor wants and 

whether such instructional patterns also influence the patterns of discussion in student-led 

groups. 

In a study investigating discussions of readings in content area classrooms, 

Alvermarm and Hayes (1989) found that five instructors originally led discussions that 
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resembled Dillon's (1984) notion of recitation and Cazden's (1986) I-R-E discourse 

pattern. The instructors dominated the discussions and focused on literal questions and 

retellings of the text. After an intervention, the instructors were successfiil in their 

attempts to change the type of response by students to include more inferential responses 

and references to the text. The instructors were unable. hovve\ er. to change their verbal 

exchange patterns, often because such changes violated su^ongly held beliefs and firmly 

entrenched classroom norms (e.g.. putting students in small groups creates opportunities 

for idle play, pointing out weaknesses and strengths in students" discussion responses 

spoils the spontaneity of discussions and stifles willingness to talk). 

Wiseman. Many, and Altieri (1992) compared three different methods for guiding 

third grade student's responses to text: student-centered, instructor-guided aesthetic 

presentation and discussion, and instructor-guided aesthetic presentation and discussion 

followed by analysis based on that experience. They found that students in the aesthetic 

and aesthetic/analysis groups produced more aesthetic responses in free written responses 

following discussions, and that their responses were more complex than those in the 

student-centered groups. Wiseman et al. were not surprised by the findings, however, as 

it was most likely students' responses were simply mirroring the type of guidance they 

received in their discussion groups. Students in the student-centered group received no 

guidance; it was predictable that their written responses would reflect their instructional 

histor}'. That is. it was likely that students had been taught to focus on analyzing efferent 

facts rather than providing aesthetic responses. 
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OTlahavan. Stein, Wiencek. and Marks (1994) conducted a study with fourth 

graders that compared four different roles instructors could assume during text 

discussions. The roles ranged from a laissez-faire stance where the instructor 

relinquished all authority and played no role in the discussions, to a combination of 

boundary coaching and momentary scaffolding. Boundary coaching comprised a 

combination of explicit modeling and scaffolding before and after the discussion. In 

momentar>' scaffolding, the instructor sat just outside the group and provided scaffolding 

and coaching during discussions. Groups who had support from the instructor used more 

diverse interpretive perspectives; the group with no support reached a point of 

"interpretive stasis" where they did not utilize new or different perspectives in their 

discussions and continued to use the same perspectives for each discussion. 

Smagorinsky and Fly (1992) found a relationship between instructor-led and 

student-led discussions and found that teaching practices in the instructor-led discussions 

influenced the student-led discussions. Students who were in classes where instructors 

modeled interpretive procedures (asking for justifications, etc.) without teaching students 

how to employ them were unable to internalize such procedures and utilize them in their 

own discussions. In contrast, instructors who participated in inquiry, encouraged students 

to provide their own social and conceptual context in order to make personal connections 

to the text, and explained analytic strategies (pointing out the need to pose questions and 

to support a generalization with evidence, for example), enabled their students to 

internalize interpretive procedures which they employed independently. 
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As the above studies reveal, instructors vary a great deal in how they establish 

instructional patterns in discussions. The results of such studies also indicate that 

regardless of the type of pattern established by the instructor, such patterns influence both 

students' discussion responses and the discourse patterns students employ in their own 

discussions. Trying to change instructional patterns to resemble grand conversations 

rather than gentle inquisitions, however, is not easy. As revealed by Marshall's (1989) 

and Alvermarm and Hayes" (1989) study, letting go of control and turning the discussion 

over to students is very difficult for many instructors. 

Studies of Student-Led Discussions 

Turning discussions over to students is also a difficult process for researchers, or 

teacher-researchers. Hanssen (1998) sat in as a member of an adolescent text discussion 

group and found even when she was consciously tr> ing to be an equal member of the 

group, it was tempting to fall back into the traditional "instructor role" of praising 

students for their responses and controlling the discussion to make sure students were 

talking about what they were supposed to and not goofing around. Despite her firm 

belief that students need to grow more energetic and insightfiil in their discussions of text 

even beyond the formal classroom setting, she "still found it difficult to back off and give 

students the opportunity to take ownership" (Hanssen. 1998). The teachers-in-training 

students who participated in Eeds' and Wells' (1989) discussion groups also were often 

frustrated as they struggled not to quiz students with traditional comprehension questions. 

Thus, even when instructors and researchers actively try to move away from the 
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dominating, inquisition-type interaction patterns found in many studies of instructor-led 

discussions (Alvermann & Hayes. 1989; Langer. 1991; Marshall. 1989). it was still 

difficult to allow students to take ownership of the discussion and both instructors and 

researchers need to be conscious of the tendency to slip back into a instructor-control 

mode. Greenleaf and Freedman (1993) report that one way they have found to deal with 

the tendency to dominate discussions is to alternate between what Barnes (1992) calls 

"presentation talk" (e.g.. polished, complete thoughts, logical conclusions) and 

"e.\ploratory talk" (e.g.. incomplete thoughts, interruptions). 

Further. Hanssen (1992) found many of the students" questions were literal and 

focused on clarification. These questions. howe% er. were real questions to the students 

and often moved the discussions into other areas, areas that frequently dealt with 

traditional learning elements. Hanssen concluded that far from being "low-level." these 

questions were authentic and usually propelled the discussion into more aesthetic areas. 

The implication of this for college instructors, it seems, is that we need to resist our urge 

to Jump in with our "high-level" questions and rather, allow students to explore "low-

lex el" questions as they may result in fruitful discussions. 

Using Graphic Organizers for Reading, Writing, and Discussion 

Anders and Guzzetti (1996) note that students require instruction that facilitates 

student understanding of the "potential construction of the ideas being studied" (p. 31). 

Mapping techniques and graphic organizers represent a method to signal links and 

relationships between ideas and concepts (Herber & Herber. 1993). Dye (2000) views 
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such tools as visual displays that educators and learners use to organize information in a 

manner in which the information is easier to understand and leam. Such tools promote 

active learning and are effective for the facilitation of discussion and the promotion of 

classroom interaction and discourse (Bromley, DeVitis, & Modlo, 1995). Patterns 

formed by graphic organizers provide a visual depiction of knowledge or understanding 

(Egan. 1999); the pattern is then employed for the purpose of introducing, reinforcing or 

demonstrating connections between concepts (Hill. 1994). Egan (1999) found that high 

school economics students, using graphic organizers, were able to work cooperatively to 

leam to create, share, disagree, respect one another's ideas, construct new meaning, and 

appreciate one another's thinking and learning styles (Egan, 1999). 

The graphic organizer has its roots in schema theory (Monroe. 1998). Schema 

theon holds that new information, to be understood, must be linked to one's pre-existing 

or prior knowledge. If we accept the premises of schema theory, then one of our roles as 

educators is to assist learners to recall knowledge related to a concept and to facilitate 

connections between what is being taught with prior knowledge (Monroe, 1998). In this 

respect, graphic organizers serve to help cue learners to retrieve prior knowledge and to 

facilitate higher level thinking (Monroe. 1998). Egan (1999) suggests that graphic 

organizers help to organize thought processes and "can make information more apparent, 

distinct, and articulate for the learner..(p. 641). Dye (2000) found that sixth-grade 

students, using graphic organizers, employed them as road maps through the learning 

process to gain an understanding of the federal legislative process. As a result. Dye 

believes that graphic organizers help educators to develop a clear picture of concepts they 
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want students to address in the classroom by "serving as a means of helping students link 

new information with their existing knowledge base, graphic organizers contribute to our 

ultimate goal, student learning" (p. 76). Thus, although formal studies are somewhat 

scarce, a case can be made the graphic organizers are effective across content areas and at 

\ arying education levels. This, in turn, forwards the case for additional research. 

Types of Graphic Organizers 

Marchand-Martella. Miller. & MacQueen (1998) identify four types of graphic 

organizers; (a) hierarchical organizers, that present main ideas and supporting details of a 

topic: (b) comparative organizers, that portray similarities and differences among key 

concepts; (c) sequential organizers, that illustrate steps or events; and (d) diagrams, which 

illustrate objects and systems. Bromley et al. (1995). also describe four types of graphic 

organizers; (a) heirarchical organizers are patterns that include main concepts and levels 

of sub-concepts under it; (b) conceptual organizers are patterns that include a central idea 

with supporting facts, characteristics and/or examples; (c) sequential organizers' arrange 

events in a chronological order; and (d) cyclical organizers include "a series of events 

within a process in a circular formation that has no beginning or end, just a continuous 

sequence of events" (p. 14). 

Strategies for Instructional Use 

Hill (1994). in a study of high school chemistry students, found that graphic 

organizers can be effective in content-centered classrooms. "In the hands of a skillful 
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teacher, the visual mapping techniques gave students reason to learn and open the door to 

more complex, flexible, and creative thought processes" (Hill. 1994, p. 26). Egan (1999) 

found that teacher planning is essential to effectively use graphic organizers in the 

classroom and recommended that teachers complete the same instructional tasks they are 

requiring of their students beforehand in order to "practice more fully what they preach" 

(p. 641). 

Hill (1994) precedes Egan (1999) as both recommend that educators talk students 

through the process of using graphic organizers, constantly checking for understanding. 

Both Hill (1994) and Egan (1999) recommend that graphic organizers be kept visible 

throughout a lesson so that students can refer to them as often as necessary in order to 

become familiar with pertinent information. 

Hill (1994) opines that all learners need varying forms of structure and 

organization in order to leam new facts; this is echoed by Dye (2000). According to 

Marchand-Martella et al. (1998). learners may lack the skills needed to read and identify 

key concepts. Students may also lack the writing and organizational skills needed for 

academic success in content area classes, particularly in colleges and universities 

(Marchand-Martella et al., 1998). 

Recalling the previous discussions of constructivism, schema theory, and 

transactional learning theory, it is clear that assisting students to make connections 

between new information and preexisting knowledge is a primary method in which 

educators can facilitate students' understanding in the content areas. Using graphic 

organizers to assist students" connections and learning is an underlying premise of 
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schema theor>' and facilitates the process. Bromley et al. (1995) note that because 

graphic organizers involve both visual and verbal information, they are beneficial to 

students with a wide variety of learning styles and abilities. 

The benefits of using graphic organizers are numerous; they highlight key 

\ ocabulary. provide organized visual displays, and facilitate discussions and sharing of 

ideas and information. Graphic organizers provide a framework for teachers and students 

to visually identify important facts, organize information, and record relationships 

between ideas (Bromley et al.. 1995). Educators that take time to effectively implement 

graphic organizers into lesson plans assist all students' learning and understanding of 

pertinent information (Bromley et al.. 1995). In short, graphic organizers encourage 

students lo think critically, rather than simply recalling facts. 

Theories on the Teaching of History 

In order to delineate the features of effective history learning in universities, it is 

necessarv' to explore the factors that determine how students learn. All of these factors 

are addressed in a variety of ways by several formal educational learning and teaching 

theories. Much work remains to explore the andragogical principles that underlie history 

teaching and learning in colleges and universities. 

The majority of disciplines taught in the contemporary higher education sector 

have ignored educational theories of teaching and learning until very recently. At best, as 

Ramsden (1993) indicates, there has been a preoccupation with informal theories 

de\ eloped on an ad hoc. reactive basis and having a tendency traditional teaching 
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approaches. With the exception of some education facuhies, many academics are only 

beginning to develop greater insight into the development of knowledge and skills that 

make up successful learning in their disciplines and take into account the significant 

factors that determine how students learn; the history discipline is no exception. As 

Wineburg (1991) argues, historians have been very reluctant to engage in investigations 

of their teaching practices. In this section, we will explore the historical knowledge and 

generic skills that constitute successful learning in histor>' and the factors that must be 

considered in deciding how students can learn effectively. Because the history discipline 

seeks to engender conceptual changes in students, the cognitive theories of learning and 

leaching are the most influential in shaping teaching beliefs and practices, although 

elements of the humanist and social learning theories are also useful. 

Successful Learning in History 

Effective learning in history includes the development of historical understanding 

and skills and of broader academic skills that tend to be instilled in most humanities, 

particularly in social science subjects. Studies by Ramsden (1992) indicate that two 

important learning objectives in history include effective use of historical evidence and 

development of social awareness. The critical interpretation of primary and secondary 

historical evidence explored in Wineburg's (1991) study demonstrates how historians 

compare historical documents, finding discrepancies, looking for different perspectives 

on particular historical events, and interrogating sources for a variety of sub-texts about 
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authors" assumptions, world views, and beliefs. My own teaching experience shows that 

many freshman history students do not venture beyond literal readings of historical texts. 

Wineburg's research (1991) found that students" approach to text is to paraphrase rather 

than analyze, summarize rather than criticize, texts. 

Successful learning in history also incorporates the development of social. 

political and cultural understandings. Not only do we expect students to gain a critical 

knowledge of social, political and cultural systems, but we also try to ensure that they 

develop a sensitivity to the ways people in other cultures understood themselves 

(Ramsden. 1992). Learning histor\ exposes students to an infinite range of possible 

cultural perspectives. Students are expected to investigate a variety of theoretical 

paradigms through which history and society can be viewed or constructed. Recent 

discourse, such as postmodernist, feminist, postcolonial, gay. and green theories, have 

challenged the rationalist basis histor>' once rested upon and have encouraged students to 

rethink their underlying assumptions. Learning in history, therefore, seeks to move 

students" absolutist perceptions of knowledge to what Ramsden (1992) would see as a 

more relativistic conception. This transformation in perspective is linked with work on 

adult learning carried out by Morgan and Holly (1994) and to Tennant and Pogson's 

(1995) "Stages of Reflective Judgment" where the most advanced stage is the ability to 

argue in favor of a particular perspective through critical inquiry and the synthesis of 

existing evidence and opinion. 

Active engagement in these forms of historical learning produces a number of 

generic skills that fall within the fifth and sixth conceptions of learning identified by 
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Marton (1993) and the higher order educational objectives of analysis, synthesis, and 

evaluation listed by Bloom in 1956 (cited in Anderson & Sosniak. 1994). Aside from 

enhancing students" effective written and oral communication skills, university study in 

historv' should enable students to develop advanced inter-cultural knowledge and skills. 

These skills, in addition to an understanding of the social and political system, should 

also produce critical, socially active, politicized citizens (Anderson & Sosniak. 1994). 

Most significantly. Brookfield (1987) would say that the history discipline's emphasis on 

critical thinking skills aims to encourage learners to perceive a relative, contextual nature 

of historv' through the presentation of alternative ways of interpreting and creating a 

personal \ iew of the world. The development of all of these transferable skills should 

ensure that histor\- students develop a predisposition for lifelong learning that is such a 

necessity in our rapidly changing, information-rich society (Candy, n.d.). 

Conclusion 

Qualitative studies of college-level content-area teachers and students are needed 

to highlight their experiences, beliefs, actions, and interactions as a way of understanding 

how they shape literacy practices (Bloome. 1989). This focus is critical to an 

understanding of colleges, universities, and the classroom cultures within them. The 

factors that shape college-level content-area classrooms may also limit the employment 

of content-area literacy methods, as well as other innovative strategies that would assist 

meaning making and understanding. Until the unique cultures of colleges and 

universities are better understood, success of reform or change efforts will be limited. 
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Content-area literacy researchers and theorists must work to develop realistic theories of 

learning—theories that reflect action in the world and that link usage to the authentic 

contexts in which interacting and conversing people use literacy to form communities by 

making meaning together in actions upon one another and upon their world. 

To understand how content-area literacy methods in college and university 

classrooms become literacy practices, we seek to understand the ways that individuals 

use literacy to make meanings about their actions. We must examine how academic 

communities shape literacy, teaching, and learning in each classroom and content area. 

We must become leading members of those communities, while striving to understand 

participants" perspectives. With that understanding, we will move closer to becoming 

authentic communities of scholars and learners as we concomitantly build realistic and 

effective theories of college literacy. 
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CHAPTER 3 

STUDYING THE CULTURE OF THE HISTORY COURSE: 

HOW TO GET THERE FROM HERE 

Introduction 

As stated in tlie previous chapter, there is a dearth of published research in the 

context of higher education that examines the use of constructivist teaching methods in 

the disciplinar\' content areas. Thus, the purpose of this study is to conduct research in a 

community college American History survey course that integrates the use of reading, 

writing, and discussion as tools (Vygotsky. 1978) for class participants' construction of 

personal historical understanding. Specifically. 1 am interested in studying the 

perceptions and performance of community college students participating in an American 

Histor\ sur\ ey course thai utilizes constructivist teaching practices. In this chapter. I 

describe both the design and the methodology employed in the study. First. I explain the 

theoretical and research frameworks that influenced the methodology: I then describe 

how the methodology framed the methods used to collect and analyze data. In the final 

section, 1 discuss issues of data presentation, triangulation. reliability and validity. 
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Theoretical and Research Frameworks 

Summary Overview 

This study grew out of a personal perception that my teaching practice was not 

doing all that it could to assist class participants to develop a personal understanding of 

American Histor\'. This portion of the chapter examines the theoretical and research 

frameworks that helped to shape the course of my doctoral program, an explanation of 

which is germane to scaffold the methodology for this study. The theoretical framework 

is symbolic interaction: the research framework is action research. 

Symbolic fnleraclion 

Symbolic interaction provided the theoretical framework for this study. Symbolic 

interaction is based on three assumptions: (a) individuals produce and define situations as 

they interact with each other: (b) individuals guide and shape their own behavior and the 

behavior of others; and (c) interactions involve the manipulation and interpretation of 

symbols, words, meanings and language (Denzin & Lincoln. 1993). 

The theory of symbolic interaction is useful for the study of classroom settings 

because it provides researchers with a means to focus on teacher's and class participants' 

interactions or transactions (Rosenblatt. 1978) which individuals use to create meanings. 

Symbolic interaction is a theory based on the assumption that people act in concert with 

each other rather than in reaction to one another (Bogdan & Biklen. 1992; Rosenblatt, 

1978). This is a useful framework for content-area literacy studies because the theory 

focuses on how the interactions are both shaped by and shape understanding as 
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individuals work to negotiate meanings (Freire, 1981,1987,1991). Symbolic interaction 

also posits a theory of the construction of self that fits with constructivist theories of 

cognition and literate behavior (Fosnot. 1989; Freire, 1981). Symbolic interaction 

addresses the negotiations implicit in content-area literacy studies because it interprets 

individuals' negotiation of meanings based on texts, beliefs, philosophies and experiences 

(Bogdan & Biklen. 1992; Fosnot. 1989. 1996). Thus, symbolic interaction is an 

appropriate framework to understand how discourses are manipulated and negotiated by 

diverse individuals, in various social settings, roles and processes as "tools for learning" 

(Vygotsky. 1978). and for expanding one's base of knowledge and personal 

understanding. The same holds true for action research, the other scaffolding frame for 

this study. 

Action Research 

l^'hai Is Action Research? 

.Action research is practice-centered and solution-oriented investigation. When 

conducted by one person, it is often called teacher research. When conducted by a group 

it is referred to as collaborative research. It is typically depicted graphically as a cycle of: 

(a) problem identification; (b) data collection; (c) reflection; (d) analysis; (e) action, 

driven by findings in the data; and (f) problem redefinition (see Figure 3.1). 
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Figure 3.1 Action research cycle. 

Linkage of the terms "action" and "research" frames the method's features; trying 

out ideas in practice as a means of increasing knowledge about how to improve 

curriculum, teaching, and learning (Kemmis & McTaggart. 1982). While the concept of 

action research originated in the works of Dewey (1916). it was Corey (1953) who 

defined action research as an investigative process through which educators study their 

own leaching practice to solve classroom problems. Action research concerns itself 

"with the practical problems experienced by teachers, rather than the "theoretical 

problems' defined by pure researchers within a discipline of knowledge" (Elliott, cited in 
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Nixon. 1987). In short, action research is designed, conducted, and implemented by 

educators to improve teaching in their own classrooms. Action research often becomes a 

collaborative staff project in which classroom educators develop and expand their 

expertise in curriculum development and reflective teaching. 

The focus of individual action research is to establish and expand teacher inquir>' 

into questions concerning classroom teaching and learning through systematic 

investigation and research (Copper. 1990). The investigative approach typically employs 

participant-observation techniques of ethnographic research, and often includes 

characteristics of case study methodology (Belanger, 1992). 

When done collaboratively, a team of teacher-researchers provides mutual support 

to team members and builds a forum for questions, concerns, and the sharing of results. 

Engaging in collaborative action research helps eliminate teacher isolation, promotes 

professional and scholarly dialogue, and stimulates professional culture among educators 

and within learning institutions (Carr & Kemmis, 1986). 

The purpose of action research. Action research is conducted for diverse 

purposes: for curriculum development, as a professional development strategy, for 

preser%'ice and graduate courses in education, and for systems plarming and policy 

development. Some writers (i.e.. Holly & Southworth. 1990; Jacullo-Noto. 1992; 

Lieberman. 1988: Oja & Smulyan. 1989; Sagor. 1992) advocate action research as a 

V ehicle for restructuring educational institutions. Action research is a tool that facilitates 
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self-evaluation regardless of whether "self is an individual educator or a learning 

institution. 

The effects of action research. The personal and professional effects of action 

research on the teaching practices of educators is overwhelmingly positive (Goswami & 

Stillman. 1987; Lieberman. 1988). Action research provides classroom educators with 

the opportunity to expand their understanding of their teaching practice. Additionally, it 

advances educators" knowledge and perceptions in the use of research methods and 

applications and assists in helping educators to become more mindful of options and 

possibilities for educational change. Educators engaging in action research become more 

critical and reflective about their own practice (Oja & Pine. 1989). Educators 

participating in action research tend to be more reflective and critical of their classroom 

methods, their perceptions and understandings, and their global approach to the teaching 

process (Street. 1986). 

"It is teachers who. in the end. will change the world of the school by 

understanding it" (Stenhouse. cited in Rudduck. 1988). As classroom educators engage 

in action research, they expand their personal understanding of the educational process. 

It follows then that what educators learn from their own research can have an important 

efTect on what occurs in other classrooms and educational institutions in the future. 

Future directions of staff development, teacher preparation curricula, and initiatives for 

educational improvement will be positively effected by what educators learn through 

critical inquiry and rigorous examination of their personal teaching practice. 
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Action research questions emerge from areas that classroom educators consider 

problematic, from disconnects between what is intended and what actually occurs. 

Cochran-Smith and Lytle (1990) suggest that a feature unique to classroom educators" 

questions is that they do not emerge entirely from theory nor from practice, but from 

"critical reflection on the intersection of the two" (p. 6). Action research forces the re-

evaluation of education theory and can significantly influence our knowledge base of 

classroom teaching, learning, and schooling. Through the action research process and its 

outcomes in classrooms, educators have a positive effect on institutions as well as 

participants in their classes. 

Methodology 

Summary 0\ er\'ie\v 

Recalling the dearth of research in the topic. I chose an ethnographic case study as 

the most appropriate method for my research purpose and the contextual ized and 

subjectix e attributes of my guiding questions. Case study methods support the 

methodological implications of symbolic interaction (Denzin & Lincoln. 1993). 

According to Geertz (1973), ethnography is a "thick description" of the dynamic 

construction of agreed-upon meanings and interpretations of individuals engaged in 

social interactions. These meanings and interpretations constitute culture. Ethnographers 

seek to understand and interpret a culture established or created through interactions and 

past experiences: they identify and explore the customs and patterns within groups and 
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cultures and investigate how patterns shape and are shaped by daily interactions (Bogdan 

& Biklen. 1992). 

The case boundaries were established by 20 community college students 

participating in an American Histor>- survey course. Within the case study that examined 

the historv course as a whole. I employed an embedded or "nested" case study (Adelman. 

Jenkins. & Kemmis. 1983; Denzin & Lincoln. 1993; Ely. 1991; Merriam. 1988) to 

examine the life histories of two key informants. 

Merriam (1988) notes: (a) that case study methods allow for "an intensive, in-

depth examination of one or a few instances of phenomena and are particularly useful in 

presenting basic information about areas of education where little research has been 

conducted" (p. 27); and (b) that case study methods "tend to spread the net for evidence 

widely, whereas experiments and sun eys usually have a narrow focus" (p. 29). The 

phenomena studied were the class participants" and my personal and professional lived 

experiences within the course. A graphic representation of this methodology is shown in 

Figure 3.2. 

Purposeful 
cases 

20 Students total in class 

Figure 3.2. Bounded (nested) case study. 
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My Role as the Researcher 

In qualitative research methodology, the researcher functions as an instrument of 

data collection and analysis. I assumed a participant-observer role during the study by 

joining "interviewing, filming and analyzing written records as well as studying other 

artifacts" (Wolcott. 1988. p. 192). I was guided by Lofland (1971) who notes that 

"classic participant observation involves the interweaving oflooking and listening, of 

watching and asking" (p. 13). For the purpose of this study, participation consisted of 

working and talking with, as well as listening to and observing, the class participants 

during discussions, class breaks, formal and informal interviews, and small-group work. 

Field notes and artifacts were collected and compiled throughout the course. 

My role as a participanl-observ er was further guided by my own experiences as a 

student, as a former Army Officer, as a community college and history teacher, and as a 

teacher of content-area literacy methods. My beliefs about the nature of knowledge, my 

philosophies of history and history teaching, and my understanding of community college 

and adult learners also guided the collection of data. These experiences and beliefs, 

coupled with the theoretical knowledge described in chapter 2. helped me to better 

understand both my role as the course instructor and the roles of the class participants. 

These experiences and beliefs also shaped my view of how the course culture should be. 

It is important for me. according to Bogdan and Biklen (1992). to acknowledge my role 

as a research instrument and to recognize that data have been interpreted through a lens 

shaped by my personal background and experiences. 
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The Site and Participants 

The study participants were chosen in a purposive manner as a means of 

answering my guiding questions and any questions that developed during the course of 

the study (Merriam. 1988). As the study progressed. I selected two class participants as 

key informants, for in-depth formal interviews and member checks of final drafts of 

chapter 5 covering the embedded case. TTiey were selected based on their interactions 

with me. their participation in class activities, their achievement levels, their outward 

demeanor during class, and their willingness to participate in the study. Five class 

participants participated in infomial interviews and member checks of chapter 4 

(Merriam. 1988). covering the case study of the class as a whole. Like the key 

informants, they were selected based on their interactions with me. their participation in 

class activities, their achie\ ement le\ els. their outward demeanor during class, and their 

willingness to participate in the study. 

The setting for the study was a three-semester-hour American Histor>' survey 

course conducted at a satellite location of a large Southwestern community college. In 

the following sections. I describe the class site, the surrounding community, the history 

course, the class participants, and myself as the course instructor. Pseudonyms replace 

the actual names of all places, schools, and people directly connected with this study. 

The Community and Community College 

Arizona Community College (.ACC) is located in a large city in the Southwestern 

L'nited States. The cit\ "s major employers include the U.S. militarv'. a state university. 
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optical research, and the electronics and tourist industry. The median family income is 

approximately $35,000 per year. Seventy-seven percent of the adults over 25 are high 

school graduates, and approximately 16% are college graduates. ACC's population— 

both students and faculty—is composed of European-. Hispanic-. African-. Native-, and 

.A.sian-Americans from all sectors of the socio-economic sj^ectrum. 

In 1999. the area in which ACC is located produced approximately 3.400 high 

school graduates, of whom approximately 60% planned to attend college or university. 

During the 1999-2000 school year, approximately 22.000 students attended .ACC at four 

major campus locations and eight satellite locations, including a U.S. .Air Force 

installation. 

The Class 

The class met on eight Saturdays, from 8.00 a.m. to 4:00 p.m.. in a converted 

troop barrack on the Air Force installation. The third floor of the building, where the 

classes w ere held, consisted of a long central hallway with eight classrooms arranged on 

each side of the hall; restrooms and a vending machine/break area were centrally located. 

Each classroom had large tinted windows on the exterior wall. For the most part, the 

tinting was missing; what was left did little to reduce radiant heat from sunlight. 

Venetian blinds were used to darken the classroom when videos or films were used. 

Centralized heating and cooling offered some environmental comfort, though the system 

was antiquated, noisy, and left the classroom habitually warm (80°) throughout the year; 

standing 16" fans were used to reduce the perceived temperature, but contributed to the 
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ambient noise level. Room access was provided by hallway doors, located on each end 

of the room. The room was approximately 50 feet in length. 25 in width, and had an 8-

foot dropped ceiling of acoustical tile with fluorescent lighting. Three 4' 8' 

whiteboards were mounted on the front and hallway walls, two in the front and one on 

the side. A large (30") video/television monitor was permanently mounted in a comer at 

the front of the room, approximately six feet above the floor. Seating was normally 

configured with folding conference tables and stackable chairs in five rows. While these 

rooms would normally hold 30 students with ease, the physical layout and line-of-sight 

was restricted by a line of three large (30") concrete support pillars located approximately 

10 feet apart and five feel inboard of the hallway wall, thus effectively negating the use 

of one whiteboard, as well as 30% of the room's available space. The room's 

dimensions, acoustics, and the pillars represented a constant challenge, causing 

complaints from both instructors and students because of restricted vision, movement, 

interpersonal contact, and the poor acoustics. Persons sitting in the back of the room, 

trj'ing to overcome the noise of the cooling system and the concrete obstacles, often had a 

hard time following a discussion at the front of the room. Seeing the video screen or the 

board from the back of the room was also problematic. 

The Course 

At ACC. the American History survey is a class normally taken by freshmen. 

though sophomores and university students frequently take the class. Class sections at 

the Air Force installation are habitually attended by active members of the U.S. military 
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and their dependents. Registration is open, however, and anyone may attend. The course 

is accepted for lower-division undergraduate credit by all four military services* 

continuing education programs and at colleges and universities throughout the nation. A 

curriculum outline is shown in Appendix A. 

The American history textbook, mandated for use. was The Enduring Vision 

(Boyer. Kett. & Clark. 1997). Appendix B provides a listing of chapter and appendix 

titles in the textbook. I describe typical class activities in detail in chapter 4. Appendix C 

contains the course syllabus and class policies that illustrate the assessment rubric and the 

nature of the course. 

The Class Participants 

The class participants had varying backgrounds in American History; most had 

taken American Histor>' during high school. The overall case represented in this study 

was comprised of 20 participants; 7 female and 13 male. Two of the 20 participants were 

of Asian descent; 2 were of African descent; 2 were of Hispanic descent; I was of 

Arabian descent; the remaining 13 were of European descent. Of the 20 class 

participants. 8 were active enlisted members of the U.S. military ; 4 were military 

dependents; 4 were military veterans; and 4 were students at the local university. The 

class participants (research questions 1 and 2) remained stable throughout the course. 

Once identified, the key informants did not change (research question 3). An exemplar of 

the participant data sheet appears in Appendix D. Brief participant biographies appear in 

.Appendix E. 
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The Instructor 

At the time of the study. I was in my sixth year of adjunct teaching at ACC. Like 

many of the class participants. I am of European descent and from a middle-class 

background. 1 served in the U.S. military for 20 years in both the enlisted and 

commissioned ranks. I did my undergraduate work in history and political science and 

hold additional bachelor's and master's degrees in Criminal Justice. During my military 

service. I was educated and served in strategic intelligence analysis, counter-espionage, 

counter-terrorism, special operations, and received advanced staff and executive training 

from two separate arms of the military. .At ACC. my primar\- areas of responsibility and 

interest are American History. Westem Civilizations. World History and Government. 1 

identify strongly with the ACC faculty community, and frequently use resources and 

contacts at the local university and the city's public !ibrar>' system. 1 belong to several 

professional educational, history, teaching, and lifelong learning organizations. Aspects 

of my philosophy of history and teaching, together with my reflective interpretation of 

my personal and professional background, are presented in chapter 5. 

Data Sources 

Data for this study were collected during the spring 1999 semester (January-

•April) and in the fall of 2000. I met and taught ever>' class meeting for the duration of the 

course, with no absences. Over the course of the semester. I established rapport and the 

basis for an on-going relationship with the class participants as a function of normal class 

activities. During the first class period I distributed copies of an Informed Consent 
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(Appendix F) to all class members, explained the research I was conducting, answered 

questions and asked for volunteers. To satisfy ethical issues and participant concerns 

(Punch, 1994), I made it clear that no experimentation would take place, that no harm 

would come to those who participated, and that there was little risk in participation. 

Although Seidman (1991) recommends a 3-interview process (before, during, 

after), formal interviews with the key informants were conducted after the course 

concluded, and the final grades posted, in an effort to filter out student responses intended 

to please the instructor/interviewer. Collection of biographical information, via informal 

conversation, for every class participant continued from the conclusion of the course 

through October, 2000. This process took almost a year due to the deployment of most of 

the class' military participants to Bosnia. Kosovo, and the Middle East. 

The analysis and interpretation of the class* activities was based on current 

research in content-area literacy, history education research, and broader literacy theory. 

0\ er the duration of the course I focused on my classroom teaching practices, established 

my role as participant-observer, and became a member of the classroom culture. 

Simultaneously. I collected field note data, informal interview and conversation data, and 

videotape data. 

1 obtained data from class participants, artifacts necessary for the understanding of 

contexts or processes, and myself A compendium of data sources appears at Figure 3.3 

and .Appendix G. Participant-generated data came from the following sources: (a) mini-

papers: (b) reflective journals; (c) mid-term and final course reflections; and (d) exit 

cards. 
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Participant-Generated Institution/Researcher-Generated 

Mini-Papers 
Reflective Journals 
Course Reflections 

Exit Cards 

Classroom Observations 
Video-taped Discussion 
Audio-taped Interviews 

Course Evaluations 
Field notes 

Figure 3.3. Data sources. 

These sources consisted of course assignments, organized and constructed by 

each student participant. Cumulatively, they comprised a portfolio that demonstrated 

each class participant's efforts and understanding. Each data source is described below. 

Participants were tasked to write 4 mini-papers. 2-3 pages in length, on topics of 

personal interest, relating to text readings. The mini-papers were intended as independent 

research of trade books, newspapers, articles, or periodicals, and were assigned for the 

following purposes: (a) to empower class participants questioning of authors and texts; 

(b) to help class participants find relevance and connections to their own prior knowledge 

and experience; and (c) and to provide multiple perspectives and possible refutation of 

the textbook. Participants were challenged to uncover information and write about topics 

that follow an historical "thread." such as economics, politics, religion, societal change, 

cultural impact, etc. I read each paper and provided written feedback and suggestions for 

improvement. A letter grade was assigned according to the grading rubric, shown as part 

Mini-Papers 
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of Appendix C. Participants had the option of accepting the grade or revising the paper. 

Revisions were accepted, graded, and the process repeated until a grade, satisfactory to 

the participant, was achieved or the academic term ended. 

Reflective Journals 

Journals included 5-minute in-class "free-urites" as well as 3-5 entries per week. 

.Although no length was specified, half-page was suggested as a conventional entry. 

Participants were asked to use their journals to establish a con\ ersation with me. My 

comments in their journals dealt primarily with questions, suggestions for research, 

"attabo) s." and "aw shucks." 1 looked for evidence of historical understanding and each 

indi\ idual's efforts to look deeper and find personal relevance in the connections between 

reading, uriting. and discussions. The journals were not assigned a letter grade: they 

were considered as a pass/fail portion of the participation assessment. 

Mid-Term and Final Course Reflections 

Participants wrote about what they learned, and e.xperienced. during the course. 

These reflections varied in length, ranging between 2-3 pages for the midterm and 3-5 

pages for the final reflection. 1 asked participants to consider the connections between 

text readings, class discussions, their independent research, and all written products. 

During the final reflection. 1 asked them for a comprehensive critique of the course. To 

reduce potential intimidation and increase honest replies. I did not collect the final 

reflections until 1 had negotiated and recorded a final grade for each participant. 
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Exii Cards 

At the conclusion of each class session, participants completed exit cards (Anders. 

Evans. & Thompson. 1995) and were asked to write about what they learned. 

experienced, and whether (or not) they "got their money's worth" during a specific class 

meeting. To reduce potential intimidation and increase honest replies. I asked that names 

not be included with the comments. The cards provided a voice for participants and a 

check for me in assessing the effectix eness of each class session. 

Institution or researcher-generated sources helped to capture my obser\ations. 

interim findings, speculations, concerns, and thoughts that arose before, during, and after 

the course ended. Institution-generated data was limited to end-of-course evaluations. 

Researcher-generated data came from the following sources; (a) classroom observations; 

(b) a video-taped classroom discussion session; (c) audio-taped interxieus'conversations 

with participants; (d) course evaluations; and (e) field notes. 

Classroom Uhservations Reflections 

.A.udio-taped classroom observations/reflections at the conclusion of each class 

meeting pro\ ided access to my fresh impressions. To stimulate recall,! maintained a 

legal pad on a podium directlv underneath the television console mounted in the northeast 

comer of the classroom. During class periods, as I observed phenomena or thought about 

a point for reflection, I made a short note for use during the post-class reflections. During 

these sessions. 1 considered what worked, what did not work, and possible reasons for 

either result. 
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Video-Taped Class Discussion 

A single classroom discussion was video-taped. TTie discussion provided a 

window for detailed post-mortem observation and recall of group and individual 

dynamics. The camera was situated at the rear of the classroom and operated throughout 

the length of the class period. Prior to taping, participants were asked if they objected to 

the procedure. 

Audio-Taped Participant Interviews 

1 conducted formal interv iews. after the course concluded, with 2 key informants. 

.A.n inter\ iew protocol. (Merriam. 1988: see Appendix H) was used to initiate and guide 

the con\ ersations. 1 employed open-ended interview questions whenever possible to 

preclude a yes/no response. Because the interviews were conducted after the course 

concluded. 1 was able to elicit each participant's honest feelings rather than what they 

believed 1 wanted to hear (Seidman. 1991). .After the interv iews were concluded, the 

audio-tapes were transcribed. 

Course Evaluations 

Standardized end-of-course evaluations, provided by the college, were distributed 

by a class participant, who collected and delivered them to the Administration. 1 left the 

room during the evaluation process and did not receive the results until four weeks after 

the semester's conclusion. The one-page anonymous questiormaire had survey questions 

on one side, with room for questions and comments on the other. The college's 
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evaluations were incorporated into m\ design for two reasons; (a) they offered 

quantifiable numbers for approval/disapproval ratings; and (b) they also contained some 

comments that I felt would speak to my research questions. 

Field Soles 

Field notes w ere compiled over the length of the course and throughout the 

analysis phase. TTiey consisted of: (a) descriptions of settings, people and activities; (b) 

direct quotations or at least the substance of what people said; (c) my feelings, reactions, 

hunches, interpretations, working hypotheses and synthesis memos written as I re\ iewed 

other data sources and during the analysis process. 

Data Analysis 

During the course of the study. I employed regular analysis and comparison of 

field notes, transcripts. inter\ iew s and other data to determine categories of beliefs, 

emerging patterns, my personal actions and transactions with others (Glaser & Strauss. 

1967). This method assisted my search for data that supported or negated patterns 

emerging from the analysis. In other words. I continually sought confirming and 

discrepant data to validate my analysis (Bogdan & Biklen. 1992; Merriam. 1988). The 

process evolved through the coding of data sources (Strauss & Corbin. 1990) using a 

protocol that I developed (Appendix I). 
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Coding of Data 

In the first stage, open coding, I noted and labeled categories that emerged as I 

read field notes and memos of informal conversations and made connections between 

these categories. I recorded trends and threads that emerged at this stage in my field 

notes to guide additional data collection and analysis and to formulate what would 

become the formal interview protocol. During this open-coding process 1 generated 

preliminary theoretical insights and hypotheses about the data, but held on to the 

realization that these insights were temporarv' and changeable. Categories generated 

during open-coding informed and guided my future data collection, helping me to focus 

on events and on the trends and threads which emerged from previously collected data. 1 

used open coding throughout the data collection and analysis process. 

The ne.xt stage, axial coding, took place around single categories that emerged 

during open-coding. In axial coding. I concentrated on defining properties of a category, 

hypothesizing about conditions, consequences and interactions (Strauss. 1987) of the 

phenomena that supported the category, and looked for connections relating one category 

to another. I used axial coding at selected points throughout the data collection process. 

Once the central categories were determined. 1 began a process of selective 

coding. During selective coding. 1 determined core categories and systematically linked 

subcategories with the core categories (Strauss. 1987). As the core categories were 

defined. I tried to make connections zimong and between categories. This process 

allowed me to ground findings generated about the nature of content-area literacy in the 

classroom with the events that occurred. Links between core and subcategories were 
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facilitated by the composition of theoretical memos (Bogdan & Biklen. 1992; Merriam. 

1988). Selective coding was the most intensive phase of the analysis process and 

occurred after data collection was complete. 

Mini-Papers 

I analyzed the mini-papers by collecting all drafts and the final product. I 

analyzed and coded the papers, looking for evidence that spoke to my research questions. 

I coded each applicable response according to the coding protocol (Appendix I) and 

related the coded topics to the relevant research question. I synthesized my new 

understanding in memos for inclusion in my field notes. The mini-paper analysis yielded 

data for questions I and 2. The synthesis memos and my field notes assisted cross-

participant comparison and triangulation. 

ReJIective Journals 

I read, coded and analyzed the journals looking for language that spoke to my 

research questions. I coded each applicable response according to the coding protocol 

(Appendix I), related the analysis to the research question the comment spoke to and 

wrote synthesis memos for inclusion in my field notes. The journals yielded data for all 

three questions. As before, the synthesis memos in my field notes facilitated cross-

participant comparisons and triangulation. 
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Mid-Term and Final Course Reflections 

I read, analyzed, and coded each reflection looidng for evidence of language that 

spoke to my research questions. I coded each applicable comment according to the 

coding protocol (Appendix 1). related the analysis to the research question the comment 

spoke to. and wrote synthesis memos for inclusion in my field notes. The reflections 

yielded data for all three questions. As before, the synthesis memos in my field notes 

facilitated cross-participant comparisons and triangulation. 

Exit Cards 

1 read and analyzed the exit cards looking for evidence of language that spoke to 

m\ research questions. 1 coded each applicable response according to the coding 

protocol (Appendix 1). related the analysis to the research question the comment spoke to. 

and wrote synthesis memos for inclusion in my field notes. The exit cards yielded data 

for all three questions. As before, the synthesis memos in my field notes facilitated 

cross-participant comparisons and triangulation. 

Classroom Ohsen-alions' Reflections 

The audio-taped classroom obser\'ations / reflections were transcribed and coded, 

according to the coding protocol (.Appendix I). I related the analysis to the research 

question the comment spoke to and wrote synthesis memos for inclusion in my field 

notes. The reflections yielded data for all three questions. As before, the synthesis 

memos in my field notes facilitated cross-participant comparisons and triangulation. 
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Video-Taped Classroom Discussion 

The conversation resulting from a single class discussion was transcribed and 

coded according to the coding protocol (Appendix I). Although the videotape did not 

directly answer any specific questions, it reinforced my findings from other sources and 

facilitated cross-participant comparisons and triangulation. A synthesis memo, written 

after the tape was reviewed and included in my field notes, assisted participant 

comparisons and triangulation. 

Audio-Taped Participant Interviews 

The audio-taped participant interviews were transcribed. I read, analyzed and 

coded each inter\ iew transcript according to the coding protocol (Appendix 1). related the 

analysis to the research question the comment spoke to and wrote synthesis memos for 

inclusion in my field notes. 

Course Evaluations 

1 analyzed and coded the evaluations, looking for language that spoke to my 

research questions. I coded each applicable response according to the coding protocol 

(.Appendix I) and related the coded topics to the relevant research question. I synthesized 

my understanding in synthesis memos for inclusion in my field notes. The evaluations 

did not directly answer my questions, but they reinforced my findings from other sources 

and assisted cross-participant comparisons and triangulation. 
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Field Notes 

I analyzed and coded my field notes, looking for language that spoke to my 

research questions. I coded each applicable response according to the coding protocol 

(Appendix 1). related the coded topics to the relevant research question, and synthesized 

my understanding in memos. My field notes yielded data for questions 1 and 2: and 

assisted cross-participant comparison and triangulation. 

Triungulalion and Reliahility of Findings 

The study's findings were generated from data anahsis and interpretation and are 

supported by categories or patterns in the data. Excerpts from data sources are provided 

lo support the findings and highlight the categories and patterns. Memos, inserted in my 

field notes, served as an analytical device that assisted in the analysis of data and 

provided a paper trail (Lincoln & Guba. 1985) that framed my thinking throughout the 

data collection and analysis phases of the study. 

I addressed reliability of the findings and conclusions through the use of several 

methods to ensure that the study is credible, dependable and confirmable. First, I was a 

member of the classroom culture for the duration of the course and engaged in persistent 

observation during that period (Lincoln & Guba, 1985). Second, I achieved triangulation 

(Denzin & Lincoln. 1993; Lincoln & Guba. 1985) by: (a) collecting data from multiple 

sources; (b) employing the class participants as co-investigators by using stimulated 

recall procedures during interviewing; and (c) using multiple methods and theories 

(Denzin & Lincoln. 1993). This method assisted cross-participant comparisons, and gave 
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me a sense of what was effective in the overall methodology, as well as pointing out 

"holes" in the data. 

Finally, 1 employed member checks (Lincoln & Guba. 1985) to confirm the 

reliability of my initial interpretations and the final account. 1 assessed my findings 

during informal and formal interviews by providing my observations to the study's 

participants and asking for their input. Five class participants read and commented on 

drafts of chapter 4 to determine if they considered it a reliable representation. The drafts 

represented initial indicators on which 1 built the study's findings. TTie two key 

informants read and commented on the final draft of chapter 5 to determine if they 

considered it a reliable representation of their feelings, perceptions and interactions 

during the course. 

Conclusion 

The theoretical framework of symbolic interaction provided the research lens for 

this study and was useful because it addressed class participants' negotiation of meaning 

based on texts, beliefs, philosophies and experiences (Bogdan & Biklen. 1992). An 

ethnographic case study proved the most appropriate method because it supported the 

methodological implications of symbolic interaction as well as the contextualized and 

subjecti\ e attributes of my guiding questions as well as the multiplicity of data sources: 

(a) the class participants; (b) the college; and (c) me (Denzin & Lincoln. 1993; Merriam. 

1988). The data was analyzed, through the employment of a coding protocol, with a view 



125 

to examining emerging patterns, categories of beliefs, actions and transactions (Glaser & 

Strauss, 1967). 

Given the similarity of comments, evidence of improved historical understanding 

and a demonstrated willingness to engage in spirited discussion, triangulation (Sevigny. 

1992) was achieved through inter\iews of selected panicipants. comparison of comments 

from the midterm and final reflections, journals, course evaluations, and synthesis 

memos. TTie memos assisted cross-participant comparisons, and ga\ e me a sense of what 

had been effective in the methodology, as well as pointing out holes in the data. With 

respect to the research questions, the richest sources were my field notes, the inter\ iews 

and con\ ersations, exit cards, mid-term and final course reflections, and the course 

evaluations. 

The findings of this study are presented in the following chapters. Chapter 4 

presents an examination of the use of content-area literacy methods in the course from the 

perspecti\ es of the class participants and me, and provides data to support the findings. 

In chapter 5.1 use the interpretations made from phenomenological examinations of the 

life experiences of two key informants and myself to illustrate how class participants 

brought their experiences, beliefs and values to the decisions they made about using 

content-area literacy methods in the class. The analysis of experiences contextualizes 

interactions w ithin the course culture, providing a view of the participants" interpretations 

of broader cultural and historical influences on their understanding of American Histor>'. 
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CHAPTER 4 

WHAT WORKS: 

AN EXAMINATION OF THE USE OF CONSTRUCTIVIST TEACHING METHODS 

IN A COMMUNITY COLLEGE HISTORY COURSE 

Introduction 

The purpose of this study is to conduct research in a community college American 

Histor>' sur\'ey course that integrates the use of reading, writing, and discussion as tools 

(Vygotsky. 1978) for class participants" construction of personal historical understanding. 

Specifically. I am interested in the perceptions and performance of community college 

students' participation in an American History sur\ ey course that utilizes constructivist 

teaching practices. In this chapter. I first present an overview of findings, followed by a 

description of a typical class discussion that demonstrates class participant interaction. I 

continue with an e.vplanation of how class participants used content-area literacy methods 

as a foundation for knowledge and as a facilitator for understanding topics in American 

History . The chapter concludes with a summary of findings, a short recapitulation of the 

use of content-area literacy methods, and a preview of chapter 5. 

Overview of Findings 

At the outset of this study, three questions guided the research: 
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1. What are the class participants' perceptions of an American History survey 

course that is designed to apply constructivist theory and content-area literacy 

methods to facilitate student understanding of the course content? 

2. How did class participants make decisions about using content-area literacy 

methods to learn American history? 

3. Why did class participants make the decisions they did. regarding the use of 

content-area literacy methods, to learn American History? 

Analy sis and interpretation of the data answ ered these research questions and also 

provided additional information from which several findings were interpreted. First, the 

class participants perceived that constructivist teaching and content-area literacy tools 

assisted their critical thinking and historical understanding. Content-area literacy tools, 

such as discussion and Socratic questioning, facilitated a collegial relationship with the 

class participants and assisted the development of personal understandings of course 

topics. The use of content-area literacy tools helped class participants to organize their 

thinking and understanding, thereby enhancing their opportunity for academic success in 

the course. Experiencing academic success helped several participants build personal 

confidence. Participants' perceived success in a history survey course, that imposed high 

standards, reinforced a collegial relationship in the classroom. 

The class participants were willing to engage with the content-area literacy 

method because they believed that the methods assisted their learning and understanding. 

They saw the use of content-area literacy methods as proof of my acceptance of them as 
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junior colleagues. Thus, the use of content-area literacy methods as tools was indicated 

and encouraged by the collegial relationship built during the class. 

Second, the use of content-area literacy tools activated, and helped to refine. 

participants" abilities to organize text readings, concepts, and thinking about American 

History . Organization of vocabulary, ideas and concepts was a thread that wove thinking. 

personal understanding and historical learning together. Content-area literacy methods 

employed as tools helped individuals to organize, activate, reinforce and build upon prior 

know ledge and to facilitate the development of independent thinking and learning skills. 

Explanations of the use of each tool are set out in later sections of this chapter. 

Content-area literacy methods were employed (as tools) in two ways; (a) to 

acti\ ate. reinforce and build upon class participants' prior knowledge and perceptions of 

•American Historv'; and (b) to facilitate learning and studying in the topic. The class 

participants interpreted my offering and use of content-area literacy methods as tools to 

help them organize their thinking and learning and to maintain their active participation 

in class discussions. Quotes from an exit card point this out: 

1 learned a lot this weekend, even though I had very little actual reading to do. 
Using the Jig Saw [Note: See Appendix J] to read and going over the textbook 
chapter in our group, before the class discussion enhanced my critical analysis vs. 
just memorizing what a teacher says in a lecture. I discovered that my view of the 
chapter was biased in some areas. When you gave us five minutes to journal 
before we started the discussion, it gave me time to formulate my thoughts and 
have some questions ready—that really enhances my participation and makes it 
more satisfying. I loved the open, free discussion—I really liked breaking history' 
down into what it meant—I can relate it to present day more clearly. The entire 
process really helped me to understand what the textbook author was trying to say 
(and what I think about it) vs. just seeing a bunch of words on a page. I got my $$ 
worth, definitely. 1 like this method of learning! (Exit Card, 2/6/99) 
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As demonstrated by the above quotes, the class participants saw the tools as a way of 

facilitating and organizing personal understanding gained fiom reading, writing, and 

discussion. Small groups were used to help participants learn from texts and each other. 

Third, the class participants" perceptions about personal understanding were based 

upon their beliefs about the nature of learning American History, previous experiences 

with histor>' teachers, and classroom interactions during the course. The class 

participants" knowledge about .American History', teaching and learning stemmed from 

individual personal beliefs, values, and goals shaped by their life experiences. 

Specifically, class participants brought years of personal, institutional, and 

professional experience to the classroom. These experiences shaped them as people. 

including their beliefs about teaching and learning, as well as their beliefs about 

•American History'. Each classroom participant brought different experiences and goals 

that contributed to the creation of a classroom culture that supported content-area literacy 

practices. The emphasis on building relationships between participants, and making 

connections to support understanding, provided a collegial context that the participants 

found unique and satisfying. 

That class was like nothing I had ever experienced. Just looking at the syllabus 
said that the class was different and that we were going to have to work hard for 
an ".A."" We were able to pull simple things like reading, writing and discussion 
together to help make sense of the whole. As we progressed. I really looked 
forward to coming to class. 1 knew that I was going to learn and have fun doing 
it. I've done group work before, but never like this. After a couple of class 
meetings, we were calling each other at home to make sure we were ready for 
class discussions; we exchanged papers with each other and asked for each other's 
help. We stuck together and worked our butts off—and it paid off. I really hated 
to see it end and I don't think I'll ever forget it completely. 1 want to be a teacher 
and 1 want to run my classroom the way this one was. (Jim. informal 
conversation. 10/23/00) 
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My decisions about which content-area literacy methods to incorporate in the 

course were based on my philosophy of teaching and an andragogical (Knowles, 1978. 

1984) content perspective that, in turn, were based upon the extant theory and research 

capitulated in chapter 2. A personal philosophy of history as "a story with an infinite 

number of perspectives" (quotations mine) influenced the types of tools i used. Based on 

my philosophy of historv as a storv' and my experience of community college 

participants" abilities and needs, 1 constructed an andragogical content perspective that 

supported the use of content-area literacy leaching practices. 

Course participants" decisions about content-area literacy practices were similarly 

based. Participants used their knowledge and experience of other professors to evaluate 

my leaching practice. 

Thai guy actually stood behind the lectern and just read to us. I was paying for 
that class with my money and that really irritated me. (Tim. informal 
conversation. 1/11/99) 

Their evaluation of me as an effective teacher made them more willing to engage the 

course and the content-area literacy practices 1 used. Even when they did not deem the 

practices useful for their learning, ihey supported the practices. Every student 

inierv iewed said that the content-area literacy methods were effective tools for learning. 

One participant"s course evaluation (institution-generated source) offered this somewhat 

pithy comment; 

John is a great teacher; if you don't learn something in his course, it's your own 
damn fault. (Response to evaluation question. "Would you recommend this 
instructor to others?") 
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The class participants" perspectives on the quality of my teaching related to the way I 

used content-area literacy teaching practices. For example, although individual 

participants did not always use the tools they supported the use of content-area literacy 

methods in the course. 

I'm not real fond of it (SQ3R). But then. I've given so many briefings to senior 
officers that 1 guess it just comes automatically now. The kids in my group really 
seemed to like it and it looked like it worked for them, they didn't seem to 
struggle as much when they used it. (Brad. Informal Inter\iew. 8/22/00) 

Participants" philosophies, or beliefs, about history and history learning also 

supported the use of content-area literacy as a set of tools. Some participants suggested 

that because they felt that the required te.xt was disorganized and because their prior 

know ledge was limited, they required extra tools to help them organize and understand 

seemingly unrelated text passages. Other participants believed that history learning 

required special strategies to facilitate critical thinking and learning. 

The Uses of Content-Area Literacy Methods 

Content-area literacy methods were employed as tools to promote critical thinking 

and understanding. Individual participant understanding was developed through 

multiple, broadly defined content-area literacy activities, which included reading, writing, 

and discussion. The metaphor of history. as a story with an infinite number of 

perspectives, was stressed through collaborative text reading, individual research, small 

group work, and whole-class discussion which in-tum supported the writing assignments 

participants were required to complete. 
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The use and types of content-area literacy activities in the course, fall into two 

categories that illustrate how the activities both depended on, and supported each 

participants" development of a personal historical understanding of the historical period 

co\ ered by the course: (a) content-area literacy as a foundation for organizing thinking, 

and (b) content-area literacy as a facilitator for personal understanding of. and thinking 

about. histor>. 

Further, as data are provided to document the existence of the categories, the 

nature of content-area literacy methods will become clear: that is. the successful use of 

such methods depends, to some extent, on class participants' willingness and ability to 

organize their thinking and learning. Simultaneously, the methods are designed and used 

to promote organization in thinking and learning. Therefore, the culture of the course 

both shaped and was shaped by the type of content-area literacy activities in which the 

class participants engaged. Most participants perceived the tools as being good or 

excellent, as shown in Table 4.1. Brief explanations of each tool appear in Appendix J. 

Table 4.1 

Participant Perceptions of Content-Area Literacy Tools 

Poor Fair Good Excellent 
Text Preview - 2 "9 9 

SQ3R - J 11 6 
Jigsaw 1 - 5 14 

Graphic Organizers - 1 4 15 
Discussion Web - 2 1 17 

Journals 2 7 9 2 
Mini-papers - 2 15 J 
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In the following sections, a description of a typical discussion in the course is 

provided to set a context for understanding the content-area literacy methods employed 

and the American History learning that occurred. Following the description. I discuss 

specific uses of content-area literacy methods as a basis for knowledge and as a facilitator 

for understanding. 1 employ quotes from field notes, and interview data to describe these 

categories. After each data exemplar, interpretive discussion provides an analysis of the 

data. 

.1 Typical Day in American History Class 

Field notes and extracts from videotaped classroom discussion during the third 

course weekend exemplify the atmosphere of the classroom. The extracts capture a 

discussion of the origins of the .American Revolution, based upon chapter 5 of the course 

textbook {The Enduring Vision. Boyer. Kett. & Clark. 1997). entitled "The Road to 

Revolution 1744-1776." 

Please note that the excerpts do not necessarily portray typical content. In 

particular, during the first weekend of the course, the class participants and I engaged in 

activities designed to provide them with strategies for text readings, to organize their 

thinking and engage in inquiry . Thus, with the exception of personal research and some 

small-group activities, the excerpts represent the format of a typical class session after the 

first course weekend. The format included small group and whole-class discussion of 

text chapters, progress with individual research, and answering questions or problems in a 

whole-group, question-and-answer pattern. 
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The excerpt also illustrates a typical interaction pattern, wherein I facilitated class 

discussions of concepts. Participants" observations are represented by pseudonyms; my 

observations are represented by the initials "JG." Although the excerpt does show typical 

interactions, it is not intended to give the impression that little small-group discussion 

occurred in the class. In fact, small-group interactions occurred on a regular basis. 

(8:00 a.m.) The video camera is placed in the rear of the classroom; it is 
on. functioning, and can see the front two-thirds of the classroom. Because we're 
using a U-shaped table configuration in the front half of the classroom, the camera 
should be able to see the majority of activity. At present. I'm the only person 
here; class begins at 8:30. The classroom is located on the top floor of a 
converted troop barrack. Building 4320. on a large southwestern .Air Force Base. 
The weather outside is clear and cool; it's a beautiful day. I busy myself by 
placing a reminder "*2"'' mini-paper due next Saturday" on the upper right-hand 
comer of the whiteboard located at the front of the classroom. A conceptual 
matrix (Figure 4.1) is shown, on the whiteboard, on the hallway side of the 
classroom. The horizontal scale of the matrix represents chapter readings in the 
textbook. The vertical scale represents factors (Social/Cultural. Religion. 
Political. Economic. Militar}. Science/Technology), which will be analyzed 
through discussion, for their impact on a given historical period and synthesized 
for class understanding. By tracking changes in. or the evolution of the factors, 
societal change can be examined and understood in historical contexts. 

(8:15 a.m.) The participant group responsible for refreshments has set out 
bagels and cream cheese, on a table at the rear. There's also a sign that says 
"Your Mother doesn't work here, please clean up after yourself!!" As they enter 
the classroom, the participants gather in their groups. I find myself getting into a 
succession of short conversations about their research. The biggest problem this 
morning centers on which databases to use. and how to configure a search to 
locate articles which will help to reinforce understanding. 

(8:30 a.m.) I walk to the front of the room. From the \'ideo. I appear fairly 
rela.xed. Most of them ha\ e noticed the camera. I welcome them back, remind 
them of the writing assignment due next week and ask if anyone has any 
questions or problems. 
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Chapter 1 Chapter 2 Chapter 3 Chapter 4 

Social/Cultural 

Religion 

Political 

Economic 

Military 

Science & Technology 

Figure 4.1. Conceptual matrix. 

Sarah responds. "Hi. yeah. I want to be sure about this, the next paper is 
supposed to be about the Revolution; right? 1 want to do mine on Thomas 
Jefferson and his attitudes toward Blacks; I get thousands of hits on the Web and 
it s really frustrating. There's a lot about Jefferson, but most of what I've seen is 
mostly people saying he was a hypocrite because of what he wrote in the 
Declaration of Independence while he owned slaves and he had a affair with one 
of the women slaves. I'm having a really tough time finding anything real." 

JG: "Yep, the next mini-paper is on a topic, within the context of the 
American Revolution, that you find personally interesting and helps to expand 
your understanding of the wider topic (the Revolution). The Stamp Act. for 
example, is one of the reasons for the Revolution. I know how frustrating it can 
be; searching for sources, that is. I recommend you try talking to a reference 
librarian. Yours is a very good question and one that a reference librarian will 
love to help with. I'll give you a hint. Consider the definition ofpresentism that 
we discussed during our first class-weekend and how it might apply here. As to 
sources, there's a book that I placed on reserve in the Base Library. Letters of a 
Motion that you might find useful. Additionally. I know that Jefferson destroyed a 
great deal of his private papers just before his death. But. for a time, he 
corresponded with a free Black man named Benjamin Banneker; you might find 
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some of that correspondence on the Web or in another source. Honestly, finding a 
really good reference librarian and establishing a rapport is something that will 
pay you dividends over your entire college career." 

JG: (to Sarah) "Okay, anything else?" (shakes head) (to the rest of the 
class) ••.\nyone? (to Dave) YeaJi, Dave?" 

Dave; "If we choose to rewrite our mini-papers, when do they need to be 
in?" 

JG: "Fll accept them up until the last class day, but 1 11 be honest with 
\ ou. If I receive a ton of rewrites on the last day it makes things particularly 
difficult for both of us. 1 have to submit my grades by a specified time, huge 
numbers of last-minute submissions cut down on the amount of time I can spend 
on each of your papers, (laughs & smiles) Besides. I will think of you with a 
great deal more love and affection in my heart when you don't add to my 
workload at the end of a course, (general class laughter) Seriously, it works to 
our mutual benefit if you gel your rewrites in as quickly as possible. You can 
drop them off at the education office, here on Base; or. you can e-mail them to 
me. I ll turn them around as quickly as I can." 

JG; (to the rest of the class) '"Anyone else? No?" 

I draw the class" attention to the video camera at the rear of the room and 
let them know that it's operating. TTiey are informed that it will be turned off and 
removed at our next break and that the videotape recording will be used for my 
research. Even though they've all consented to assisting with my research, 1 ask 
if anyone objects to it recording our discussion? There are none. I tell the class to 
tr\' to ignore the camera as much as possible and further tell them that if they 
would like to review the video tape at some point in the future, to "contact me and 
we'll set up a time." 

(8;42 a.m.) I try to activate the class' prior knowledge by recapping the 
discussions of the previous weekend by saying "Last weekend we spent some 
time talking about why colonists came to North America and we mentioned 
freedom of religion, opportunity to own land, and a quest for wealth as some of 
the reasons. We also discussed the Divine Right of Kings and the relationship 
between the monarchies and the dominant religions of the period. We talked 
about exploration of the eastern coastline of North America in the late 1400s 
leading to colonization in the late 1500s and early 1600s. The first period we're 
going to discuss today is from approximately 1740 to 1798—roughly from the 
French & Indian War to the 1^' and 2"'' Continental Congress—the period in 
which the foundations for the American Revolution were laid. This is the period 
covered by Chapter 5. At this time. Great Britain was one of the world's 
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superpowers, particularly at sea. We were a rather motley collection of colonies. 
Why would we even consider going to war with someone that strong? Michael?" 

Michael (hesitantly) responds. "Taxation without representation?" 

JG; "Yep. good start, your high school history teacher would be proud. 
(Michael and class laugh). So, did we wake up one morning, yell patriotically 
"ta.\ation without representation" and immediately start shooting at guys in red 
coats? (general class laughter) No, obviously not, but you're on the right track. 
Anything else, Michael?" 

"Freedom of religion?" says Michael. 

JG: "Hmmm, maybe, (to class) Tell you what; take about 10-15 minutes 
within v our groups. Remember the matrix factors here, on the side board. See 
what events, details, etc. that you think plug into them and then we'll come back 
together and talk about them. 

(8:46 a.m.) .A discussion in small groups ensues. I move from group to 
group to listen in. Occasionally 1 can be seen to make a comment, usually after 
one or more of the group turns and asks a question. Sarah and Jim are in a group 
the members of which are simultaneously enrolled in both my course and the 
writing course. The entire group is talking animatedly. Sarah appears to have 
taken charge of the discussion owing to her hand gestures and occasional pointing 
to the side board. 

(8:49 a.m.) There's noise in the classroom. As I've walked around to 
each group, I can easily tell those who didn't take time to read the chapter. 
Michael is one of those. They sit quietly, paging through the text, and rarely 
engage the discussion. The people taking both the writing and history courses 
seem to be engaged, though not all are talking. I've noticed that Tim isn't saying 
much, but he's obviously paying attention. He can be seen taking notes as other 
people make their points. 

(8:55 a.m.) The noise of the conversation is changing a bit. I'm not sure 
what it is. it's not quite as loud or maybe the tempo has changed slightly. As I 
move to each group they say they're ready to discuss the chapter. 

JG; "Okay, what happened? How did we end up in a shooting war?" 

Sarah responds, "Well, it's not religion. Maybe that was a real, driving 
force in the beginning of the colonial period, but it's less so now. The chapter 
doesn't talk about religion much at all." 
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Tim lowers his pen and says, rather hesitantly, "Yeah, I agree, if we were 
going to take on Spain then religion would play a much larger part, but with 
England the issue of religion seems to have gone away." 

JG: "Are you saying that religion was no longer important in the American 
colonies?" 

Tim says. "No. that's not true. Religion is still important, but it isn't the 
big issue that it was once. While there are religious differences, here in the 
colonies they seem to accept their differences for the most part and England isn't 
imposing a state religion on them. In the Spanish colonies down south, though, 
the Catholic church and the government are still real close" 

JG: "So. why doesn't England care?" 

Sarah responds. "Oh. England cares. If the Catholic church tried to 
impose a religious monopoly in the American colonies. I think England would 
care a lot. But the Catholics seem to be staying down south in Florida with the 
Spanish, or up in Canada with the remaining French. No. 1 think the big issue 
now is economic: that's where 1 see most of what the book brings up fitting into 
the matrix we've been using." 

JG: "So. Wall Street and the fat cats are taking over already?" (some 
laughter) 

"No" says Jim. "England is involved in imperial expansion." 

JG: "Whoa, 'imperial" is a big word, (smile) How about saying that in 
real language? What's your definition of 'imperial'?" 

Jim responds. "Empires. England was a great naval power at the time and 
was trading all over the world. A lot of that trade involved colonies, which they 
established. 

JG: "So colonies aren't just an excuse for some guy in a sailing ship to 
plant a flag on a beach?" (general class laughter) 

"Not hardly. They set up colonies because there was something they 
wanted," says Jim. 

JG: "Who's 'they ? (to Michael) Michael, who's 'they'?" 

Michael (hesitantly) says. "The King?" 
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JG: "Weil, in the monarchies of the time, the King made sure he got his 
share; but is there anybody else? (waits for Michael to respond) Think, Michael, 
does it make sense that the King has taken time to go out to all of the colonies? 
Do Kings do their OWTI dirty work?" 

"N-no." says Michael. "They get someone else to do it for them" 

JG: "Right, why would someone else do it for him? Because the King's a 
good guy?" 

Michael smiles. laughs, and seems to relax a bit. saying. "No. because 
they expect some kind of a reward." 

JG: "Bingo! See? You can do this. So. what kind of reward? Big Title? 
Comer office, overlooking the pool?" 

"Money, wealth." says Michael. 

JG: "Right, for which they put up their own money as an investment, with 
an expectation of reward for their courage, time, and so forth. So. why does the 
King get a cut of the profit? Cathy?" 

Cathy responds. "Because he's the King!" (lots of laughter) 

JG; "Yep. it's good to be King. Peasants? 1 love my peasants. Pull! 
(mimed action of shooting skeet) (more laughter) Seriously, does the King do 
anything for this colonial entrepreneur, who's risking his fortune ? Consider this, 
we've got colonies all along the eastern seaboard and some very small cities like 
Boston, Charleston, Philadelphia. The frontier is around what is now Ohio. How 
safe is it out there in the colonies around 1740-1750?" 

Tim responds, "Well, there's the problem with Indians; and the French in 
Canada. Actually. England and France are at war during most of this time." 

JG: "Uh huh, and while wars can be good for some economies, they're 
also very expensive. So. where does the money come from to finance the armies 
and the navies?" 

"Uh, the raw materials and products that the colonies produce?" says Tim. 

JG: "Exactly, so the King has a vested interest. If he wants to remain as 
King and reap the rewards of his colonial entrepreneurs, how does he do that?" 
(looks at Fred, who holds up his hand) "Fred?" 
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Fred says. "The navy protects the trade ships and the army protects the 
frontier? But the militia did a lot of the fighting here, too." 

JG: "Absolutely, both sides used militia and the Indians, as well. Let's 
talk about the militia for a moment. What's the militia? A bunch of bearded 
wackos living in cabins in Montana?" (laughter) "Actually, the militia consisted 
of every able-bodied male, armed with a rifle or musket, ten rounds of 
ammunition, and three days of rations—ready to march "at a moment's notice." 
TTiis is where we get the title, "minute-men.' And don't ever believe that these 
guys were just a bunch of farmers; while they were farmers, they were also a very 
well-organized paramilitar>' force. Combat veterans; they weren't pushovers. 
The vast majority of combat was on the European continent and there were 
simply not enough regular troops to defend the colonies as well. So, the militia 
shouldered a significant part of the mission of defending the frontier and the areas 
just outside the cities. When regular troops were involved, it was mainly for a 
major campaign, such as the siege of Quebec. The war here was called the 
French and Indian War and Prince William's War. depending on the context in 
which you \ iewed it. In any case, the British finally won and that's when the 
trouble began. Anything spring to mind?" 

Sarah responds, saying. "The Brits were in real trouble financially after 
the war so they raised taxes in England and for the first time levied a tax here. 
The parliament decided that since we'd been protected by the British militar>'. we 
should pay some of the costs of the war." 

JG: "And how did that go over?" 

"Not very well." she says, laughing. 

JG; "Absolutely, and the tax was really very small in comparison to 
today s tax burden. But, up to that point, we were used to living with the dangers 
of trying to survive in what was still pretty rough country so we didn't see a lot of 
reason to shell out ta.xes. Plus, the colonies were a long way from Buckingham 
Palace." 

"Right, it cut into our profit margin and the King and parliament 
responded with more taxes. Like they were dealing with spoiled kids." Sarah 
says. 

JG: "Kind of "shut-up and go clean your room'?" (general laughter) 

Sarah (smiles) says. "Yeah, it's actually pretty close." 
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(9:20 a.m.) The class takes a break at this point. Sarah and Tim come up 
to talk about their research. Tim's interest in the Boston Tea Party came up with 
an allusion to the involvement of a Boston Masonic Lodge in the incident. He 
said he's having a hard time finding anything. I told him that he might try 
contacting the Masonic Grand Lodge in Massachusetts, and that while it might be 
a bit of work, I was certain that they would be happy to help him if they could. 
Cathy said she had fun and that she really liked the way we put the discussion into 
terms she could understand. (Field notes. 1/16/99) 

The preceding excerpt provides a picture of a typical discussion. Most 

participants participated regularly, but usually did not discuss among themselves unless 

put in small groups. Most of what I called discussion consisted of questions and answers 

about definitions or interpretation, with class participants turning to the text or talking 

with each other. 

Alexis: "You never seemed to teach, really. There was absolutely no emphasis on 
dates and battles. 1 really liked that, because 1 had always hated history. And you 
never seemed to lecture, either: just putting in your "two cents" from time to time. 
It was like we were always just having a conversation. In the discussions and 
debates, you even seemed to lose a couple of times. Looking back over it. 
though. I have a feeling that you were playing "devil's advocate" to help us to 
think critically about what we were trying to sav." (Informal conversation. 
08/17/00) 

The pace of the mini-lecture and discussion sessions was rapid, and participants 

were engaged in constant activity geared toward history learning during each 50-minute 

academic hour. In fact. 15 of 20 participants agreed that the class moved at a rapid pace, 

with few dull moments. Moreover, the same number agreed that the rapid pace was 

generally helpful; 

Michael: "That class moved faster than any I've ever been in, and I had to stay 
focused. There was no time for daydreaming. If I let myself get behind like 1 did 
a couple of times. 1 was screwed. 1 had to do twice the work just to catch up." 
(Interview. 6/7/00) 
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For some, the fast pace coupled with the heavy emphasis on participation and discussion 

was initially threatening. 

Cathy: "Yeah, it was a lot faster than any course I'd ever had. At first. I was 
really scared when you called on me; but I never felt like I was dumb. You just 
kept asking questions in a way that helped me figure out an answer that I 
understood. After awhile. 1 figured out that was helping me to learn. 1 goofed off 
a few times and (laughs) you caught me every time. Now I wish I had worked 
harder." (Conversation. 9/30/00) 

Joan, who thought the pace was good, also said that she was sometimes confused because 

the class covered so much: 

There was no time for anything else in class. The course only lasted for eight 
weeks and you (JG) were obviously having to move on through, which is good. 1 
was never bored ... h seems like classes are a lot shorter when we do that than if 
we have time to look at the clock every two seconds ... But. one of the bad things 
about our going so fast is that with the concepts involved with a big topic we d 
just get hold of something, and it seemed like 1 was trying to get that down, and 
then we had to move on to something else. (Informal Interview. 8/15/00) 

Sarah, on the other hand, felt that for her the class was repetitive. She did not claim to be 

bored, spoke of the efficacy of activating prior knowledge and acknowledged that most 

participants probably needed to continue to discuss the ideas: 

1 think the pace that we went at... Well, it was a little too slow for me. but for 
everyone else in the class, you know. I don't know.... Examples and repetition 
really helped. We would take time to recap what we had learned up to that point 
and it's just like we spent the rest of the class day on the new stuff. It really 
helped me to pull everything together. (Informal Interview. 8/16/00) 

It is clear from these e.xcerpts, comments, and descriptions that the content-area 

literacy methods stimulated understanding. The vast majority of class participants did 

not appear to be disengaged or bored by the flow of events. In fact. Tim compared my 

leaching style to another of his instructors: 
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He (the other professor) would walk into class, stand behind a lectern and [like] 
constantly refers or reads from his lecture notes. 1 could actually see him 
shuffling a deck of index cards, from time to time. If you (JG) lectured, it was 
only to clarify a point, answer a question, or give us more background on a person 
or an event... and you never seemed to work off a script, you just talked with us, 
it was like we were having a conversation over coffee. (Informal Interview 
10/22/00) 

Despite Tim's belief that I never lectured and had not plaimed each class weekend, 

organization was an important element of the course atmosphere. 1 was able to appear 

like 1 was simply having a conversation because 1 had spent time on organizing the flow 

of topics. 

Don: "The discussion over the Continental Congress, the Declaration, and the 
Revolution is the one that stands out for me. We talked for over three hours and 1 
was honestly disappointed when we had to move on. That was a really great 
conversation. I've actually had conversations at work [in our shop] where 1 used 
the things I learned in that discussion ... and I've used other stuff, like Manifest 
Destiny ... and Slavery ... now there's a topic that's always been real sore point 
for me. My family were slaves in the old days and 1 never understood how my 
grandmother could talk about her grandmother's owners as good people. 1 found 
some slave narratives on the Net and they said the same things. I was really 
surprised at how you simply talked about the South and Slavery from an economic 
perspective. But that class really opened my eyes, particularly the research; 1 
discovered that the Federal Government and the North had a vested interest in 
maintaining the economic status quo. The background on the Confederate Battle 
Flag and how the Sons of Confederate Veterans had sued the Ku Klux Klan over 
their use of it put things in a whole new light." (Informal Interview. 6/23/00) 

The course design was not simply a representation of my personality and philosophy, it 

also represented a purposeful attempt to organize the action and to reflect the thinking, 

communication and values of the class participants. 1 used constructivist methods such as 

previewing, mind mapping and Socratic questioning to facilitate class participants' 

adaptation to learning topics in a specialized field. I repeatedly stressed that history 

consists of threads. I further stressed that organization of seemingly unrelated 
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information, through the use of graphic organizers and a matrix similar to a Semantic 

Feature Analysis (Bos «S: Anders. 1993). will help bring it together to make the picture 

come clear: at that point, discussion and conversation assist the formulation of personal 

understanding. 

Michael: "if one of us raised a question, it never fazed you; and you never, ever 
just gav e us an answer ... We had to search for it. That frustrated me at first. 
until I figured out that you were really interested in our learning something. I still 
remember your handing me the marker and asking me to show you what 1 was 
tr\ ing to say. No other teacher had ever done that; they never seemed interested in 
what I had to say. Anyway. I was able to read about it, write about it. and talk 
about it. 1 was really able to learn in that class. We just talked our way through it. 
•As we talked, you'd mind map it on the board. Then, it was a lot easier to see 
what plugged into the matrix. 1 really grew to like that matrix; it let me see histor>-
at a glance. You kept telling us to watch for the threads, like politics, economics 
and the military, that carried through the periods covered in the text. All of a 
sudden, it just made sense and it really was simple once I was organized to see it. 
Just beautiful, that's what histor} really is ... and I think people need to 
understand that, it's important in today's world." (Informal Conversation. 6/21/00) 

Other strategies, such as jigsaw and mind mapping, helped class participants make sense 

of the primary text: 

Cathy: "1 really hated that textbook, it seemed to jump around a lot; nothing but 
fact after fact; it was hard to put anything together that made sense. Finally, at the 
end of the class. 1 was beginning to get away from the way I'd learned history in 
the past and tr} your ideas. You can always tell the readers in a class, because 
thev re the really smart ones ... I don't like to read and that jigsaw thing let my 
group get through a lot of the chapter readings really quickly... The mind map 
and the matrix helped a lot. too ... You're right, there is a pattern, or I guess you 
call it a thread. 1 still have a hard time. I may take your course again." (Informal 
Conversation. 8/23/00) 

These excerpts illustrate that the class participants had begun to grasp what I see; 

that mediation of texts through reading strategies and graphic organizers, coupled with 

writing and discussion, are crucial elements for college-level learning. The foregoing 

statements provide support for the underpinnings of my visualization of the construction 
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of andragogical knowledge as a crucial element of history, history teaching, and history 

learning. 

Content-Area Literacy Methods as a Foundation 

for Organization of Thinking and Understanding 

In constructivist teaching practice, reading provides a foundation for learning 

(Rosenblatt. 1978). Thus, learners need to understand how to interact with texts. 

Because history texts are often expositor}' in tone, they are extremely dr\- and difficult to 

read. Thus, class participants are told, repeatedly, that they cannot just read an assigned 

chapter. Pre-reading is essential—prev iew the chapter just to see what it's about. Then 

the\ can concentrate on each text section and work with their colleagues to try to make 

sense of what the author is ir>'ing to communicate to them. They can then accept, reject, 

or modify the thesis to reflect their understanding. 

This encapsulates a belief in reading as a skill for learning history. History , like 

every content area, requires a great deal of knowledge building. Reading is an act of 

analyzing texts for meaning (Rosenblatt. 1978). Once analyzed, the disparate meanings 

of individuals are assembled into a framework for understanding of an overall concept. 

Thus, reading requires an ability to organize discrete pieces of meaning. Reading for a 

college-level history- course may require skills that class participants do not yet possess. 

We can. however, expect class participants to attempt to interact with the textbook. To 

that end. I provided them with methods for engaging the text and reorganizing it to reflect 

their personal understanding (see Appendix J). 
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Throughout the course. I stressed the building of a foundation of .•\inerican 

historical concepts by using texts in two ways. First, text readings serve to provide a 

knowledge base for participants to participate in classroom activities, and answer "why" 

questions. Second, use of multiple texts, from the textbook, to research articles, to 

graphic organizers provided references and resources for class participants to consult. I 

made it clear that these references and methods could be used in real life, well beyond the 

histor>' classroom. Comments from 13 of the class participants reflect this: 

Tim; •'Se\ eral of us were initially confused about what you wanted in our mini-
papers. We used a lot of class time to ask questions and you even met with me to 
look at my drafts. It's been aw hile since 1 was in school and I was really 
concerned about getting it right. You told us that the methods we were using 
would come in handy and they have. I've taken three other courses since the 
history class and I've used previewing, mind mapping and especially SQ3R in 
every course. SQ3R. mind mapping, and the conceptual matrix have gotten a lot 
easier as r\e become more familiar with them. I really don't pay attention 
anymore, when 1 use them: they're just part of how I learn." (Informal 
Conversation. 8/13/00) 

.-I Basis for Knowledge 

My belief in the importance of using texts as a foundation for building a 

knowledge base in history was evident in several ways during the course. First, reading 

assignments were made weekly. Class time spent on groups collaboratively previewing 

each assigned homework chapter also illustrates my reliance on reading as a basis for 

covering the material in the course. The following field note excerpt describes a preview 

assignment on the fifth class weekend: 

1 asked the groups to take a look at the readings for next week. As they read the 
introduction. I waited. When they had finished. 1 asked "So; what are we going to 
learn about?" The main topic was westward expansion. As class members 
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responded. 1 wrote some short bullet phrases on the whiteboard. I then asked 
"What do we already know about all this; have you heard (or seen) it before?" 
Several participants responded with additional topics like Indian policies and the 
Louisiana Purchase. A short discussion ensued in which people recalled what 
they remembered about specific topics. We used the relational graphic organizer 
template that I provided on the first weekend. The class placed the subtopics 
where they believed they fit (Economic. Political, etc.)? I then asked, "Is there 
anvthing else we need to know to get a better picture of what the authors are 
trying to tell us?" Each group composed 2-3 questions they needed answers for. 
We compiled the groups" questions and listed them on the front board. The 
questions were intended to provide additional guidance for use during their 
reading of the te.xtbook. I told the class, "Remember, if there's a question that the 
te.xt doesn't answer to your satisfaction, that's a real good topic for your own 
research." (Field notes. 2/6/99) 

Participant responses to the previewing exercises were generally supportive. 

Eighteen class participants said that they found the methods useful: 

1 was leery at some of the methods you were suggesting. The previews of the 
chapters seemed kinda dumb, really . . . but 1 guess what finally convinced me 
about using them was that as I tried to answer the questions that 1 knew you were 
going to focus on, 1 got a good handle on the information in the chapters 
themselves.... Oh yeah, it also seemed to just draw me into my research for the 
mini-papers. In one case, we noticed that the book didn't talk about Nullification 
or the Tariff of Abominations very much. Finding information, even on the Net 
was pretty hard. But, I found some stuff from what I considered a good source 
and used it for my mini-paper in that section. I got an "A" and that was cool. .. 
What was more important, though, is that I saw how everything fit together in that 
course. How the research assignment could expand what I was learning in class. 
... If I had to point to anything, else, that single assignment pointed out the biases 
in the textbook; I never trusted it again. 

The reading and previewing assignments coupled with small-group and whole-

class discussion demonstrates the connection between the power of content-area literacy 

methods and participants" need for organizational skills. Participants were clearly 

expected to complete the reading assignments, since each chapter of the text was 

discussed in depth and participants graded on their discussion participation. Using the 

strategies to complete the text readings, the class participants learned organizational skills 
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as well as content knowledge. I often commented in class about the need to read the te.xt 

material in order to be prepared for class and to understand and remember history 

concepts. The course began with a preview of the text, during which I emphasized the 

importance of preparing for class by reading the textbook (Field notes. 1/9/99). In 

addition to explicit references to reading, implicit suggestions told the class participants 

that reading the assigned chapters was an important preparation for class activity, as 

illustrated by the following: 

As participants came into the classroom today. Dave asked what the topic was. 1 
responded, by saying. "Did you read the chapter assignment? If you read that 
assignment.>02/ can tell mel" (Field notes. 1/23/99) 

The importance of reading was communicated to participants as I continually made the 

point that the act of text reading was a fundamental aspect (of the class) that could not be 

ignored. 

Joan: "I've never read so much for a class, but I had to do it or I'd fail the 
participation portion of the grade ... I also had to do it in order to keep up with 
the others in my group. It's always obvious who the readers are because they're 
the smartest." (Informal Interview. 5/12/00) 

For the most part, participants seemed to understand the importance of the reading 

assignments for understanding course concepts. Fifteen usually had read the assigned 

material, had made journal entries from the readings, and were ready for discussion. 

Sarah: "Washington and Greene stretched British supply lines, caused heavier 
casualties than the Brits could absorb; dogged resistance from colonial militia = 
VIET NAM!!!!! And now Bosnia and Kosovo!!! Good grief, and this happened 
over 200 years ago? Don't politicians read history???!!!" (Journal entry, 1/17/99) 

Not all participants read and took notes over the assignments. According to my weekly 

observ ations of participants' journals and classroom observations, five participants in the 
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course did not write in their journals or take notes about text readings on a regular basis. 

Two participants did not take notes in the manner I suggested (see Strategies for 

Learning, this chapter), but used their own formats: 

Joe; "... I only use notes if 1 need to ask questions about a topic I'm confused 
about or to remind me of a topic for a mini-paper... I don't really like what you 
showed us; I tried it and it took too much time...." (Conversation, from field 
notes. 1/28/99) 

Other participants did not take any notes at all and were at a disadvantage in terms of 

class discussion and participation, as illustrated in this classroom video observation 

excerpt; 

Not all of the participants had notes. When 1 called on Frank to provide his view 
of the effects of the Missouri Compromise, he fumbled around for several 
moments, saying. "It. uh. uh. well, it s .. ." (his trailed off. saying nothing). 1 
noticed that he didn't have notes written and he was flipping through the pages of 
the chapter. I told Frank to take time to gather his thoughts and stood quietly and 
waited, for at full minute, before 1 turned to Alexis and asked for her view. (Field 
notes, from video, 1/30/99) 

Participants' preparation for reading and summarization of texts in journals, or note form. 

indicate several things: (a) they shared a view of the value of reading for increased 

learning; (b) they hoped to avoid potential embarrassment over being unprepared during 

class discussions, or; (c) they were focused on completing an assignment in order to 

obtain a certain grade. Although it is logical to assume that all three of these possibilities 

may have prompted participant motivation, their comments indicate that they understood 

that reading the assigned material was important to their learning: 

Adele: "Reading the chapter assignments before I got to class was crucial. 
I fell behind at the beginning of the course and I got lost almost immediately.... I 
never really caught up and couldn't really take part in the discussions.... I really 
felt left out then.... I recognize that it was my fault; 1 could have done a lot 
better if I'd read more." (Conversation, from field notes. 8/12/00) 
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Jim: "If you don't read the stuff, you'll never make it... and you can't 
just memorize it, either... you (JG) made us ask questions and look for the holes 
in what the authors were saying... then the discussions helped me to pull it all 
together.... I didn't work hard enough and I deserved the "B," but 1 learned a lot 
... since that class. I've learned to be critical of everything I read." 
(Conversation, from field notes, 8/12/00) 

Don: "I had no problem with the discussions, though that book jumped 
around a lot and it was pretty hard to follow. ... It really helped to read before 
class because then I had questions to ask and was able to help the other people 
understand: sometimes, I felt like 1 was teaching, too."' (Informal lnter\'iew. 
8/12/00) 

The comments of these participants indicate that they understood that taking time to read 

and formulate an understanding (of the te.xt) was essential to understanding the history 

concepts discussed during class, supporting the proposition that discussion facilitates 

synthesis of new understanding and builds on the foundations of te.xtbooks and 

supplementary readings; 

Bill: "You just understand a lot more (from reading and discussion). Like it 
helped when I read, and then you (JG) helped us to understand the "why" of what 
was going on. And if I still didn't understand, if 1 had a question over it. I'd bring 
it up in our group and class discussions ... you (JG) were always available to 
help us find the answer to our questions ... plus. I worked with two other people 
in the class and we would get together at lunch to talk it over... that had never 
happened to me ... you can work out what you've learned in class and 
understand what... when you had in the research topics and the short papers, it 
just pulled everything together." (Interview, 8/22/00) 

graphic representation of this understanding is shown in Figure 4.2. 
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Fig,ure 4.2. Facilitation of understanding. 

In Bill's case, pre-class reading and a small learning community helped him 

understand concepts being discussed. It is clear from Bill's comments that he saw the 

lextbook as a knowledge base and a reference point that assisted his understanding and 

in\ ol\ ement in the class. Bill's statement that he, and other participants, carried on their 

own discussions outside class indicates that he did not rely solely on the textbook or our 

in-class activities for his understanding. Mitzi, like Bill, went back and forth between the 

text and class discussions; 

Mitzi; i think it's, whenever 1 read it before class, then it's a lot better than if I 
didn't read. It helped a lot... I think when I read it for the first time, it was kind 
of hard to understand. I didn't really like the textbook and 1 was really busy with 
my job and my kids were sick, so I couldn't work on the class as much as 1 
wanted ... But I think the best way to do it was like read it, then discuss it in 
class, then do some research to answer some new questions, and then read it 
again. So then 1 know that 1 have it." (Interview, 9/5/00) 
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In essence. Mitzi saw the relationship between the assigned readings and class 

discussions lessons as a partnership in which both contributed to her understanding. In 

later inter\ iews. Mitzi indicated that she had difficulty understanding material during 

class discussions, because she had not prepared by reading and taking notes over the text. 

However, she also believed, that the discussions helped to make the topics logical and 

organized. Mark, like Mitzi. also v iew ed reading and class discussions in terms of a 

partnership with the textbook and the teacher, as indicated by his explanation of the 

reading assignments in the course: 

Mark: "The mind map technique that we used was cool; when I read through the 
(textbook) chapter. 1 usually had to mind map and make sure 1 understand what 
they (the authors) are saying. After you do that you come into class, and you talk 
about what happened and why ... I really liked figuring out 'why.'" 
(Conversation. 10/9/99) 

Later in the conv ersation. Mark admitted that he lightly skimmed the text readings and 

only completed his journal entries and mind maps if he thought I would review them. He 

believed the readings helped him "become familiar with vocabulary." but he did only 

what he felt he needed to do to obtain a "B" in the class. As a result. Mark did not 

experience the practice of literacy as a way of maintaining class involvement as other 

participants did: he rarely participated in class activities and admitted that he would have 

been much more involved if he had completed the readings. 

Fifteen of the class participants apparently shared a belief that reading was a 

useful learning tool in the history course. They indicated that they could understand 

some details without having read first because of the facilitated discussions about 
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historical conundrums. They also acknowledged that they might have missed the 

coordinating concepts that tied the details together if they skipped the reading. 

Students also chose and conducted research inquiries to provide a supplemental 

knowledge base for classroom discussion. Supplementary readings included journal and 

magazine articles, videos, and world-wide-web sites on such topics as the British view of 

the American Rev olution and The War Between the States. Manifest Destiny, treatment 

of Native-Americans. Reconstruction. slaver>' and the constitutional process. Participants 

w ere asked to search for ideas in the above sources, summarize them in writing (see 

Appendix J. for an example), and bring them to class for inclusion in discussion. The 

summary writing organized participants" thinking and extended the foundation 

knowledge base for class discussion and subsequent understanding of concepts covered 

in class. Thus, reading, writing and discussion helped to synthesize each participants" 

knowledge base for American Historv and histors' and historically-related societal issues. 

Using References and Resources 

1 scaffolded the use of reading and discussion as foundations for knowledge by 

using supplemental texts during class meetings; 

I provided each class member with a typewritten copy of the Declaration of 
Independence and asked them to consider the initial question. "Who's the 
audience for this document?" 1 led the class in an examination and emalysis of the 
Declaration and helped them translate it into contemporary language. At each 
section. 1 asked individuals to synthesize what the document was saying. 1 stood 
quietly when students disagreed with each other. The only time I jumped in was 
when the discussion began to spin off onto an unrelated topic. At the break. 
several people said that they'd been forced to read the Declaration in high school, 
but that no one had ever taken the time to help them understand it. There was a 
lot of laughter during the discussion, but they seemed focused. I try to take a 
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short break every hour; when the discussion was over, two hours had elapsed and 
no one seemed to mind. (Field notes, 2/16/99) 

I usually made references to the text material in an attempt to show participants how they 

could use texts to help them learn new ideas and work through perplexing concepts. By 

using various texts during class discussions, class participants learned to value texts as a 

useful resource for understanding difficult terminology and concepts. Indirectly, this use 

of a supplementary text helped participants see the value of looking at text illustrations. 

focus sections, and reading the captions included with figures, maps and tables. In this 

manner, the class developed another source for building their knowledge bases about 

histor>- concepts. 

During the textbook preview at the beginning of the course (.Appendix J) 

participants were alerted to the possible problems associated with it-namely. that no one 

text adequately explains history. The emphasis on the usefulness of supplemental texts 

for answering questions in history is illustrated in a field note excerpt: 

After the team of Alexis. Sarah. Bill, and Tim placed their mind map 
interpretation of Chap. 9 on the board. 1 had each of them explain their thinking. 
Then 1 asked the remainder of the class, "Did they miss anything that you 
personally believe is important for us to understand about Westward Expansion?" 
Brad said that Manifest Destiny was missing, and that he thought that an 
understanding of Manifest Destiny was crucial to an understanding of the cultural 
mindset of the time. I asked Joan for her definition of Manifest Destiny. Joan's 
explanation sparked a question from Terri. Rather than answer directly, I asked 
Joan to respond and then asked if anyone had anything to add. The ensuing 
discussion lasted for an hour. At the conclusion, I asked Brad to recap and asked 
where he had come across Manifest Destiny. He said that it had come up in his 
research and that he couldn't believe the textbook didn't discuss it. I again 
pointed out that just because a text says something it doesn't mean that the text's 
"take" is the final word. I gave Brad a "good job" and reminded everyone that 
their research could easily give us additional information that might prove critical 
to our understanding. (Field notes, from video. 2/20/99) 
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The crilicality of outside work was borne out by participant comments, after several class 

meetings: 

I enjoyed the discussion about Manifest Destiny. I've wondered about why we 
kept screwing over the Indians and fought the Mexicans—we really did feel like 
we owned the continent—we still do. I finally understand. It's made this whole 
class worthwhile. (E.\it Card. 2/13/99) 

Supplemental reading was promoted as a tool for class participants to use to gain an in-

depth understanding of historical concepts. The idea that reading could provide 

altemati\ e ways of answering historical questions was continually stressed. 

1 found a terrific web site that ga\'e the British perspective on The War Between 
the States. Many of them couldn't understand why the North didn't want to let 
the South secede, w hen the entire countr> had been bom out of secession from the 
British Empire. I'm originally from Ohio and I'd always been taught that the 
South was the bad guys. Yeah, they kept slaves and all that but slavery- was legal 
before the war. The North didn't want to let them go because of the loss of 
business rex enue. Its so ob\ ious. once \ ou get to see another perspecti\ e— 
particular[\ from someone other than an .American. (Exit Card. 2/20/99) 

Comments like these demonstrate the emphasis on the value of reading as a way of 

leaming American Historv' and leaming about the world. 1 used every means 1 could 

think of to help students understand the importance of reading to leam. In addition, as 

the e.xcerpt showed, participants began to understand that there are different ways to 

answer a thesis posed by a textbook. By using other text resources (research), it 

implicitly demonstrated that even the simple, albeit common, assumption that slavery 

was the penultimate cause of the Civil War was open to question and debate. (See 

Appendix L.) 

In a similar vein. I often referred to the fallibility of texts and authors, particularly 

when referring to absolute explanations of historical "fact." The following field note 
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segment provides an example. The class was engaged in a discussion of the origins of 

the War Between the States. Before considering the question, the class participants were 

asked to view a short video which provided an o\ ervie\v of the tariff controversies which 

had caused tension between the North and the South and was a topic that was barely 

mentioned in the textbook; 

After Frank and Sarah gave individual interpretations of the text. 1 introduced the 
video and told the class that 1 was showing it because the textbook named slavery 
as the ultimate cause of the Civil War and didn't mention any other perspectives. 
I stressed that going to multiple sources was important. After the video. Don said. 
" I ' v e  n e v e r  h e a r d  o f  t h e  t a r i f f  d i s p u t e s  a n d  t h e  t e x t  b o o k  b a r e l y  t o u c h e s  t h e m .  I ' m  
surprised the South didn't go to war 40 years earlier." Alexis said something 
along the same line. I noted that the textbook does its best to explain what 
happened, but that I personall\ find fault with the textbook's depiction of a single 
answer to such an obviously complex problem. (Field notes, from video. 2/20/99) 

.Another field note excerpt illustrates the intentional use of supplemental texts to extend 

information about, and understanding of. a particular concept; 

Today. I used the movie I ~~6 to give the class a slightly ditTerent perspective on 
the American Revolution. Before showing the video. I took time to explain that it 
was an adaptation of a Broadway play. Further. 1 told the class that it was a 
musical comedy and that the actors were going to sing and dance at every 
juncture. 1 told them to pay attention to the actor's characterization of the major 
players (Adams. Jefferson. Franklin, etc.) and to look past the singing and dancing 
to a deeper view of the events and personalities portrayed. During the video. I 
noticed that most people paid close attention, though Frank and James appeared to 
be asleep. After the screening and a 10-minute break, I asked participants what 
they saw. Several noted that while the singing and dancing was hard to put up 
with initially, they felt they had gained some insight into three of the founding 
fathers and asked how closely .Adams. Franklin, and Jefferson were portrayed. I 
responded that from every thing 1 had read the character portrayals were roughly 
correct. Adams was irascible. Franklin was witty and charming, etc. Tim said that 
the dialogue was very subtle in parts; that some things that were seemingly said 
for comedic effect, in fact, contained genuine information about the character. He 
noted that his personal research on Franklin had allowed him to catch the deeper 
meaning. Andrea said that she saw the founding fathers as people who were 
imperfect and made mistakes. Don said that he was surprised that the Declaration 
took so long to put together, that so much debate had occurred, and that he never 
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knew that the question of slavery had been deleted from the document as part of a 
political compromise to obtain unanimous consent from the Southern colonies. 
(Field notes, 1/16/99) 

The foregoing field note excerpts illustrate the emphasis on multiple texts. By 

demonstrating how the textbook could be less than adequate at providing complete 

information, it emphasized the importance of reading carefully. In addition, it 

demonstrated to the class participants the efficacy of consulting multiple sources on a 

topic. Through comments like this it illustrated that value is often placed on text 

information, but that good readers and students question the accuracy of information they 

find in print. To circumvent problems with the textbook. I not only used supplementary 

text material. I also asked the class participants to critique the textbook's structure and 

information. Class participants were urged to look carefully at the way certain points 

were written and encouraged to apply the knowledge they were gaining to discern good 

from poor historical writing. Critiques usually focused on careful reading of the 

textbook, as well as critiques of ideas and issues presented in texts. 

The intent was to increase both content knowledge and organization of the class 

participants' historical thinking by building a foundation of knowledge from reading. We 

built the foundation by using print material (primarily the textbook) as a knowledge base 

and as a reference and resource. However, while 1 believed that learning would be 

enhanced if participants made use of the text readings to build a foundation on which to 

organize their thinking in history class. I also realized that participants had varying 

abilities in organizing their understanding. In order to help the class participants improve 

those abilities. 1 relied on content-area literacy methods in a second way: they were used 
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as tools to facilitate the development of participants' abilities to organize their thinking 

and understanding about American History. 

Content-Area Literacy Methods as Facilitators 

of Personal Understanding and Thinking About History 

I recognized that reading and writing is often perceived as different, depending 

upon the content-area and the class participants were reminded often that such is not the 

case, as reflected in this excerpt from the first class day: 

Holding up the textbook. 1 told the class: "This is not a novel you're going to read, 
it's a history textbook and can be suicidally boring. If you haven't already. I think 
you'll find that most texts are the same—trying to put across something for you to 
•get* and regurgitate on an exam. This class is different, you're adults and you 
have a right, as well as a societal duty, to think for yourselves. Mine it (the text) 
for the concepts and the supporting details that the authors want you to get'; then 
w e ' l l  d i s c u s s  t h e m  t o  s e e  i f  w e  a g r e e  w i t h  t h e  l e a r n e d  s a g e s  w h o  w r o t e  i t . "  
(Laughter.) (Field notes, from video. 1/9/99) 

In general, there were two main groups under which content-area literacy activities were 

organized and which helped class participants build skills that allowed them to think 

about what they were learning: (a) strategies for learning, and (b) group interaction. 

Strategies for Learning 

Strategies for learning cover a wide range of activities. In this section. I analyze 

four strategies used in the course: (a) a text preview lesson at the beginning of the course, 

(b) graphic organizers and concept mapping, (c) summary writing, and (d) SQ3R. 

Participant support is shown in Table 4.2. 
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CAL Tool Participant Support/Total Participants 

Text Preview 1 8 / 2 0  

Graphic Organizers 1 5 / 2 0  

Summary Writing 1 8 / 2 0  

SQ3R 1 5 / 2 0  

The Text Preview 

Class participants completed a text preview (see Appendix I) based on a model by 

Rcadence. Bean. & Baldwin (1998). The following field note segment captures the 

discussion that transpired dunng that class period: 

During the first half-hour, the class worked in small groups to summarize 
the textbook's preface. All summaries emphasized the importance of knowing 
how to study effectively and synthesized the study tips the authors suggested. We 
moved on to discuss the text preview. We reviewed the title of the book, the 
publication dates, the publisher, and the authors' names. When they looked at the 
publication date (1998). I asked if a book published in 1987 would be okay for 
use in a class in 1999? Dave said, "No, the information would be outdated." I 
noted that most of history is about people who are long dead and asked how the 
facts of historj' can become outdated. Dave said that he didn't know. I used this 
as a teaching point to discuss new technologies and research, as well as bias, 
revisionism and presentism in the study of history. After a discussion in which 
we constructed working definitions followed by some Socratic questioning, Sarah 
opined that there's nothing wrong with bias, revisionism or presentism as long as 
an author or presenter acknowledges their bias. etc. After further discussion, Don 
said that it was only after he'd become an adult that he started to ask questions 
about printed texts and the media. He noted that a well-known national reporter 
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had seemingly disregarded the facts in a military aircraft accident that he was 
personally aware of. I used Don's assertion to facilitate a short discussion to 
suggest that readers have a duty to think critically and confront authors in order to 
filter out bias and shape their own understanding, rather than blindly accept the 
opinions and understanding of others. 

As we reviewed the Table of Contents. 1 asked whether the book was well 
organized. Most of the class responded "yes" in chorus, though one or two said 
"no." I asked those who'd said "no" to substantiate their claim, and Brad said, 
"the chapters jump around, they don't move chronologically; isn't that what a 
history text book is supposed to do?" 1 asked if there might be a reason the 
chapters aren't in chronological order? Joan said that some chapters seem to 
concentrate on certain topics like art. the role of women, etc. I agreed and asked 
"Why do you think that is?" Joan laughed and said "Because they know you (JG) 
don't want to talk about dates, battles and treaties?" (General class laughter.) Bill 
noted most of the chapters were wrapped up in trying to provide information 
about a lot of topics and that the chapters that didn't "fit" were trying to give the 
reader a closer understanding of the topics they addressed. I asked how such 
focus chapters could affect their understanding? Don said "It'll make it harder 
because you have to pull stuff in from all over." Several other class participants 
agreed. This led to a discussion of methods to read effectively to identify topics 
and retrieve the information necessary to make sense of and discuss them. (Field 
notes, from video. 1/13/99) 

As we continued to work through the te.\t preview. 1 stressed points about the 

book, study habits that support learning, and ways of knowing and communicating 

knowledge in history class: 

Brad: We talked about the te.xtbook as a tool that they we have to read and use. 
I'm going to concentrate on understanding and knowing how to make full use of 
the chapter introductions and conclusions, index, glossary, marginal notes, 
boldface type, focus topic summaries, photographs, maps, graphs and charts, and 
review questions. I thought the time we spent on this was very useful. I'm 
excited about this course but a little unsure about how well 1 can do. (Journal 
entry. 1/9/01) 

Class time spent on previewing textbook illustrates some important points about 

the uses of content-area literacy in the class. First, previewing illustrated the value of the 

textbook as a source of information and references. Second, it was clear from my 

previous teaching experience that some of the class participants may not have been aware 
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of how a textbook could be used for maximum effectiveness. Third, using the preview as 

a way of demonstrating the organization of the textbook for personal use, coupled with a 

focus on the authors" advice on how the book was organized, further demonstrated to the 

class participants the efficacy of organizing one's thinking and understanding. Fourth, by 

dedicating two hours during the first class day to the textbook preview and study habits, 

the class participants became aware that we would use the textbook on a regular basis, 

that they were expected to be proficient with their use of it. and that good study habits 

and hard work were necessary for success in the course. Thus. I was able to make my 

expectations and standards clear, and further emphasized the conception of content-area 

literacy methods as an important set of tools and skills for learning in college-level 

academics. 

When initially asked, all but two of the class participants agreed that the text was 

well organized. Tliis reflects my experiences with student beliefs about textbooks. 

Those experiences have shown me that many of the participants in my classes fail to 

realize that a textbook can be poorly organized. This may be. in part, because of their 

previous school experiences in which the mediation of texts was not emphasized; 

Cathy. Adele. and Jim said that they disliked history intensely. Jim said that, in 
high school, all his teacher did was give tests that emphasized dates and hand out 
fill-in-the-blank worksheets for homework. (Conversation, from field notes. 
1/9/99) 

Additionally, because of their past experiences, it is possible that some class 

participants did not have well-developed metacognitive abilities (Brown. 1980) and 

simply did not know how to recognize or deal with poorly organized texts. I had seen 
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other students with similar difficulties and taught strategies, such as the text preview, as a 

way of helping them learn to organize their thinking and understanding. 

Graphic Organizers and Concept Mapping 

Graphic organizers (Alvermann. 1981) and concept mapping (Schwartz & 

Raphael. 1985) were employed as teaching and learning tools. The graphic organizer 

serv ed as a method to help the class participants think about the ideas they read and 

discussed and then, in turn, organized (synthesized) their understanding of topics in 

.American History. During the first class day 1 put a graphic organizer, based upon Bos 

and Anders" (1993) Semantic Feature Analysis, on the side white board in the classroom. 

The organizer illustrated the relationships between various factors (cultural, political, 

economic, military, religious, history, and technology) in history (see Appendi.x J). 

Throughout the course, this tool was used in small groups and whole-class discussion to 

help the participants to learn to organize ideas and details and to facilitate learning and 

understanding. 

The reliance on graphic organizers and concept maps indicates the importance the 

course design placed on each participant taking time to organize their thinking and 

understanding for the history class and in their thinking and learning in general. The 

graphic organizer is a symbol of reflective interpretation and analysis: one of the primary 

activities of the study of the social sciences and humanities. I believe that history 

knowledge revolves around the organization, analysis and interpretation of human 
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dynamics and past actions. Thus, graphic organizers represented a superb tool to share 

with the class participants. 

Fifteen participants used the graphic organizers. In our interviews. Bill and Mitzi 

identified the organizers as a good learning strategy: 

B i l l :  " . . .  T h e s e  t h i n g s  w e r e n ' t  n e w  t o  m e .  w e  u s e  t h e m  a l l  t h e  t i m e  i n  o u r  
electronics shop and 1 use them in everv' one of my classes. ..." 

Mitzi: ". .. I'd seen them before, but had never really used them very 
much. ... I'm a supply specialist; at my level. I don't get paid to think very much. 
... As the course went on. 1 really liked being able to see how factors like 
economics had developed over the years. When I linked that up with a mind-map 
in a particular chapter it was easy to see why things were happening the way they 
d i d . . . . "  

The fact that 15 participants used these content-area literacy tools indicates the overall 

successful application of the strategy for the class participants. The use of graphic 

organizers also indicates their recognition of the importance the course design placed on 

their organization of their thinking and understanding as well their acceptance of the 

strategy's use as an organizational tool for critical discussion. In essence, the class 

participants learned from the models for organizing thinking and understanding. 

Summary Writing 

.\s mentioned previously, the class used supplemental readings of articles from 

journals, magazines, or the world-wide-w eb to add to their foundation of history 

concepts. Following the emphasis on organizing one's thinking and understanding, the 

participants were typically asked to summarize what they read, consider how it affected 

their understanding, and analyze its rele\ ance to contemporary society. At times, they 
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were asked to write one-minute discussion summaries before taking a break; on other 

occasions, they were asked to identify what they believed to be the main points of a 

chapter or their research articles. When the class wrote mini-papers it was emphasized 

that, unlike in-class summaries and journals, the mini-papers were a formal scholarly 

product and. as such, needed to be well organized and neat, with standard punctuation, 

grammar. synta.\ and spelling. When participants were to list main points of textbook 

chapters. 1 specified a number of main ideas that they should look for. In other 

assignments, participants were asked to identify the main ideas of a discussion on a 

chapter and the information their research could contribute. Although an assignment to 

find a specific number of ideas might seem to limit the conceptual envelope, such a 

strategy stemmed from previous teaching experiences where class participants' summar>-

statements ranged from one statement to as many as 30 perceiv ed main ideas. I noticed 

in several previous classes that some participants did not know how to write summaries 

or to extract main ideas. Setting a limit served to communicate the concept of main ideas 

to the class. Such assignments were used to assess participants" understanding of the 

textbook readings. 

An article assignment, given on the afternoon of the first class day. illustrates my 

use of summary wxiting. I distributed a one-page article on "triangle trade" in the 

American colonial period: 

My instructions to the class were: "Read and summarize this article in no 
more than one paragraph, then we'll discuss what we read." 

Frank: "What's triangle trade?" 

JG: "Read the article. You're going to tell me what it means." 
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Frank: "But If you already know what it means, why do we have to look 
for it? Why don't you just tell us? I didn't think I was going to have to read all 
this stuff, why don't you just tell us and let us take notes?" 

JG: "Frank. I want you to understand history for yourself. It doesn't do 
you any good if I just stand up here and talk and then you write it all down and 
regurgitate it on an exam. Besides, if I just tell you, you won't remember it 
beyond the last day of the course. On the other hand, if you read about it. write 
about it and then talk about it. you'll remember it. Remember what 1 said this 
morning about not having a right to tell you (the class) what to think?" (Field 
notes, from video transcription. 1/10/99) 

(Note: Frank was not the subject in either a formal or informal inter\'iew. 
However, his negative attitude toward reading and American Histor>'. in general, 
came through in our conversations. A brief biographical thumbnail of Frank and 
all other class participants is shown in Appendix E.) 

The foregoing excerpt illustrates the value placed on each participant's formation 

of their personal historical understanding as well as the value of reading, writing, 

discussing and thinking about texts. Summary writing and discussion helped the class 

participants learn, organize and retain ideas. The excerpt also indicates that learning 

about concepts in history was much more than simply a matter of reading and 

memorizing information such as word definitions. 1 used texts, such as the triangle trade 

article, to supplement the textbook because 1 wanted the class to engage our nation's 

history. The suggestion to Frank that he would remember and understand the triangle 

trade better if he read, wrote and talked about it was based on the belief that participants 

would learn history more effectively if historical concepts were placed in a context of 

application. 1 wanted Frank, and the other class members, to learn not only the definition 

of specific terms, but how those terms were connected both to history and to our 

contemporary society. 
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In the following class hour, I began by talking about triangle trade. I asked Tim 

to place a mind-map of his summary on the front whiteboard, then asked Don to critique 

the summary. Sarah also volunteered a critique. Both Don and Sarah agreed that Tim's 

summary captured the main ideas, although Sarah suggested some additional details. I 

agreed with both comments and used a mini-lecture to talk about the long-range effects of 

the triangle trade-that it had extended the budding separation between the North and 

South (Field notes. 1/13/99). The discussion with the class about the writing of 

summaries and mini-papers focused on three main points: (a) eliminating unnecessary 

verbiage such as "I read this article because"; (b) distinguishing main ideas from 

supporting details; and (c) using standard English, sentence structure, syntax and 

grammar whenever possible. The focus on such components illustrates the emphasis 

placed on the organization and structure of writing as an academic tool essential to 

college success. 

Additionally, I believed that writing for historical understanding should be fact 

based and may contain supported opinions, as illustrated in Sarah's mini-paper on the 

colonial period (see Appendix K). For the class session covering the colonial period, 

participants were asked to locate and research an article, on a topic related to the 

colonization of North America, and write a journal entry on the article. I read their notes, 

commented in their journals and let them know if they had recorded sufficient 

information to construct a strong summary and argument for their understanding of it. At 

the end of the class day. I set aside a 20-minute period and asked the class to compose a 

letter to the Royal Governor of the colony their topic concerned stating whether they 
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supported the topic or not. Regardless of their perspective, the class participants were 

asked to write a letter that would convince the reader of their perspective and that their 

particular position was based on rational argument (Field notes, 1/13/99). An example of 

these letters is the one written by Andrea: 

Honorable Thomas Hutchinson 
Royal Governor 
Boston. Massachusetts 

Dear Sir: 

1 want to protest the levying of taxes on legal documents and other transactions. 

Please think about what the King and Parliament have done in this case. While 
property holders may well be able to afford the tax. others less wealthy camiot. 
The King has imposed a tax on those people least able to afford it. 

In the past months and years. Boston has been subjected to a steady stream of 
taxes and other Acts that seek to bend Boston and the Massachusetts colony to the 
King's will. Blockades of the port of Boston, the introduction and quartering of 
troops in the town, demonstrations of armed force on the green can only be 
interpreted as aggressive. 

Our colony's economy is reeling and these new taxes on documents are another 
rock added to the burden we are being forced to shoulder. The load is becoming 
too heavy to bear. We are loyal subjects of His Majesty and should not be made 
to suffer for the actions of a few. 

Please reconsider the Stamp Act. 1 fear that we are approaching an impasse, a 
point of no return. More and more of my neighbors are beginning to side with the 
Sons of Liberty. 

End the Stamp Act before it's too late. 

Sincerely. 

The assigiunent illustrates the importance placed on organized, structured, and 

fact-based personal understanding of American History. Eighteen out of the 20 class 
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participants echoed these notions. In fact, of the participants contacted for interviews and 

informal conversations, each stated that writing in the history course involved the 

synthesis of ideas from an article or textbook into one's own understanding. Their 

responses indicated that they felt this kind of writing is appropriate for college-level 

history sur\'ey courses. Bill, for example, was asked about the letter assignment: 

Bill: "1 remember that... that was fun ... we basically took out the main ideas of 
the paragraphs and just put it in. just wrote it in our own words. And you had to 
use more of your head. You're not just summarizing. like for books or 
something. You also were using your own creativity and ideas ... I wish more of 
my classes had assignments like this: it really forced me to think about the 
colonial period from a loyalist perspective." (Interview. 10/20/00) 

Mitzi also felt that writing in the history class was a matter of summarizing and 

organizing her thinking and understanding: 

Mitzi: "At first. 1 wasn't used to voicing my opinions and it was really hard ... 
a f t e r  a w h i l e  I  s t a r t e d  t o  s e e  i t .  t h e  w r i t i n g  a n d  s u m m a r i z i n g  r e a l l y  h e l p e d  m e  . . .  
(laughs) Man. I worked my butt off. we'd do research to locate an article, and 
we'd have to write summaries over em ... The letter assignment was kinda cool: 
it made me think and I had fun bitching to a politician about something I didn't 
agree with ... None of my classes (in high school) seemed to care what I thought 
... it was always a matter of memorizing stuff for an exam or remembering the 
teacher s opinion ... mine didn't count that much ... Yeah, 'cause it's, I don't 
know, it's based facts, sure; but the textbook is the author's view ... or opinions. 
I'm entitled to my own, too." (Interview. 8/10/00) 

Mitzi and Bill had obvious ideas about the type of writing done in college, as did all of 

the class participants who were interviewed. They also believed that the type of writing 

they did in the history course was helpful to them for understanding the content of 

history. This reveals something about the class participants' developed conceptions of 

knowledge in history: (a) They believed that history consisted of a body of knowledge 

that could not be neatly pigeonholed: and (b) it had to be analyzed and reflected upon to 
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be understood. From the above comments it is plain that Bill and Mitzi accepted the 

body of history as a set of facts open to collegial discussion and personal interpretation. 

In addition, the class participants came to distinguish between facts and opinion and 

argued that history was a content-area in which open-mindedness and creativity were 

required. These beliefs supported the use of mini-papers and summative. reflective 

writing as tools that helped participants organize their thinking and understanding. 

I wanted to help the class participants leam to communicate on a collegiate-level 

through an emphasis on writing and discussion. Although I subscribe to a view of historj' 

that emphasizes a body of facts. 1 also embrace the social implications of historical 

knowledge. That is. 1 recognize the implications of historical understanding for our 

contemporary society, as illustrated by the course's emphasis on histor>' as a story with 

multiple perspectives. My beliefs about history, and historical understanding, revolved 

around what can be done by people with that knowledge. 1 employed content-area 

literacy methods like discussion and summary writing to help class participants leam to 

communicate their thinking clearly, so that their synthesized understanding could be 

shared with other class members. Some class participants interpreted the use of writing 

in the history class only as a strategy for retaining information: 

Frank: "1 don't understand why we have to write so much ... 1 just want to take 
n o t e s  a n d  t a k e  t h e  e x a m .  1  d i d n ' t  r e g i s t e r  f o r  t h i s  c o u r s e  t o  w r i t e  a  b o o k . . . . "  
(Conversation, from field notes. 1/9/99) 

Thus, it appears that an emphasis on personal understanding was reinterpreted by Frank. 

and four others, as an emphasis on the retention of "facts," even though objective 

assessments were not part of the course design. 
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S03R 

SQ3R is an acronym for 5//rve>', Question, Read, Recite. Review, terms which 

represent stages through which readers of text progress before, during, and after reading 

to facilitate thinking and understanding from text (Robinson. 1941). SQ3R is often 

identified as a reading and retention strategy in content-area literacy courses and texts 

(Alvermann «fe Moore. 1991). and is suggested as a strategy to transform reading into an 

active process by setting study purposes before reading, engaging the mind while reading 

through questioning and answering, and testing understanding after reading through a 

recitation and review process. It is commonly discussed as a mental process, although 

during the history course, class participants were encouraged to put their ideas into 

writing in their journals. 

At the beginning of the course. I demonstrated a notetaking strategy based on 

SQ3R. The class participants independently used similar notes throughout the class (see 

-Appendix J for SQ3R guidelines). Although the SQ3R strategy is well known, it is no 

longer widely used and has a weak research base (Alvermann & Swafford. 1989). h is. 

however, a strategy that is well-suited for organizing the reading of texts and is another 

demonstration of my focus on class participants development of a personal understanding 

of American History. The evidence collected supports a view that the strategy helped 

class participants build a foundation of knowledge because I designed the technique to 

promote organization, independence, and personal responsibility. 

Class participants used SQ3R to survey text assignments, turn chapter or section 

headings into questions, and read to answer those questions. The answers were included 
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in notes they kept as a portion of their journals. The SQ3R notes were recorded on a split 

page, leaving space for participants to write notes based on reading, research and class 

discussions. I expected participants to engage in the strategy independently, collected 

their journals on a weekly basis and assessed their use of the strategy. The data indicates 

that 15 class participants perceived that SQ3R was a time saver, once they became 

accustomed to it. The data further indicated that the same 15 participants had initially 

used SQ3R only because 1 had taken the time to demonstrate the strategy and strongly 

suggested that they use it. The data supported the view that those who became familiar 

with and used the strategy had an easier time at working through and understanding the 

text readings. Working through the textbook involved active reading and notetaking: 

B i l l :  " . . .  1  w a s n ' t  s u r e  a b o u t  S Q 3 R  a t  f i r s t . . .  W e  s p e n t  a  l o t  o f  t i m e  
learning how to use it. Once 1 got used to it. it worked really well... I've used it 
a lot since then...." (Interview, 8/22/00) 

M i t z i :  " . . .  I t  s e e m e d  r e a l l y  a w k w a r d  a t  f i r s t  a n d  I  r e a l l y  d i d n ' t  u s e  i t  u n t i l  
1 had to do all that work to remove that INCOMPLETE grade that I got at first. 
When 1 had to make sense out of a lot of material. SQ3R. mind maps, and that 
conceptual matrix worked like a champ. .. ." (Interview. 8/22/00) 

In sum, completed SQ3R notes and journals provided written evidence that class 

participants were interacting with texts and allowed me to use the available time for 

whole-class and small-group discussion, as opposed to lecturing about the concepts 

contained in the text. 

1 adopted the SQ3R strategy to overcome a frustration that college-level history 

professors often deal with; that is. the overwhelming amount of content that we struggle 

to teach in semester-long survey courses. (See Appendix A for a listing of required 

topics in the course.) Despite the mandate. 1 wanted to do more than merely cover the 
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textbook content. I was deeply concerned with preparing class participants to organize 

their thinking and formulate a personal understanding of American History. In some 

respects. I felt a tension between the college's requirement to present prescribed material 

and my goal of helping class participants to become literate in American History. I 

viewed SQ3R as a method that would help me meet both goals. 

My definition of historical literacy is represented by a belief in helping class 

participants develop literacy skills in history as opposed to learning isolated "facts" in 

•American History. 

1 believe there is great value in learning how to learn. One of my primar>' goals 

for student learning during the course was for class participants to develop thinking and 

questioning skills that would aid their academic success in any field. The SQ3R strategy, 

in concert with keeping a journal, helped the class participants organize their thinking in 

general and also helped then see the connections between history details. Organized 

critical thinking is important to me as a learner and as an educator. 1 am organized in my 

own learning, thinking, and teaching, and feel that this is the most important skill the 

participants in my classes can learn. Based upon my own experiences. I was aware of the 

difficulty that newly matriculated college students may have in approaching the reading 

and studying tasks in college-level history, so I used content-area literacy methods to help 

them learn to organize the historical material they would have to deal with in the course. 

.Although 1 did not use a wide variety of content-area reading tools. 1 did help participants 

develop an approach they could employ to work through concepts in history and other 

content-area classes. 
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The 15 participants that used the strategy' employed it in a variety of ways. For 

some, the strategy was very useful: 

Tim; "... If I just read a section out of the book, then at first 1 understand it. but 
after a while I forget about it. But if I do SQ3R or something, then. I remember it 
better, and it kind of sticks with me. 1 guess." (Interview. 8/10/00) 

Tim's comments reveal the importance of being able to make meaning from the ideas he 

read. To Tim. if he could grasp the concepts, he had really understood his reading. In 

other words. Tim distinguished between reading and knowing (or understanding) what he 

read. 

Tim: "... Usually 1 don't read it [the assigned material] that well. 1 
usually just skim it. then look at the e.xamples that are in the book." 

JG: "What about when \ou use SQjR?" 

Tim: .. Yeah, that helps a lot." 

JG: "How is that?" 

Tim: "Well. I guess . .. because I think that it like reinforces what I 
know ... I think it's the actual steps that help because what I do is I make up my 
questions first, and then 1 sur\'ey it. And 1 just like make sure I answer my 
questions. Then I know what I read." (Informal interview. 8/16/00) 

In this inter\ iew excerpt, Tim appeared to distinguish between reading as decoding words 

and using SQ3R to help him understand meanings embedded in the text. Other 

participants also valued the SQ3R strategy for helping them organize ideas; 

Bill: "It (SQ3R) helped because you put the main topics in question form 
and throughout the notetaking you try to answer the question, so it gives you a 
better understanding of what you read about. After you know it. it's just like 
answering a question. It's a good way of reviewing; for me. anyway." (Interview, 
9/10/00) 

Don: "The SQ3R was really good because in the beginning of your 
reading you ask the only question that would cover the whole section, and then 
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you have to answer it for yourself. So then, when you write out the answer to the 
question and then get into the discussions we had, I was ready for you (laughs)." 
(Informal interview. 11/13/00) 

Joan: "I used the SQ3R because it helped when I wrote things down... I 
knew exactly where I stood from the readings. I was prepared most of the time, 
but still had a tough time speaking out in class." (Informal interview. 6/10/00) 

Bill. Don. and Joan each seemed to value the purpose-setting aspect of SQ3R. alluding to 

a belief that the reading was complex and difficult; it helped them to have specific 

questions for which to read. When Don noted that the strategy helped prepare him for the 

class discussions, he illustrated the usefulness of the strategy in fostering personal 

responsibility. Don did not expect to be given questions for the text: instead he believed 

that he had a responsibility to search the text and decide on the important concepts, and 

thus the important questions, he would need to answer in his study of American History. 

Each of these class participants alluded to the potential they thought the strategy had for 

encouraging their participation and active engagement in their course work. They used 

SQ3R routinely, and thus validated the use of the strategy. 

Three participants did not like SQ3R and used their own methods. They did. 

however, believe that the strategy had potential for other participants: 

Brad: "... I like my own system for taking notes and SQ3R doesn't work for me. 
.. It got a lot of the people in the class participating because they read it (the 
reading assignment)... a lot of them read it and did the SQ3R, even though they 
could probably get by with just reading it. They'd probably take notes on their 
own if they didn't have SQ3R...." (Informal interview. 7/26/00) 

Brad supported the idea of taking notes: he simply didn't want to engage in the format. 

Initially. Brad argued with me about the necessity of using the strategy (Interview, 

1/26/99). 1 urged him to try it. but said that, if he honestly didn't find the strategy 
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helpful, he could modify it to fit his needs. Brad stopped using the strategy after I 

stopped collecting journals during the last two class weekends. 

Although Brad did not use the strategy, he acknowledged its usefulness in 

prompting discussion participation. In that respect, he expressed a view similar to 

Sarah's of the pace of the class. For Sarah, other participants (perhaps Brad) needed 

repetition in class activities. By contrast. Brad believed that other participants needed a 

reading and notetaking strategy. The differences in these two participants" views about 

the employment of content-area literacy methods highlights the importance of 

understanding their individual preferences for learning. In addition, participation in the 

class" acti\ ities was strongly encouraged, but not forced. A willingness to let participants 

make their own decisions about learning seemed to earn their respect. 

A total of five participants said, and evidence supported their comments, that they 

never used SQ3R; four said that they could see no benefit to the strategy at all. Frank 

suggested that SQ3R could best help "slower people" leam vocabulary terms and have a 

better understanding. However, he couched the deeper understanding in terms of an 

objective, formal assessment; 

Frank: "1 guess it (SQ3R) gets you familiar with the vocabulary ... I wouldn't do 
it... I d just go through and try to find the main points and try and try to find an 
article to go along with it... All I needed for that course was a 'C to transfer 
back to the University. I got it. and I was happy with it." (Conversation, 10/9/00) 

Frank s interest, as well as Adele's. Cathy's, and Dave's, seemed to be in simply 

obtaining a passing grade, as opposed to learning American History. These comments 

were borne out in their interactions with other class members. For example, on one 

occasion when the class was asked to work in small groups to consider multiple causes 
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for the War Between the States. Frank was stymied. He sat apart from his study group, 

and leafed through the pages of his textbook. In the ensuing whole-class discussion, he 

did not participate. 

Frank's inactivity and his reliance on his peers suggested that he was less 

interested in learning American History than in simply completing the course. Frank did 

only what he had to do to earn a passing grade. Frank was at a loss during class 

discussions that depended on an understanding of concepts gained from textbook 

readings and texts unearthed in personal research. 

In all of the class participants" comments about the SQ3R strategy, it is possible 

10 discern something of their assumptions about know ledge. With the exception of Brad, 

the participants who disliked SQ3R seemed to support a view of history knowledge as the 

collection of discrete bits of information that needed to be memorized for an exam. 

Those w ho liked and used the strategy, however, spoke of a synthesis of ideas leading to 

a personal understanding of American Histor>' concepts in the reading and discussions. 

.-\dele. Cathy. Dave, and Frank did not value the strategy and seemed to focus on grades. 

All participants, of course, were concerned with their course grade, but those class 

participants who were motivated to use SQ3R seemed more concerned with gaining an 

understanding and remembering what they had learned. Although the strategy seems to 

stem from a conception of content-area knowledge as something to be organized, the 

participants most committed to SQ3R were those who were most interested in 

understanding the American Histor>' concepts and incorporating the ideas into their 

individual cognitive frameworks. 
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Group Interaction 

Another way in which content-area literacy methods were used as tools for 

learning American History involved the use of interaction between and among all the 

participants in the class. This interaction took several forms: whole-class, problem-

solving sessions, question-and-answer sessions, and small-group work that included 

collaborative reading, discussion, and problem-solving. The following excerpt provides a 

good example of interaction during a problem-solving session; 

While exploring the depth of feeling and animosity that existed on both 
sides during the War Between the States. 1 asked the class to consider a 
hypothetical situation of a cease-fire, after the Battle of Fredericksburg, to 
consider an armistice proposed by the Confederacy. The South had won the 
major battles and campaigns up to that point, casualties were mounting, and the 
war was not popular on either side. 

The Emancipation Proclamation was over a year away and most foreign 
nations perceived the war as an effort, by the North, to preserve federalism and 
the union with the South. The South's notional proposal was that the fighting 
would cease immediately, with all prisoners-of-war repatriated as quickly as 
possible. The South would agree to free all slaves within six months, with each 
slave family provided with 20 acres, and a mule. The North would agree to 
withdraw all land and naval forces north of the Mason-Dixon Line and would 
guarantee the security of the South's borders. 

The class was divided into sections representing the North and the South 
with smaller subsections representing the commanders and soldiers of the two 
armies: as well as the politicians, newspapers, and civilian populace of the 
respective sides. Tlie class participants were to try to place themselves into the 
respective period-groups they portrayed to consider whether they should support 
the idea of the cease-fire, the proposed armistice, and an end to the carnage. 

At the beginning of their discussions, both the North and South groups 
eagerly embraced the idea of an immediate end to the fighting. Within 10 
minutes, however, the unanimity began to break down. Dave said that the 
agreement was unfair to the South because the tariffs were still in place. Alexis 
countered, saying that while the tariffs were in place, the removal of the blockade 
of Southern ports permitted resumption of free trade with Europe. Joan agreed, 
but said that the North would be in competition for raw products the were 
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"rightfully theirs." Terri countered that the North had no claim on Southern 
products; that as an independent nation the South could trade with whoever she 
wished. The discussion, which had rapidly become a heated debate, came to a 
stop when Don said that the problems were too deep to solve over a conference 
table, that the North and South would eventually end up in another shooting war 
and that they might as well settle it then. It was like a switch was thrown. Both 
sides rapidly agreed that the war had to continue. In their one-minute papers 
covering the discussion, the class almost unanimously spoke of getting a glimpse 
of the animosity which separated the North and the South. Sarah, in a 
conversation after class, said she was really angry at several points because "they 
(the South) just refused to see reason." (Field notes, from video. 2/27/99) 

This excerpt represents the type of interaction and thinking that was encouraged during 

small-group and whole-class work. The course design emphasized that participant 

involvement was a key facilitative tool for personal understanding of concepts in 

American Histor>-. Having the class participants e.xplain their thinking to themselves and 

others was an integral element in learning how to think and reason. Even though their 

reasoning could be confused and even erroneous, their efforts were valued. Likewise. 

their attempts to think through issues and problems for which there is no "pat" answer 

were supported. 

Participants also worked in small groups, for the purpose of analyzing texts or to 

engage issues or questions. In their initial efforts at small-group discussion, participants 

were simply going through the motions and accepting the majority opinion, with no 

discussion of the concepts involved. Since the idea was to discuss what they had read, or 

to challenge the textbook authors, the class participants were encouraged to reflect on 

what they already knew about a topic, that they were smarter than they realized. At this 

point, it could be demonstrated how they could use their knowledge of a concept, such as 
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the Boston Tea Pany, to decide whether they agreed with the authors' perspectives or if 

thev needed to conduct some personal research to bring new knowledge to the question. 

After some initial interventions, the participants continued to employ small-group 

discussions. As the course progressed, they began to consult their notes to aid their part 

in the discussions. Toward the end of the course, they often talked among themselves 

during breaks and relied on new understandings about the content to discuss issues. 1 

considered the small-group discussions as a constructivist method because the class 

participants were interacting through discussion about American History; they had to 

think out loud and explain their reasoning. 1 considered both explaining and listening as 

skills that facilitated thinking and personal understanding. Thus, discussion played an 

essential role in the course. 

In general, the class participants believed that the different content-area literacy 

methods employed illustrated the effectiveness of the course as a learning experience. 

Although many class participants complained about the amount of writing assigned in the 

class, not one interviewed formally or informally, labeled the content-area literacy 

methods as ineffective. In fact, all of the class participants agreed that the course was one 

of the best they had taken. Joan's, Cathy's, and Adele's comments sum this up: 

Joan: "I'm not sure what made your teaching methods so good. You're 
one of the. you're probably the best teacher I've had in college, just because 
you're real... you never tried to impress us with how smart you are. Oh, I'd 
never seen the SQ3R concept before. I'd never even thought of that. It (the class) 
was tough at first, because [you seemed] to want everybody to participate and be 
a part of the class ... even the women... most men instructors don't pay 
attention to the women in the class. It seemed like you really liked us, unless we 
were goofing off: even then you just seemed disappointed. I loved coming to 
class, even if it took up an entire day." (Interview, 7/13/00) 



Cathy: "i liked that course. We took time and discussed until everyone 
understood. You cared about us as people. Asking you a question was safe: you 
never said. "That's a dumb question." Everybody got to participate. Everyone 
was involved." (Conversation. 7/21/00) 

Adele: "I could tell it was going to be tough on the first day because you 
(JG) never treated any of us any different from the rest. At first. 1 couldn't 
believe that we were going to be graded on our participation. But. we took time 
and helped each other to understand. I don't like to speak out in class, and you 
even had me doing it (laughs)." (Conversation, 6/10/00) 

These excerpts illustrate several aspects of the class activities that made the participants 

supportive of the content-area literacy methods they experienced. First, as Joan points 

out. the specific methods used demonstrated that the class participants were valued 

equally and their formulation of a personal understanding of American History was 

important. In addition, all three imply that they appreciated the course design: to keep 

them involved and motivated in class activities by making them work hard and stay on 

task. Adele's comment about treating every class member equally indicated that she saw 

and appreciated the course emphasis on individual understanding. 

The class participants engaged in the content-area literacy methods because they 

viewed them as a way of organizing their thinking and understanding and maintaining 

their involvement in the course. In the culture of this particular community college 

course, content-area literacy methods were employed as tools that built a foundation for 

knowledge, organized thinking and personal understanding, and encouraged participant 

involvement. 
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Conclusion 

By helping participants to build a personal foundation of American History 

know ledge through the use of reading and writing, and by providing other content-area 

literacy activities such as discussion to facilitate a personal understanding of that 

knowledge, the class built a structure that increased the participants' understanding of 

American Histor\ concepts, and improved their abilities to organize their thinking and 

understanding. The methods employed also helped the class participants learn to increase 

iheir general learning, thinking, and academic skills through a variety of methods. 

The use of content-area literacy methods to facilitate thinking and understanding 

shaped this American History survey course in dramatic ways. First, organizing one's 

thinking and looking for details which e.xplain larger concepts is a hallmark for 

formulation of a personal understanding of histor>'. Over the span of the course, the class 

participants came to view American Histor> as the study of a body of facts, the meaning 

of which is open to personal interpretation, discussion, and debate. That view facilitated 

the use of content-area literacy methods. Second, many of the class participants saw the 

discussions and organization of their thinking as an important element of their personal 

understanding of American History. That shared value created a collegial environment in 

which the class" behavior focused on learning. 

Asking class participants to engage in activities to develop organizational skills for 

thinking and understanding at first struck some class members as strange; in fact, it was 

an instructional process. Although some participants may not have possessed all of the 

abilities required by the content-area literacy methods employed, they were likely to 
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develop those abilities through practice. Such practice was provided in the form of 

activities which would facilitate their understanding of American History and in other 

subjects as well. In essence. I understood that some participants' academic skills were 

still being developed, while others had been away from an academic environment for 

some time and that possibly dormant skills needed to be reawakened. To help them 

expand their skills, a form of scaffolding (Berber & Herber. 1993) in the guise of 

content-area literacy methods helped the class participants work toward expanding their 

academic skills while they developed a personal understanding of American History. 

W ithout the focus on developing skills to facilitate thinking and understanding, class 

participants could have easily struggled to understand wider historical concepts. These 

beliefs illustrate some of the building blocks of a knowledge of andragogical learners and 

the t\ pes of instructional support that class participants needed to become independent 

learners. 

M\ belief that organization of one's thinking and understanding is an important 

element of history learning stems from my beliefs about the nature of knowledge in 

histor\. These beliefs shape the core of my andragogical content knowledge (Jarvis. 

1995: Knowles. 1970). Like the teachers in both of those studies, my teaching practice 

reflects not only a personal philosophy of history as a discipline, but also andragogical 

content know ledge values (Know les. 1983). My understanding of the reading process 

coupled with the metaphor of history as "'a stor>' with an infinite number of perspectives'" 

influenced my choices of content-area literacy methods for this study. Additionally, a 

recognition that class participants needed to hone their own skills for thinking and 
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understanding also had an impact on the choices I made. Thus. Shulman's (1987) 

proposition that basic content knowledge (memorization of facts) is substantively 

different from andragogical content knowledge (formulation of personal understanding) 

is supported by the findings in this study. 

The class participants used content-area literacy methods as tools to help them 

organize their thinking and understanding rather than simply retain information. They 

believed that use of the content-area literacy methods would facilitate their thinking and 

understanding. Additionally, the use of these methods supported class participants" 

active in\ olvement. The class participants supported the use of content-area literacy 

methods because of their beliefs about history, teaching, and learning. These positive 

interactions, combined with my own beliefs, facilitated the use of the content-area 

literacy methods. My andragogical knowledge and philosophy was based on 

understanding and meeting participants' needs and on helping the class participants 

interpret the meanings of histor\- for themselves: I formulated an understanding of how to 

teach history that coincided with my values and beliefs about community college 

students. 

The foregoing discussion of how content-area literacy methods were used in the 

course naturally follows with the question of why such methods were employed. In 

chapter 5.1 provide a deeper analysis and interpretation of the decisions made about 

literacy in the history classroom, together with an interpretation of the experiences, 

beliefs, and values that shaped those decisions. 
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CLASSROOM INTERSECTIONS: MAKING DECISIONS 

Introduction 

In the preceding chapter I reported that, in this particular community-college 

American History sur\ey course, content-area literacy methods were employed 

successfully as tools to organize class participant's thinking and understanding. The 

majority of chapter 4 was devoted to presenting the results of how those tools were thus 

employed. In this chapter. I use a narrative account to suggest why these tools were 

employed to organize thinking and understanding. 

The narratives of two key participant-informants and my ow n reflections, reveal 

two discoveries about the experiences, beliefs, values and decisions that influenced the 

use of content-area literacy methods in the history sur\ ey course. First, the class 

participants" decisions about content-area literacy methods were based upon teaching and 

learning in history and teaching and learning in general. My decisions stemmed from my 

understanding of the reading and writing processes and my philosophy regarding the 

nature of knowledge in history. This, in turn, influenced my beliefs about teaching in the 

content areas, and my andragogical content knowledge (Knowles. 1970). In addition, I 

had constructed andragogical beliefs about college and adult learners, what Knowles 

would call andragogical learner knowledge. Similarly, participants' decisions were based 

on their beliefs about knowledge and learning in history, their previous reading and 

writing experiences and their previous experiences with teachers. 
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Second, the class participants" beliefs about history, teaching and learning 

stemmed from beliefs, values and life goals shaped by unique life experiences. Because 

those beliefs, values and goals intersected in many ways, most of the class participants 

accepted and supported the employment of content-area literacy methods that in turn 

influenced their positive participation in the course's culture (see Tables 4.1 and 4.2). 

Concomitantly, e.xit cards and field notes of participant conversations indicated that the 

class participants' acceptance and support of content-area literacy methods supported the 

use of those methods in the course design. Through these methods, we were able to 

establish a collegial relationship that supported academic success. Thus, the class 

participants continued to employ content-area literacy methods as tools to organize 

thinking and understanding. 

In this chapter. 1 use participant narratives and personal reflection to explain and 

support these two discoveries. The narratives accomplish two purposes. First, they 

provide a description and interpretation of Bill's. Mitzi s. and my life. This description 

and interpretation sheds light on how beliefs, knowledge, and decisions evolved as a 

result of a variety of lived experiences. Through these interpretations, a reader of this 

study is able to glimpse cultural and social influences that shaped us over time. As a 

result, analysis of the course's classroom culture is framed by an interpretation of 

experiences that its participants brought to the course's contexts. 

Second, along with descriptions of my life and Bill's and Mitzi's lives and 

experiences. I provide analyses that allow an exploration of how our lives intersect. Such 

an exploration contextualizes the social interactions occurring during the course. The 
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analysis focuses on similarities and differences between participants' cultural 

backgrounds; their hopes, dreams, and goals for the future; and their beliefs and decisions 

about learning, teaching, and history. The exploration of our lives highlights how our 

experiences supported the beliefs, decisions, and methods of the classroom culture. 

The chapter is divided into two sections. First. 1 use narrative to describe and 

interpret Bill's. Mitzi's. and my life. An analysis of major life themes that led to the 

narrative's construction is included. Second. 1 discuss the intersection of these lives, with 

an emphasis on: (a) how my life experiences shaped my content-area literacy teaching 

practice, and (b) how Bill and Mitzi's life experiences supported their use of content-area 

literacy methods. 

As in the presentation of results in chapter 4. please note that my interpretation of 

these individuals' experiences was conducted to highlight and understand their 

perspectives. Although I consider how these lives intersect and what that intersection 

means for the use of content-area literacy methods in the course. I am not attempting to 

\ alidate or critique the experiences, beliefs, and practices of the individuals themselves. 

In chapter 6.1 raise questions about what these experiences, beliefs, and practices mean 

for content-area literacy, history education and reform in college teaching. 

Narrative Experiences 

Clandinin and Connelly (1994) assert that people remember experiences in the 

form of life stories. When I asked Bill and Mitzi to share memorable experiences from 

iheir lives with me, both initially said. "I don't really remember anything." However, as 
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we talked informally over the months and then progressed through the formal interview 

protocol, sharing freely with each other became second nature. As I continued to analyze 

my reflections and BilFs and Mitzi's responses, it was clear that each of our lives had 

been dramatically influenced by our experiences. As we progressed. Bill and Mitzi 

began to speak of recognizing the importance of their experiences in shaping their lives. 

As a result of our focused discussion and reflection, they saw how individual stories 

came together to form a larger picture or narrative. 

Some stories were unfocused and I sometimes had difficulty with inferences and 

interpretations. Our discussions, and their member checks, greatly assisted the process. 

This study's greatest limitation is that I did not have time to interview Bill's and Mitzi's 

spouses, other instructors, or friends. Such input would have greatly enhanced the texture 

of my understanding. Unlike a current recruiting slogan for one of the military arms. I 

was not "an Army of one"; at some point. I had to quit collecting and analyzing data and 

write it up. 

Despite the study's possible limitations. 1 found that my analysis permitted me to 

interpret our experiences in meaningful ways. In Bill and Mitzi's stories 1 was able to see 

them as young adults with hopes, careers, and needs that, while integrally connected to 

their quest for a degree, superseded what happened in the history course. 1 was also able 

to see and understand some of the beliefs and values they brought to the class. These 

beliefs and values intersected with mine in ways that influenced the classroom culture. I 

present my narrative first, as a way of assisting the reader to understand and interpret the 

classroom culture I helped to establish. Following my narrative are Mitzi's and Bill's. 
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Duty. Honor, Achievement—John 

Over a 5-year period at ACC. I became known to my Dean and department chair 

for superior student evaluations, a willingness to try new things, and a genuine passion 

for classroom teaching and student success. Former class participants frequently called 

or sent e-mails to say hello or ask for a letter of recommendation. Just as often, however, 

they look time to talk about their plans and progress. I enjoy working with community 

college learners. In truth, the relationships formed with class participants are a 

tremendously important aspect of my life and my teaching practice. 

Vly relationship with class participants is akin to the relationships 1 used to have 

with other soldiers; a relationship based on mutual respect. Those relationships are part 

of my essence, as a man and a teacher. In teaching and in life. 1 belie\ e in "duty, honor 

and achievement." When focused on one's duty and on others, these principles imply 

seifiessness and mutual respect. Further, they emphasize building and maintaining 

collegial relationships and assisting other's success by mentoring, modeling and 

reflecting on how to work smart as well as hard. 

My parents gave me a sense of right and wrong, caring about others, and doing 

what's right—even when no one else is watching. Later, at New Me.xico Military 

Institute and on Active Duty, those beliefs and values stood me in good stead. 1 believe 

strongly in the classmate or "Ranger-buddy" system of everyone working toward the 

same goal. As I progressed through my training and education and entered the military I 

noticed leaders who "walked their talk." That didn't change when I rejoined the civilian 

world; I made a commitment to myself to be authentic in life and in my teaching practice 
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by doing my best to respect the needs and abilities of others, particularly participants in 

my classes. 

As a community college teacher, respecting participants in my classes means not 

only appreciating their abilities, but also assisting them to capitalize on their strengths, 

and work on their weaknesses to be academically successful. Such a commitment 

requires an effort to make a connection w ith each class participant. For me. academic 

success entails academic performance in light of one's abilities, a willingness to work 

toward improvement and a commitment to one's education and lifelong learning; such 

abilities, commitment and willingness go a long way toward ensuring individual self-

direction and personal excellence. 

Background: Where IConie From 

My maternal grandfather was the son of Irish immigrants. My maternal 

grandmother emigrated from Denmark. They settled in my hometown, during the period 

following World War I. and opened a variety store. My grandfather ser\ ed as the local 

justice-of-the-peace. for over three decades, until his death in 1963. 

My parents worked hard. My mother received both her bachelor's and master's 

degrees in secondary education from what is now Northern Arizona University. She 

taught social studies. Spanish, and physical education at my hometown high school for 30 

years. Over that period, she did her best to be my "Mom." 

My father quit school after the si.vth grade and left home during the depths of the 

Great Depression. He spent his professional life in highway engineering and heavy 
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construction. His unwillingness to accept any limitations led him to become what I now 

recognize as a genuinely self-directed learner. His desire to succeed led to his state 

certification as a Civil Engineer. Prior to his retirement, he served as an adjunct faculty 

member and guest lecturer in the Civil Engineering programs of two of Arizona's 

universities. 

Both my parents were supportive of my quest for an education and a career of my 

choosing. Neither ever said "you have to be the best." Both, however, expected me to do 

my personal best always. 1 have no siblings and the town we lived in was tiny. 

I grew up in a rural community in northern Arizona. In high school 1 lettered in 

three sports, rarely cracked a book, and graduated second in my class. After high school 

and a very short stint in the Marine Corps. 1 was successful in obtaining an R.O.T.C. 

appointment to New Mexico Military Institute (NMMl). a junior college. 

While at NMMI. I concentrated on an Associate's degree and the requisite 

courses in Military Science. Upon graduation. 1 transferred to the University of Arizona 

where 1 majored in History and Political Science with the idea that both were content-

areas that were useful to an Infantry Officer. In the back of my mind was the idea that 

after 1 retired from the military. I wanted to teach history at the community college level. 

1 had no sense, at the time, of teaching as a calling. I had not served as a teacher's aide in 

high school nor had I taken any education courses during my undergraduate program. I 

did know that 1 loved History and the idea of getting paid, to help others learn what I 

lo\'ed. sounded pretty good. 
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After leaving the military, my first real job was as one of the deputy 

administrators for a state-level law enforcement agency. On paper, it was a great job; 

good salary, power, etc. 1 was miserable. One week before Christmas. 1 drove to 

Phoenix and laid my badge and credentials on my boss' desk. I had no idea what 1 was 

going to do next and it was one of the toughest things 1 had ever done. 

On the recommendation of my best friend. I answered a newspaper ad for adjunct 

instructors at ACC. ACC offered courses for adult learners in the evenings. The 

.Assistant Dean of Instruction took a chance and allowed me to teach an evening section 

of the Western Civilization survey course at one of the local high schools. 1 found myself 

in a classroom, working hard to get information across. My students diligently took 

notes and regurgitated answers for my exams. 

On the face, everything looked okay. My graduate transcripts said I had an 

adequate background. The State Board for Community Colleges even said my 

background was sufficient to warrant a lifetime teaching certificate, without further 

coursework. The student evaluations said that 1 was effective, knowledgeable, and 

personable. I couldn't figure out why 1 felt uneasy. 

It finally came to me after talking to a former student, h was obvious that despite 

my hard work, he did not understand what the catalog said he was supposed to have 

learned. There had to be a better way. 

I had no illusion that every one of my students would build the same passion for 

histor>' that I had. However, I was increasingly uneasy with my adherence to a teaching 

paradigm that set content mastery as the goal for adult learners. I was uneasy with what 
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(I felt) boiled down to telling p)eople what (and how) to think—that such a proposition, 

while appearing to be well grounded in "facts," was actually quite arrogant and not my 

right (Freire. 1991; Freire & Shor. 1987). 

When I first entered the military. 1 was stunned at how much free expression and 

dissension existed. My experiences, over 20 years, had shown that strong, cohesive 

organizations existed when individuals had an opportunity to share their ideas and 

understanding. In those organizations, power to make decisions was often pushed as low 

as possible, and the decisions of juniors supported, whenever possible. While one might 

be "chewed" out after a mistake, it was rarely held against you. Members of such units 

rarely took such things personally—they simply learned from the mistake. Often, 

differences in rank were treated as differences in responsibilities. Everyone could leam 

from everyone else. On occasions when salutes were exchanged, it was a mark of mutual 

respect between professionals as opposed to subordination or submission. 1 learned as 

much, or more, from Sergeants as 1 did from Colonels. 

While Duty. Honor, and Achievement became more articulated during my time as 

a Cadet. I first became aware of their equivalents growing up in my parent's home. Duty 

was simply expressed as doing what's right—even if it's distasteful and even if no one 

else is watching. Honor was always, "You're a Glover, your word is your bond." 

Achievement was once expressed in a television commercial as "be all that you can be" 

and echoes my parent's expectations for me. Another critical component of my parent's 

curriculum was respect for others. 
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Both my parents grew up at a time in this nation when institutionalized racism 

was the norm. My father grew up in rural southwestern Alabama. Prior to The War 

Between the States, the Glover family were large plantation owners whose property 

holdings included many slaves. 

During their lifetimes. I never heard my parents utter a racist comment. Both of 

them had strong opinions of who I should associate with, but race and ethnicity did not 

enter into the picture. The color of skin had nothing to do with people's worth. Their 

actions, however, most certainly did. Both my parents took the position: "Be a 

gentleman, always." 

1 learned to respect others, unless or until 1 personally understood that an 

individual did not merit my respect. Even then. 1 was to be compassionate and helpful, 

unless it interfered with my obligations to my family or me. My parents worked hard and 

were good role models, even when we disagreed. 

In sum. I place value on mutual respect and learning from each other. I believe in 

collaborative effort and the power of strong, cohesive teams. My experiences helped 

shape my belief in reaching out to class participants to assist their academic success. My 

parents valued education; as a result, I have always tended to define life success in terms 

of academic success. I bring these values and beliefs to my decisions about teaching, 

including my decisions about the use of content-area literacy methods in classrooms. My 

andragogical learner knowledge (Knowles. 1970)—that is. my knowledge about college 

and adult learners—was built based upon what 1 knew about people and what I believed 

was right when dealing with others. Through my military and teaching experience. I 
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have learned that I agree with Vygotsky (1978) in that if 1 expect excellence even from 

those who don't have strong skills, they will tend to rise to meet my expectations. This is 

particularly true if 1 don't give up on them. 

I believe that it is critical to connect with class participants to find their special 

talent or passion in order for them to find relevance in studying History. For me, that 

connection, that relationship, is a key to effective teaching. However, my goal in 

building collegial relationships during this study was not to establish a friendship with the 

class participants: I wanted to help them know that a personal understanding of History 

was helpful to them, and that success in the course would support further academic 

success. As a result. I focused my efforts to build collegial relationships on teaching 

them how to make connections and organize their thinking and understanding as the class 

continued to examine topics in American History. 

When I began teaching at ACC. I taught facts. As a result of my experience, 

coupled with my doctoral coursework and discussion with mentors and colleagues. I've 

learned that I don't teach students or subjects, I work with people and learners. Thus, 1 

have geared my teaching practice toward helping others to make connections and 

organize their thinking and understanding. 

My overall goal in the course was to help class participants leam to employ 

content-area literacy methods as tools to make connections, formulate a personal 

understanding of American History and to leam to express that understanding. This goal 

statement is supported by the responses of Bill and Mitzi and by my conversations and 

interactions with other participants during class meetings. It is clear that my decisions 
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about the use of content-area literacy methods as tools for thinking and understanding 

stemmed from a personal goal to help class participants be academically successful. By 

assisting class participant's academic success. I improved my personal understanding of 

my teaching practice. 

Andragogical Underpinnings 

My andragogical content knowledge (Knowies. 1970) and andragogical learner 

knowledge (ICnowles) were constructed as a result of experiences that emphasized the 

framework of learning from each other. A respect for class participants and the value of 

education, coupled with experiences that had provided insight as to class participants" 

needs and goals, led me to construct andragogical knowledge that focused on facilitating 

their learning (andragogical learner knowledge). 1 employed content-area literacy 

methods as tools (Vygotsky. 1978) to help the class participants learn the concepts 

covered in the course. As an example, during the first class meeting. I taught a note 

taking strategy to help them build a foundation for class discussion. 1 could have easily 

lectured, if all 1 wanted to do was acquaint them with a topic. Instead. I used the note 

taking strategy to help the class participants learn how to learn, which would in turn help 

them to become academically successful. Some college-level instructors might reject 

these methods as time consuming, inappropriate to the course content, or just not their 

job. However, my andragogical learner knowledge said that the time spent could be 

folded into other activities and that helping others to learn is important. These factors 

uere all strong motivators to employ content-area literacy methods in the class. 
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I did not use these methods blindly. I employed them in ways that helped class 

participants make connections by organizing their thinking and understanding. In 

teaching history, I believed that organization of one's thinking is critical to an analysis of 

historical dynamics as well as to academic and societal success. My choice of content-

area literacy methods and strategies such as SQ3R. graphic organizers and summary 

writing should not be surprising. They fit with the andragogical content knowledge 1 

constructed based on my beliefs about the nature of knowledge in history. Several 

experiences in my life contributed to my development as a classroom teacher. My 

parents had instilled a belief in respecting others and valuing education: NMMI and the 

military taught me to work within the system to get things done. 

My earliest teaching e.xperiences at ACC had a dramatic effect on me as I 

struggled to transmit know ledge to students in my classes. My doctoral coursework 

contributed greatly to my andragogical knowledge, and meshed into my already 

constructed knowledge base. My committee chair was an agent for educational 

socialization and my construction of andragogical knowledge. The resultant 

understanding emphasized helping class participants to make connections by organizing 

their thinking and understanding. I merged content-area literacy methods and theories 

into my existing beliefs about people and learning. As an example, I employed methods 

from my formal content-area literacy courses if I thought those methods would help class 

participants become academically successful and if the strategies fit with my conception 

of learning in history. This meant respecting the class participants and working to build 

collegial relationships that would help them be academically successful. I did this by 
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teaching them to use content-area literacy methods as tools for making connections and 

organizing their thinking and understanding (Vygotsky. 1978). 

In the following narratives of Mitzi and Bill. I show how two class participants 

responded to my efforts to build a collegial relationship, and how they responded to the 

use of content-area literacy methods in the course's culture. The narratives of Mitzi and 

Bill highlight factors of socialization in their e.xperiences. demonstrating how their beliefs 

about knowledge, teachers and college, and how their personal goals and values were 

shaped by their e.xperiences. Brief participant biographies appear in Appendi.x F. Using 

the narratives. 1 interpret how these e.xperiences. beliefs, \alues. and goals shaped the 

interactions Mitzi and Bill had in the history course. 

Striving for Self-Reliance—Mitzi 

For Mitzi. a college education represented independence and a pragmatic answer 

to questions about her future. Mitzi's life can be described by the theme striving for self-

reliance. In the experiences she shared it was possible to see her need to find answers 

about where she fit in. not just in the Air Force but in the wider society: and what she 

wanted to do with her life. Her responses reflected her uncertainty about life, but a 

willingness to work toward the answers. 

I just got out of a marriage that I got into for all the wrong reasons; and now I 
have a daughter: She's my number-one priority. I've been out at the POL 
(Petroleum, Oils and Lubricants) point for three years now. Promotions in my 
career field are very slow ... Even though I've been in the Air Force for seven 
years. Fm thinking about getting out... Either way. I need an education. (Field 
notes. 01/16/99) 
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Mitzi believed that gaining self-reliance was an answer to her questions. She 

demonstrated her determination by attending college, even though she was heavily 

committed in her work and her family life. 

1 still haven't been promoted, but since I finished the [history] course. I've backed 
off on the number of classes I take. I'm able to dedicate the time 1 need to my 
education and my daughter. I'm not nearly as crazy as I was. It's going to take 
me longer to get mv dearee. but so what. I'm a lot happier now. (Interview. 
08/02/00) 

Mitzi's quest for self-reliance was reflected in her philosophy of learning and it 

intluenced her beliefs about teachers, effective teaching and learning. She responded 

positively to the content-area literacy methods. She wanted to be a self-reliant and self-

directed learner, so she would be free to concentrate on her priorities; her daughter, her 

education and her career advancement. 

I've noticed that 1 think I'm a little smarter than I used to be. I think that all those 
things that we used made a difference; they have for me. anyway. I'm not shy 
about asking my professors for help anymore. I'm even more active in my classes 
and I'm a lot more critical about what I read. I'm pretty junior in rank but I've 
even made some suggestions at work. I'm kind of proud of that. .. I'm getting 
better at a lot of things. (Interview. 08/02/00) 

Striving and Surviving 

Mitzi's life, immediately prior to the histor>' course, had been turbulent. Two 

years previously, she had married a co-worker in the Air Force and began taking college 

courses at the on-base ACC site. She took a writing course and had done well. Her 

husband had no desire for a college education and stayed home with their daughter. 

Appro.ximately 18 months into their marriage she had come home to find her husband, 

and three of his friends, "smoking crack in the kitchen" (Interview. 08/02/00). She found 



199 

that her infant daughter had not been changed for hours. Mitzi packed up her daughter 

and left. She filed for divorce within a week. Her estranged husband moved into an on-

base housing facility where a random search uncovered crack cocaine in his room. He 

was court-martialed, confined in the stockade, and subsequently discharged under less-

than-honorable terms. 

Mitzi moved to another apartment and tried to get back on her feet. Her husband 

had defaulted on all the bills and she was being dunned for payment. "I was at my wit's 

end. Ever\thing seemed to be closing in" (Interview. 08/02/00). Mitzi took a month's 

leave just prior to the course. She spent the lime going to court and working things out 

w ith her creditors through the ad\ ocacy of a social worker. 

When she began the history course, she seemed happy and outgoing. When she 

introduced herself the first day she said she said she wanted to "gel an education and take 

care of my daughter, not necessarily in that order" (Student data sheet. 1/9/99). Mitzi's 

work during the first two class meetings was superior. She thought critically and in the 

abstract. She was quick to identify author bias in textbook readings and her research of 

related topics. At the third class meeting, it was like a switch had been thrown. Mitzi 

was obviously verj tired and though she tried to participate in the discussions, her 

preparation was lacking. 

During that history class. I was taking three others. I thought I could do it. After 
the second week. ever>'thing just seemed to close in on me. I know you (JG) were 
frustrated w ith me. I was frustrated too. After the second week, my First Sergeant 
changed the shifts, even though we had talked and he said he wouldn't. But we 
had some people assigned to TDY (temporary duty) in the mid-east and he had to 
take up the slack. My babysitter had her own kids and couldn't watch Melissa 
(pseudonym) at night: so I had to go to the day shift where most of the action is. 
The child care thing is a major problem in the Air Force. I was really stressed and 
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tired. Working ail day. trying to catch a couple hours sleep and finding time to 
study and take care of my kid. I knew what I wanted to say. but I just didn't have 
time. I thought that if I did well in the discussions, I could squeak by with a "C." 
So. I thought that if I could do anything I could at least participate. In the fust 
two class sessions, you probably got tired of seeing my hand and hearing my 
voice. In the first two weeks I was working the midnight shift and was able to do 
a lot of my work because nothing was going on. I would read my textbook and 
wrote my first paper during breaks at work, .^s the class progressed, that was 
hard; during the day there's a lot going on .. . and I really had no idea how hard 
that class would be. you really challenged us to think; (laughs) I worked my ass 
off... my final grade was no gift. (Interview. 8/2/00) 

.After the third class. I asked if there was a problem. She said that she was having 

scheduling problems with work and was tr> ing to work it out. I suggested that she 

consider dropping the class; Mitzi absolutely refused, saying: "No. 1 need this class; 

besides. I enjoy it" (Field notes. 1/22/99). 

In our interv iews. Mitzi said that her grades in high school had been "so-so." She 

said she struggled in mathematics and science classes and had to pay careful attention. 

Her previous experiences with histor\ had consisted of "lots of memorization for the 

exams." While she loved to read, she did not yet consider herself a reader. When asked 

the difference. Mitzi said "You can always spot the readers because they were really 

smart" (Field notes. 1/22/99). 

Mitzi joined the Air Force out of high school because she wanted to see other 

parts of the world and wanted to leave her hometown in the Midwest. As she was 

growing up, she said she didn't pay a lot of attention in school; because, with the 

exception of mathematics and science. e\ er> thing .. just kind of fell into place. I 

really didn't think about it ver>' much when we went through it" (Interview. 8/2/00). 
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Mitzi. however, always read the textbook. She did the same thing in the history class and 

took notes on what she read in her journal, so she felt prepared for the class discussions. 

Mitzi s experiences in a seventh-grade English class made a dramatic impact on 

her school life. The class was highly personalized, having only 12 students. 8 of whom 

she had known since first-grade. Mitzi described the class as having a lot of "super 

smart" people in it. Saying this, she indirectly hinted that in middle school she was one 

of the "super smart kids" somewhat set apart from the other students in her class. In high 

school, however, her grades did not reflect her intellect. "It was really simple. 1 

discovered boys and had also decided that 1 hated where I was" (Interv iew 8'2/00). 

Mitzi's high school grades and apparent lack of concern stemmed from her 

inattention to school learning: In her later teen years, she was more concerned with a 

search for self and self-reliance. According to Mitzi. her interests outside of school were 

widespread. She despised "hanging out at the teen center" and said that". . . happiness is 

[town name]. Indiana in your rearv iew mirror." During high school, she spent a great 

deal of time working at part-time jobs. At the end of her senior year she took a job at a 

local grocery- store but joined the Air Force within six months. Although it was against 

regulations, she continued to work in the civilian sector during her off-duty hours and 

moonlighted as a cocktail waitress for over five years, before deciding to return to school. 

These experiences merged with Mitzi's beliefs about the nature of knowledge in 

history and about teaching and learning. She liked the history class because, "I loved 

being able to talk about it. rather than just take notes; it just made so much more sense to 
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me that way." The theme of making connections in history was repeated throughout my 

discussions with Mitzi. In fact, at one point she said that. 

. . .  H i s t o r y  c a n ' t  b e  b l a c k  a n d  w h i t e ,  b e c a u s e  m o s t  p e o p l e  d o n ' t  t h i n k  i n  b l a c k  
and white. There were so many different filters you can apply and come up with 
a different meaning for each. While the "threads' were there. 1 didn't find that as 
important as the filters I applied during my reading and our class discussions. 
(Interview. 8/2/00) 

Mitzi had well-developed beliefs about learning. Once, she explained that she had 

questions about why and how the North and South could not find common ground to 

avert war; but she didn't ask them during the course because she didn't want to "spin the 

discussion off" At home, while reading, taking SQ3R notes, or writing in her journal she 

did wonder about antebellum history. As the class (and her problems) progressed Mitzi 

\ acillated between a desire to make connections and a desire to just take in the 

information at face value. "1 was trying, but 1 was always so tired" (Interview. 8/2/00). 

Mitzi's description of the history class also illustrates both her quest for answers 

and her beliefs about how learning should occur. 

In discussions, when other people gave their interpretations. 1 could see what they 
meant and sometimes they said something I hadn't thought about and I was able 
to put it all together. (Interview. 8/2/00) 

Mitzi's beliefs about knowledge, teaching, and learning are illuminated by her comments. 

It is possible to see how her quest for self-direction led her to like the historj' course. 

The methods you showed us helped us a lot; 1 was under a lot of pressure, 
but I loved that class. I began to learn how to learn with less wasted effort. It still 
wasn't easy, but the techniques really helped me to get organized. 

When we sat down, at the end of the semester, to talk about grades you 
(JG) really surprised me. We had talked about my mini-papers a lot. You gave 
me really good feedback, but I just didn't have time to rewrite. I must have 
looked really fragile because you were really gentle. That surprised me because I 
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knew that you had been an Army Officer and my view of the Amiy is that it isn't 
very gentle. You actually listened and gave me a chance. 1 really expected a "D"; 
a "C" at best. 

I knew you had a job to do and I didn't really expect sympathy or charity. 
Since I was in seventh grade, no one has told me that I was capable of doing 
better, so you really surprised me when you said that I was better than a "D" 
student. When you gave me the "incomplete," the first thing that crossed my 
mind was "Oh. jeez, where am I going to find time to re-write my mini-papers?" 
... the mind maps and the matrix that we did in class really came in handy 
during the time 1 was rewriting those mini-papers. I only had thirty days to get 
them done and there was a lot of work to do. Those two things really helped me 
to organize my thoughts and see how stuff fit together... they helped me see 
what I needed to say. At one point. 1 was really surprised that I understood as 
much as 1 did and could say a lot more than I originally thought. 

Somehow. 1 did, 1 knew 1 could do better. I'd never been told by anybody, 
particularly by a teacher [and never by an officer] that [ could do better. Most 
ne\ er paid any attention to me. Somehow, you saw something and refused to let 
me accept that "D." (Interview. 8/2/00) 

Mitzi. like her co-participants, was given power over her learning and the class format 

allowed her to learn American History in a manner that fit her conception of know ledge 

and learning. 

I've always hated to memorize things; 1 mean isn't that what reference books are 
for? Even now. once an exam is over, 1 tend to dump all the stuff I've crammed. 
1 just don't see how memorization for an exam is the same as learning. The same 
goes for lectures. How can giving back your teacher's opinions mean anything— 
other than an ability to take notes? (Interview, 8/2/00) 

Mitzi did not subscribe to a philosophy of learning that supported passive 

transmission of knowledge. As the class progressed, she expressed doubts about the 

veracity of the textbook authors' assertions. She called herself a "skeptic." saying that it 

all made sense when she read about it, but that authors' bias was often evident. "It's all 

spin, w e don't know if it's really true" (Interview. 8/2/00). Along with several others in 

the class, she started to question the neatness of textbook accounts of American History. 



Mitzi found the idea of questioning an author intriguing. Her quest for self-reliance 

caused her to think critically about what she read. That quest, in turn influenced her 

beliefs about American History. 

Self-Reliance 

Mitzi's e.xperiences revolved around a quest for self-reliance that she answered, in 

part, by critical thought. After her divorce and despite conflicts between her career and 

personal life, she felt herself growing toward self-direction and self-reliance and was 

sometimes impatient to reach the place she thought she should be. In many ways, the 

culture of the history class fit her quest quite well. First, the course design lent itself to 

critical and independent thought. Further, constructivist teaching practices complimented 

Mitzi's need for self-reliance. With the exception of mini-paper rewrites during the 

course, she made full use of the content-are literacy methods that helped her to make 

connections and organize her thinking and understanding. Mitzi liked the history class 

and never missed a class meeting. In retrospect, she said: 

That was a great class, one of the best I've seen, and for sure the best I've seen at 
[ACC]. You were funny, but very focused. You treated all of us like we were 
your equals, you never talked "down' to us. You used terms that confused me at 
times [but] the explanations always used language we could understand. Even 
though you're a guy (laughs). I didn't feel uncomfortable around you; I don't 
think any of the other women did. either. You were always polite. One thing that 
I noticed almost immediately was that you wouldn't let the men take over the 
class. I think we felt safe during the discussions and that our answers were as 
important as the men's. That's pretty unusual... a lot of male professors only 
call on other men. (Interview. 8/2/00) 
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Movin' Up—Bill 

Bill was bom 34 years ago in the inner city of a metropolitan area in the mid

west. Having grown up in what he described as "the Ghetto," he was always looking for 

ways to better himself and "move up." an easily identifiable thread throughout his story. 

\V hen asked where he wanted to be in 10 years he said "retired from the Air Force and 

uell on my way to my first million." Bill managed his own stock portfolio which he 

described as "in the si.x figures area." 

Bill's long-range goal was to own his own business as an information systems 

consultant: "I've already been offered four-times what 1 make in the Air Force." For Bill, 

"movin" up" would be as a result of a successful Air force career, and an education; or as 

he said it: 

. . .  I f  1  w a n t  t o  w o r k  a t  t h e  h i g h e s t  l e v e l s ,  1  n e e d  t o  s h o w  p e o p l e  t h a t  I  b e l o n g  
there . . . for that. 1 need an education. (Interview. 9/12/00) 

College was an extremely important component for Bill's success; he was openly 

ambitious and had a well-articulated set of life and career goals. In high school, he 

described his grades as "pretty good, considering all the gunfire in the neighborhood." 

Bill played football and basketball for all four years and was offered scholarships to three 

separate colleges in the mid-west. He declined them all. because "I was a lot more than a 

ball player" (Interview. 9/12/00). 

Bill decided to join the Air Force because he felt that he wasn't ready to go to 

college and that a tour in the military "would do me good." His test scores placed him in 

a category that resulted in his assignment to the information systems career field. This 

career field is a critical skill series for all the Armed Forces and is always short of 
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qualified personnel owing to attractive salaries in the civilian sector. As a result of his 

performance. Bill had advanced rapidly and well ahead of his peers. At the time of the 

History course and our subsequent interview, he was in his third enlistment and intended 

to stay on until retirement. 

Bill recalled his previous experiences of history classes by talking about Mr. 

Hastings, his middle school teacher. 

He was White, and unlike a lot of the other White teachers, he wasn't afraid of us, 
Or. if he was. he didn't let on. He treated us all fairly and equally—even the 
gangbangers—who left him alone. They kidded with each other a lot, it was like 
they respected each other. Anyway, he made history come alive. I remember a 
couple of times we spent an entire class period just talking about something that 
had happened in the city or in the news. Somehow, he was always able to bring 
history into the picture. 1 guess what I'm trying to say was that he made history 
seem relevant. Kind of how you (JG) go about it. you make the class interesting, 
fun and relevant. Relevance, that's really important. (Interview, 9/12/00) 

Bill said that the content-area literacy methods employed in the history course had been 

\ery useful since. 

1 have a hard time wading through and deciding what's important. The stuff [you 
showed us] helped me to understand what I read and be prepared for class. 
(Interview. 9/12/00) 

He found some of the techniques familiar, others were less so; 

. . .  S Q 3 R  i s  s o m e t h i n g  t h a t  I  g u e s s  I ' v e  u s e d  u n c o n s c i o u s l y  f o r  a  l o n g  
time. I guess; it helps me wade through a lot of the stuff I have to read. Taking 
time to talk through it on the first day helped me reinforce it. though you kind of 
gave us a checklist to make sure that we had covered everything. 

.. . The mind mapping thing was new, but it seemed very natural the first 
time I used it. I give briefings, from time to time, to let our squadron commander 
know what's going on. where the problem areas are and our recommended 
solutions. I've used lots of different kinds of graphics in my briefings. The idea 
of a using a graphic to organize my thinking is something I hadn't tried very 
much. Using the mind map to make sense of what I read was ... I don't know 
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. . .  i t  w a s  l i k e  s o  l o g i c a l .  T m  u s e d  t o  u s i n g  B o o l e a n  l o g i c  i n  m y  w o r k ,  s o  t h i s  
came to me very easily. I used mind maps, in every chapter, and then used my 
organized thoughts to work on the matrix—it kind of just fell into place and then I 
was ready for the questions you'd ask (laughs). (Interview. 9/12/00) 

The class discussions also played a large part: 

Those discussions were the best part and some of them got pretty intense. Don 
and I were always tr>'ing to catch you and you seemed to enjoy it as much as we 
did. Those discussions really pulled us together as a class. I knew that 1 couldn't 
let the other people in my group down, so I came into every class ready to 
debate—it was a lot of fun and 1 learned a lot. (Interview. 9/12/00) 

Mentors 

When asked to name indi\ iduals who had influenced his success. Bill spoke of 

three: he immediately named Mr. Hastings, who was discussed earlier. Next, he spoke of 

his grandmother, who he credited with keeping him "on the straight and narrow" in his 

boyhood. He said she kept him out of trouble and taught him right from wrong, which he 

said his grandmother defined as "the things that make your heart and soul hurt." The 

third individual Bill spoke of as a mentor was Mrs. Washington, his high school English 

teacher. He said that he especially appreciated her because she was always a positive 

influence who was willing to give him extra help. Bill believed that teachers need to be 

more positive when they dealt with their students. In Mrs. Washington's classes, he 

recalled, he had problems with some of the work and believed that he would not have 

passed the class without her positive efforts. Bill said that positive teachers helped him to 

understand texts and content because they encouraged him to open up. 

Each person who had an influence on Bill's effort to be successful was a teacher, 

in one form or another. His grandmother helped him establish strong core values and to 
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understand right and WTong. Mrs. Washington and Mr. Hastings pushed him to work 

hard in school, particularly through their positive attitudes and their willingness to help 

students discover connections between interests and schoolvvork. 

Pushing. Ahvays Pushing 

Bill was always pushing, in order to "move up." He saw the college experience 

as important to his future, and accepted that he would have to work hard to achieve his 

goals. 

I've set some high goals for myself and they won't come easy. My grandmotlier 
always told me that anything worth having was worth working hard for. 
(Interview. 9/12/00) 

At the same time, he kept a positi\ e attitude. Bill credited success to the support systems 

in his life: family, teachers, and friends. In particular, his school experiences were made 

easier by positive teachers who were v\illing to help him by sharing knowledge and 

helping him to make connections. 

Mr. Hastings. Mrs. Washington, as well as Coach Parsons [my high school 
football coach], taught me the importance of practicing to get things right and 
working as a member of a team—rather than as an individual. I've learned the 
same things in the Air Force, and we've done the same things in your history 
course. Working as a team helped all of us. 1 think. Sure, there was a little 
competition and we kidded each other a lot... but we worked smart, hard and 
had fun. I've had a couple of people that were in that history class in other classes 
and we kind of gra\ itated to each other. I tended to trust them and I think they 
tended to trust me. because we had worked together before. (Interview. 9/12/00) 

For Bill, unlike Mitzi. the culture of histor)- course was not one of self-reliance. 

Rather, he saw it as a culture of support, constructive feedback and reinforcement that 

helped him to succeed academically. Bill was pushing to be successful and wanted the 
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suppon he felt the course culture provided. The teaching practices were the same for 

ever> one. but Bill interpreted them in very different ways than Mitzi. as a result of his 

experiences. Like Mitzi. he saw the content-area literacy methods as effective. 

However. Bill saw the content-area literacy methods as support mechanisms and tools 

that helped him to participate actively and succeed in the course. 

For example, when describing the history" course. Bill said: 

The course was terrific: you were positive and enthusiastic about the subject and a 
lot of fun ... But we worked our butts off in that class. I had to work hard and 
couldn't slack off. If I had. I'd have never caught up. I used all those things you 
showed us and it helped me see how everything fit together. (Interview. 9/12/00) 

Bill's words illustrated his knowledge and experience of teachers, and his beliefs 

about learning. His statements that "We worked our butts off" and "I'd have never 

caught up." referring to what he thought of as the content load and pace of the course. 

illustrates that Bill belie\'ed that understanding history- involved making connections and 

organizing his thinking and understanding, that when put together synergistically. 

equaled one perspective of history's story. Bill accepted that this process of connecting 

the pieces of history would involve hard work. When I asked him what kind of hard 

work he had to do and how it helped, he said: 

Taking notes over the chapter readings and doing some personal research helps 
\ ou understand it better. And asking questions as you go helps you review what 
you've read. Then you hear and see others' opinions in the discussions and that 
really helps pull it together. (Inter\ iew. 9/12/00) 

Bill's conception of history knowledge as information to be "cormected" is clear 

in his explanation. What is also clear is Bill's belief that the reading, writing and 

discussion activities assisted his conception of leaming. Bill used SQ3R. mapping and 
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charting to organize his thinking and understanding during the reading process. 

Concomitantly, he used his journal and mini-papers to incorporate new knowledge and 

svnthesize his understanding. 

NVTiile Bill valued the content-area literacy methods to help him organize his 

thinking and understanding, he placed the most emphasis on the course design and the 

content-area literacy methods" ability to help him engage in learning. His comments 

indicated that hislor\- had become more than a mere body of knowledge to be learned for 

a lest. His experiences in the course had validated and reinforced his earlier experiences 

of learning during his class with Mr. Hastings. Histor> had become something that he 

could relate to and experience. 

In summation. Bill viewed the content-area literacy practices as a way of assisting 

his thinking and understanding of topics in .American Histor\'. Bill and I interacted 

positi\ ely in the class because his personal experiences and beliefs about histon.- learning 

and effective teaching supported the decisions and course design regarding content-area 

literacy and learning in histor\'. 

The Intersection of Experiences 

Using the narrati\ es of our experiences. 1 have provided the essences of Bill's. 

Mitzi's. and my experiences as instructor and class participants. Our unique experiences 

shaped our beliefs, decisions and practices of content-area literacy and learning in the 

historN course. Our experiences, beliefs and decisions supported the use of content-area 
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literacy methods as tools for thinking and understanding within a context that emphasized 

shared classroom power and the establishment of collegial relationships. 

Although I have described how our experiences and beliefs contributed to the 

decisions each made about use of content-area literacy methods in the course, the two key 

participant-informants (as well as the other 18 class participants) also held many common 

experiences and beliefs. A classroom culture is usually established by the instructor 

(Woods. 1987). This classroom was no exception. However, the interactions between 

the class participants and me had a tremendous impact on the classroom culture, as well. 

In the history course's culture, most class participants* and my interactions supported and 

extended the use of content-area literacy methods as tools for thinking and understanding 

(Vygotsky. 1978). 

What made the culture of the American History course unique? The course 

culture was unique not only because it was constructed by the 20 individuals who 

participated, but because we understood that each had subtly different goals and the 

content-area literacy methods 1 employed supported their academic success, as well as 

their efforts to reach their goals. Despite some commonalities in their cultural and social 

backgrounds, all of us interpreted our experiences in different ways, as evidenced from 

Bill's. Mitzi's. and my narratives. .As an example. Mitzi's discussions of American 

Historv' with the other class participants and me indicated that she participated in the 

class, but her participation was of an individual nature. Mitzi interacted through printed 

texts and to a somewhat less extent, through discussion. Bill and I. on the other hand, 

interacted overtly. His experiences in athletics, as well as the military emphasized hard 
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work, mutual support and a team effort. Bill received the feedback and encouragement 

he needed to excel in the course's context. 

The course design, and the teaching methods employed, emphasized participants' 

success at understanding, rather than content mastery. Notwithstanding my personal 

emphasis, the responses to the college's student evaluations indicated that the class 

participants believed they learned more in this particular course than in others. The 

teaching methods emphasized helping each class participant to be academically 

successful by developing tools that would assist them in organizing their thinking and 

understanding. The class participants, in turn, sensed a commitment to their success and 

supported the use of contenl-area-literacy methods, even if they did not use them to 

enhance their own learning. A compendium of these responses is shown in Appendix F. 

Socially constructed beliefs about literacy, teaching and learning raise concerns 

for the study of content-area literacy, social science teaching and reform in college-level 

leaching. Such concerns raise questions about professors' and college students' 

construction of knowledge and about definitions of academic success, empowerment and 

teaching effectiveness that must be dealt with by research in content-area literacy and 

through research and reform in college-level teaching. Current graduate programs, which 

emphasize mastery of a narrow, highly specialized content-area, will not develop college-

level educators equipped to meet the instructional demands of the 21^' century. Nor will 

movements that simplistically endorse a politically correct neo-canon engender reform in 

the face of such beliefs and practices. We must seek new ways to challenge professors' 
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and graduate teaching associates' social constructions of content-area teaching, learning, 

and literacy. 

In chapter 6.1 present a review of the study's overall findings and a summary of 

the meanings that the class participants and I made. Further, it is important to me as an 

educator and researcher, to question my teaching practice. Consequently. 1 devote a 

significant portion of chapter 6 to questions that arose for me as a content-area literacy 

and history educator and researcher. These questions represent directions for future study 

upon which research programs can be built. After raising these questions. 1 suggest a 

model for collaborative classroom research. 
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CHAPTER 6 

MEANING-MAKING FROM CONTENT-AREA LITERACY METHODS: 

CONCLUSIONS AND IMPLICATIONS 

This study began with questions about how and why participants and I used 

content-area literacy methods in a community college history classroom. Although the 

original research questions have been addressed by my interpretations of the course's 

culture, some new questions emerged. These questions stem from the findings made 

about content-area literacy practices, particularly in terms of the experiences, beliefs, 

values, and knowledges that influenced the class participants', and my. decisions about 

literacy in history. As a result of those findings. I have new questions about the meanings 

the class participants and I made about literacy, history, teaching and learning as we 

employed constructivist methods in the course. I begin this chapter by summarizing the 

results detailed in the previous two chapters. As part of this discussion, I present 

conclusions regarding the meanings the class participants and I negotiated through our 

interactions. Following this summary, I discuss connections between these findings and 

findings drawn from other studies of literacy, teaching, and learning. Finally. I draw 

implications for content-area literacy theory, research, and teacher education, as well as 

implications for history education research and teacher education. 
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Review of Findings 

Based on an interpretation of the data collected in this study, I found that content-

area literacy methods, employed as tools, assisted class participants historical thinking 

and understanding in the context of an instructor-student relationship. The use of 

content-area literacy methods as tools for learning was encouraged and supported by the 

relationship that was built between the class participants and me within the course's 

culture. This is illuminated by: (a) the decisions the class participants and 1 made about 

how to use content-area literacy methods, and (b) decisions which explain why content-

area literacy methods were employed as they were. This had implications for the 

meanings made by the class participants and me as we used content-area literacy methods 

to learn American History. In the following sections. I review the participants uses of 

literacy and discuss the meanings made about literacy, history, teaching, and learning as a 

result of the uses, decisions, and experiences that supported the employment of content-

area literacy methods. 

Uses of L iteracy 

Content-area literacy methods became tools for organizing thinking and 

understanding: the methods assisted class participants' abilities to organize texts. 

concepts, critical thinking and understanding of American History. Organization of each 

participant's thinking and understanding was the thread that wove content-area literacy 

and history learning together. Content-area literacy methods that assisted thinking and 

understanding were employed to promote the involvement of class participants by 
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building upon prior knowledge and to facilitate the development of critical thinking, 

personal understanding of American History, and academic skills. 

I defined content-area literacy methods as those classroom activities that require 

the class participants to read, write, or discuss American History texts. In each case, the 

activities w ere intended as means of organizing ideas and personal understanding. 

Textbook readings were supplemented by articles gleaned, through participant research— 

from journals, magazines and the world-wide-web. 1 approached reading as an activity in 

which the class participants broke down the ideas expressed by authors into smaller 

components that could be more easily understood. I believed that as they read the 

textbook and supplementar>' texts they would build upon their prior knowledge of 

American History. To assist them in this process. 1 provided reading, note-taking, and 

study strategies designed to assist organization and understanding of texts. The text 

preview (Readence et al.. 1998). conducted during the first class meeting, introduced 

class participants to the textbook and its chapter structure, and provided a methodology 

whereby critical information could be quickly located and understood. The Jigsaw 

technique (Aronson. Blaney. Stephan. Sikes. &. Snapp. 1978; Radebaugh & Kazemak. 

1989) reinforced the text preview and employed collaborative learning in small 

participant groups to assist understanding of textbook material. SQ3R (Aukemian. 1972; 

Robinson. 1961) reinforced both the text preview and the Jigsaw technique by (a) 

providing a systematic approach for understanding chapters in the textbook; and (b) 

suggesting a framework for examining facts, concepts, and other information. Graphic 

organizers (Herber. 1978). idea maps (Armbruster & Anderson. 1980) and mind maps 
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(Buzan. 1991) employed diagramming techniques that reinforced the text preview. 

Jigsaw and SQ3R. Taken together, the techniques supported careful reading, generation 

of thoughts, organization of understanding. 

Textbook and supplemental readings, then, were information and/or fact-based, 

and the goal of completing such readings was to build upon participants' prior knowledge 

of American Histor)' in order to stimulate their participation in class discussions. 

Writing was practiced in much the same way. The writing of summaries 

facilitated understanding of texts, particularly the supplemental texts. For journal 

assignments. I asked class participants to write summaries, capturing the main points of 

the texts they uncovered in their research. 1 also asked them to write about their 

perspectives on the chapter readings, class discussions, and their research. As in the case 

of reading, w riting in the course stressed the formation of personal understanding, 

supported by information and facts. The cognitive nature of the writing assignments 

stressed writing in history. Organization, accuracy, grammar, syntax, standard English, 

and punctuation were stressed in the formal products. By stressing such writing 

components. I facilitated class participants learning to communicate in an academic 

milieu. I considered such communication skills an aspect of college literacy, history 

literacy, and academic success. 

Classroom talk focused on understanding ideas found in texts. I worked with 

class participants to organize ideas, concepts, and supplemental details so that they could 

understand them. I viewed discussion of American History much in the same way I 

viewed reading about American History. By discussing American History with class 
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participants. I focused on critical thinking and reflection upon history topics, leading to 

participants" formation of personal understanding. Like reading and writing, class 

discussions stressed the formation of a personal understanding of topics in American 

History, supported by information and/or facts. 

My use of content-area literacy methods in this American History survey course 

represents my cognitive perspectives on literacy. My beliefs about teaching and learning 

emphasize personal understanding of ideas and concepts through their organization, and 

discussion. My perspectives on literacy. histor\'. teaching, and leaming are grounded in a 

philosophy that conflicts with lecture-dominant teaching methodologies. My 

perspecti\ es are based upon a personal philosophical perspectis e that allowed me to 

focus on the class participants" needs. 

.•\s previously evidenced in Tables 4.1 and 4.2. class participants saw the use of 

content-area literacy methods as helping them to organize their thinking and 

understanding and to maintain their active participation in the course. Likewise, most 

class participants believed that leaming about histor> involved critical thinking, 

discussion, and reflection upon the facts and information presented in the textbook. 

TTiough several students did not use the tools as a means of organizing their thinking and 

understanding, all participants shared views that supported the use of content-area 

literacy and constructivist practices in college classrooms. For example, most class 

participants thought that the textbook readings would provide them with terms, ideas, and 

concepts that would help them to build a basic understanding of American History. 

Likewise, they believed that writing ser\'ed one of two purposes: (a) retention of 
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information for later reference, and/or (b) organization and highlighting of key ideas from 

a large mass of information. The key topics and concepts were used to build upon their 

prior foundation of history and to guide discussion. 

Class participants viewed discussion as a way of helping them to think through 

the different concepts they learned in the course. Most participants believed that an 

understanding of definitions from their te.xt readings helped them to understand material 

discussed in class because the definitions represented components of ideas and/or 

concepts they were trying to learn. Thus, the class participants felt they were building a 

foundation of American History knowledge, a foundation that would help them learn new 

concepts as needed. The key informants both agreed that they felt they were looking at 

.American History- in an entirely new light and liked the emphasis on forming their 

personal understanding rather than simply returning answers from the textbook. 

The class participants and 1 saw content-area literacy and history teaching and 

learning from a constructivist perspective. We saw content-area literacy methods as a set 

of tools for organizing our thinking and understanding. Specific content-area literacy 

methods were used to facilitate reading of texts and to organize study. Group discussions 

were employed to help participants learn from texts and each other. Each of these uses of 

reading, writing, and discussion indicates that a development of content-area literacy 

rests on two premises. First, data from my field notes, exit cards, and the student 

e\ aluations showed that the class participants and I believed that content-area literacy 

methods generally facilitated the summarization and synthesis of ideas. The reading and 

writing processes employed in the course required an ability to organize in some fashion. 
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Second, the class participants and I accepted that history knowledge consists of a body of 

facts, concepts, and ideas that must be personalized and understood, more than just 

accumulated and organized. These beliefs contributed to the class participants' use of 

content-area literacy tools for organizing reading, writing, thinking, studying, discussion, 

and understanding of American History. 

Decisions About Literacy 

The class participants and my decisions about content-area literacy were based on 

an empirical understanding of the reading process and our beliefs about history , the social 

sciences, teaching and learning in history and the social sciences, teachers and learners, 

and classroom interactions. Both the class participants and my knowledge about history 

and the social .sciences, teaching and teachers, and learning and learners stemmed from 

beliefs, values, and goals shaped by each individual's life and e.xperiences. 

My Experiences and Decisions 

Early in my academic career 1 found that 1 learned more and functioned best in a 

classroom atmosphere that welcomed my input and valued my perspectives. Thus. 1 

developed a personal emphasis on building collegial relationships with the people who 

enroll in my classes (Knovvles, 1984a). The decision to use content-area literacy methods 

w as based on the andragogical learner knowledge I had built as a result of personal 

e.xperiences that emphasized an acknowledgement and respect for other people's 

perspectives and expertise. This understanding led me to treat participants in my classes 
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as junior colleagues. Such a relationship allows the class participants and me to 

concentrate on meaning making in a conte.xt of safe collegiality. I used content-area 

literacy methods as the primary vehicle to establish the context. 

Decisions about which content-area literacy methods to incorporate in the course 

were based upon andragogical content knowledge, my perspective of history and an 

understanding of reading and learning from the engagement of texts. My perspective of 

history as "a stor>' with multiple perspectives" influenced the type of content-area literacy 

methods I chose to use. Based on my perspective of history as a content-area, coupled 

with my experience of class participants' abilities and needs. I constructed andragogical 

content knowledge that supported the use of content-area literacy methods as tools to 

support thinking and understanding. 

Meanings Made from Classroom Interactions 

As a result of working to build a collegial class atmosphere, combined with the 

use of methods that experience said would support the class participants and my view of 

history. 1 was able to establish rapport. This rapport facilitated power and control issues 

in and out of the classroom. While 1 understood that my position, as the course 

instructor, carried power. I did not consciously seek it. My actions stemmed from my 

experiences with strong, cohesive teams in which I found that we can all learn from each 

other. 1 made a conscious effort to see that any power or control resulted from mutual 

trust between the class participants and me. What resulted was liberation and freedom to 

think for ourselves (Freire. 1991). My willingness to trust that the class participants 
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wanted to ieam American History allowed me to participate in a delightful learning 

experience (Apps. 1991). A focus on the organization of one's thinking and 

understanding coupled with the use of constructivist tools provided me the freedom to 

build and maintain a collegia! relationship with the class participants. This is supported 

by Knowles' (1970) assertion. 

Knowles would say that the class participants learned better as a result of the 

collaborative relationships we formed; they had grown as learners as a result of their 

participation in the course. In their journals. 1 saw progress in individual participants" 

abilities to organize their thinking and understanding, though some took 2-3 class 

meetings to adjust to the course design. The journals, class discussions, and reflections 

demonstrated that 15 of the class participants had grasped the meaning of historical 

literacy: that is. they had learned to be critical thinkers and communicators regarding 

concepts in histor\'. In the conte.xt of the course. 15 participants took a big set of ideas or 

concepts, worked through reading, writing, and discussion to make sense of them, re-

synthesized concepts to reflect their understanding, and communicated that understanding 

to others, via our discussions and written discourse. As a result of the emphasis on 

working together to examine ideas and concepts as well as looking for "threads" in 

American History, 15 class participants not only learned to organize their thinking and 

understanding, they also learned to be "critical thinkers." My teaching practice applies 

current literacy theory that stresses content-area understanding through the development 

of critical skills in reading, writing, thinking, and discussion (Eisner, 1991; Fosnot. 

1996). 
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All of the class participants continued to take classes at the community college: 

many have since transferred to the university. Several of those who transferred have 

contacted me to tell me that the hard work in the history course paid off. how much they 

enjoyed the class, and how successful they've been employing the tools they used in the 

history course. Several said that the tools they developed in the course had given them 

what they needed for academic success. It was obvious that they were confident in their 

abilities. I took such feedback as support for the continued use of content-area literacy 

methods as tools for learning. 

Finally, the class participants and 1 enjoyed the relationship we built during the 

course. The participants interviewed, both formally and informally, agreed unanimously 

they enjoyed the class and liked my teaching style; their positive attitudes indicated that 

the use of content-area literacy methods empowered them. My personal definition of 

empowerment—believing in one's own abilities and being successful—was critical to my 

personal view of my teaching practice. My teaching was in accordance with calls for 

reform of education that empowers learners to take action in their lives (Freire «fe Shor. 

1987). In the context of the course, my definition of empowerment focused on 

developing class participants' academic skills and on assisting their successful 

completion of the course. Instead of operating from a critical definition of 

empowerment, 1 operated from a classical liberal position, one that focuses on 

individuals. In that sense, the teaching methods employed in the class were driven by 

seeing the class participants as people with widely differing backgrounds interests and 

needs (Jarvis. 1995). 
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Meanings Made Through the Use of Content-Area Literacy Methods 

Class participants' beliefs about history and social science learning supported the 

use of content-area literacy methods as tools for thinking and understanding. Some 

suggested that history could be organized, which supported the use of content-area 

literacy methods. Others believed that history learning involved concepts they had never 

encountered, or had forgotten, and therefore, history learning required special strategies 

to facilitate thinking and understanding. 

It can be argued that some class participants merely learned how to "play the 

game" in the course. However, e.xamination of the data re\ eals their opinion that the use 

of content-area literacy methods was worthwhile; if not for them personally, then for their 

classmates. As an e.xample. class participants used SQ3R and mind mapping with 

enthusiasm. They said it helped them to learn the material better, but acknowledged that 

it was a lot of work until they fully understood and were comfortable with the techniques. 

In other words, the content-area literacy methods were not the easiest way to get a good 

grade or to play the "college game"; they were methods that helped them organize their 

thinking and understanding. Those who did not like the methods did not use them. 

though they agreed that the methods would probably work ver>' well for others. 

The class participants brought their prior knowledge of history classes and 

teaching to the course. In general, their beliefs supported the idea of organizing their 

thinking and understanding and thus accepted my employment of content-area literacy 

methods as tools for their use. The emphasis on the use of reading, writing, and 

discussion to summarize thinking and understanding encouraged the construction of new 



225 

knowledge about American Historv'. As a result, participants" prior experience and 

knowledge of history as a body of dates, battles, and treaties were not reinforced by the 

classroom interactions in which the class participants and I used content-area literacy 

methods to assist meaning making and the formation of personal historical understanding. 

The classroom interactions further challenged the class participants" prior knowledge of 

history- as a body of "facts" that need to be memorized and regurgitated for exams. 

Despite an initial adherence to a model of histor>' as a body of facts, the class 

participants were able to raise questions about histor>' (e.g.. Mitzi) or make connections 

from the classroom discussion of historical concepts to applications of history in their 

own lives or in society (e.g.. Bill). These individuals made different meanings from their 

interactions in the course: one meaning reflected an understanding of history learning as 

ihe organization of a body of "facts" to be memorized, whereas the other meaning 

r e \  o l v e d  a r o u n d  a n  u n d e r s t a n d i n g  o f  h i s t o r y '  f o r  a p p l i c a t i o n  t o  s o c i e t y  a n d  d a i l y  l i f e .  A l l  

participants inter\'iewed. formally and informally, left the course with a generally 

positive attitude about history as a discipline and with a great deal of confidence in their 

abilities to form a personal historical understanding. 

Their confidence stemmed in part from my belief in an affirmative duty to help 

them work toward academic success. The employment of content-area literacy methods 

that assist organization of thinking and understanding was viewed by the class 

participants as effective. The class perceived me as a professional educator. The 

teaching methods I employed contributed to an atmosphere that was never dull, a quality 

they valued. They valued such an atmosphere because they were motivated to participate 
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in class, which in turned helped them to feel connected with the course content. The 

rapid pace of the course coupled with the focus on participant imderstanding provided an 

impression that I had a strong grasp of the course material. Several commented that the 

classroom work was spontaneous and humorous, and that they were treated like people, 

rather than students. It was clear from many of their comments that such teaching at the 

community college level was unique. The vast majority of the college's student 

e\ aluations described me as a teacher who cared about learning and learners; they saw 

ihe content-area literacy methods they engaged in as tools provided for their success. 

The class participants viewed content-area literacy methods in the context of the 

collegial relationship we had formed. 1 employed the methods to encourage participant 

self-direction, the class participants use of the tools was largely dependent on the conte.xt 

established in the course since the methods were not. to my knowledge, used or 

encouraged by any other content-area instructor at the community college at the time. 

Therefore, the content-area literacy methods employed as a means of empowering 

participants' self-direction served in some ways to disempower them, not because they 

failed to promote critical thinking and understanding, but because they were tied to the 

context of one particular course. This implies that the tool's potential power to promote 

critical thinking and understanding as well as reading, writing, and study skills is less 

important than the contextual classroom relationship established between an instructor 

and students (Jarvis. 1995). This relationship, dependent on knowledge and belief 

s\stems. brings individuals in classrooms to interpret methods and practices—which, in 

lum. precludes or supports the employment of methods and practices in that content. The 
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relationship may preclude or support the use of those methods and practices in other 

learning situations. 

The class participants negotiated meaning through our classroom interaction as 

v\e used content-area literacy methods to learn American History. The employment of 

content-area literacy methods as tools for thinking and understanding was supported by 

the knowledge the class participants had constructed concerning history and social 

science. histor> and social science teaching and learning, and learners and teachers. We 

constructed the knowledge we brought to our classroom interaction as a result of life 

experiences. As we interacted, we made meanings from our interactions, and acted on 

the meanings we made. Common beliefs about academic success and learning shaped the 

lenses through w hich we interpreted our e.\periences and. in turn, shaped the meanings 

made from the interaction that occurred in the course. For the class participants, the u.se 

of content-area literacy methods indicated my effectiveness as an educator. The methods 

made sense in the context of the course and in the context of the collegial relationship we 

established w ith each other. 1 interpreted the class participants' use of content-area 

literacy methods and their growth in history literacy as evidence of the value of teaching 

learners to be self-directed and academically literate. As a result. I continued to employ 

content-area literacy methods. Moreover. I strengthened my resolve to assist participants 

in my classes to become successful thinkers and communicators of their personal 

understanding. 
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Connections to Previous Studies 

In this section I examine the relationship of the class participants and my 

negotiated meanings of literacy and history to theoretical conceptions of literacy, 

teaching, and learning as social constructs, and to research in content-area literacy and 

history education at the college level. 

Content-Area Literacy. Teaching, and Learning as Social Constructs 

This study's findings support a view of literacy that consists of a social interaction 

that people engage in for specific purposes (Rosenblatt. 1982; von Glaserfeld. 1996; 

Vygotsky. 1978). In the case of this community college American History survey course, 

reading, writing, and discussion of te.xts occurred every time the class met. Content-area 

literacy methods facilitated class participants" organization of their thinking and 

understanding as well as constructing, maintaining, and e.xtending collegial relationships. 

The study also highlights the contexts and purposes that existed within the course, 

which has implications for future studies of literacy in college classrooms. The collegial 

relationship we built in turn facilitated a context that shaped the use of content-area 

literacy methods in the course. My actions were shaped by my commitment to building 

and maintaining a collegial relationship with the class participants and a desire for their 

continued academic success. The class participants" purposes ranged from maintaining 

the relationship to getting a grade sufficient for university transfer. This complicated 

nature of literacy, teaching, and learning provides an impetus for additional studies of the 

use of content-area literacy methods in college classrooms as a means of developing 
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deeper understanding of the influence of contexts and purpose on college-level content-

area literacy, teaching, and learning. 

The findings of this study support the view that literacy, teaching, and learning 

are social constructs that depend on meaning making (Fosnot. 1996). They also lend 

support to theories that suggest that cognition in college and adult learners involves an 

interpretation of socially negotiated and constructed meaning (Brookfield. 1988; 

Galbraith. 1995; Houle. 1988; Lindeman. 1961; Pitts. 1992). The class participants and 

my beliefs, values, and prior knowledge influenced our decisions and interactions in the 

course. Those beliefs, values, and prior knowledges represented each individual's 

interpretation of socially constructed meanings. As we interacted, we negotiated new-

meanings; which were individually interpreted. The individual interpretations, in turn, 

were made through cultural lenses. We brought the contemporary culture into the 

classroom via our personal experiences. The contemporary culture did not determine the 

course s culture, however, since each individual brought a unique cultural interpretation 

to the course. Class interactions reinforced existing meanings and led all of us to 

negotiate new ones. 

The interactions in the course were shaped by the discourse of history, a discourse 

that we interpreted as having a multitude of perspectives. This was illustrated by Sarah's 

journal entries, which drew the parallel between the prolonged British involvement in the 

American Revolution with America's ow n involvement in the quagmire of Viet Nam. 

The use of content-area literacy methods, then, had the potential to foster critical thought 
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leading to each individual's formulation of their personal understanding (Brookfield, 

1987). 

The view that history is open to interpretation is central to an epistemological 

view of history as "a story with multiple perspectives." Postman (1969) would recognize 

this view as demonstrating historical knowledge that is diametrically opposed to a 

perspective of history that embraces a set of "facts" and views to be adopted because 

scholars or cultural leaders have proposed it. My philosophical and epistemological 

beliefs, which stem from my personal and scholarly e.xperiences. support the multiple 

perspective view of history. These beliefs shaped the content-area literacy methods and 

constructivist leaching practices employed in the histor>- course. My view of 

"knowledge" is not one of simplistic accumulation and organization of \ ocabular\ and 

bits of information. I view history as open to interpretation because of the power that can 

be e.xerted through a personal understanding of historical topics. The use of this power 

rests in an ability to shape current society through discourse. 

A view of content-area literacy as discourse (Eisner. 1991; Fosnot. 1996; Freire. 

1991; Galbraith. 1991; Heath, 1984; Knox. 1984) is supported by the findings of this 

study. Content-area literacy practice in the course was shaped by beliefs and values that 

allowed multiple perspectives as participants engaged in reading, writing, and discussion. 

This suggests that research in college-level content-area literacy should be directed at 

understanding how professors and class participants engage in discourse in the various 

disciplines. We need to ask what constitutes college-level content knowledge. 

Concomitantly, we need to examine how experiences and beliefs shape discourse in 
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college classrooms. Finally, we need to understand how college-level discourse is 

supported (or unsupported) by the lecture/transmission paradigm within college 

classrooms and other academic milieus. 

As illustrated in the history course, the class participants and I held similar views 

of the content-area literacy methods employed in the course. Those similar views 

supported discourse. In what manner do the past educational experiences of professors 

and class participants shape discourse in college classrooms? This question should be 

investigated through similar research in a variety of content-areas or disciplines, and in 

several community colleges, colleges and universities. 

The findings of this study also have implications for the social construction of 

knowledge for class participants and professors alike. The findings support the 

conception of andragogical content knowledge (Knowles. 1983). The construct of 

andragogical content knowledge revolves around the idea that knowledge, prior 

e.xperiences. and beliefs about content areas, or disciplines, shape andragogical 

knowledge and action (Houle. 1988; Knowles. 1970. 1983: Lindeman. 1961). Moreover. 

Knowles" (1970) suggestion that values must be considered as part of andragogical 

content knowledge is supported by my clear acknowledgement that my values, beliefs, 

and experiences shaped both my view of history as a content-area and my beliefs about 

ihe teaching of history-. 

The findings also support some assertions of Apps (1991) and Goodlad (1997). 

First, the class participants and I brought more than our prior knowledge and values of 

historv to the course. We brought our prior knowledge of learners and teachers, and used 
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it to shape our interactions throughout the course. This suggests that the knowledge of 

college learners on which professors base their relationships with the participants in their 

classes is an integral factor in the decisions professors and class participants make about 

content-area literacy. Thus, future research on college-level teaching and learning should 

address such questions as: (a) What beliefs about college learners do professors bring to 

their understanding of teaching practices at the college level?; (b) In what ways do 

professors take the cultural backgrounds of their class participants into account during 

course design?: and (c) What values and goals do college educators hold for teaching in 

their content-area or discipline? 

Second, my andragogical knowledge was shaped by my e.xperiences as an Army 

officer and as a community college histor>' instructor of 6 years, as described in the 

previous chapter. Such knowledge is akin to what Brookfield (1990) called "white water 

rafting." Brookfield suggests knowledge of the craft of teaching is like a catalyst that 

brings content-area understanding to bear in the classroom. Brookfield also argues that 

knowledge of the craft of teaching is sensitive to. and derived from, contextually 

reflective e.xperience. Further, Knowles (1984b) defined andragogical teaching as highly 

reflecti\ e in that teaching methods develop over the length and breadth of one's career as 

an educator and has to do with understanding how to help learners focus their energy and 

efforts on self-directed learning (Knowles. 1975b). 

I was able to focus class participants" energies on our shared conception of 

learning. I constructed an andragogical knowledge of my teaching practice as a result of 

28 years of working with both soldiers and students, with the goal of achieving an 
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objective and/or helping them to succeed. Over the years of building and exploring my 

teaching practice, I moved away from an emphasis on transmitting content, to an 

emphasis on learner's personal understanding of content. 

Thus, my views largely mirror the philosophies of educators (e.g. Anders. Apps. 

Knowles, and Knox) who suggest that knowledge in the content-areas should be 

constructed and understood rather than isolated, categorized, and memorized. Ultimately, 

we built a strong, collegial relationship, with my philosophical and epistemological views 

of histor>' and teaching congruent with the goal of facilitating self-directed learning. 

As a result of his theorizing about the construction of andragogical teaching 

knowledge. Knowles (1975b) suggested that college and adult educators should engage in 

critical retlection on their teaching practice in order to make efficacious change in higher 

education. Thus, we should study college instructors" construction of knowledge about 

teaching and try to understand how college-level educators define their teaching practice, 

construct andragogical knowledge and a personal understanding of the needs of class 

participants, and act upon that understanding. 

This study emphasizes the importance of the relationship between educators and 

learners in teaching and learning. As Jarvis (1995) proposes, relationships are critical to 

teaching, learning, and understanding, perhaps more critical than educator s" philosophies 

about, knowledge of, or skill in the use of pedagogical methods. 

The results support Galbraith's (1987) suggestion that college-level educators are 

not necessarily considered effective by the participants in their classes because they 

display a set of attitudes or behaviors or engage in andragogical methods. Instead, 
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effective college classroom educators develop facilitation methods that reflect the 

diversity of the college's population and the contexts that emerge in their classrooms 

(Kember. 1994). 

This has implications for research on effective college teaching and for content-

area literacy education of professors. Simply stated, a Ph.D. in a content-area should not 

be seen as evidence that its holder is an effective college classroom teacher. We need to 

understand what effective college educators and effecti\ e college learners consider 

effective teaching practice. We should understand that professors will be hesitant to 

change their teaching methods to reflect those that participants in their classes consider 

effecti\ e. Once we begin to understand how college educators and learners \ iew 

effective teaching, we can work with both parties in the equation to expand conceptual 

boundaries by challenging philosophical and epistemological assumptions about college-

level leaching, learning, and content-area understanding. 

We should conduct research in college classrooms to understand if and how 

professors and learners build relationships. Colleges and universities should build 

education programs designed to teach an ethic of collegiality and integrity in conjunction 

with the teaching of andragogical methods. This proposal for college-level teacher 

education answ ers calls for reforms that focus on restructuring higher education as a 

caring community committed to students" academic success as well as scholarly 

excellence (CBS News. 60 Minutes. 1994). 

The employment of content-area literacy methods in the course w as influenced by 

personal experiences, beliefs, and values that had little direct connection to beliefs about 
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knov/ledge in history or about college-level teaching and learning. Life experiences and 

beliefs provided a backdrop for all the decisions and interactions the class participants 

and I made. As an example, my emphasis on organizing one's thinking and 

understanding steinmed from a belief in history as a story with multiple perspectives as 

well as from life experiences that demonstrated that real-life comes in shades other than 

black and white. 

The two key class participants, whose experiences 1 examined in depth, viewed 

literacy from different perspectives based upon their life experiences. These perspectives 

ranged from Mitzi *s use of content-area literacy as a way of resisting the academic grind, 

to Bill's use of content-area literacy as a way of ensuring future success. In both cases. 

Mitzi and Bill used content-area literacy as a set of tools to assist learning, by organizing 

their thinking and understanding. Their purposes for engaging in content-area literacy 

were ver\' different. In other cases, students did not use the methods 1 suggested, but 

developed or used other strategies that allowed them to participate to the extent they felt 

necessar}'. 

Such conclusions support Knowles (1984b) assertion that teaching, leaming and 

the construction of teacher and student content-area and andragogical knowledge cannot 

be truly understood without an understanding and interpretation of the participants' lives. 

Such an approach highlights both the experience and socialization that shapes educators' 

and learners' lives. This study is significant because instead of focusing on how people 

are socialized as passive recipients of social rules and mores, it focused on the leaming 
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experiences and opportunities the class provided and on how class participants made 

meaning from their socizil interactions and goals. 

Research on Content-Area Literacy. Teaching, and Learning 

Research on content-area literacy, teaching, and learning should be based in the 

conte.xt of classrooms. The experiences of class participants and educators should be 

studied so that we might better understand that classroom practices have implications for 

college-level content-area literacy, particularly for research on college-level teaching and 

learning. The implications for research in college-level content-area literacy research, 

teacher education, and teaching are examined in the following sections. 

Research on Content-Area Literacy Methods 

Research on the use of content-area literacy methods in higher education 

classrooms is almost nonexistent. At the secondary level, what research has been 

conducted found some differences in the reading and writing skills of individuals who 

learn and use content-area literacy methods in classrooms (National Institute of Child 

Health and Human Development. 2000). Often, however, those who profit most from the 

use of content-area literacy methods are those who possess strong reading and writing 

abilities prior to the study (Alvermann & Moore. 1991). 

In the American History survey course this study examined, the use of content-

area literacy methods depended entirely on me. as the course's instructor and professor of 

record. The methods were employed because my past experiences in classrooms 
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demonstrated that many of the class participants: (a) had similar experiences and 

orientations to the teaching and learning of history; and, (b) enjoyed classes that allowed 

them to voice their understanding. The findings of this study suggest that research on the 

use of content-area literacy methods in higher education will continue to be questioned 

until professors are willing to examine andragogy that departs from a lecture-heav>' 

teaching paradigm. When that occurs, we will better understand how and why content-

area literacy methods are efficacious for use in college classrooms. 

Research on Resistance to Content-Area Literacy Methods 

This study's findings also relate to the persistence of the lecture paradigm in 

colleges and universities (Simpson & Nist. 1997). I made the decision to teach content-

area literacy methods to the class participants based on my knowledge and experience of 

community college learners' needs and abilities (Knowles. 1984a). Because 1 wanted the 

class participants to be academically successful, and felt that they would benefit from 

content-area literacy methods, I made a decision to employ the methods in the course. 

This also suggests that resistance, or acceptance, of the use of content-area literacy 

methods in college classrooms confirms and reinforces Galbraith's (1987) suggestion that 

college instructors tended to teach the way they preferred to learn. 

Such a confirmation has implications for content-area teacher education, 

particularly for the education and training of graduate teaching associates and junior 

professors. New teachers, at every level, have problems articulating their personal 

philosophies of teaching and learning because they have limited knowledge of students' 
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aptitudes, interests, and problems (Kagan, 1992). Because they know little about 

students, other than themselves, they base their decisions about teaching on their own 

experiences as students (Galbraith. 1987). Studies such as Galbraith's are almost non

existent in higher education. Thus, 1 am forced to examine studies of elementary and 

secondary education to locate concomitant findings. For example. Nicholson (1984) 

found that teachers had little knowledge of students' abilities and taught according to 

what they believed adolescent students should know or do. 

Given this understanding, it is critical that graduate teaching associates and junior 

professors interact more closely with the participants in their classes. It is essential that 

college-level educators have the opportunity to discuss and analyze their classroom 

interactions and to become conversant with constructivist theories of education. 

Graduate teaching associates and junior professors must also be encouraged to examine 

their beliefs about learners" needs in relation to their beliefs teaching and the content-

area. As Knox (1988) suggested, both teachers and class participants have beliefs about 

learning in the content-areas. These beliefs are grounded in their experiences in 

classrooms, and our diverse society. 

College educators should examine their beliefs and evaluate whether they possess 

a commitment to teaching. If so. they need to determine if their commitment is focused 

on the content-area subject matter or in students" understanding (Kember. 1994). College 

educators need to understand that class participants" goals and beliefs will vary 

depending on their beliefs about the importance and relevance of the content-area to their 

personal goals. Maximum classroom teaching experiences and exposure to constructivist 
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theory during graduate school will provide graduate teaching associates an opportunity to 

formulate and refine their personal understanding of students' needs and their beliefs 

about college learning and content-area topics. 

Content-area literacy methods courses should be offered for graduate students 

planning to teach at the college level. Such training would also provide budding 

professors with opportunities to formulate and examine their personal philosophies 

regarding teaching and learning through autobiographical and biographical approaches 

(Anders. 1994). The formulation and examination of and reflection upon personal 

philosophy and knowledge of teaching and learning will encourage both graduate 

students and faculty members to formulate and/or refine a philosophical and 

epistemologlcal commitment to the profession of teaching as well as a visualization of 

effective instruction in the content areas (Anders & Guzzetti, 1996). 

College educators must think critically about how their beliefs and knowledge of 

teaching and learning have been shaped by their experiences. Through examination and 

discourse about the beliefs and assumptions on which they construct andragogical 

knowledge and on which they base andragogical decisions, college educators may be 

challenged to engage and assess their teaching practice. 

This study's findings support theorists who argue that educator's uses of content-

area literacy, and other Instructional strategies, are shaped by their orientations to content 

(Brookfield. 1990. 1996; Herber«S: Herber. 1993; Jarvis. 1995; Kember, 1994). My 

epistemologlcal commitment to teaching history for participant understanding shaped my 
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choices and the ways I employed content-area literacy methods even though 1 did not 

consciously think about that commitment as 1 worked during the course (Kember. 1994). 

Participants' uses of content-area literacy methods were shaped by my course 

design and orientation to the course content (College-Wide Discipline-Area Meeting, 

1997), implying that future college-level content-area literacy research that neglects 

interactions between professors and class participants, and the decision-making that 

results from such interaction, ignores a critical aspect for determining the efficacy of 

content-area literacy methods in college classrooms. This study's findings support 

Kember's (1994) argument that professors" orientations to a discipline or teaching 

paradigm can promote resistance to content-area literacy methods because they do not 

understand the meaning of content-area literacy as a central element for learning in their 

discipline (Eisner. 1991; Fosnot, 1996: Kember. 1991; Knowles. 1978). 

This study's findings emphasize the social constructs of literacy, teaching, and 

learning and provide support for a view of resistance to content-area literacy methods that 

focuses on social, institutional, and cultural constraints (Alvermann & Moore, 1991; 

Vacca & Vacca. 1989). The findings provide a justification for college-level content-area 

literacy research that is based in the conte.xts of institutions and classrooms and that 

examines the importance of these influences on the lives of educators and class 

participants. 
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Questions and Implications for Future Research 

This study was prompted by my desire to deeply examine the impact of content-

area literacy methods on the participants in my first-semester American History survey 

course. I wanted to examine my teaching practice and believed that improvement lay in 

my willingness to accept conclusions and new ideas. 

My examination of the experiences and interactions between the class participants 

and me raises a question. My research question focused specifically in content-area 

literacy in a community college history classroom; 1 believe that an implication can be 

drawn for other aspects of education. Specifically, the new question focuses on one's 

duty and integrity (Lee. 1862) in teaching, research, and teacher education. 

Duty and Integrity in Teaching and Research 

Respect for the goals and values of students is central to a conception of duty and 

integrity in teaching and research. Duty and integrity in teaching and research, when 

seen through a lens of selflessness, can be viewed as a direct response to students, 

colleagues, and topics that one encounters and engages. A sense of duty and integrity in 

teaching and research does not imply resistance to change. Rather, if duty and integrity 

in teaching and research are seen to include one's authentic behavior in interactions with 

others, it then follows that working collaboratively to improve participant understanding 

of the disciplines should be a goal of college and university educators. This necessitates 

a shift on the part of faculties whose survival has rested on a tired canard of "publish or 

perish" in their respective disciplines without a concomitant understanding and research 
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emphasis of college teaching and their own teaching practice. Attempts to change the 

dominant college faculty paradigm are doomed to fail because change cannot succeed 

without an understanding of what we seek to replace and what we seek to replace it with. 

Administrators, professors, graduate teaching associates, and students must articulate and 

work toward mutually constructed objectives that benefit all concerned in the process of 

higher education (Apps. 1991; Kjiowles. 1984; Lindeman. 1961; Senge, 1990; 

Sergiovanni. 1994; Short. 1992). We must engage in assessing our commitments to 

teaching, but we must also commit to conduct research of our teaching practice and its 

impact on the participants in our classrooms. In 1800. John Adams argued. "Let us dare 

to read, think, speak and write" (cited in Bartlett. 1997. p. 337). He was echoed by Freire 

(1991. p. 117). who said: "Only dialogue, which requires critical thinking, is also capable 

of generating critical thinking. Without dialogue there is no true communication, and 

without communication there can be no true education." If we refer to ourselves as 

educators, each of us must engage in a discourse that informs our understanding of our 

teaching practice in higher education. 

The Need for Collaborative Discourse in Research on College Teaching 

My philosophical commitment to a constructivist stance was bolstered by the 

findings of this study. We must develop discourse that emphasizes an understanding of 

the perspectives of college educators and students as we seek to foster change in college 

literacy. This understanding does not require that we discard our own philosophical 

stance. Professors, graduate teaching associates, students, and content-area literacy 
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researchers who work in collegial contexts can endure and even embrace conflict, if it is 

needed to achieve agreed-upon goals of student academic success, excellence and 

efficacy in college-level teaching and understanding through research. To these ends. I 

submit that a collaborative and dialogic research agenda, grounded in duty and integrity 

will be effective. 

The first step is to expand the cognitive envelope, through research committed to 

understanding the emic perspectives of teachers and students in higher education. This 

study represents an initial step toward constructing a research agenda for college-level 

teaching. This study is significant because it interprets the social construction of college-

level content-area literacy, teaching, and learning in a community college classroom and 

helps me to a deeper understanding of my teaching philosophy and practice. 

The ne.xt step in establishing a dialogic research project would be to share 

readings and critical issues or concerns in education with colleagues in complementary 

disciplines such as political science, logic, writing, and speech/communication. Although 

we might not change our perspectives as the result of such discourse, we would begin to 

see and understand each other's thinking about our teaching practice and our disciplines. 

As we continue our discussions about content-area literacy and teaching issues, 

we could begin to critique each other's teaching practice through classroom observations 

and discussions of field notes, audio tapes, and video tapes. This would require all of us 

to be college classroom educators. As the discourse evolved, we could develop practical 

arguments (Fenstermacher & Richardson. 1993) and examine content-area literacy 

methods that support personal understanding through inquiry, discovery, synthesis, and 
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expression. Our ongoing conversation would allow us to examine and refine our 

assumptions about content-area literacy and learners. 

As we progress, we should share our understanding with graduate teaching 

associates and other faculty members in content-area literacy methods courses and 

workshops. This would bring new members into the conversation and would model 

critical and collaborative practice as the original members continued to examine and 

refine assumptions and teaching practice. 

Freire and Shor (1987) argue that change in education revolves around dialog. 

The dominant college teaching paradigm ignores the diverse experiences of classroom 

participants in the college educational process. As we move into the third millennium, 

ue must begin to understand that the collaborative, dialogic process represents the 

s\ nergv that will dramatically increase our understanding of the widely varv'ing 

philosophies, motivations, and goals that coexist on college and university campuses. 

•After all. those who can. do. Those who understand, teach. If we're not here to teach 

and facilitate understanding, then why are we here? 
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XXXXXXX COMMUNITY COLLEGE 
CURRICULUM ON-LINE 

OCTOBER 31. 2000 

HIS 141 History of The United States -1 — 3.00 Credit Hours 

Prerequisite: None 

Course Description 

Surv ey of the major developments in American history from the Columbian voyages to 
the Era of Reconstruction. Includes the actions and activities of the broad diversity of 
peoples who contributed to the evolution of American society during that time. Also 
includes the social, intellectual, and political aspects of early American life. 

Performance Objectives: 

Upon completion of the course, the student will be able to do the follow ing: 

1. Discuss the evolution of American society and institutions from Colonial 
times to the era of the Civil War and Reconstruction. 

2. Discuss the historical process of cause and effect manifested in the major 
events of this period. 

3. Discuss the development of the U.S. Constitution, the government it 
established, and how it operated in these times. 

4. Discuss the history and heritage of minorities and women in the early life of 
the United States. 

Course Outline: 

I. Colonial America 
A. The Geography of North America 
B. The Spanish Century. 1492-1607 
C. France in America, 1608-1763 
D. The English Arrive 

1. Puritan Times—The Work Ethic and Education 
2. The South—Slavery and Racism begin 

E. The Coming of the Revolution 
1. The Conflict with the Mother Countr>' 
2. The Revolutionary War 

II. The Formative Years, 1776-1815 
A. Setting Up a New Government 

1. The Confederated Government and its Problems 
2. The Constitution 

a. Writing the Document 
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b. Main Features 
c. Ratification and Elections 

B. The Federalist Era - The Washington Administration 
1. Setting Up the New Government 
2. The Two Party System 

C. The Adams Presidency 
D. The Virginia Dynasty 

1. The Jefferson Administration 
a. Political Developments 
b. The Louisiana Purchase 

2. Madison and Moru^oe 
a. The War of 1812 and Its Importance 
b. The Era of Good Feeling 

III. The Early National Period. 1815-1850 
A. The Age of Jackson 

1. Jacksonian Democracy 
2. Indian Removal 

B. Texas 
C. California 
D. The War With Mexico 

IV. The Coming of the Civil War and its Aftermath 
A. Slavery in the South 

1. The Cotton Kingdom 
2. The Life of the Slave 

B. The Anti-slavery Movement 
C. The 1850s 
D. The Civil War 
E. Restoring A Nation—Reconstruction 
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Textbook Chapters and Topics 
(Boyer. Kelt & Clark. 1997. The Enduring Vision. New York: Houghton-Mifflin) 

Chapter 1: America Begins 

The First Americans 
The Peopling of North America 
Archaic Societies 

The Indians' Continent 
The Northern and Western Perimeters 
The Southwest 
The Eastern Woodlands 

.American Peoples on the Eve of European Contact. 
Family and Community 
Indian Spiritual and Social Values 

Chapter 2: Transatlantic Encounters and Colonial Beginnings. 1492 - 1630 

•African and European Peoples 
Mediterranean Crossroads 
West Africa and its Peoples 
European Culture and Society 
Religious Upheavals 
The Rise of Puritanism in England 

European E.xpansion 
Seabome Expansion 
The "New Slavery' and Racism 
Europeans Reach America 
Spain's Conquistadores 
The Columbian Exchange 

Footholds in North America 
New Spain's Northern Frontier 
France: Initial Failures and Canadian Success 
The Enterprising Dutch 
Elizabethan England and the Wider World 
The Beginnings of English Colonization; Virginia 
The Origins of New England: Plymouth Plantation 

Chapter 3: Expansion & Diversity, the Rise Of Colonial America 

The New England Wav 
A City Upon a Hill 
The Pequot War 
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The Development of a Puritan Orthodoxy 
Dissenting Puritans 
Power to the Saints 
Community Life 
Puritan Families 
The Demise of the Puritan Errand 
Expansion and Native Americans 
Economics. Gender and Satan in Salem 

Chesapeaice Society 
State & Church in Virginia 
Virginia's First Families 
Maryland 
Tobacco Shapes a Way of Life 
Morality. Gender and Kinship 
Tobacco's Troubles 
Bacon's Rebellion 
Slaver\ 

The Spread of Slavery: The Caribbean and Carolina 
Sugar and Slaves 
Carolina; The First Restoration Colony 

The Middle Colonies 
Precursors: New Netherland and New Sweden 
English Conquests: New York and the Jerseys 
Quaker Pennsylvania 

Rivals for North America 
France Claims a Continent 
The Spanish Borderlands 

Chapter 4: The Bonds of Empire. 1660 -1750 

Rebellion and War 
Royal Centralization 
The Glorious Revolution in England and America 
A Generation of War 

Colonial Economics and Societies 
Mercantilist Empires in America 
A Burgeoning, Diversifying Population 
Rural Men & Women 
Colonial Farmers and the Environment 
The Urban Paradox 
Slavery's Wages 
The Rise of the Colonial Elites 
Elites and Colonial Politics 

Competing for a Continent 
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France and Native Americans 
Native Americans and the British Expansion 
British Settlement in the South 
Spain's Struggles 

Chapter 5: Roads to Revolution. 1774 - 1776 

Imperial Warfare 
King George's War 
A Fragile Peace 
The Seven Year's War in America 

Imperial Reorganization 
Friction Among Allies 
The Writs of Assistance 
The Sugar Act 
Resisting the Stamp Act 
Ideology. Religion and Resistance 

The Deepening Crisis 
The Quartering Act 
The Tovvnshend Duties 
The Colonist's Reaction 
"Wilkes & Liberty" 
Women & Colonial Resistance 
Customs Racketeering 
The Boston Massacre 
Lord North's Partial Retreat 
The Committees of Correspondence 
Frontier Tensions 

Toward Independence 
The Tea Act 
The Coercive Acts 
The First Continental Congress 
The Fighting Begins 
The Failure of Reconciliation 
Declaring Independence 

Chapter 6: Securing Independence. Defining Nationhood. 1776 - 1788 

America's First Civil War 
Loyalists and Other British Sympathizers 
The Opposing Sides 
George Washington 
War in Earnest 
The Turning Point 
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The Continentals Mature 
Frontier Campaigns 
Victory in the South 
The Peace of Paris 

Revolutionary Society 
Egalitarianism 
A Revolution for Black Americans 
White Women in the New Republic 
Native Americans and the Revolution 
The Revolution and Social Change 

Forging the Governments 
Tradition & Change 
From Colonies to States 
The Articles of Confederation 
Finance. Trade and the Economy 
The Confederation and the West 
Shay's Rebellion 
The Philadelphia Convention 
The Struggle over Ratification 

Chapter 7: Launching the New Republic. 1789-1800 

Constitutional Government Takes Shape 
Defining the Presidency 
National Justice and the Bill of Rights 

National Economic Policy and its Consequences 
Hamilton and his Objective 
Report on the Public Credit 
Reports on the Banks and Manufactures 
Hamilton's Legacy 
The Whiskey Rebellion 

The United States on the World Stage 
Spanish Power in the Far West 
The Trans-Appalachian Frontier 
France and Factional Politics 
The British Crisis 

Battling for the Nation's Soul 
Ideological Confrontation 
The Republican Party 
The Election of 1796 
The French Crisis 
The Alien and Sedition Act 
The Election of 1800 

Economic and Social Change 
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The Household Economy 
Indians in the New Republic 
Redefining the Color Line 

Chapter 8: JetTersonianism and the Era of Good Feelings 

The Age of Jefferson 
Jefferson's Revolution 
Jefferson and the Judiciary 
The Louisiana Purchase 
The Lewis and Clark Expedition 
The Election of 1804 

The Gathering Storm 
Jefferson's Coalition Fragments 
Jefferson and the Quids 
The Suppression of American Trade 
Impressment 
The Embargo Act 
The Election of 1808 
The Failure of Peaceable Coercion 
Tecumseh and the Prophet 
Congress Votes for War 
The Causes of the War of 1812 

The War of 1812 
On to Canada 
The British Offensive 
The Treaty of Ghent 
The Hartford Convention 

The Awakening of American Nationalism 
Madison's Nationalism and the Era of Good Feelings 
John Marshall and the Supreme Court 
The Missouri Compromise 
Foreign Policy under Monroe 
The Monroe Doctrine 

Chapter 9: The Transformation of American Societv. 1815-1840 

Westward Expansion and the Growth of the Market Economy 
The Sweep West 
Western Society and Customs 
The Federal Government and the West 
The Removal of the Indians 
The Agricultural Boom 
The Rise of the Market Economy 
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Federal Land Policy 
The Speculator and the Squatter 
The Panic of 1819 
The Transportation Revolution; Steamboats. Canals and Railroads 
The Growth of the Cities 

The Rise of Manufacturing 
Causes of Industrialization 
The Faces of Industrialization 

Equality and Inequality 
Growing Inequality: The Rich and the Poor 
Free Blacks in the North 
The "Middling Classes" 

The Revolution in Social Relationships 
The Attack on the Professions 
The Challenge to Family Authority 
Wives. Husbands 
Horizontal Allegiances and the Rise of Voluntar\' Associations 

Chapter 10: Politics. Religion and Reform in the Aae of Jackson 

The Transformation of American Politics: 1824-1832 
Democratic Ferment 
The Election of 1824 
John Quincy Adams as President 
The Rise of Andrew Jackson 
The Election of 1828 
Jackson in Office 
Nullification 
Jackson v. Calhoun 
The Bank Veto 
The Election of 1832 

The Bank Controversy and the Second Party System 
The War on the Bank 
The Rise of Whig Opposition 
The Election of 1836 
The Panic of 1837 
The Search for Solutions 
The Election of 1840 
The Second Party System Matures 

The Rise of Popular Religion 
The Second Great Awakening 
Eastern Revivals 
Critics of Revivals: The Unitarians 
The Rise of Mormonism 
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The Shakers 
The Age of Reform 

The War on Liquor 
Public-School Reform 
Abolition 
Women's Rights 
Penitentiaries and Asylums 
Utopian Communities 

Chapter 11: Life. Leisure and Culture. 1840-1860 

Technology and Economic Growth 
Agricultural Advancement 
Technology and Industrial Progress 
The Railroad Boom 
Rising Prosperity 

The Quality of Life 
Dwellings 
Conveniences and Inconveniences 
Disease and Health 
Popular Health Movements 
Phrenology 

Democratic Pastimes 
Newspapers 
The Theater 
Minstrel shows 
P.T. Bamum 

1 he Quest for Nationality in Literature and Art 
The American Renaissance 
Hawthorne. Melville and Poe 
Literature in the Marketplace 
American Landscape Painting 

Chapter 12: The Old South and Slavery. 1800-1860 

King Cotton 
The Lure of Cotton 
Ties between the Upper and Lower South 
The North and South Diverge 
Cotton and Southern Progress 

Social Relations in the South 
The Social Groups of the White South 
Planters and Plantation Mistresses 
The Small Slaveholders 
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The Yeomen 
The People of the Pine Barrens 
Conflict and Consensus in the White South 
Conflict over Slavery 
The Proslavery Argument 

Honor and Violence in the Old South 
The Code of Honor and Dueling 
The Southern Evangelicals and White Values 

Life Under Slavery 
The Maturing of the Plantation System 
Work and Discipline of Plantation Slaves 
The Slave Family 
The Longevity. Diet and Health of Slaves 
Slaves Off Plantations 
Life on the Margin; Free Blacks in the Old South 
Slave Resistance 

The Emergence of African-American Culture 
The Language of Slaves 
African-American Religion 
Black Music and Dance 

Chapter 13: Immigration. Expansion and Sectional Conflict. 1840-1848 

Newcomers and Natives 
Expectations and Realities 
The Germans 
The Irish 
Anti-Catholicism 
Nativism and Labor Protest 
Labor Protest and Immigrant Policies 

The West and Bevond 
The Far West 
Far Western Trade 
The American Settlement of Texas 
The Texas Revolution 
American Settlements in California. New Mexico and Oregon 
The Overland Trail 

The Politics of Expansion 
The Whig Ascendancy 
Tyler and the Annexation of Texas 
The Election of 1844 
Manifest Destiny 
Polk and Oregon 
The Origins of the Mexican War 
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The Mexican War 
Intensifying Sectional Divisions 
The Wilmot Proviso 
The California Gold Rush 

Chapter 14: From Compromise to Secession. 1850-1861 

The Compromise of 1850 
Zachary Taylor at the Helm 
Henry Clay Proposes a Compromise 
Assessing the Compromise 
Enforcement of the Fugitive Slave Act 
Uncle Tom's Cabin 
The Election of 1852 

Tlie Collapse of the Second Party Svstem 
The Kansas-Nebraska Act 
The Surge of Free Soil 
The Ebbing of Manifest Destiny 
The Whigs Disintegrate 
The Rise and Fall of the Knovv-Nothings 
The Origins of the Republican Party 
Bleeding Kansas 
The Election of 1856 

The Crisis of the Union 
The Dred Scott Case 
The Lecompton Contsitution 
The Lincoln-Douglas Debates 
The Legacy of Harpers Ferry 
The South Contemplates Secession 
The Election of 1860 
The Movement for Secession 
The Search for Compromise 
The Coming of War 

Chapter 15: Freedom Reborn. Civil War. 1861-1865 

Mobilizing for War 
Recruitment & Conscription 
Financing the War 
Political Leadership in Wartime 
Securing the Union's Borders 

In Battle. 1861-1862 
Armies. Weapons and Strategies 
Stalemate in the East 
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The War in the West 
Ironclads and Cruisers: The Naval War 
The Diplomatic War 

Emancipation Transforms the War 
From Confiscation to Emancipation 
Crossing Union Lines 
Black soldiers in the Union Army 
Slavery in Wartime 
The Turning Point of 1863 

War and Societv. North and South 
The War's Economic Impact; The North 
The War's Economic Impact: The South 
Dealing with Dissent 
TTie Medical War 
The War and Women's Rights 

The Union Victorious. 1864-1865 
The Eastern Theater in 1864 
Sherman in Georgia 
The Election of 1864 
Sherman's March Through Georgia 
Toward Appomattox 

Chapter 16: The Crises of Reconstruction. 1865-1877 

Reconstruction Politics 
Lincoln's Plan 
Presidential Reconstruction Under Johnson 
The Fourteenth Amendment 
Congressional Reconstruction 
The Impeachment Crisis 

Reconstruction Governments 
A New Electorate 
Republican Rule 
Counterattacks 

The Impact of Emancipation 
Confronting Freedom 
Black Institutions 
Land, Labor and Sharecropping 
Toward a Crop-Lien Economy 

New Concerns in the South 
Grantism 
The Liberal's Revolt 
The Panic of 1873 
Reconstruction and the Constitution 
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Republicans and Retreat 
Reconstruction Abandoned 

Redeeming the South 
The Election of 1876 
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XXXXXX Community College - Community Campus 

XXXXXXX AFB. Arizona 

HIS 141 - United States History thru 1877 

(3 Semester Hours) 

SYLLABUS and COURSE POLICIES 

Days Time Location: Saturdays I'16/99 - 3/6/99 0800-1415 BIdg 4320. XXAFB 

Instructor: J. Glover 

E-mail: jgloveriSu.arizona.edu 

Message: 322-5743 

TEXTS: 

Required 

Boyer. Clark. & Others. 1995. The Enduring Vision - Vol. I. 3rd.. Lexington. MA: D.C. Heath & 

Co. 

Optional 

Commager. H.S. & Nevins.A. A Pocket Histor\ of the United States. New York: Pocketbooks. 

Da\is. K.C.. 1995. Don't Know Much About Histor\'. New York: Avon Books. 

Johnson. P.. 1997. A History of the American People. New York: Harper Collins. 

NATURE OF THE COURSE; 

"History provides us the chance to profit from the stumbles of our ancestors." - Basil Liddell-Hart 

•A grasp of history is an integral part of a general education, and provides a look at the evolving account of 

how human beings have organized their lives to respond to changing environments and persistent needs. 

This course will emphasize themes of the history of the United States, from Colonization through 

Reconstruction. 

ATTENDANCE: 

"You've got to show up, and suit up!" - Vince Lombard! 

This course meets only eight (8) times; because participation is heavily weighted in your final grade, 

anendance is highly recommended. Each of you is solely responsible to ensure you initial the roster at each 

class meeting. 

GRADING; 

"Let us dare to read, think, speak, and write." - John Adams 

Your final grade is determined by your class participation, and the quality of your written products. Extra 

credit is not available. Incomplete grades will not be given. If you are concerned with your performance or 

class standing I strongly encourage you to contact me. as often as necessary, to discuss issues. Students 

who do so are rarely surprised at their final grade. Resolution of conflicts, questions and/or clarification of 
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policies rest solely uith the student. In the absence of a negotiated agreement, the policies outlined here 

remain in effect. 

Participation: 

"I may not agree with what you say. but I will defend to the death your right to say it." - Robespierre 

(anributed to Voltaire) 

1 value interaction with each of you and expect you to scan reading and review material prior to class, in 

order to ask questions and participate in discourse. Class discussions are intended to require you to take a 

stand and formulate an argument-rather than arriving at a "right" answer. I'm interested in what you think, 

based upon your prior knowledge, experiences, and your efforts to form an understanding of any given 

topic. Some students are intimidated by being called upon for comment; don't be, every person in this 

class has something of value to offer. Let me assure you that during our time together, we will all learn 

from each other Your participation in class activities is worth 40% of your final grade, and I assess it as 

follows: 

".V: Participates in everv discussion, presents original ideas with vivid details. Asks pertinent, 

probing questions; builds on speaker's ideas. Treats colleagues with respect, listens actively. 

"B": Participates in most discussions, ideas have a clear sequence and purpose supported by 

sufficient details. Asks pertinent questions, provides active response. 

"C": Occasionally participates in discussion. Asks few questions. 

"D': Rarely participates in discussions. Ideas lack clear purpose and details. Rarely asks 

questions, makes irrelevant responses, poor eye contact. 

"F ": Doesn't participate in discussions. Little, no eye contact 

Written Products: 

" You cannot teach a person anything; they can only discover it within themselves." - Galileo 

Formal written products represent your best scholarly efforts. They are to be typed (or word-

processed). with a I2-point font. Recommended conventions include double-spacing, and leaving 1" 

margms for m\ comments. Informal products (journals and in-class writing) will receive comments, rather 

than grades. Written assignments will be merged with your participation grade to provide a broad overview 

of your efforts. My grading criteria for formal written products are: 

"A": Appealing to read, neat, and creative. Clear voice. Original ideas are presented forcefully, 

sequentially, and reflect vivid and concrete details. Sources are cited in an academic style (MLA, APA. 

etc.). Paragraphs are unified and coherent; transitions are progressive. No more than 3 spelling, 

punctuation, or grammatical errors. 

"B": Appealing to read, neat in appearance. Main idea is presented with pertinent details. 

Sources are cited in a consistent (non-academic) style. Paragraphs are unified and coherent; transitions 

help the reader follow ideas. No more than 5 spelling, punctuation, or grammatical errors. 

"C": Paper is readable. Main idea is presented sequentially, with details. Paragraphs are, for the 

most part, coherent; transitions are present. No more than 7 spelling, punctuation, or grammatical errors. 
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"D": Paper is sloppy. Main idea is vague, sequence is confused, detail is insufficient. Paragraphs 

and transitions are unclear. Sources are cited but not named. No more than 10 spelling, punctuation, or 

grammatical errors. . 

"F": Paper is sloppy. Ideas cannot be identified, paragraphs are unclear and/or lacking transitions. 

Consistent lack of basic sentence structure; more than 10 spelling, punctuation, or grammatical errors. 

ASSIGNMENTS 

Independent Studv Component 

This is your opportunity to investigate an aspect of history, related to the focus of this course, of 

personal interest to you. In each historic era that we study. I will expect each of you to do independent 

research to locate an article in a magazine, newspaper, etc. which e.xpands your understanding. I do not 

consider submissions of excerpts from encyclopedias or chapters from textbooks as satisfactory research. 

These anicles may be about people, events, cultural phenomena, etc. Once you have located the article. I 

\\ant >ou to prepare a critique which explains the author's thesis, points made to support that thesis, and 

\our opinions as to: (I) the article s meaning for you as well as its role in expanding your understanding, 

and (2) the topic's relevance to modern American society. Ideally. Nour articles should follow a "thread" 

which \ou can track over the length of the course. A sugaested format is attached. Research assistance is 

available at the main reference section, located on the 3'^ floor of the downtown library , the base library . 

•XXXX College libraries, or the Universit\ XXXXX.XXX. Collaboration on research and co-authoring of 

independent research critiques (by a maximum of two students) is encouraged. In such a case, only one 

critique will be submitted by the team - the grade will be the same for each team member. If you choose to 

work together, your collaboration will be factored into your overall participation grade. In this way. each 

team member shares an equal load. Research critiques are due prior to each Saturday s class and are worth 

40% of the final grade. 

Refiective Journal 

Each week. I want \ou to write informally about the course, the topics at issue, parallels in 

contemporary society (locally, nationally, globally), and any other subject of personal interest which you 

feel is important or relevant to the scope of the course. The journal should assist you in your independent 

research, particularly for formulating insightful ("why") questions. A journal entry is approximately 1 

page in length (handwritten on loose-leaf paper). 1 expect a minimum of 4-5 entries per week. The journal 

is "tree-writing" and will not receive a formal grade. Satisfaction of this requirement is PASS/FAIL and is 

worth 10% of the final grade. 

E.xaminations (midterm final). 

Each is a take-home reflective e.xam. collectively worth 10% of the final grade. 

COURSE OUTLINE (tentative) 

Class = Topics 

1 Icebreaker, class overview, research overview, reading & writing 

strategies 

2 Colonization. Colonial Era. Prelude to Revolution 

3.4 Revolution. Confederation. Federalism (Take home midterm) 
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5 

6. 7 

8 

Westward expansion. Manifest Destiny 

Sectionalism and The War Between the States (Take home final) 

•Reconstruction" & Course Wrap-up, Evaluations 



265 

Mini-papers 

What is a mini-paper? 

For this course, a mini-paper is a brief review of an article addressing a historical 

event or topic. 

The Process 

Creating a mini-paper calls for the application of a variety of intellectual skills: 

concise exposition, succinct analysis, and informed librar>- research. 

After scanning a textbook chapter, pose a question that the textbook does not provide an 

answ er for. or. alternatively, identify a topic that interests you (related to the scope of this 

course and the era we are studying) that you would like to know more about. 

Use the EBSCO electronic data bases to identify and download several articles 

that might answer your question(s). Do not use encyclopedias. See the Reference 

Librarian, or a library work-study, for assistance. Do not ask for assistance until you 

ha\e identified a topic for research. Briefly examine and review each article. Then 

choose one that provides a good perspective on your topic, particularly one that provides 

a perspective different from that of the textbook. 

Cite the article using either the American Psychological Association (APA) or the 

Modem Language Association (MLA) academic style. Information on how to cite articles 

is available in the Library or on the Internet. Style manuals are relatively inexpensive 

and represent an excellent investment for students intending to continue on to university-

level study. .Additionally, for those simultaneously enrolled in Ms. Randolph's 

composition course, one of the texts from that course may well include this information. I 
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have no preference as to which style you use. The following example represents an 

article citation in the APA format: 

Bailey, T.A. and Kennedy. D.M.. (1998). Juan Gines de Sepulveda belittles the 
Indians. The American Spirit. 16 (4). pp. 520-527. 

Begin with an introductory paragraph that e.xplains why you chose the article. 

Next, a concise paragraph should summarize the central thesis and scope of the article. 

Then, add paragraphs that provide: (a) your opinion of the evidence the author used to 

support the thesis: (b) your evaluation of the presence of bias, revisionism or presentism 

in the work; and (c) your thoughts on how the work has assisted your understanding of 

the textbook chapter and historical era it relates to; (d) your thoughts as to how to apply 

the lessons learned about the historical e\ent to our contemporary society. 

You will submit a mini-paper after we complete our class discussions of each 

historical era. All submissions must be typed (or word-processed), double-spaced, with 

1" margins and employ a 12-point font. Each mini-paper is to consist of not more than 

three, and no less than two. complete pages. Do not use title pages or report covers; 

attach a copy of the article to your paper by means of a single staple in the upper, left-

hand comer. Because of the accelerated nature of this course, late submissions will not 

be accepted. 1 will examine your submissions and assign a grade, based upon the rubric 

shown in the section outline. Feel free to make an appointment, or contact me. to discuss 

ways to improve further. 
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APPENDIX D 

CLASS PARTICIPANT DATA SHEET 
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HIS-141 
Student Data Sheet 

Name: 

Message Phone: Best time to contact: 

What is your current occupation? Your current educational goal? Your long-term 
professional goal? 

What are your previous experiences with history courses? Were they enjoyable? Why or 
why not? 

From time to time, we may have an opportunity to discuss current events or societal 
issues which relate to or parallel historical issues. Please list 3-5 such topics you are 
personally interested in. 

Your signature acknowledges receipt and understanding of the course syllabus and class 
policies. 

Signature Date 
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APPENDIX E 

BRIEF CLASS PARTICIPANT BIOGRAPHIES 

AND COMPENDIUM OF PARTICIPANTS' PERCEPTIONS 

OF CONTENT-AREA LITERACY METHODS 



270 

BIOGRAPHICAL THUMBNAILS AND COMPENDIUM OF CLASS 
PARTICIPANTS' PERCEPTIONS OF CAL TOOLS 

(Listed alphabetically, by participant-chosen pseudonym.) 

Adele: Anglo woman. 29 years. Navy veteran. Married, mother of one. Adele was 
extremely quiet and interacted only with .Andrea during the course. She was pursuing a 
program in respiratory therapy and carried a 19-hour course load. In the history course 
consisting of only eight class meetings Adele missed three (3), due to a stated inability to 
obtain a baby sitter. Adele seemed exhausted and rarely participated in discussions. 
-After her second absence. 1 suggested that her workload was too heavy and suggested she 
drop the course. Adele did not turn in her final mini-paper. She was obviously very 
bright and 1 was disappointed at her final grade. 1 saw her again when she retook the 
course, exercising a Grade-Replacement-Option. During that iteration, she did very well. 
Final grade; "D." 

C.\L Tools Employed 

Text Preview 

SQ3R 

Jigsaw-

Graphic Organizers 

Discussion Web 

Journals 

Mini-papers 

Oualitv Frequency 

Good First Class 

Good Rarely 

E.xcellent Class 

Excellent 

E.xcellent 

Fair Rarely 

Good Bi-weekly 

Reason 

"I was able to become 
acquainted with the 
textbook." 

Too busy with other 
classes. 

A good way to get 
through the textbook. 

Helps to visualize the 
course material. 

Helps to see what's 
going on in the 
discussions. 

'i hate journals." 

"I didn't do a very 
good job on them, but 
they helped to focus 
on a topic I wanted to 
know more about." 
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Alexis: Anglo woman. 25 Yrs. Single. Alexis was a civilian, employed in the private 
sector in the medical/dental field. Alexis" previous academic experiences with history 
were in middle and high school and were not enjoyable because: "we had way too many 
dates to remember and often very vague battles and details to memorize in chronological 
order." I considered Alexis to be one of the smartest people in the class. At times, her 
discussion responses were condescending. Although 1 rarely had to call upon her during 
whole-class discussions, for the most part, she was ver>' quiet and did not interact with 
other participants. Final grade; "A." 

CAL Tools Employed Quality Frequency Reason 

Text Preview Good First Class "I'm an excellent 
reader; but it probably 
worked great for 
some of the others." 

SQ3R Good Class 

Jigsaw-

Graphic Organizers 

Discussion Web 

Joumals 

Mini-papers 

Excellent 

Fair 

Good format for 
working with less-
skilled partner or 
group members. 

4 X Week Passing Grade. 

Excellent Bi-weekly Topic of Interest. 

Andrea: Anglo woman, 27 Yrs. Manied, mother of two. Andrea was a veteran of the 
U.S. Air Force and married to an Air Force NCO. She characterized her occupation as 
"student/liomemaker" and had not decided on a major. Based on my observations of her 
in-class work and her writing. Andrea occasionally struggled with the history concepts. 
She rewrote everv paper, regularly participated in discussions and was friendly, though 
not particularly outgoing. Final grade: "A." 

CAL Tools Employed Quality Frequency 

Text Preview Good First Class 

Reason 

"Helped me see how 
the book was laid out; 
it made it easier to 
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CAL Tools Employed Quality Frequency Reason 

find stuff, when I 
needed it." 

SQ3R Good In Class "Helps me get a 
handle on what I'm 
supposed to leam." 

Jiasaw Excellent "Great way to get 
through a lot of 
material." 

Graphic Organizers Excellent Per Text "Helps to organize 
my thoughts and 
visualize a chapter or 
article I'm trying 
to make sense of" 

Discussion Web Excellent Class 

Journals Good 4-6 X Week 

"Lets me see how the 
discussion is shaping 
up; lets me see other 
opinions." 

"1 hate journals: but 
they did help me 
discover topics for 
research and the mid
term and final 
reflections." 

Mini-papers Fair 4 X Class "I thought there were 
Too many, and they 
were a lot of work; I 
did leam a lot by 
doing them, though." 

Bill: Afro-American man. 34 Yrs. Single. Bill was an Air Force NCO who worked in 
electronic maintenance. Bill was one of the two key informants whose experience is 
examined in detail in Chapter 5. Bill was a pleasant professional who worked very hard 
to be successful in all his endeavors; 1 appreciated his positive attitude and support. Bill 
participated in the member checks of Chapter 5. Final grade: "A." 
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CAL Tools Employed 

Text Preview 

SQ3R 

Jigsaw 

Graphic Organizers 

Discussion Web 

Quality Frequency 

Excellent First Class 

Excellent Often 

Excellent Often 

Excellent Often 

Excellent Weekly 

Reason 

Good introduction to 
the textbook 

"I've used a similar 
method at work. 1 
have a lot to read and 
the technique helps 
me get through it all 

"Don and I use it on 
every chapter in the 
textbook; we were 
able to get through 
that stuff in half the 
time." 

"A logical way to 
make sense of what 
I've read." 

"The discussions were 
the best part of the 
class. I learned a lot 
from hearing others" 
opinions. The 
graphics that we used 
let me see it all." 

Journals Good 4-6 X Week "They were required 
and they came in 
handy when I had to 
think about topics for 
my mini-papers and 
write the reflections." 

Mini-papers Good Bi-weekly "They were a lot of 
work, maybe too 
much, but I did learn 
a lot about things that 
weren't covered very 
well in the textbook. 
I did a lot of rewrites; 
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CAL Tools Employed Quality Frequency Reason 

I think I write better 
now." 

Brad: Anglo man. 28 Yrs. Married, father of two. Brad was an Air Force yeteran. 
employed in the priyate sector as a computer programmer. His preyious experience with 
history in middle school and high school was "less than enjoyable" due to an emphasis on 
memorization of "facts" for the exams. Brad participated regularly in class discussions 
and was not afraid to think critically about concepts in American Historj'. He was 
outgoing, attentiye to class activities and always had research assignments, journals, and 
readings completed for class. Brad took advantage of rewrites on ever>' mini-paper. 
Final grade: "A." 

CAL Tools Employed Quality Frequency Reason 

Text Preyiew Excellent First Class "Good intro to the 
textbook. 1 didn't 
have to go searching 
to find things because 
we took time to do 
this." 

"I read pretty well, so 
didn't use it very 
much. But some of 
the other people in my 
group did and they 
seemed to really like 
it, once they got used 
to it." 

"1 liked this; I've 
actually used it at my 
office. It lets us get 
through a lot of 
material very 
quickly." 

"For me, these were a 
logical extension of 
the diagrams 1 use in 
my job; I've used 
them for a long time 

SQ3R Good Rarely 

Jigsaw E.xcellent In Class 

Graphic Qrganizers Excellent Daily 
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CAL Tools Employed Quality Frequency Reason 

and they work really 
well." 

Discussion Web Excellent In Class "Another logical 
extension; the 
discussions were 
absolutely the best 
part of the class." 

Journals Good As Required "i really don't like 
journals, they're a 
pain. But I haye to 
admit they came in 
handy to help me 
think about some 
things: and 1 enjoyed 
reading your 
feedback - it was like 
a conversation. In 
some ways, the 
journal replaced my 
class notes." 

Mini-papers Good As Required "A lot of work. 1 had 
been in another of 
your classes, so I 
knew we were going 
to have to write. I 
like the mini-papers, 
instead of a regular 
paper because they 
were shorter and I got 
to learn about a 
variety of things, 
instead of just 
concentrating on 
one." 

Cathy: Anglo woman, 26 Yrs. Married, mother of one. Cathy was majoring in 
respiratory therapy and was an amiable young woman who said she did not like history 
classes "because of the dates." Cathy never put forth a particularly strong effort, saying 
the topics bored her. Cathy attended every class session, rarely participated in 
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discussions, and failed to turn in her last mini-paper. She refused an incomplete, saying 
that she was satisfied with a "C." Final grade: "C." 

CAL Tools Employed Quality Frequency 

Text Preview Fair First Class 

Reason 

"It was something we 
had to do in class." 

SQ3R Fair None "The textbook is one 
of the most boring 
things I've ever 
read." 

Jigsaw Good In Class "Made reading the 
Textbook easier, 
because it breaks it up 
among everybody in 
the group." 

Graphic Organizers Good In Class "Don't really 
understand them. 
Other people seem to 
like them, though." 

Discussion Web Good In Class "1 don't like to talk in 
class, but 1 can see 
what others are 
saying and it helps 
make it clearer. " 

Journals 

Mini-papers 

Poor 

Fair 

Rarely "1 hate journals. " 

4 X Class "I'd rather have 
someone tell me the 
facts and then take an 
exam." 

Chris: Anglo man, 35 years. Chris was a career Air Force NCO specializing in air 
command and control. He was a sociable and friendly man who took the class very 
seriously. Chris participated in every discussion and rewrote every paper. He struggled 
with some concepts but asked good questions. Chris admitted, although he appreciated 
the SQ3R for others, he had his own methods. He agreed that others would probably find 
SQ3R very usefiil. Final grade: "A." 
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CAL Tools Employed Quality Frequency Reason 

Text Preview Excellent First Class 

SQ3R Good Rarely 

Jigsaw Excellent In Class 

Graphic Organizers Excellent Daily 

Discussion Web Excellent In Class 

Journals Good 4 X Week 

"Good review of the 
textbook; makes it a 
lot easier to find 
things because I know 
how the book is laid 
out." 

"It probably works 
well for others; I read 
a lot in my Air Force 
job and have my own 
methods. But it's 
logical and makes 
sense." 

"I've used a similar 
technique at work. 
The problem (in 
other classes) is 
finding someone to 
work with."' 

"The diagrams aren't 
new to me. We use 
lots of graphics when 
we give briefings to 
the Generals. I really 
like these, though I'm 
just not very familiar 
with some of the 
topics we talk about 
in class." 

•• Vi 

"I don't like journals 
but they're required 
to pass the course. 
They have come in 
handy for mini-papers 
and the reflections 
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CAL Tools Employed 

Mini-papers 

Quality Frequency 

Good Biweekly 

Reason 

you have us write, 
though." 

•'The textbook is 
pretty vague on most 
topics. TTie mini-
papers are a lot of 
work, but they helped 
me learn more about 
some things that I 
thought were 
important." 

Dave: Asian man. 21 Yrs. Single. Dave was a student at the local state university, 
majoring in Business. At the beginning of the course, he admitted that he didn't like 
histor>- classes ver>' much because "the lectures are boring." Dave said he disliked the 
textbook because it was "hard to follow, it jumps around." Although attentive, he rarely 
participated in discussions unless I drew him in. At the end of the course he said that 
while he liked my teaching style, all he needed was a "C." Final grade: "C." 

CAL Tools Employed Quality Frequency Reason 

Text Preview Fair First Class "1 really didn't want 
to spend the time. I 
just wanted to take 
a test and move on." 

SQ3R 

Jigsaw 
to use it in my other 
classes. It lends 
itself to working in 
my accounting study 
group." 

Fair Rarely 

Good In Class 'i like this. I may try 

Graphic Organizers Good In Class "I've used graphics 
before, to visualize 
my perspective on a 
concept." 



279 

CAL Tools Employed 

Discussion Web 

Journals 

Mini-papers 

Quality Frequency 

Fair In Class 

Fair 4 X Week 

Good Biweekly 

Reason 

"All I need to transfer 
is a "C. " 

"I hate journals." 

"I hate history, but the 
mini-papers helped 
me find out about 
some things I found 
interesting." 

Don: African-American man. 30 yrs. Don was an .Air Force information systems 
technician. He was a quiet man and a ver>" diligent participant. 1 neyer saw Don 
unprepared for class and noticed that he had little patience for those who were. At the 
beginning of the course his writing w as disorganized; he took full advantage of the 
rewrites and improved dramatically. During class. Don paid close attention and spoke 
little, although he did participate in discussions. He was interviewed informally and 
participated in the member checks of Chapter 4. Final grade: "A." 

CAL Tools Employed Quality Frequency 

Text Preview E.xcellent First Class 

Reason 

"Really helped to get 
a handle on how the 
textbook is set up; 
makes it easier to 
find what 1 need." 

SQ3R 

Jigsaw^ 

Graphic Organizers 

E.xcellent Daily 

Excellent Daily 

Excellent Daily 

"1 use a similar 
technique at work." 

"Bill and I studied 
together. Jigsaw let 
us get through a 
chapter quickly." 

"Let me visualize 
what I've read and 
helps me build an 
argument for the 
discussions." 
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CAL Tools Employed Quality Frequency 

Discussion Web Excellent In Class 

Reason 

"I'm not much of a 
talker, but it let me 
see what the class 
was talking about. I 
got in a few good 
ones because I could 
see a hole in the 
discussion, versus 
what the book and my 
research said." 

Journals Good 4-6 X Week "They were required 
and helped when 1 
needed to find a 
mini-paper topic and 
was writing the 
reflections." 

Mini-papers Good Bi-weekly "1 thought there were 
too many required, 
but 1 learned a lot 
about things that 
weren't covered ver>" 
well in the book." 

Frank: Arabian man. 22 years. Single. Frank was from a middle-eastern country and 
attended the local state university, majoring in Business. He spoke English with little or 
no notable accent. Frank rarely took part in discussions, unless 1 called upon him 
directly. He said that he was used to memorizing and recounting information on exams 
rather than participating in critical discussions. At the conclusion of the course. Frank 
admitted that he had paid close attention to the grading rubric and did only enough work 
to "get by." Final grade: "C." 

CAL Tools Employed Quality Frequency 

Text Preview Good First Class 

SQ3R Fair None 

Reason 

"A good technique to 
become familiar with 
the textbook." 

"It might work for 
some of the others; 
I'm used to just 
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CAL Tools Employed Quality Frequency Reason 

Jigsaw 

Graphic Organizers 

Poor 

Fair 

None 

Rarely 

Discussion Web Fair In Class 

Journals 

Mini-papers 

Poor 

Good 

4 X Week 

Bi-weeklv 

reading the textbook. 
It's no big deal." 

i really don't like to 
work with other 
students that much." 

"1 used it a couple of 
times and it just 
seems like e.xtra 
work." 

"I'd rather just take a 
test; 1 don't like 
discussions that 
much." 

Required. 

"I got to learn about 
things 1 was 
interested in." 

James: Anglo man. 25 Yrs. Single. James was an enlisted member of the Air Force, 
specializing in aircraft maintenance. He said that he had "flunked out" of a university in 
the mid-west after recei\ ing a football scholarship. He seemed afraid that he would 
"flunk out" of my course, as well. James worked hard and rewrote every paper. He 
participated in most discussions, but seemed to have a lot of difficulty making 
connections between history topics. Quiet and friendly. Final grade; "B." 

CAL Tools Employed Quality Frequency 

Text Preview E.xcellent First Class 

Reason 

' I d never taken time 
to do that with a 
textbook before. It 
was really helpful to 
know how the book 
was laid out. Maybe 
studying will be a 
little easier." 
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CAL Tools Employed Quality Frequency Reason 

SQ3R Excellent Daily "I liked this. 1 have a 
hard time making 
sense out of textbooks 
and this is methodical, 
kind of like my job 
fixing airplanes. You 
do it a certain way 
and don't deviate, 
and things come out 
pretty good." 

Jigsaw Excellent In Class "This is good. too. 
We worked together 
and got through the 
chapters really fast. I 
was surprised at how 
much we were able to 
do and how much it 
helped during the 
time were putting 
stuff on the board and 
getting ready for the 
discussions." 

Graphic Organizers Excellent As needed "Since we learned 
this. I've been using 
the diagrams in 
other ways, too. It 
lets me see what 
we're going to talk 
about and I can plug 
my opinions into it, 
too. I was ... trying 
to explain something 
to my supervisor the 
other day and I used a 
diagram like what we 
use in class -1 think I 
surprised him a 
little." 
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CAL Tools Employed 

Discussion Web 

Quality Frequency 

Excellent Weekly 

Reason 

"The discussions are 
the best part of the 
class; they're a lot of 
fim. The discussion 
diagram shows 
everything at a 
glance and I can build 
on the thoughts and 
opinions of other 
people; I like it a lot." 

Journals Fair 4 X Week "I don't like journals 
Very much. 1 worry 
that I'm not saying 
the right things or that 
I sound dumb. " 

Mini-papers Good Bi-weekly "They were a lot of 
work, but I found 
some things that 1 
wanted to know more 
about and got to learn 
about them." 

Jim: Anglo man. 20 Yrs. Jim was an Air Force engineering specialist who wanted to 
pursue an aeronautics degree and a career as a pilot. He described his previous 
experiences with history as "difficult and boring" due to his previous instructor's 
emphasis on "lectures and memorizing dates." Jim was one of the youngest members of 
the class and seemed a bit intimidated by the presence of older adults; I often had to call 
upon him during discussions. Jim said he really enjoyed coming to class. At the course's 
conclusion he said he had worked harder in history than in any previous class, cited the 
workload as "really heavy" and of the necessity for being prepared for the discussions. 
Jim took advantage of two rewrites. Final grade: "B." 

CAL Tools Employed 

Text Preview 

SQ3R 

Quality Frequency 

Good First Class 

Good Weekly 

Reason 

"It got me acquainted 
with the textbook." 

"It was a good way to 
understand what was 
in each chapter." 
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CAL Tools Employed 

Jigsaw 

Graphic Organizers 

Discussion Web 

Journals 

Mini-papers 

Quality Frequency 

Good Weekly 

Excellent Weekly 

Excellent Weekly 

Fair 4X Week 

Good Bi-weekly 

Reason 

"Our group was able 
to get through the 
chapters in the 
textbook and it wasn't 
quite as hard as trying 
to read the whole 
book myself." 

'i liked being able to 
see what I was trying 
to understand." 

"i liked the 
discussions a lot." 

"I don't like doing 
journals. 1 don't see 
any point to them." 

"A lot of work, but 1 
learned about things I 
was interested in. 
personally." 

Joan: Asian-American woman. 23 Yrs. Joan described herself as an "Army brat"; she 
was employed in the private sector as a sous-chef, and wanted to go on to Law School. 
Joan was a friendly, though somewhat reserved, participant who worked very hard in the 
class. Although she sometimes seemed to struggle in the discussions, she volunteered her 
thoughts without prompting and participated in class activity. Although Joan worked 
hard in the class, she did not seem desperate to attain a certain grade, as some participants 
did. She was friendly and always appeared to be in good mood. Joan took advantage of 
rewrites on every paper. She was interviewed informally and participated in the member 
checks of Chapter 4. Final grade: "A." 

CAL Tools Employed Oualitv Frequency Reason 

Text Preview Good First Class "Good introduction; I 
know where to go to f 
And information. 
Also, I know how the 
chapters are set up; 1 
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CAL Tools Employed Quality Frequency Reason 

SQ3R Good Per Chapter 

Jigsaw Excellent In Class 

can get through my 
reading faster." 

'i like this, though 
it's kind of slow at 
first; it's a good, 
methodical way to 
approach the textbook 
readings." 

"Our group just tore 
through ... those 
sections: I liked that." 

Graphic Organizers Good Per Chapter "It was a bit hard at 
first; then I caught on. 
Being able to see 
what I've read helps it 
come clear." 

Discussion Web Excellent 

Journals Good 

In Class "I loved the 
discussions; the 
matrix was a way of 
seeing the thoughts of 
the entire class ... I 
gain a lot from 
hearing and seeing 
other opinions." 

4-6 X Weekly "The journals are 
required. I'm not 
very good at journals. 
In the past, they 
were graded and I 
didn't see much sense 
in them. 1 like to read 
your comments back 
to me, it's almost like 
we're talking face to 
face." 
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CAL Tools Employed 

Mini-papers 

Quality Frequency 

Good Bi-weekly 

Reason 

"They're a lot of 
work, but I'm 
definitely getting 
better at learning how 
to use the Base 
library. 1 like being 
able to do short 
papers on a bunch of 
different subjects; I 
feel like 1 learn more 
that way." 

Joe: Anglo man. 20 Yrs. Single. Joe was an Air Force Security Policeman. He was a 
friendly, outgoing young man in his first college course. He struggled throughout and 
never gave up. Joe said that his biggest problem was that he was a terrible writer. 
•Although he tried to rewrite ever>' mini-paper. I did not have the expertise to provide him 
the expertise he needed. 1 saw him a year later, after he had taken several writing 
courses, and he did ver>- well in a class covering the federal and state constitutions. 
When that course began, he introduced himself by saying I had given him a "C" that he 
richly deser\ ed. Final grade: "C." 

CAL Tools Employed Quality Frequency Reason 

Text Preview Good First Class It helps me see how 
the book ... is 
structured; makes it 
easier to find stuff 
now." 

SQ3R Good Per Chapter "I'm a little slow 
using it. but as I get 
used to it, I should 
get faster. I'm still a 
little unsure about it, 
but it seems like a 
good way to approach 
the textbooks and 
make sure I get what 
I'm supposed to 
from it." 
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CAL Tools Employed Quality Frequency 

Jigsaw Excellent In Class 

Reason 

"My group is really 
motivated and its 

hard for me to keep 
up; Jigsaw helps me 
get through the 
readings and 
understand what the 
rest of the group is 
saying." 

Graphic Organizers Excellent Per Chapter "We started building 
the mind map as we 
were doing the 
Jigsaw. I was 
surprised at how it let 
me see ever\'thing." 

Discussion Web Excellent In Class "I really like hearing 
others" opinions; this 
lets me see them at 
the same time." 

Journals Fair 4 X Weekly "I've never liked 
journals, they seem 
like a lot of extra 
work." 

Mini-papers Good Bi-weekly "They're a lot of 
work, because I'm a 
bad writer; but I like 
learning about things 
that they don't talk 
very much about in 
the (text) book." 

Mark: Anglo man. 38 Yrs. Married. Mark was a career Air Force NCO, specializing in 
aircraft maintenance. He was working to obtain an associate's degree from the 
Community College of the Air Force. Mark rewrote two of his mini-papers and 
participated in most discussions. He was another who had the courage to say he didn't 
like histor>' at the inception of the class. At the end, he said that his work schedule, 
which included an upcoming deployment to Saudi Arabia had cut into the amount of time 
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he could devote to the class and that he liked my teaching style, the discussions and the 
way I tried to reach out to the class participants. Final grade: "B." 

CAL Tools Emploved 

Text Preview 

Quality 

Excellent 

Frequency Reason 

First Class 

SQ3R Good Per Chapter 

Jiasaw Excellent In Class 

Graphic Organizers Excellent Per Chapter 

T didn't understand 
The reason for it at 
first. Later, when I 
needed to read the 
chapters I understood 
how the chapter was 
laid out and it kind of 
transitioned me 
straight into SQ3R." 

"It was strange when I 
first tried it. but I can 
see how it works. 
I've tried it on ever\' 
chapter and it worked. 
The only problem I 
found was that it 
seemed kind of slow." 

"Our group got 
through a 37 page 
chapter in 30 
minutes." 

"I use schematics all 
the time, the mind 
maps aren't 
particularly new to 
me; I feel comfortable 
with them." 

Discussion Web E.\cellent 

Journals Good 

In Class "Using the matrix 
during the discussions 
helped make things 
come clear." 

4-6 X Weekly "They're required to 
pass the class but they 
come in handy for 
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CAL Tools Employed Quality Frequency Reason 

Mini-papers Good Bi-weekly 

figuring out a topic 
for the mini-papers." 

"i prefer them to one 
long paper. I feel like 
I learn more." 

Michael: Anglo man. 19 Yrs. Single. Michael was an Air Force legal specialist that had 
just completed his specialty training and was in his first assignment. He participated in 
ever\' discussion and rewrote every paper. He seemed intimidated by the presence of 
senior enlisted persons in the class and was initially reluctant to speak out. until I 
introduced him to Sarah, who took him under her wing. He became more outgoing and 
ultimately did verj well. He was interviewed informally and participated in the member 
checks of Chapter 4. Final grade: "A." 

CAL Tools Emploved 

Te.xt Preview 

Oualitv 

E.xcellent 

Frequency 

First Class 

SQ3R Good Occasional 

Jigsaw E.xcellent Weekly 

Graphic Organizers E.xcellent Daily 

Reason 

"Good introduction to 
a textbook. I'd never 
taken time to do that 
before." 

i have to do a lot of 
reading for my job; 1 
don't use it ver)" 
much. Forbad 
readers though, it 
probably works ver) 
well." 

'it's always helpful to 
have another pair of 
eyes. It helped our 
group get tuned in to 
the chapter and the 
topics." 

i've helped the 
attorneys in our office 
put together graphics 
for courts-martial. 
These were very 
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Reason 

familiar to me: I think 
they work well to get 
a point across." 

"The matrix worked 
well in the 
discussions. Then 
when you took time to 
write out the major 
points for each factor, 
you could track the 
evolution and impact 
of. say technology, 
across the entire 
course. 

Journals Good 4-6X Weekly I don't like journals. 
but in my daily job I 
understand the 
necessity to taking 
good notes and a 
record of what's been 
done on a case." 

Mini-papers E.xcellent Bi-weekly "1 don't mind long 
papers ... like others 
do. The nice thing 
about these was that 1 
got to find out about a 
lot of different things, 
instead of just 
focusing in one topic. 
Having to do four of 
them was a lot of 
work.'* 

Mitzi: Hispanic woman. 32 Yrs. Divorced, mother of two. Mitzi was an Air Force fuels 
specialist NCO. She was one of the two key informants whose experience is described in 
detail in Chapter 5. She occasionally participated in discussions and interacted with other 
students, but never seemed to form close attachments. She attended every class meeting. 
During the course. Mitzi did not rewrite any of her papers and tried to get by. by 
submitting uncorrected drafts. .Mitzi received an incomplete at the conclusion of the class 

CAL Tools Employed Quality Frequency 

Discussion Web Excellent Weekly 
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but completed the assignments within thirty (30) days. She participated in the member 
checks of Chapter 5. Final grade: "B." 

CAL Tools Employed 

Text Preview 

Quality 

Good 

Frequency 

First Class 

SQ3R Excellent Per Chapter 

Jiasaw 

Graphic Organizers 

Good 

Excellent 

Per Chapter 

In Class 

Reason 

I learned how the 
textbook was 
organized; I was able 
to go straight into 
SQ3R. 

"It seemed really 
aw kward at first and 
1 really didn't use it 
until 1 had to do all 
that work to remove 
that INCOMPLETE 
grade that I got at 
first. When I had to 
make sense out of a 
lot of reading. SQ3R. 
mind maps and that 
matrix worked like a 
champ." 

" . . .  r d  s e e n  t h e m  
before, but had never 
really used them very 
much ... as the 
course went on. I 
really liked being able 
to see how factors 
like economics had 
developed over the 
years. When I linked 
that up with a mind 
map in a particular 
chapter it was easy to 
see why things were 
happening the way 
they did ..." 
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CAL Tools Employed Quality Frequency Reason 

Discussion Web 

Journals 

Mini-papers 

Excellent 

Fair 

Good 

In Class 

4 X week 

Bi-weekly 

I hate journals; I used 
them when 1 wrote the 
reflections, though. 

I had a lot of trouble 
with these, but 1 
learned more than if 
I had just read the text 
book. 

Norm: Anglo man. 22 Yrs. Norm wanted to make the Air Force a career and was 
preparing his application packet for Officer Candidate's School. He maintained a 4.0 
G.P.A. and worked very hard in the history class. Norm was a friendly, outgoing man 
who was invariably in a good mood. He seemed to enjoy the discussions immensely. 
During breaks. 1 often saw him engaged in discussion with his colleagues. If Norm 
didn't understand a concept, he was never shy in asking repeated questions, staying after 
class, or contacting me at home. He said he loved history and spoke well of his previous 
instructors. Norm took advantage of rewrites on every paper. Final grade; "A." 

C.A.L Tools Employed 

Text Pre\ iew 

SQ3R 

Jigsaw 

Quality 

Excellent 

Frequency 

First Class 

Excellent Per Chapter 

E.xcellent In Class 

Reason 

Great inu-oduction to 
the textbook 

"I've used this 
method since high 
school." 

"I work well in 
groups and ours was 
a good one; we used 
Jigsaw every class 
period and it helped 
all of us get through 
the chapters. In many 
ways, it set us up for 
the whole-class 
discussions." 
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CAL Tools Employed Quality Frequency Reason 

Graphic Organizers Excellent Per Chapter "Same as SQ3R, 
using graphics to 
visualize something 
works really well; 
I've done this since 
high school, too." 

Discussion Web Excellent In Class "I love the discussion 
and the graphics help 
keep everything in 
view; 1 can build on 
others' ideas." 

Journals Good 4-6 X Week "1 did the minimum at 
first and then found 
that you were actually 
taking time to write 
back to us with 
comments. I enjoyed 
the conversation we 
were having in them." 

Mini-papers Good Bi-weekly "Along with the 
joumals and the 
reflections, the mini-
papers were a lot of 
work. But the book 
did a terrible job of 
covering some topics 
or maybe it was just 
that they had so much 
to cover they just 
couldn't take the time. 
Anyway, doing four, 
short papers seemed 
to make better sense 
than one long one. 1 
learned about a 
variety of things 
instead of just 
concentrating on one 
small topic. 
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Sarah: Hispanic woman. 42 Yrs. Married, mother of three. Sarah was a retired Army 
Intelligence senior NCO who was beginning work on a secondary education degree. Her 
previous e.xperience in history, in middle and high school was positive because "my 
teachers cared about me as a person; they wanted me to leam." She was an extremely 
capable student who worked diligently in the class: at first she appeared to be afraid to 
answer questions for fear of being wrong, though she often took the lead in her group. 
•As the class progressed, she became bolder: some of the most vigorous questions and 
discussion inputs came from Sarah. At the end of the course, we found ourselves wishing 
we could continue to debate our interpretations of people's actions throughout history. 
Friendly and outgoing. Sarah was very serious about learning. She rewrote every paper. 
w as among the first to arrive for class and among the last to leave. She was interviewed 
informally and participated in the member checks of Chapter 4. Final grade: "A." 

CAL Tools Employed Quality Frequency 

Te.xt Preview Good First Class 

Reason 

"1 read well, but I 
thought that is was 
helpful to take 
... time in class to 
leam how the book 
was organized." 

SQ3R Good Daily "i leamed this in the 
Army. I've always 
read a lot. both for 
pleasure and work. 
When I have to read 
something expository 
like a text book. 
SQ3R comes in handy 
because it lets me 
wade through the 
facts and start 
figuring out what I 
think about what I'm 
reading. I'm going to 
be a teacher and I 
intend to teach my 
students how to read 
for their own 
understanding." 

Jigsaw Excellent In Class "That's a great 
technique for getting 
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CAL Tools Employed Quality Frequency Reason 

through a textbook 
and it leads you 
straight into a group 
discussion which then 
leads into the class 
discussion." 

Graphic Organizers E.xcellent Per Chapter "I learned these in the 
Army. too. We used 
lots of graphics to 
analyze raw data and 
for briefings. I'm a 
believer in using 
graphics for 
organization and 
analysis of ideas." 

Discussion Web E.xcellent In Class 

Journals Excellent Per Chapter "I have terrible 
handwriting, but I 
wrote a lot about what 
I read, did research on 
and what we 
discussed. I loved the 
fact that you took the 
time to decipher my 
scrawl and comment 
on what I had written. 
It meant a lot and I 
learned a lot." 

Mini-papers Excellent Bi-weekly "The mini-papers 
were a lot of work, 
but a lot of fun. 1 
found some terrific 
topics that led to a 
couple of good 
debates in class. 
Especially the one 
about The Black 
Legend. You 
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CAL Tools Employed Quality Frequency Reason 

emphasized that you 
wanted us to search 
for articles that took a 
position difTerent than 
the textbook's. They 
were hard to find, but 
really worth it— 
probably one of the 
best parts of the class 
for me." 

Tim: Anglo man. 22 Yrs. Single. Tim was one of the few civilians in the class. After 
high school graduation, he ser\'ed as a church missionary in South America. He worked 
for a government contractor and wanted to go to Law School. This was his first e.xposure 
to college-level courses. Tim rewrote every paper, often did extra research on topics he 
found interesting and seemed almost driven to make up for the time he had spent in South 
America. At first, he seemed very reluctant to speak out and I had to call upon him often 
to keep him in the conversation. As he grew more comfortable, he began to ask questions 
of me. and other participants. Unfailingly friendly. 1 always counted upon Tim to "do his 
homework." He was interviewed informally and participated in the member checks of 
Chapter 4. Final grade; "A." 

CAL Tools Employed Quality Freouencv 

Text Preview Excellent First Class 

SQ3R E.xcellent Per Chapter 

Jigsaw E.xcellent In Class 
jumped on this. We 

Reason 

"It had been a long 
time since I had been 
in a class room. 1 was 
grateftil that you took 
the time to acquaint 
us with the text and 
its layout." 

"I liked that technique 
though it was slow, 
at first. It helped to 
get through all the 
facts that were 
crammed into the 
chapters." 

"My group just 
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CAL Tools Employed Quality Frequency Reason 

worked hard, we 
worked smart and we 
had fun comparing 
what we had read. It 
took us straight into a 
group discussion. It's 
a slick way to get 
through a boring 
textbook" 

Graphic Organizers E.xcellent Per Chapter "1 learned about these 
in high school, but 
your class made a 
little different use of 
them. I wasn't 
expecting to be able 
to see how histor>'just 
unfolded in front of 
me." 

Discussion Web 

Journals 

E.Kcellent 

Excellent 

Per Chapter 

4-6 X Week 

Mini-papers Good Bi-weekly 

'i had to keep a 
journal when I was 
on my mission in 
(South American 
country), so I was 
used to this. I liked 
your comments after 
you turned them back 
to us. And they 
weren't graded, so I 
felt like I could say 
what I really 
thought." 

"I was really worried 
about these and 
worked very hard. 1 
learned a great deal 
about some history 
topics from them and 
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CAL Tools Employed Quality Frequency Reason 

I really feel that my 
writing improved a 
great deal. The 
chance to rewrite, for 
a higher grade was 
completely new to 
me. 1 know that you 
worked hard, too, 
because the comments 
that you wrote back to 
me on my drafts 
helped me a lot." 

Source: Interx iews and conversations, from field notes 
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Dates & Battles & Treaties. Oh My! Expanding Community College Students' Personal Historical Understanding 
Through Construciivist Teaching Practice 

John A. Glover. Principal Investigator Patricia L. Anders. Ph.D.. Advisor 

INFORMED CONSENT 

I have been asked to read this material to insure I am fully informed of the nature, purpose, and intent of this 
research and. if I consent, of my role as a participant. Signing this form means that I have been so informed and that I 
give m> consent to participate. Federal lau requires written informed consent, before participation in research, to 

in.sure that I understand the responsibilities and risks of my participant role and can agree, or decline, to participate in a 
tree and informed manner. 

Purpose: I have been invited to participate voluntarily in the above-titled research project. I understand that the 
purpose of this project is to: I) evaluate the relationship between the attitudes and beliefs of college-level instructors 
and their students; 2) evaluate student reactions to .Active Learning and constructivist teaching practice within an 

integrated curriculum. 

Selection Criteria: I understand that I hav e been in\ itcd to participate because I am an undergraduate at the college 
level .Approximately twenty (20) participants will be enrolled in this study. 

Procedures. Risks, and Benefits: If I become a participant. I understand and agree to the following; 

1 The history and writing courses arc an imcgrutcd whole; I will participate in. and complete, both courses 
to the best of my abilit). I understand that if I withdraw from cither course I will be automatically 
dropped from the other. 

2 I will participate in at least one (I) one-hour interview session during the conduct of these courses. At 
the discretion of John Glover (the principal investigator). 1 may be contacted and asked to participate in 
additional interv iews; I understand that I am free to decline. 

3. I will provide John Glover with written artifacts, with the understanding that the originals will be 
relumed to me (if I so desire) and that I vvill be fully reimbursed for copies of any other materials I am 
asked to prov ide. 

4 No discomforts, stresses, or risks are foreseen, fhere are no participation costs for my involvement. I 
understand that my participation or nonparticipation will not alYect my final grade, in the course being 

researched. 

5. .-\s a result of my participation. I may become more thoughtfully aware of my own individual attitudes 
and beliefs as they relate to my academic or teaching success. In addition, my personal understanding of 

•American History as vvell as my skills in critical thinking and rellective writing may be improved. 

Confidentiality: I understand the participants in this project will be confidential and vvill not be released in any 
individually identifiable form. My name will not be identified; instead, a pseudonym of my choice will be used. With 
the exception of the principal investigator, no one will have access to the data collected in this project. 

.Authorization: The procedures, risks and benefits have been explained to me. My questions have been answered to 

mv satisfaction. I understand that 1 may ask further questions and am free to withdraw at any time. My panicipation in 
this project may be ended at the discretion of the principal investigator. XXX Community College, or the University 
.\.\.\X.\XX. Information developed during the course of this study, which may affect my vvillingness to continue, vvill 
be given to me. as it becomes available. 

Participant's Name PSEUDONYM Signature Date 

Affidavit: I certify that I have carefully explained the nature of the above project to the participant. To the best of my 
knowledge, the person providing consent understands clearly the nature, demands, benefits and risks involved in his/her 

participation and hisj'her signature is legally valid. A medical problem or educational barrier has not precluded this 
understanding. 

Signature of Investigator Date 
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CORRESPONDENCE OF RESEARCH QUESTIONS AND DATA SOURCES 

1 = High 5 = Low 

PARTICIPANT GENERATED SOURCES 

Mini 
Papers 

Journals Mid Term 
Exams 

Final 
Exams 

Exit 
Cards 

Audio 
Interviews 

N'oic: AP = All Panicipants (AP) (AP) (AP) (AP) (AP) (Case 
Study 
Students) 

Student Perceptions 5 3 - 4  3 - 4  3 - 4  1 -2 1 -2 

CAL Decisions: How ? 5 3 - 4  3 - 4  3 - 4  I -2 1 -2 

CAL Decisions: Why ? 5 2 - 3  3 - 4  3 - 4  2 - 3  1 -2 

RESEARCHER / INSTITUTION GENERATED SOURCES 

College Instructor Observations & 
Evaluations Evaluations Field Notes 

Note AP = All Panicipants (AP) (AP) (AP) 

Student Perceptions 1 -2 1 -2 1 -2 

CAL Decisions: How? 2 - 3  2 - 3  1 -2 

CAL Decisions: Why? 2 - 3  1 -2 1 -2 
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INTERVIEW PROTOCOL 

Interview Topic: Reading 

Briefly describe what reading has been like for you from the time you first remember, 
until the present. 

Do you consider yourself to be a reader? (why / why not?) 

What do you choose to read? 

How does reading find its way into your ever\'day life? 

How does the reading you do for class, differ from the reading you do for yourself? 

How do you define critical reading? 

Was the assigned (textbook) reading for this class different than the alternative source 
(journal, etc.) reading you undertook for your research? 

How did you use the assigned textbook? Why do you think that is? 

Did the reading strategies (such as mind-mapping and SQ3R) assist you in understanding 
the textbook? Why do you think that is? 

Inteniew Topic: Writing 

Briefly describe what writing has been like for you from the time you first remember. 
until the present. 

What do you choose to write for yourself? 

Do you consider yourself a writer? (why / why not) 

Tell me about a time when writing was really (good / bad) for you. 

Do other people play a part in your writing process? If so, who / when / how? 

How do you go about writing a paper from the time you receive the assignment until you 
hand in the final product? Be as detailed as possible. 

What is the writing process like for you? 
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Where do you write? When? How? With what? How does writing find its way into your 
everyday life? 

How do you define critical writing 

Was the writing you did for the history class different than the writing you've done for 
other classes? 

lnter\'iew Topic: Discussion 

When you were growing up. did you discuss your academic subjects with your parents, 
friends, etc.? 

In your previous academic experiences, did you have an opportunity to express yourself 
on content-area topics in the classroom? 

Did your group discussions assist your reading, writing and understanding? 

Why do you think that is? 

Did the classroom discussions (about the textbook readings, research, etc.) assist your 
understanding of the course topics? 

Why do you think that is? 

How do you define critical thinking? 

Inteniew Topic: Researching 

Have you received any training (formal / informal) in the use of libraries or the internet? 

Prior to the course, had you ever conducted independent research for a class? 

What effect did the course have on your research abilities? 

Did your research assist your understanding of the historical topics covered in class? 

Why do you think that is? 

lnter\iew Topic: History 

Prior to this class, what was your definition of history (as an academic subject)? 

Now that the course is over, has your perspective changed? 
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Prior to this class, what were your experiences with classes in history? 

How did your instructors go about their job? 

Did you learn anything? 

What was your experience with this history class? 

What was your experience with the grading system that was employed? 

What is your definition of a good instructor? 

What do you think is a instructor's/professor's role in a classroom setting? 

What value do you think the study of history has in the real world? 

Wrap-up 

The course ended months ago. In retrospect, what did you enjoy / dislike / what 
would you change? 

It was important for me that you "take a stand" and defend your opinions in this course. 
Was that an unusual experience for you? How did you feel about that? 

•Are you realizing anything, through this inter\ iew. about reading, writing, discussion, 
research 

or the study of History? 

Is there anything that is important for you to discuss that we haven't covered? 
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CODING PROTOCOL 

CC conceptual change 

CD course design 

CG collaboration / group work 

CT critical thinking 

D discussion 

D\ value of discussion 

G grading / assessment 

H histor>-

Hp personal understanding of histor\' 

Hv value of studying histor\- / relevance 

R reading 

Rv \ alue of reading 

RS reading strategies 

SC student experience in course 

SF student feedback 

ST student impression of teacher 

TM teaching methods 

W writing 

Wv value of writing 
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SYNOPSES OF CLASSROOM METHODS 

Reading 

Text Preview - a text preview exercise (Readence, Bean, Sc Baldwin. 1998) during the 
first class meeting introduced class participants to the textbook and its chapter structure. 
This effort had three goals: a) to provide a framework and assist comprehension of the 
text: b) to motivate class participants to read: to activate prior knowledge of a topic. The 
procedures typically employed were: 

1. Class participants had previously been placed in small groups (4-5 persons). 
2. A handout, asking specific questions about the textbook and its chapters, was 

provided to each group. The questions asked were: 

Introduction 
What is the picture on the cover, and what is its relevance to this class? 
Who are the authors? What is their background? 
What are the copyright dates? 
What is the name of the publishing company? 

Locating Information 
On what page does the table of contents begin? 
How many chapters or units are in this book? 
What do you find at the beginning of each chapter? 
What do you find at the end of each chapter? 
Is the reference section a part of the table of contents? 
Where is the table of contents located? 
Where is the index located? 
Where is the glossary located? 
How does each unit begin? 
Are the words defined in a special way? 

3. The groups were asked to work collaboratively to answer the questions. 
Thirty (30) minutes were allocated for this task. 

4. A round-robin discussion between the groups confirmed completion of the 
task. When questions arose, individual participants were asked to provide 
their answer: short discussions were used to reduce confusion. 

Jigsaw - the Jigsaw technique (Aronson. Stephan, Sikes, Blaney. & Snapp. 1978; 
Radebaugh & Kazemak. 1989) employed collaboration to assist understanding of 
textbook material. Class participants became "experts" on one section of a chapter and 
taught it to other members of the class. The procedures typically employed were: 

I. Class participants were asked to preview the upcoming chapter to activate 
prior knowledge. 
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2. Each work group was assigned to read a different section of the chapter. They 
were advised to turn the heading in each section into questions to: a)provide a 
purpose for reading; b) understand what they must become an expert on and 
teach to the rest of the class. Having the groups, rather than individuals. 
report what they had learned reduced shyness and embarrassment. 

3. Critical thinking questions and /or the discussion web were used to focus class 
discussion. 

4. Participants responded during the discussion. Some continued the 
conversation via exit cards and their journals. 

SQ3R - SQ3R (Robinson. 1961; Aukerman. 1972) is a technique used to give class 
participants a systematic approach for understanding chapters in the textbook building an 
organizational framework into which facts or other information can then be fitted. SQ3R 
stands for the stages in which information can be organized and understood, the typical 
stages followed in the course were explained to class participants as follows: 

1. Sur\ ev the chapter: 
Read and analyze the chapter title; turn it into a question regarding the 

main idea. 
Read the headings and subheadings; turn them into questions 
Look at the visuals (pictures, graphs and maps); what questions do they 

answer? 
Scan for special terms and definitions; your study guide will come in 

handy here. 
Skim the chapter introduction. 
Skim the chapter summarv'. 
Skim the review questions. 

2. Question 
Write out the questions you developed in your survey of the chapter in 
your journal or class notes; leave room for your answers and other 
comments. 

3. Read 
Read the chapter in detail; write your answers to the questions you 
formulated previously. This is an excellent time to work with one of your 
colleagues. Questions that remain unanswered, or new questions that arise 
out of your reading, are superb topics for research and a mini-paper. 

4. Recall / Recite 
Once you have read the chapter, or a section of it. run through it in your 
mind a number of times and tell the other members of your work group 
about it. Isolate the core facts or the essential processes behind the topic. 
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and then see how other information (such as your outside research for your 
mini-papers) fits around them. Some things may require more recital than 
others for them to sink in. This is a good time to consider what you've 
read and determine how the information fits into the analysis matrix. 

5. Review 
Once you have run through the exercise of recalling the information, you 
can move on to the stage of reviewing the information. This review can be 
by re-reading the document, by expanding your notes, or by discussing the 
material with someone else. A particularly effective method of reviewing 
information is to teach it to someone else! 

Graphic Organizers - graphic organizers (Herber. 1978) in the form of idea maps 
(Armbruster & Anderson. 1982) or mind maps (Buzan. 1991) were diagrams employed to 
provide participants with a technique for careful reading of expository text, generate 
thoughts, organize understanding and provide a graphic representation of what class 
participants gleaned from texts and discussion. An e.xample of a typical mind map 
generated by one of the participant groups in the class is shown at Appendix L. 

Writing 

Mini-papers - Four (4) 2-3 page mini-papers (Elbow. 1988) were required in lieu of a 
major paper. Students were asked to utilize the library's on-line data bases to identify a 
topic associated with the era we were currently studying. A hand out. covering the topic 
and process of mini-papers was attached to the syllabus (Appendix C). 

Joumals - Class participants were asked to maintain a journal of ideas, questions or 
comments (Ehrhar. 1991; Leahy. 1985; Tollefson. 1988) as they read the te.xtbook 
assignments and conducted library research on topics for their minipapers. No grade was 
assessed, other than PASS / FAIL. The joumals were collected weekly; 1 responded with 
comments, suggestions and encouragement. 

Exit Cards - Exit cards (Anders, Davis & Thompson. 1995) were employed at intervals 
to solicit participant feedback on issues that I could respond to during the course, such as: 
a) level of course content difficulty; b) quantity and quality of assignments; c) effective 
use of class time; d) pace of the class. Additionally, they were employed at alternate 
intervals to assess participants' grasp of the material and course content (Davis, Wood, Sc 
Wilson, 1983). In these instances, two questions were posed for an anonymous response: 
"What is the most significant thing you learned in today's class?" and "What question, 
related to the era we are studying, is uppermost in your mind?" 
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Discussion 

Discussion Web - A discussion web (Alvermann. 1991) was used as a graphic aid during 
discussions to help class participants interpret text assignments and their research articles. 
The textbook was expository in tone and provided ample explanations of who. what. 
when, where and how; the web assisted participant understanding of why something 
occurred. The procedure typically employed with the Discussion Web was: 

1. Preparation for reading -1 used this stage to activate participants" prior 
knowledge and to help them set purposes for reading. 

2. Introducing the Discussion Web - The Discussion Web (see below) was 
introduced, during the first class meeting, as a model to assist thinking and 
was then used throughout the course. 

3. Commonly, the class participants had read a portion of text and had 
satisfied their reading purposes. They were placed in partnerships and 
asked to identify key words or phrases that they felt were essential to 
understanding. The jigsaw technique was often used by participants in 
this phase 

4. Small-group discussion - The partnerships were then merged to from 
groups of four and asked to compare each others findings. Participants 
were asked to keep an open mind regarding other's opinions and to hold 
dissenting opinions until the whole-class discussion. 

5. Whole-class discussion - Once each small group had reached consensus, 
one member of the group then reported to the entire class. At this time, 
dissenting opinions were also discussed. 

6. Follow-up - Participants responded in writing via exit cards and their 
journals. 

Military Politics Economic 

Chapter or 
Main Idea 

Social 
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. Sarah 

THE BLACK LEGEND 

The Black Legend was not a specific incident but a series of accusations against 

Spain. The irony of these diatribes is that the cornerstone appears to be a work written by 

a devout Spanish friar. William Maltby in The Black Legend in England views the friar 

as a victim. Maltby's supposition is that it had been an ongoing struggle between a 

Hedging England and a powerful Spain that had given rise to the systematic maligning of 

Spain's national character. His argument points out that Friar Bartolome de Las Casas" 

Brevisima Relacion de la Destnuccion de Las Indies was first published in 1551. Yet. it 

was not until 1583 that the first English language edition appeared in London. Maltby 

further charges it was political and religious incidents outside of las Casas' realm that 

prov ided fodder for the growing enmity between England and Spain. 

Through my initial readings. I found the incidents giving rise to the Spanish Black 

Legend were not that far removed from the Dominion. England was in the midst of 

internal religious and political tension. Europe, in the grips of the same symptoms, made 

the time right for a collective scapegoat. The powerful wide-reaching Spanish dominion 

was the perfect offering. Through a series of complex intertwining events and 

personalities. Spain found herself fulfilling an aberrant destiny. That she eventually 

added to the fray by monumentally ill-timed decisions did not aid her cause of bemoaning 

English malignment. 
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Maltby s logical deductions were supported by my readings of Manchester's A 

World Lit Only Bv Fire and McKendrick's Spain. Faced with two other sources, it is hard 

to discount Maltby's charges of las Casas being a secondary source. 

U ithin Maltby's religious setting, it appeared Spain's foremost damaging 

circumstance was her historical relationship with the Vatican. In the 13th century, the 

Vatican dominated politics and the economy through intrigue, war and religion. Papal 

interpretations of dogma dictated the economics of the nobility that in turn influenced the 

political arena. The lives of the peasantry were at the whim of all. By the 1400's. the 

Roman Catholic Church relied heavily on the revenues of its constituents. The Papacy 

had changed from a representation of God to an autocratic, hedonistic office. By the 

I500"s. to maintain this obscene lifestyle, the Vatican depended e.xclusively on the 

monies bled from its faithful followers. The Papac\. the Roman Catholic Church and its 

promises of sah ation were openh for sale. By cross-referencing McKendrick's and 

•Manchester's books. 1 found the last main pieces of support for Maltby's charges. 

The Vatican's need for money, in conjunction with a continuous line of 

sacrilegious Popes had provoked the ire of several of its more learned clergy. Pamphlets, 

plays and essays condemning the debauched lifestyles of the religious leaders were being 

written at a frantic pace. The call, at first, for religious reformation and later a new 

religious system of beliefs embroiled the Papacy in its own intrigue for survival. 

Each book I read certainly displayed its own sense of passion, however the overall 

strength of each lay in the authors' use of logic and chronologically recorded events. As 

to Maltby's charge of political antagonisms, this too was supported through my research. 
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The political arena of 14th and 15th century Europe was no less tumultuous. 

Crucial turns of events had started to develop. England had the then-staunchly Roman 

Catholic Henr\' VIII as its monairch. Henry's marriage to his brother's widow. Catherine 

of Aragon. had produced one child, a daughter. His child Mary had already been 

betrothed to France's Dauphin. Should Henry die without producing a son. Mary's 

marriage to the Dauphin would, in effect, make France's crowned head. England's. 

Henr\ realized he needed to produce a male heir if his lineage's claim to the throne of 

England was to remain unchallenged. He decided to exercise his monarchical right and 

petition the Pope for an annulment from the Spanish Catherine of Aragon. 

•A new front of conflict was added to the Vatican's battle lines. Its clergy were 

protesting, revenues were decreasing and with Henr\''s request, the political arena 

threatened to destroy the papal sphere of dominance. Spain, caretaker of the Catholic 

Roman Empire, tumbled into the cumulative mire that would become its own Black 

Legend. 

McKendrick's Spain details the intricacies of Spain's. England's, and the 

Vatican's political relationship. I found it to be a strong case in supporting the political 

and religious thesis of Maltby's book. It is at this point that Maltby's last argument can 

be addressed. 

Friar Bartolome de Las Casa had been a mercenary during the settling of 

Hispaniola. Soon after he gave up the secular path and became a member of the 

Dominican Order. His experiences and passionate resolve to improve the plight of 

indigenous people led to the Brevisima Relacion de la Destruccion de las Indias. Maltby 
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writes that the Brevisima was intended to provoke and galvanize las Casas' perceived 

sedate and passive Spain. I found in Antonio Dominguez Ortiz's The Golden Age of 

Spain a similar conclusion. Ortiz supports Maltby's argument by stating. "These 

considerable achievements cannot be attributed solely to Fray Bartolome de las Casas. . . 

What one can do is to avoid extremes, either of making of las Casas an e.xception who 

points the accusing finger at Spain. ... or of trying to discount his testimony on the 

grounds of supposed mental deficiency." It is without a doubt. Friar Las Casas' writings 

became a powerful addition to an already growing arsenal of anti-Spanish propaganda 

through Maltby. 1 am persuaded events were already in progress. 

William Maltby's book presented the enigmatic term - The Black Legend - in 

understandable reading format. His use of documented recordings, logic interpretations of 

events and to some extent passionate appeal for fairness has since convinced me of his 

original suppositions. The Black Legend is. in fact, a series of accusations aimed at the 

Spanish national character. 
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