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ABSTRACT 

This case study investigates how one prinvary teacher of 

a multi-age classroom describes the knowledge she has of 

children and how they leam. The stuc^ presents the perspec

tive that the research literature on teacher knowledge rarely 

includes knowledge of children. 

Recent investigations into teacher knowledge consider 

what the substance of teacher knowledge is; this study pro

poses that what teachers know about children must be included 

in future research. Researchers within the academic commu

nity have determined the direction of the research on teacher 

knowledge, but studies published in the 1990s suggest that 

teachers need to be more involved in these studies. 

Through iry research, I learned that knowledge of 

children and how they leam structured one teacher's 

classroom. What she knew influenced her relationship with 

the children, and this knowledge also determined how she 

taught. Time and talk were the major factors which made this 

knowledge accessible. Attention to teachers' roles in 

generating descriptions of knowledge will provide a place for 

knowledge of children in teacher knowledge research 

literature, and it might also serve to bridge the gap between 

researchers and teachers. 
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Chapter One 

A PBRSPBCTIVB ON TEACHER KNOWLEDGE 

I was a classroom teacher much longer than I have been a 

researcher in the formal sense of planning, carrying out, and 

reporting research; and it was my experiences as a teacher 

that provoked researching the question posed in this disser

tation: How does one teacher describe the knowledge she has 

of children and how they learn? When I was a classroom 

teacher, it was possible to locate myself within the coitpany 

of many others who cared deeply about children and how they 

fared in school. At the same time, however, it was increas

ingly frustrating to continually find nyself within educa

tional settings that did not ac)cnowledge and respect what 

teachers know about children and how they leam. 

It was not that the people in administrative settings 

did not care about children; most did. But the knowledge 

that teachers had of the children in their classrooms was not 

what appeared to influence decisions which were made outside 

the classroom. This knowledge of children is a dimension of 

life in schools which McLean (1991) refers to as the "human 

dimension" and the one of which she says, "Perhaps the great

est obstacle to our understanding of what goes on within 

classrooms is an omission. We approach the social world of 

the classroom with the view that what happens there is teach

ing and learning, but this is only part of the story. What 
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happens in classrooms is living" (p. 175). 

This dissertation is in many respects a story about liv

ing in a classroom (Peterson, 1992) for it discusses how the 

people who live and work there on a daily basis spend their 

time together. The central question that I investigated 

delved into this classroom life by looking at how one teacher 

described the knowledge she has of children and how they 

learn. This knowledge is reported as a perspective which 

Freeman (1993) describes as "a bridge between the person's 

internal sense making and his or her actions in the world" 

(p. 487) . In order to see and hear this perspective, knowl

edge that has previously been regarded as "iirplicit* or 

"tacit" (F. Smith, 1975; Johnston, 1993) must be stated in a 

straightforward manner. There can be no consideration of its 

truthfulness or value if it is not out in the open. 

The core and substance of this bridge are children, and 

it has been iny aim to describe this knowledge in such a way 

that the research community might reconsider the presence of 

children in conversations about teacher knowledge. An addi

tional outcome of this research might well be the recognition 

of the many opportimities that exist to include teachers in 

conversations with those who are already recognized as 

researchers in education. If we consider the possibility 

that there is knowledge of children and how they leam which 

is particular to teachers, then we have to attend to the 

voice of teachers to leam about that knowledge. This is 
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knowledge which Schwandt (1994) says teachers fashion "out 

of events and phenomenon through prolonged, cortplex processes 

of social interaction involving history, language, and 

action" (p. 118). 

It is iinportant for me to state at the beginning of this 

text that itiy research question, "How does one teacher 

describe the knowledge she has of children and how they 

learn?", was biased. I believed that this teacher (as do all 

others) had a wealth of hidden knowledge (Yonemura, 1986). I 

also believed that this knowledge was theoretical in that it 

was inextricably linked to what the teacher did with children 

in the classroom (LeCompte & Preissle, 1993). My disserta

tion is directed toward describing and interpreting this 

particular knowledge. 

The first time I observed Taylor, the teacher who is the 

focus of this research, I could see her classroom of six-

through nine-year-old children was different from others I 

had visited. There was neither a desk nor a chair for each 

child. Instead, at least one-third of the classroom space 

was clear of furniture. There were no textbooks; there was 

no obvious formal instruction based on teaching objectives; 

there was nothing that looked uniform or standard (Field 

Notes. 9-10-91): 

I came into the room a short time before class 
began. Taylor was sitting with a student at a back table 
with attendance cards. It looked as if the girl was 
learning how to fill in the cards as students came into 
the room. A boy and a girl were working in the block 
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area, two girls were on the floor using clay, seven boys 
were playing with giant size checkers on a fabric mat on 
the floor and a girl was watching from the rocking chair 
and there were children in the loft and in the house
keeping area beneath the loft. As children continued to 
come into the room, they joined into these on-going 
activities. I was sitting at a center table and three 
children picked up clay pieces begun another day and 
began to work on mats where I was sitting. 

Everyone was busy; the classroom was very calm; the 

children's voices were quiet. I knew from ny experience that 

this was not how teaching and learning were expected to look, 

and I wondered how the teacher's conception of knowledge 

influenced what I was seeing. What was the connection 

between what the teacher knew about children and how she 

taught? How did this knowledge influence her relationship 

with the children and their learning? I was certain that the 

teacher had knowledge of children, but this knowledge had to 

be described before I could assert that it had any connection 

to her relationship with children and to the classroom.^ 

The Significance Of The Study 

Researchers within the academic community have deter

mined the direction of the research on teacher knowledge 

(Clark & Peterson, 1986) as well as the knowledge base of 

teachers (Cochran-Smith & Lytle, 1993). Teacher knowledge 

research has focused on classroom management and organizing 

1 The questions that I focused on in this dissertation evolved and changed as a 

result of ny observations and field experiences. Appendix A includes a discussion of 

this change. See page 171. 
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instruction for effective teaching and learning (Brophy & 

Good, 1986; Doyle, 1986), activities which teachers do. Full 

descriptions and detailed analyses of these activities do not 

reveal how children leam (although they do report what and 

how much they leam) nor why teachers manage or teach in 

particular ways (Shulman, 1987). 

In discussions of teacher knowledge, children are 

referred to as students. Their activity in classrooms is 

described as achievement which is related to the content or 

methods of instruction in the classroom. The studies that 

were reviewed by Brophy and Good (1986) focus on research 

from which they generalize about 'relationships between 

teacher behavior and student achievement' and 'measured 

achievement gain' (p. 328-329). When they describe the 

variety of ways teachers approach their classrooms, the 

authors say, 

[Teachers] differ in several respects: the expectations 
and achievement objectives they hold for themselves, 
their classes, and individual students; how they select 
and design academic tasks; and how actively they 
instruct and communicate with students about academic 
tasks, (p. 370) 

By looking at the classroom activities as a 'function of 

the teacher's performance,' researchers examine teachers and 

children as objects of stuc^ (Nespor & Barber, 1991), but 

describing these activities is not the same as describing the 

teacher's knowledge of children. What researchers leam from 

their observations of classrooms is different from the knowl
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edge teachers and their students construct together in class

rooms (Cochran-Smith & Lytle, 1993). 

Research language that focuses on teacher behavior and 

student achievement establishes by default the researcher's 

prominence. This is language that is biased against the 

expression of the teacher's voice (Elbaz, 1991). Eisner 

(1988) points out that "the research language that has domi

nated educational inquiry has been one that has attenpted to 

bifurcate the 'knower and the known', such that teachers' 

concerns come to be spoken of in a detached and dispassionate 

way: coping with the lively business of the classroom becomes 

'classroom management', caring for the welfare and develop

ment of each child becomes 'individualization of instruc

tion', and so on" (p. 18). 

Researchers who have described or listed components of 

teacher knowledge do not include knowledge of children and 

how they leam (Shulman, 1987; Doyle, 1988) . I think there 

are at least two reasons why full descriptions, which would 

be inclusive of the vulnerabilities, interests, talents, and 

abilities of children, are not included in these discussions. 

The first, and perhaps the most innocent, is that the omis

sion is siiiply an assumption that is largely unexamined. It 

is assumed that teachers have knowledge of children and 

growth and development as well as knowledge of theories of 

how children leam (Elbaz, 1992) . This taken-for-granted 

knowledge is subsequently unspoken; it is left unarticulated 
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in discussions of teacher knowledge and the relationship of 

this knowledge to the classroom. 

Instead, researchers study and report the results or 

presentations of teaching, the observable or surface 

behaviors (Clark & Peterson, 1986; Yonemura, 1986; McLean, 

1991). Shulman's (1987) example of a high-school teacher's 

theoretical model for teaching literature illustrates this 

point. He includes an excerpt from an interview with a 

teacher he calls Nancy in which he describes the levels of 

reading skills perceived by the teacher: level 1—translation; 

level 2—connotative meaning; level 3—interpretation; and 

level 4—application and evaluation. As the teacher described 

these levels, she said, "So my view of reading is basically 

to take them from the literal on the page to making it mean 

something in their lives" (p. 2). 

In this exanple, "making it mean something in their 

lives" refers to the students or the children. Embedded 

within the teacher's response is the knowledge this teacher 

had of the learners, but this remained unexamined. What were 

the connections between the print and the person, and what 

did those connections look like? What was it about her 

students that prompted her to care about the meaning of lit

erature in their lives? Certainly this teacher worked from 

knowledge of the subject matter, but she taught this material 

in such a way that it matched what she knew about learners. 

What she knew about the youth in her classroom was not con
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sidered in this report about her teaching and the knowledge 

that directed that teaching. 

The second reason knowledge of children is not included 

in research discussions is related to who produces the dis

course in education and how this discourse is controlled. 

Academic and professional discourse, for the most part, does 

not allow for the expression of teachers' concerns (Elbaz, 

1991), nor, I will add, their own interests or questions in 

the classroom. Educational researchers write largely for 

themselves from their interests (Shulman, 1986; Butt & 

Yamagishi, 1988; Cochran-Smith & Lytle, 1993). 

Little attention has been given to the roles teachers 

might play in generating descriptions of knowledge for 

teaching, and there are no formal ways for the knowledge that 

is particular to teachers to become part of the literature on 

teaching (Cochran-Smith & Lytle, 1993). This is knowledge 

which Popkewitz (1991) describes as "removed from the situa

tional considerations of time and space that are a part of 

social conditions" (p. 18). The discourse on teacher think

ing has created teacher knowledge as an area of research 

while at the same time it has excluded teachers themselves 

from participating in the conversation (Elbaz, 1991). 

Introduclnsr Taylor 

The school district in which Taylor works requires that 

everyone mentioned in this research be anonymous, and Taylor 
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asked to use her family name, which may be read throughout 

the text as a first or a last name. Happy Valley School is a 

pseudonym, and only the first names of children are used. 

Taylor describes herself as a learner and as someone who con

tinues to change in response to her environment. She has 

been part of on-going discussions about learning on her 

cartpus and in her professional activities. 

The task of rry research was to discover what Taylor knew 

about children by expanding on her discussion of knowledge 

from our first interview. In this interview, I asked Taylor 

a general question about the knowledge of teachers: "What do 

you think about as teacher knowledge?" This is where we 

began (Interview, 7-1-92): 

I think it's so undefinable at times, and I think that 
since you've been in this year I've thought more about 
it because sometimes I would say things in the classroom 
and I would think "Now, how'd I know how to say that?" 
Do you know what I'm saying? The way ... how did I come 
to know that? I didn't stop but it passed through try 
mind, more, it brought it to the surface and even when 
you weren't there I was just thinking about it. I 
really think people can teach for a hundred years and 
never have what they need to know to teach. And I 
really think it's a lot on where your focus is. I 
really do, I think that's why teacher's have a hard time 
with people coming in from the outside and observing 
them because that takes the focus off the children and 
they begin worrying about themselves ... it's just look
ing at what's out there and what's going on. If a 
teacher's really working, and a teacher's knowledge is 
foremost... It activates everything you already know 
that's happened to you in the past—it just all comes 
together. So many things can effect that and change 
what you're doing. I think it's just a culmination of 
the building of everything that you've experienced. I 
don't think it's exactly definable. 

Taylor's response to my question corresponds to a description 
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of knowledge by Fenstermacher (1994) . Knowledge is "some

thing special, something that elevates one's thoughts and 

expressions beyond 'mere' belief or opinion" (p.33). This 

particular definition illustrates that belief and opinion do 

not have the same status or regard as knowledge in research 

on teaching. For this reason, I have consistently referred 

to the teacher's statements about children as knowledge that 

is, according to Fenstermacher, "acceptable ... within the 

context of educational practice ... although it may not 

satisfy the canons for educational research" (p. 24). 

The analysis of the data focuses on Taylor's words which 

express her knowledge of children and on her reasoning which 

supports this knowledge. This is knowledge embedded within 

her descriptions and references to children. What was "unde-

finable" in the beginning becomes visible to the reader as 

Taylor articulates what she knows about children and the way 

they leam. Elbaz's claim (1991) that "teachers' knowledge 

in its own terms is ordered by story and can best be under

stood in this way" resonated with rty data and rty own sense 

making (p. 3) . The story that results from iiy analysis, 

leaves the teller as the focus of the research. 

Overview Of The Dissertation 

The purpose of this dissertation is to discover the 

specific ways one teacher describes her knowledge of children 

and how they leam. This question enmeshes itself in both 
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the language of educational research and the historical 

development of that research. This context is presented in 

chapter 2. The design and methodology of the stuc^ are 

presented in chapter 3. Chapter 4 describes the particular 

context of the school and the surrounding commiinity, the 

classroom, and Taylor's relationship with the children. 

Taylor's description of her knowledge of children and how 

they leam comprises chapter 5. In chapter 6 I examine the 

validity of the study and present my conclusions. My sugges

tions for including teachers and children in research 

conversations are part of this last chapter. 
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Chapter Two 

THE LITERATURE CONTEXT 

FOR A TEACHER'S KNOWLEDGE OP CHILDREN 

The purpose of the review of the literature is to 

explain the theoretical underpinnings of a study (LeCompte & 

Preissle, 1993, p. 151). In this study, knowledge of teach

ers, specifically knowledge that teachers have of children 

and how they leam, is reviewed. In my introduction I state 

that this particular knowledge and the roles teachers might 

assume in generating knowledge about teaching are slighted in 

the research literature. The reasons for this are embedded 

in the history of education and in the development of teacher 

education. The review of the literature that follows 

describes the development of teacher knowledge as an area of 

research, and recent directions and recommendations for its 

continued study. 

Knowledge and its relationship to teaching have been 

given considerable attention in the research literature since 

the beginning of this century (Cochran-Smith & Lytle, 1993); 

but, for the most part, this literature has failed to include 

knowledge of how children leam and of children themselves. 

Educational researchers at the university level have been the 

major force in setting the direction for this research, and 

teachers have been most commonly seen as recipients of the 

knowledge put forth (Cochran-Smith & Lytle, 1993). 
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Historically, the relationship between teachers and 

researchers has not been one of reciprocity, a give-and-take 

process, which Lather (1991) describes as being "a mutual 

negotiation of meaning and power" (p. 57). This division or 

separation of researchers and teachers is consistent with the 

separation of the social sciences from the natural sciences 

which began in the mid-1800s (J. K. Smith, 1989), and it was 

firmly in place at the turn of the century (Cole, 1991) . 

One exairple of the effect of this separation was the 

change in the program for teacher education offered at the 

University of Chicago and the research supported in that pro

gram in 1909. At that time, Charles Hubbard Judd took over 

the post that had been vacated by John Dewey who had ventured 

into education from the study of philosophy. Judd and Dewey 

held opposing views on methods of studying education, and 

they disagreed on the nature of children (Lagemann, 1989) . 

Dewey was searching for ways to study his philosophical ques

tions scientifically, and he approached these questions with 

colleagues from the university as well as teachers from the 

educational community (p. 188). Dewey believed children were 

"naturally active and best able to leam when their natural 

interests were tapped." Judd believed children should be 

obedient to adults (p. 205). 

Judd's view was that "teachers should teach, in the pro

cess transmitting subject matter, organizing classrooms, and 

approaching children according to knowledge generated by 
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researchers" (Lagemann, 1989, p. 205). He joined others 

across the United States who were trying to professionalize 

education through establishing experts in the rapidly expand

ing system of schools and universities which were largely 

bureaucratic (Lagemann, 1989; Westhoff, 1995). Teacher 

preparation programs were burgeoning with the demand for 

teachers, and as schools became part of state bureaucracies, 

they eitphasized rote learning and a linear progression of 

curriculum (Perrone, 1989). 

It was not until the late 1950s that schools for teach

ers were incorporated into expanding university systems as 

colleges of education (Popkewitz, 1993). In the universi

ties, a class of specialized professionals was designed to 

foster "communities of inquiry" (Westhoff, 1995, p. 28) that 

Shulman (1986) later described as "invisible colleges" of 

scholars who share similar conceptions of "proper questions, 

methods, techniques, and forms of explanations" (p. 3). Most 

educational research is conducted within the context of these 

scientific communities and "invisible colleges." 

This view that research is the sphere of researchers and 

that teachers should teach according to what they are taught 

by researchers has prevailed for most of the twentieth cen

tury. When the most recent Handbook of Research on Tearhina 

was published in 1986 (Wittrock), it included no research 

conducted by classroom teachers (Popkewitz, 1993; Cochran-

Smith & Lytle, 1993). Fenstermacher (1994) describes the 



Handbook as 'a volxome that many regard as the definitive 

coirpilation of what the mostly American educational research 

community knows about teaching' (p. 8) . In the Handbook, 

Fenstermacher (1986) describes research as "the act of 

producing knowledge, while teaching is an act of using 

knowledge" (p. 41) . Feiman-Nemser and Floden (1986) who 

described the culture of teaching in the Handbook said that 

"the tendency to question teachers' knowledge ... stems from 

placing a higher value on scientific knowledge than on 

practical and personal knowledge" (p. 513). 

Various reasons for this distinction, or this separa

tion, of teachers from researchers have been explored. 

Lagemann (1989) and Westhoff (1995) discuss this difference 

from a historical perspective and theorize that this occurred 

with the separation of educational studies from philosophy 

such as the situation with Dewey and Judd. Labaree (1992) 

and Popkewitz (1991; 1993) discuss the separation as a result 

of the power relations that define the roles of schools and 

universities. Lave and Wenger (1991), Belenky, Clinchy, 

Goldberger, and Tarule (1986), and Weiler (1988) consider the 

relationship of gender to these two distinct roles of teacher 

or researcher. 

Threaded throughout these discussions is the tension of 

who is speaking—researcher or teacher-and the issue of what 

is being said, or left unsaid, about what teachers know about 

children and their learning in classrooms. Whatever one may 
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personally believe the reason to be, the conceptual cate

gories that have determined the foci of research in education 

were not established by teachers (Clark & Peterson, 1986; 

Elbaz, 1991; Cochran-Smith & Lytle, 1993). Additionally, my 

review of the literature on teacher knowledge shows that the 

present categories do not include knowledge of children, 

except in relation to their achievement or performance in 

school. 

Research Programs In Bducatlon 

The research programs in which a college is engaged are 

its source of stature and recognition within the university 

system (Popkewitz, 1993). Shulman (1986) identified five 

major research programs in teaching: (1) process-product 

research; (2) time and learning; (3) pupil cognition and the 

mediation of teaching; (4) classroom ecology; and (5) teacher 

cognition and decision making. The differences in these pro

grams were in the substance rather than the methodology (p. 

20) . Each research program produced different types of 

knowledge with a particular perspective which Shulman said 

necessarily illuminated "some part of the field of teaching 

while ignoring the rest" (p. 4). Shulman (1986) described 

these types of knowledge as follows: Ertpirical propositions 

are generalizations from eirpirical findings; for example, 

"higher academic performance is associated with the use of 

ordered turns in first-grade reading groups." Moral proposi

tions are generalizations from "value positions, ethical 
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analyses, or ideological commitments" and they are studied in 

relation to teacher expectation effects regarding equity and 

equality of opportunity in the classroom. Finally, the knowl

edge type that includes conceptual inventions, clarifica

tions, and critiques takes "longer leaps from the data." 

They are "acts of scholarly imagination" which may influence 

other research. For exanple, research on preactive and in

teractive teaching was a conceptual invention resulting from 

Jackson's book. Life in Classrooms (Shulman 1986, p. 27) . 

Exemplars of practice or malpractice are usually case 

descriptions of teachers, schools, or classrooms that are 

presented as exair^jles, or exemplars, docxomenting how 

education was accomplished (or stymied) by a particular group 

of teachers and students in a particular place. Technologies 

or procedural protocols are "systematic approaches to 

instruction in which the sequence of desirable instructional 

events is specified" like in mastery learning (Shulman, 1986, 

p. 27) . 

The type of knowledge produced in each of these five 

research programs focused in some way on student achievement 

or performance. Shulman (1986) identified the most serious 

fault of each program as "the tendency to ignore the sub

stance of classroom life" which he defined as "the specific 

curriculum content and subject matter being studied" (p. 22). 

Neither the programs, nor the type of knowledge produced 

addressed teacher knowledge of children and how they leam; 
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although, one of these programs, teacher cognition and deci

sion making, did consider teacher knowledge. 

The emphasis on teacher cognition, also referred to in 

the research program as teacher thought processes, developed 

from studies of cognition in psychology and from the research 

of psycholinguists (Shulman, 1986). Studies on teacher cog

nition and decision making focused on processes involved in 

the course of teacher planning, interactive thought in rela

tion to process-product research, practical knowledge, and 

sxabject matter understanding, which Shulman (1986) said was 

in its infancy. Each of these areas of study was critical 

of the behaviorist explanations for complex human behavior 

(Shulman, 1986). 

In addition to the interest in teacher knowledge which 

Shulman (1986) described in the research program on teacher 

cocpnition and decision making, a panel report from the 

National Institute of Education (NIE) on "Teaching as 

Clinical Information Processing" in 1975 also prompted the 

direction of the research on teacher knowledge (Freeman, 

1993) . Since this NIE presentation, research on teacher 

knowledge has focused on teacher thinking or teacher cogni

tion by examining the effects of action and thought (Clark & 

Peterson, 1986; Shulman, 1987). The underlying premise of 

the research into thought processes was that 'researchers 

must study the psychological processes by which teachers per
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ceive and define their professional responsibilities and sit

uations" (Clark & Peterson, 1986, p. 256). 

Research Studies On Teacher Knowledge 

Research studies on the knowledge of teachers have 

emerged from these programs of research. I identified three 

reviews of the literature to use in describing this research 

and to develop the research context for my question about 

teacher knowledge of children and how they leam. The first 

review, by Shavelson and Stern (1981), focused on the 

research progress on teachers' pedagogical thoughts, judg

ments, and decisions from the previous decade. Their purpose 

was to identify areas of needed research to inprove the prac

tice of teaching (p. 455). Information about students in 

these studies was included as "antecedent conditions," which 

teachers attended to in planning and carrying out instruction 

(p. 462). Antecedent conditions consist of the following: 

student's general ability or achievement, sex, class partici

pation, self-concept, social conpetence, independence, class

room behavior, and work habits. Researchers identified these 

conditions as affecting choices and decisions made by 

teachers in the studies. 

In the second review, Clark and Peterson (1986) examined 

those studies that focused on teacher thinking or teacher 

cognition by investigating the effects of action and thought. 

They presented an organizational framework with three 
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categories for looking at teachers' thought processes: (1) 

interactive thoughts and decisions, (2) planning (preactive 

and postactive thoughts) (3) and theories and beliefs held by 

the teachers. 

Six of the studies included in the category, interactive 

thoughts and decisions and teacher planning, described the 

content of teachers' thoughts and grouped them as follows: 

instructional objectives, content or sxabject matter, instruc

tional processes, and the learner (p. 269). Clark and 

Peterson (1986) concluded that "in all of the six studies, 

the greatest percentage of teachers' reports of interactive 

thoughts were (sic) concerned with the learner" (p. 272). 

The descriptive studies included in this review "found that 

experienced teachers appeared to have amassed a large 

quantity of knowledge about children in general" (p. 280). 

Planning was described in relation to curriculum, 

instructional objectives and classroom management, but 

according to Clark and Peterson (1986) those functions of 

teacher planning that were not directly connected with 

instruction were slighted in the research studies (p. 262). 

These studies suggested that less predictable aspects of 

teaching, such as verbal behavior, were unplanned and that 

once teaching begins, interaction with the students is most 

important (p. 267) . 

The third category in Clark and Peterson's (1986) review 

was theories and beliefs. This was the most recent research 
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reviewed by the authors. These studies attempted to describe 

the psychological context for teacher planning and interac

tive thoughts and decisions by examining iitplicit theories 

and beliefs believed to influence teacher behavior. Attribu

tions assigned to students by teachers were considered to be 

important in understanding student achievement. Although 

teachers' attributions and student performance were a large 

part of the research on theories and beliefs, Clark and 

Peterson summarized this part of the review by saying that 

more research is needed to explicate the "relationship 

between teachers' attributions for the causes of students' 

performance and teachers' preactive and interactive thoughts 

and decisions* (p. 285). 

The third and last review that I included was completed 

by Carter (1990) who reported that the systematic research on 

teacher knowledge has "signaled a substantial shift from a 

preoccupation with behavior and with what teachers need to do 

to a concern with what teachers know and how that knowledge 

is acquired through formal training and classroom experience" 

(p. 295), This is evident in the shift from studies that 

looked at "antecedent conditions" for teacher behavior in the 

Shavelson and Stem (1981) review to those studies reviewed 

by Clark and Peterson (1986) that attempted to describe the 

psychological context in which teachers acted. Shulman 

(1986) referred to this as a change in paradigms, a shift 

from behavioral measures to cognitive measures; Popkewitz 
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later (1993) wrote that this focus on cognition siiiply adds 

another variable to behavioral research. 

Carter (1990) identified six broad categories of studies 

in the research area of teacher knowledge: (1) teachers' for

mal subject-matter knowledge, (2) their institutional and 

occupational perspectives, (3) the professional knowledge 

base for teaching, (4) teachers' information processing 

(including decision making and expert-novice studies), (5) 

teachers' practical knowledge, and (6) pedagogical content 

knowledge, which is the way teachers comprehend and represent 

subject matter to students. These categories did not encom

pass teacher knowledge of children and how they leam, 

although studies of teachers' practical knowledge include 

personal knowledge and implicit theories of teachers (p. 

296). This world of practice is looked upon critically by 

researchers who portray teachers' knowledge "as a mixture of 

idiosyncratic experience and personal synthesis" (Feiman-

Nemser & Floden, 1986, p. 512). 

Types Of Knowledge About Teachers And Teaching 

Although none of the broad categories that Carter (1990) 

identified focus on knowledge of children and how they leam, 

Carter pointed out that "it is now evident that teachers' 

knowledge is not highly abstract and prepositional ... it is 

experiential, procedural, situational, and particularistic" 

(p. 307). It has also become a research program in itself 
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rather than a topic of study within other programs as in 

those described earlier by Shulman (1986). Fenstermacher 

(1994) analyzed recent programs and their conceptions of 

knowledge and then used his findings to answer four questions 

about teachers and teaching, what he referred to as "the 

knower and the known" (p. 5). 

Fenstermacher (1994) was particularly interested in the 

"growing research literature on the knowledge that teachers 

generate as a result of their experience as teachers, in con

trast to the knowledge of teaching that is generated by those 

who specialize in research on teaching" (p, 3). Research 

that investigates "What is known about effective teaching?" 

is considered formal knowledge, which is gained from "studies 

of teaching that use conventional scientific methods, quanti

tative and qualitative" (p. 8) . According to Fenstermacher, 

"researchers in this category do not see themselves as study

ing teacher knowledge so much as they perceive themselves 

producing knowledge about teaching" (p. 7). They use conven

tional methods and designs and believe that the scientific 

basis for their work warrants its acceptance. 

Research that asks "What do teachers know?" investigates 

the practical knowledge that is gained from experience (p. 

6). Practical knowledge is "developed from participating in 

and reflecting on action and experience" and it is "generally 

related to how to do things, the right place and time to do 

them, or how to see and interpret events related to one's 
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actions' (Fenstermacher, 1994, p. 12). Researchers who 

investigate what teachers know use what Fenstermacher calls 

alternative methods of research; that is, narratives, case 

histories, stories, studies of reflective practice. 

Fenstermacher (1994) credits Elbaz (1983) with being one 

of the early contributors to practical knowledge. Elbaz's 

research (1983) described the knowledge of a high-school 

teacher that she said encoitpassed "firsthand experience of 

students' learning styles, interests, needs, strengths and 

difficulties, and a repertoire of instructional techniques 

and classroom management skills" (p. 5). This "experiential 

knowledge" was informed by "the teacher's theoretical knowl

edge of subject matter, and of areas such as child develop

ment, learning, and social theory" (p. 5). Elbaz views the 

teacher an "agent with an active and autonomous role shaped 

by her classroom experience" (p. 5). 

Research that answers the question "What knowledge is 

essential for teaching?" investigates how teachers leam to 

teach pedagogical content knowledge. Carter (1990) describes 

this knowledge as "what teachers know about their subject 

matter and how they translate that knowledge into classroom 

curricular events" (p. 305). This is research that 

Fenstermacher (1994) says is more "normatively oriented" (p. 

15). Its roots are in what teachers should know and be able 

to do, and it might be practical or formal knowledge. 
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Research that asks "Who produces our knowledge about 

teachers and teaching?• establishes teachers as researchers. 

Fenstermacher (1994) refers to the work of Cochran-Sitdth and 

Lytle (1993) who argue that teachers must be more than con-

sxamers of university-based research. Their position is that 

teacher research "constitutes another legitimate arena of 

formal knowledge about teaching* (p. 18). Fenstermacher is 

less certain about the type of knowledge which Cochran-Smith 

and Lytle refer to and says it is unclear whether it is prac

tical knowledge or formal knowledge (p. 18). 

In the process of answering these four questions, 

Fenstermacher (1994) identified two major types of knowledge, 

formal and practical. He analyzed these forms of knowledge 

from an epistemological perspective because, he says, claims 

about knowledge must be reliable as they influence educa

tional policy. His discussion distinguishes between types of 

knowledge and ways of knowing, prepositional and formal 

knowledge, and formal and practical knowledge. Additionally, 

Fenstermacher characterizes the research of teachers and 

researchers as different kinds of discourse, practical dis

course (teachers) and research discourse (researchers). What 

is most important, he states, is "that the critical objective 

of teacher knowledge research is not for researchers to know 

what teachers know but for teachers to know what they know" 

(p. 51) . 
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Learning that teachers "know they know" makes necessary 

listening to teachers. The research studies on teacher 

knowledge already indicate that teachers' thoughts are on the 

learner during teaching, that teacher planning may be for 

more than instruction, and that thoughts about student learn

ing affect teacher decisions (Clark & Peterson, 1986). 

Educational research has established that what the teacher 

knows is important, but what is still at issue is the content 

of that knowledge and how that becomes part of the research 

literature on teacher knowledge. Carter (1990) concluded in 

her review of the teacher knowledge literature that there is 

"still a tendency in studies of teacher knowledge to focus on 

characteristics of what teachers know" and that "less atten

tion is given to the substance of that knowledge" (p. 307). 

Reports Of Teacher Knowledge By Teachers 

When Shulman (1986) said the conversations in educa

tional research have been among the researchers themselves 

because "research programs [are] influenced by the dialogues 

and debates among scholars" (p. 27), he inadvertently identi

fied the exclusionary effect of this research. When re

searchers "dialogue" only with each other, teachers are 

excluded from the conversation as participants. The litera

ture that I considered describes teacher knowledge research 

as beginning with studies published from 1976 forward 

(Shavelson & Stem, 1981). The origins of this discourse, in 
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this instance the research on teacher knowledge, were deter

mined by what Cherryholmes (1988) asserts are "rules, inter

ests, commitments, and power structures of time and place" 

even though these may be invisible (p. 47-48). 

The interests and commitments of teachers are different 

from those of researchers in education (Connelly & ciandinin, 

1988; Cochran-Smith & Lytle, 1993). The focus of the 

research programs from which teacher knowledge studies 

emerged was on the inprovement and effectiveness of teacher 

education programs. The interests that teachers reflect in 

their writing, which are very different accounts of teaching 

and knowing than the "rational and highly technical" accounts 

that Ayers (1992a) says excludes "knowledge of human develop

ment" (p. 149) . The growth and development of children are 

the kind of knowledge one can read in accounts of teaching 

about or by teachers. 

Published accoiints of teaching and what teachers know 

about children date back to the early 1900s. In 1948, 

Caroline Pratt (1867—1954) credited her experiences with 

children for this knowledge. In three books written to de

scribe children and the development of The City and Coiintry 

School in New York City at the turn of the century, Pratt 

describes children and knowledge about them. For example, in 

discussing the learning of geography and history she said, 

Children have acquired a great store of useful informa
tion as well as definite technique long before such work 
is usually expected.... They have experienced "geogra
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phy" unconsciously before they have had to accept it 
consciously as part of their program. (1924, p. 25) 

Pratt (1924; Pratt & Stanton, 1926) described The City and 

Country School as being organized to "study the interests and 

abilities of the growing child as they [were] manifested" in 

New York City in 1914 (1925, p. v). In Before Books. pub

lished in 1926, Pratt and Stanton discuss and evaluate the 

plans and records of teachers at this school to see how cur

riculum and method emerged from classroom situations. In her 

personal retrospective, published in 1948, Pratt described 

her career in education as an adventure, saying, "What I know 

of children I have learned from them. There have been 

moments when I have felt like Columbus discovering a new con

tinent, and conversely, many times when the uncharted world 

of childhood has presented no clear path." (p. xiii). 

Margaret Haley's efforts to define teaching "as a cease

less struggle for democratic values" (McDonald, 1992, p. 102) 

at the turn of the century were detailed in her autobiogra

phy, Battleground, finally published in 1982. Lucy Sprague 

Mitchell founded the Bank Street College of Education in New 

York City and played a central role in the development of 

progressive education in the early 1900s (Antler, 1987) . 

Children to Mitchell were "complex amalgams of emotional, 

social, and intellectual behaviors" (p. 262). 

Julia Weber Gordon (1946) recounts her experiences 

teaching in a country school in the 1930s because as she put 
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it, "We must have something more than book learning. We must 

know children, what they are like and what they need" (1946, 

p. xxiv) . Sylvia Ashton-Wamer wrote of her success with 

teaching Maori children in New Zealand in the 1940s and 1950s 

in Spinster (1958) and Teacher (1963) . Ashton-Wamer (1963) 

believed the intention of modem education was to "let chil

dren grow up in their own personal way into creative and 

interesting people" (p. 86). 

These accounts of teaching were not published as re

search, but they are certainly precursors to writing now 

being published as teacher research and identified as "con

ceptual research" by Cochran-Smith and Lytle (1993, p. 26) . 

Conceptual research is "systematic intentional inquiry" (p. 

36), and it sees teaching itself as a form of research that 

is "connected to a view of leaming as constructive, meaning 

centered and social" (p. 101). Cochran-Smith and Lytle 

enphasize in this definition that there is a "reciprocal 

relationship between theories about teaching and theories 

about leaming" (p. 101) . 

The relationship between teaching and learning, which 

Cochran-Smith and Lytle (1993) say is reciprocal, is an 

essential, if not central, part of the discussion of teacher 

knowledge. Theirs is a theory that suggests why a relation

ship works the way it does (J. K. Smith, 1989). Theories are 

"complex ways of talking about phenomena that are constantly 

modified to be more useful" (Lemke, 1990, p. 174), and theo
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ries change as questions change. Teachers' questions often 

emerge from what Cochran-Smith and Lytle refer to as "dis

crepancies between what is intended and what occurs" (p. 14) . 

They argue that "essentially, teachers and students negotiate 

what counts as knowledge in the classroom, who can have 

knowledge, and how knowledge can be generated, challenged, 

and evaluated" (p. 45). 

This understanding of how knowledge of teachers is 

developed in the classroom is consistent with recent 

developments in research in education as well as in other 

social sciences. Researchers across academic disciplines are 

now engaged in extensive discussions about the relationship 

of context to learning; of the sociocultural influences upon 

individual actions; and the importance of history in the 

accumulation of both knowledge and action (Erickson, 1986a; 

Hutchins, 1988; Elbaz, 1991; Wertsch, 1991). There is 

movement toward including the context of social and cultural 

meanings and their influences on teaching in discussions of 

teacher knowledge (Richardson, 1989; Cochran-Smith & Lytle, 

1993). Studies of thinking in anthropology, psychology, and 

linguistics describe knowledge as shared and its construction 

as taking place in social contexts (Hutchins, 1991; Perret-

Clermont & Perret, 1991; Heath, 1991; Cole, 1991) . 
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Teacher Knowledge Of Children: 

Its Relationship To Teaching And Learning 

If one were to accept that teaching is primarily what 

teachers do and learning is primarily what children are doing 

in classrooms and that these two are mutually beneficent, 

perhaps more attention would be paid to what teachers know 

about children and how they leam. There is a basic need for 

teachers to understand how children think and leam (F. 

Smith, 1975, p. 47), because how much a teacher can con

tribute to a child's learning depends largely on the 

teacher's own understanding of the child (F. Smith, 1975; 

White, 1991). 

Recent investigations into how children leam mathemat

ics support the importance of this knowledge of children and 

their learning. Cobb, Wood, Yackel, and McNeal (1992) 

attempted to clarify what it means to teach mathematics for 

understanding and to leam mathematics with understanding (p. 

573). They analyzed instruction in mathematics for a year in 

two classrooms and concluded that effective learning of math

ematics was linked to the teacher's observations of chil

dren's intentions. Children who leamed mathematics with 

understanding were with a teacher who attended to their 

sense-making and the particular ways in which they approached 

the math lessons. The teacher in the other classroom did not 

respond to children's efforts to understand, and the students 

ultimately focused on following the procedural expectations 
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of the teacher during the lessons rather than the 

mathematical concepts, 

Lindfors (1984) provides examples that further illus

trate this distinction between learning and teaching in "How 

Children Leam or How Teachers Teach? A Profound Confusion?" 

In the oral conponent of a qualifying examination, a doctoral 

candidate began with a description of learning letters and 

sounds of the alphabet when asked how a young child went 

about the "business of learning to read" (p. 601). In 

another exairple, Lindfors described a conversation with an 

elementary teacher from New Zealand about learning to read in 

which the teacher told her that children leam individual 

letter sounds. The teacher knew this method was successful 

because "the reading test scores show that [the students] 

have leamed how to read" (p. 602) . 

The confusion, which Lindfors referred to in each of 

these examples, is the distinction between what the teacher 

does—teaching, and what the child does—leaming. The 

responses of both the doctoral candidate and the teacher 

described children repeating detailed sequences of instruc

tion which reflected what teachers do. Their respondents' 

attention was on describing teaching to read and not on 

describing what the child was doing in learning to read. 

What neither person described was the "sense-making" of 

the child (F. Smith, 1975; Lindfors, 1984) . This failure to 

recognize the learner's intentions leads to confusion which 
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is apparent in another example. When Lindfors's son was in 

second grade, he told her that he was not good in school and 

that he was not good in reading. "Not good in reading" 

meant, to him, that he was not good at vowels and that he 

didn't finish the workbook pages. Lindfors who knew her son 

to be a reader, said, 

I was stunned! To hear these words from one I knew was 
not siitply a child who "knew how to read" but who was a 
reader, one who did the thing—avidly and with many pur
poses, his own purposes-whether for fun or for informa
tion about dinosaurs or TV programs or how to assemble a 
toy. (p. 603) 

What the teachers described in Lindfors' exairples did 

not confirm the atteirpts of children who were learning to 

read. Learning to read does not begin with matching letters 

with sounds (Y. Goodman, 1980), and children are often con

fused, just as Lindfors's son was, when teachers do not 

understand how they leam to read. Children who are learning 

to read work from the whole text (Harste, Woodward, Burke 

1984; K. S. Goodman, 1986). They bring forward all they know 

about the illustrations and the story from their personal 

experiences, and they "read" the story as they remember hear

ing it and picturing it in their imaginations (Weaver, 1995) . 

Their sense-making begins with where th^ are, not with what 

the teacher is teaching (K. S. Goodman, 1986). 

The focus of the teacher on procedural expectations 

rather than on the learner is not, according to Edelsky, 

Altwerger, and Flores (1991), lanusual. The authors contend 
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that "once teachers are on the job, the pressure intensifies 

to see all of teaching as method. Teachers are not expected 

to question the theoretical assunptions of the 'tools' they 

are handed (district curriculum guides, published materials, 

evaluation instrxoments) .... The expectation is that all that 

someone iieeds to know about these tools and methods is how to 

use them" (p. 40). The teachers' views of teaching are sub

sequently that of "enacting methods" (p. 39). 

The language of teaching and of learning has been heav

ily influenced if not wholly determined by how it has been 

conceptualized in educational research (Watson, Burke, & 

Harste, 1989; Elbaz, 1991). When a teacher responds to a 

question of how a child leams to read with a description of 

instruction rather than a description of the child learning 

to read, she is responding to what has been emphasized by 

researchers—and to what teachers are most frequently asked 

for—a description of how teaching is accomplished. 

This has also been the focus of teacher knowledge research. 

Teachers Speaking Out 

Before considering recent recommendations for engaging 

teachers in conversation with educational researchers, it is 

important to point out that teachers have been involved in 

major educational issues throughout this century. Yeoman 

(1986) identified three such periods: 1896—1942; 1945—1967; 

and 1968—1975. The progressive education movement in 
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America, 1896—1942, involved parents and teachers together in 

creating programs for children that broke away from the 

rigidity and linearity of forced curriculums that were in 

place as a result, in part, of the twentieth century's 

bureaucratization of schools. 

During the progressive education movement, teachers 

began to see children as learners and not as interchangeable 

parts in a factory system (Yeoman, 1986). Schools and teach

ers networked through the Progressive Education Association, 

A journal for progressive educators was published. Consul

tants provided support for curriculum development in schools. 

The eight-year study served as an evaluative record of how 

well students did in particular schools and in colleges that 

had participated in the study. The stucty showed that 

"schools which gave their teachers a dominant voice in the 

total work of the school produced superior records among 

their students, and that students who took part in planning 

and evaluating their work were especially well prepared for 

success in college* (p. 6). 

During the second period, 1945—1967, teachers in Great 

Britain were no longer required to prepare their students for 

the subject-based examination, and they began to look at 

children as individuals (Yeoman, 1986). Uniformity in 

schools was discouraged, except that each teacher was to 

•think for himself" and children were to be educated "accord

ing to their age, ability, and aptitude" (p. 9). Americans 
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such as Lillian Weber from the City College of New York 

described these primary schools, the patterns of informal 

education and the integrated day, and the teacher preparation 

programs. 

Weber (1971) described the autonoiry of individual 

schools to develop and inplement curriculum; the eitphasis on 

continuity for children in these curricula; how heads of 

schools served both as principal and teacher; entry into the 

school system and transitions between programs that were 

based on age rather than grade; and curricular consultants 

who moved from school to school to help teachers both extend 

and support their ideas. 

Reports from the English schools, such as the one by 

Weber, began to influence schools here. The third period 

that Yeoman (1986) identified was 1968—1975; there was hope 

among some teachers that the integrated day which Weber 

described might restore the best aspects of progressive edu

cation. Teachers began experimenting, and some school prin

cipals began to shift their administrative focus to a style 

of leadership similar to those of English schools where 

teachers and heads developed curriculum together (Weber, 

1971) . 

The first teacher center was established in 1971 in 

Boston, and in the early 1970s other centers opened in the 

United States. In the teacher centers, teachers offered 

workshops, which Yeoman (1986) described as an "exchange of 
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ideas and techniques about children's learning aniong the 

people who [were] closest to it" (p. 30) . Teachers who par

ticipated in seminars in these centers, some of them weekly, 

were required to "observe their children closely, record 

exaiiples of significant problem solving and learning strate

gies, put these records into readable prose and bring the 

material to the next weekly meeting of the group" (p. 31). 

According to Yeoman, the accumulated material came straight 

from classrooms, and it was unlike anything on children's 

cognition in the research literature (p. 31). 

Study groups, support groups, and informal groups of 

teachers began to crop up across the United States. In the 

late 1970s, teachers who were committed to changing literacy 

practices in the schools began to organize into TAWL 

(Teachers Applying Whole Language) groups across the United 

States. Some were identified by the acronym TAWL: Mid-

Missouri TAWL and Tucson, Arizona TAWL. Others used descrip

tors particular to their communities: the Whole Language 

Teachers Association in the northeastern United States.; 

s.m.i.l.e. (Support and Maintenance for Implementing Language 

Expression in the Phoenix area. The Philadelphia Teachers 

Cooperative began meeting in 1978 for the specific purpose of 

using and sharing descriptive processes that were coming out 

of the Prospect School in North Bennington, Vermont. 

Increasingly, groups of teachers who believed in the 

literacy practices which were becoming well known as whole 
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language teaching began to network and meet at regional and 

national conferences held by the International Reading 

Association (IRA) and the National Council for Teachers of 

English (NCTE) . Teachers formalized this network as a con

federacy for groups across the United States and Canada in 

1988. The Whole Language Umbrella network now consists of 

teacher educators and researchers as well as individual 

teachers and groups of teachers. 

Whole language teachers believe that language is central 

to human learning, that learning is both personal and social, 

and that classrooms must be learning communities (Whole 

Language Umbrella Brochure, 1995). Through the Umbrella net

work they are able to share concerns and knowledge about lit

eracy learning, children, and teaching at local, state, and 

national levels (Edelsky, 1991). Many of the resources that 

describe whole language teaching and its supporting research 

(Stephens, 1991) have been written by classroom teachers, 

individually or collaboratively, with teacher educators (K. 

S. Goodman, Bird, & Y. Goodman, 1991). 

The inquiry framework within which whole language educa

tors work supports a curriculum that emerges from and listens 

to children (K. S. Goodman, 1986; Watson, Burke, & Harste, 

1989) . Both this framework and the curriculum have provided 

a new perspective of what teaching and learning are about 

(Edelsky, Altwerger, & Flores, 1991) . According to Yetta 

Goodman (1989), teaching and learning are symbiotic, each 



49 

strongly influencing the other. Whole language educators 

recognize 'this essential relationship between teaching and 

learning" which Goodman states "reflects one of the constant 

battles of education" (p. 114). 

The view of learning and curriculum that whole language 

teachers hold is consistent with what teachers and other edu

cators have been struggling to achieve in schools and class

rooms throughout this century. They believe in the following 

four principles (Edelsky, Altwerger, & Flores, 1991, p. 23): 

1. Learning is a social process. 
2. Learning is best achieved through direct engagement 

and experience. 
3. Learners' purposes and intentions are what drives 

learning. 
4. Learning involves hypothesis testing. 

Their efforts to inprove the instruction of reading and writ

ing and the opportunities for language learning in today's 

schools are very similar to the intentions of progressive 

educators (Shannon, 1990). However, today's teachers are 

aided by a view of language and learning supported by recent 

research and knowledge about learning in general and language 

learning in particular (Edelsky, Altwerger, & Flores, 1991). 

Shannon (1990) argues that all educators who struggle for a 

child-centered curriculum must unite their efforts in order 

to change and counter the control of schools that has been 

dominated by techniques from scientific management that began 

in the 1920s. 
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Listening To Teachers 

Teachers who have been active in these movements have 

always had the coirpany of some teacher educators from col

leges and universities; however, Weber (1971) said in the 

1970s that "at no time [in history] did the university (nor 

for the most part does it today) organizationally serve to 

create bridges of influence from its research or from its 

teacher education programs to the practices in the schools" 

(p. 237) . She contrasted the "standard" for informal educa

tion, which she found in English schools, as "evolving in 

reciprocal effect from theory and application" while our 

American schools were characterized by "standardization 

itself" (p. 234). 

It has been the purview of educational research since 

the turn of the century to distinguish between, and to subse

quently stratify, those who do research in education and 

those who teach (Lagemann, 1989). This has, in turn, 

affected the organization of schools and the autonony of 

teachers who are working in classrooms (Weber, 1971) . It 

also reflects the recognition and value given to those who 

are the workers in a social setting that is increasingly reg

ulated by persons far removed from the classroom (Edelsky, 

1991; Carini, 1993; Popkewitz, 1993). 

While there are many other researchers in addition to 

Cochran-Smith and Lytle (1993, p. xiv) who recognize teacher 

research as a "form of social change" (Emig, 1983; t^ers. 
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1985; Goswami & Stillman, 1987; Mohr & Maclean, 1987; 

Newkirk, 1992; Patterson, Santa, Short, & K. Smith, 1993), it 

is also clear that teachers are rarely considered equal to 

the intellectual level of educational researchers, and that 

knowledge of teachers and researchers is given different 

value (Feiman-Nemser, 1986; Cochran-Smith & Lytle, 1993). 

Classroom teachers are seen as subjects in exemplar teacher 

studies (Elbaz, 1991) or as objects when the work they do is 

decontextualized and removed from the classroom setting 

(Nespor & Barber, 1991). 

The classroom is where the teacher's knowledge lives and 

where it is conceived (Cochran-Smith & Lytle, 1993) . Listen

ing to the voices of teachers is one step towards recognizing 

this particular knowledge. Watson, Burke, and Harste (1989) 

identify "voice" as a tenet central to teaching as a form of 

inquiry, a "way of understanding children in classrooms, and 

the teaching-learning relationship as one in which children 

act as informants" (p. 5). Recognizing children as curric

ulum informants has been a central part of the research on 

literacy development (Harste, Woodward, & Burke, 1984; K. S. 

Goodman, 1986; Y. Goodman, 1990) For more than twenty years, 

A growing body of research literature advocates that the 

teacher's role includes that of being a learner and an 

inquirer (Cochran-Smith & Lytle, 1993; Patterson, et al., 

1993). Classroom teachers who see their work as teachers in 

this way are now writing and publishing research from their 
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classrooms (Atwell, 1987; Fosnot, 1989; Fisher, 1992, 1995; 

Avery, 1993; Hubbard & Power, 1993; Whitmore and Crowell, 

1994) . 

Elbaz (1991) described the iitportance of the teacher's 

voice in educational research, particularly the research on 

teacher knowledge or teacher thinking. She identified 

researchers who look at teaching from the "inside" in order 

to examine the language and discourse of teacher thinking 

research. These researchers focus on teacher thinking; the 

culture of teaching; and the personal, practical knowledge of 

teachers. Elbaz was particularly concerned with the cate

gories used to inform and organize this research because they 

are set by researchers and "the ability to determine these 

conceptual categories constitutes power" (p. 1). 

Elbaz (1991) recommended researchers rethink where these 

categories come from and whose reality they reflect. 

Foucault (1972) wrote that "every educational system is a 

political means of maintaining or of modifying the appropria

tion of discourse, with the knowledge and the powers it car

ries with it" (p. 227) . It was from this perspective that 

Elbaz recommended asking new questions about educational 

research and discourse practices: 

In undertaking the analysis of discursive practices, we 
need to formulate a new set of questions, different from 
those we are accustomed to asking. First, how is this 
discourse produced: In what situations do we as re
searchers work with teachers: In what forms do we pub
lish our work and where does it circulate? What are the 
impacts and consequences of the particular institutional 
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practices which attend it? Second, what places are 
available in the discourse for possible subjects, and 
who can assume these various subject functions? 
(Foucault, 1979) Third, what mode of discourse is used? 
Around what concepts and distinctions is the field orga
nized? What terms are used? What assimptions, commit
ments, and values underlie this choice? (p. 1) 

Elbaz related these questions to three themes that are con

cerns of curriculum researchers whose interest or focus is on 

teacher knowledge: story, ordinary versus extraordinary, and 

voice. 

More and more researchers are now using stories to in

vestigate teacher knowledge (Elbaz, 1991). Story may be used 

as a device for presenting large amounts of data in an inter

esting way, or it may be used as methodology, that is, life 

histories. Elbaz recognizes the work of Clandinin and 

Connelly (1987) on narrative, the research of Butt and 

Raymond (1987) on biography, and her own earlier work (Elbaz, 

1983) for treating story as "the very stuff of teaching" (p. 

3) . The shift to using story to investigate teacher knowl

edge is a conceptual one, and in Elbaz's opinion, it is "the 

direction in which the field should be heading" (p. 3). 

The qualities of story that help to provide a "theoreti

cal backdrop" for this research include the following (Elbaz, 

1991) : There is no prescribed shape or form; story keeps the 

teller clearly in focus; it keeps the audience in mind as a 

good story depends on the listener's sense-making; and story 

"evokes an image of a community of listeners" (p. 5-6). In 

order for story to gain legitimacy as a form for research, 
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the task for researchers is to show that story is what "most 

adequately constitutes and presents teacher knowledge" (p. 

3) . 

In this research, Taylor used stories to describe both 

what she knows about children and how she has come to have 

this knowledge. She used phrases like "I can remember one 

time" and "I can't talk about it without talking about a 

child" to provide exaiiples and to make her meaning clear 

(Cherryholmes, 1988). The stories keep Taylor present in 

this researched accoiint. They create a coherent meaning by 

keeping the teller in focus (Elbaz, 1991, p. 5) while they 

also evoke the communities from which the stories emerged (p. 

6)—the children, the school, and Taylor's colleagues. 

Elbaz (1991) suggested that we give up predefined no

tions of what excellence in teaching is in order to find what 

is extraordinary in the work of ordinary teachers (p. 9), 

The ordinary teacher is the silent siabject in the discourse 

on teacher knowledge (p. 8). By immersing ourselves in the 

work of this one teacher we are more likely to understand and 

appreciate the work and knowledge of all teachers (Yonemura, 

1986; Carini, 1993) . Through Taylor's story it will be pos

sible to entertain the likelihood that other teachers may 

hold the same or similar knowledge about children. 

Taylor's language is what Yinger (1987) terms "the natu

ral language of teachers and learners" (p. 314) which Elbaz 

(1991) alleges is not part of academic and professional dis
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course. This is a study that not only engages the teacher's 

voice to present the data, but one that also examines what 

the teacher has to say, particularly about children and how 

they leam. This is language that is "organic, responsive, 

and sensitive to context" (Yinger, 1987, p. 312). It will be 

through listening to Taylor's voice that we can begin to 

recognize the possibilities in her story. 
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Chapter Three 

DESIGN AND METHODOLOGY 

My interest in an individual teacher shaped the form of 

ny research as a case study, an inquiry approach that is pri

marily concerned with knowing and being. focus on and 

attention to what can be learned from a detailed examination 

of one teacher (Bogdan & Biklen, 1982) is based on the pre

mise that this may be helpful in future studies which examine 

the knowledge teachers have of children and their learning 

(Yonemura, 1986; Carini, 1993). I purposely avoided com

paring and contrasting the knowledge of children described in 

this study between or across teachers because I did not want 

to detract from what could be learned from one particular 

teacher (Stake, 1994). 

This is a qualitative study, and the data analysis 

describes the development of particular meanings of the 

teacher (LeCorrpte & Preissle, 1993) . Erickson (1986b) casts 

qualitative, case, ethnographic, and participant observation 

research under the encompassing terminology of interpretive 

research because of the resemblance each form has to the 

others. In each type of research the researcher is trying to 

make clear particular meanings of the person or persons being 

studied (Erickson, 1986b). In a qualitative approach, or 

what Erickson (1986b) refers to as interpretive research, 

judgment is not the goal (Bogdan & Biklen, 1982), and the 
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researcher tends to see events as not being singly caused 

(Stake, 1994) . 

I took an ethnographic posture for this research in that 

I collected data from multiple sources (Erickson, 1986b). I 

was in the field an extended period of time, and I describe 

this teacher's way of working and being in a social group in 

its natural setting (Hymes, 1982; Heath, 1982). question, 

though open-ended, was specific, and it changed as I gathered 

data (See Appendix A, p. 171) . goal was to leam about a 

teacher's knowledge of children and to place this knowledge 

within the context of its use. The personal history of the 

teacher and the history she shared with the children were 

inportant to developing the description of this knowledge. 

primary concerns in designing this study focused on 

how to engage the teacher with the data (Lather, 1991) and 

how to re-present the analysis of this data in a way that 

left the story with the teacher. My research question about 

teacher knowledge of children and how they leam required 

that I secure a school where children were at the center of 

practice. It was not until I began my analysis of the data 

that I realized how much Taylor and the school context were 

reflective of issues within educational research: that is. 

Who gets to speak in educational research? What counts as 

knowledge? 

There are several contexts germane to this study. One is 

the broad social history of public education and how it has 
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contributed to the relationship of educational research, and 

the relationship of researchers to teachers and to my 

question. This was presented in the review of the 

literature. The other contexts were particular to the 

teacher: the school and surrounding community, the classroom 

itself, and the personal history of the teacher. These are 

developed in chapter 4. It was imperative that I keep 

foremost the role of description in nv presentation of the 

data. Ethnographic description does not judge, and it 

attends carefully to context (Wolcott, 1982). 

The embedded nature of the data that I visualized 

extended from those contexts that brought Taylor, this 

school, and the recognition of children together. Taylor's 

desire to seek out teaching opportunities where she would be 

entrusted with what she knew about children took her to Happy 

Valley School. In fact, a colleague suggested that she 

investigate this school because she would like it there. The 

school itself is the vision of its principal who was a 

classroom teacher for many years. Vfy first day on campus, I 

met the principal walking on the grass among paint easels, 

work benches, and paraphernalia of the children. She smiled 

at me and said, "You know every time I'm out here I feel like 

I've died and gone to heaven." The joy that she had in the 

place itself, what one of the teachers calls the surround, 

was obvious. 
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I refer to the data by using abbreviated codes. When I 

have dravm material from my field notes, I use the code FN. 

The interviews are represented by INT. Data selected from 

transcriptions of audio tapes are noted as observation mate

rial, OBS. Docximents are represented by DC followed by the 

name or title of the document. Telephone conversations are 

represented by TC. All codes for data are listed with the 

date of the occurrence, except as I have indicated in 

chapters 4, 5, and 6. 

The Selection 0£ The Teacher 

There are two reasons I invited Taylor to be a part of 

this research. First, Taylor appeared to be a teacher who 

acted upon her own ideas of what was best for children. I 

heard about her through a story told by another teacher. It 

seemed Taylor, with her class of children, had raised gold

fish as a money-making project so the class could adopt a 

whale. At the conclusion of the project, in which the chil

dren purchased and then resold goldfish, each child set out 

for home with a zip-lock bag filled with water and fish; 

however, the bus driver adamantly refused let the children on 

the bus because no animals were allowed. Taylor encouraged 

and even helped the children to violate the bus rule, which 

she later wrote about in "The Fantastic Fish Fiasco: 

^ The Fantastic Fish Fiasco. SMILE (Support and Maintenance for 
Implementing Language Expression) Newsletter #5, 1989. 
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Then it happened ... the bus driver climbed down 
from her yellow seat of power and lumbered toward us. 
No smile of joy crossed her face. 'You're not taking 
THOSE on the bus! The rule is NO ANIMALS ON THE BUS." 

The destroyer of our joy turned and walked away to 
guard our only means to convey our fishy treasures home. 
Smiles faded, our faces fell as despair flooded our 
hearts. 

Other classes, fish bags in hand, gathered at the 
bus stop. After I told the tragic tale to the other 
teachers, they quickly stuffed the fish into book bags 
and Ixinch boxes, telling the children not to say the 
word "fish" to anyone. Rigidly, the tiny carriers of 
secret cargo climbed past the sour-faced sentry of the 
bus. She ascended the steps to her domain and 
announced, "Anyone with fish—get off the bus!" A few 
high-principled children stood and descended the stairs. 
Then the bus started and ferried the remaining fish 
owners home.... The fantastic fish fiasco was over! 

Taylor's confidence in her ideas of what is best for children 

was inherent in my selection of her for this research. The 

first time I heard Taylor talk about teaching and herself as 

a teacher was at a seminar on the observation and description 

of children as an alternative to reductive methods of assess-

ment.2 In my notes of this meeting, Taylor made it clear that 

she had "her own agenda" and that this influenced her 

teaching. 

The second reason I selected Taylor was that she is 

articulate and is presumed to understand, in some depth, 

children and teaching. Her teaching experience covers more 

than 30 years and in a variety of settings. Taylor continues 

to place herself in formal learning situations. She has com-

2 Another Way of Looking at Education and Evaluation, October 1989 
through May 1990. Seminar leader, Patricia F. Carini. Sponsored by The 
Center for Establishing Dialogue in Teaching and Learning, Inc. (CED). 
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pleted many graduate hours beyond her master's degree. She 

has been learning to speak Spanish through participating in 

conversational Spanish courses since 1991. Taylor is active 

in professional organizations and frequently makes presenta

tions at workshops and at other schools by request; she has 

written several articles describing her experiences as a 

teacher. She is frequently invited to speak to teachers and 

teacher candidates about specific aspects of her teaching. 

The Research Site 

Taylor transferred from another school in order to work 

with the woman who is the present principal of Happy Valley 

School. When she joined the faculty of Happy Valley, she was 

part of a large number of teachers new to the school who 

wanted to work with the principal to develop a whole language 

school. In a review of the school in June 1994, teachers 

shared their recollections of becoming part of the faculty at 

Happy Valley. Each of these stories referred to children.^ 

For one teacher, it was inijortant to be able to work 

with others who understood a teacher's excitement about chil

dren's learning; for another, it was the focus on what the 

child was doing; another recalled the time she realized that 

children have relationships with teachers besides their own 

3 Descriptive Review of Happy Valley School, Sunimer Institute, 
Sponsored by The Center for Establishing Dialogue in Teaching and 
Learning, Inc. (CED), June 1994. 
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at the school. A teacher who had moved from teaching primary 

age children to teaching sixth grade said that "children are 

involved in being children"; another said time is given to 

children to figure things out. Taylor contrasted teaching at 

Happy Valley with teaching at other schools by saying that 

here she didn't feel as if she wasn't a good teacher when she 

wasn't "teaching all the time" (INT, 7-1-92). 

At Happy Valley School teachers' knowledge is given 

presence through dialogue (Volpe, 1993; Harrington, 1994). 

Teachers are invited to speak, to use, and to develop their 

voices to describe their practices and what they know about 

children. It is a school where teachers and the principal 

together believe they can "change a comer of the world" and 

make it a better place for children.'^ The faculty, the 

teachers and the principal, have worked together to create a 

place in which all children can be successful. 

When the present principal came to the school, she and 

the teachers began meeting together to talk about the 

school's organization and its effect on children's learning. 

In their first year, they read and studied professional lit

erature together, a practice of learning together now 

embedded within the culture of this particular school (Elbaz, 

1991) . Taylor described one of these books as being "one of 

Taken from notes written by Patricia F. Carini. The Review of a 
School, June 16, 1994. 
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the big turning points" of her life (DC/Review of Work, 6-16-

93) . 

One of the first tasks the faculty set for itself was to 

create their own dociament detailing their beliefs and corre

sponding classroom practices for faculty members and parents 

of children at Happy Valley. Since 1988, when the "Guiding 

Principals of Whole Language Instruction" was written, the 

school has made many changes under the direction of the prin

cipal who has now been there for ten years: classrooms are 

heterogeneously grouped; programs and resource services for 

children with special needs are provided in the classroom; a 

nearby hospital is closely involved with the school in pro

viding snacks, health services, and opportunities for inter-

generational activities; narrative reports, rather than 

periodic grade reports, are provided to parents; and almost 

all classrooms are now multi-age. 

Types Of Data 

Taylor's knowledge of children was expressed through the 

opportunities she provided for them in the classroom; it was 

stated openly in her activities with colleagues; and it was 

increasingly overt throughout our conversations. These mul

tiple resources provided several layers of data for analysis.^ 

^ To conduct research at Happy Valley School I submitted a proposal to 
the Board of Trustees of the school district for approval. This 
permission was obtained before I began collecting data; permission was 
also obtained from the University Human Services Department. Children 
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I grouped these data into three different types: (1) 

classroom data, (2) discussions with Taylor in settings away 

from the classroom, and (3) documents and artifacts from 

these settings and from Taylor. 

Classroom Data 

Classroom data comprise my observations and transcripts 

of Taylor in the classroom, field notes from my observations, 

and photographs of the classroom. My classroom observations 

began in September 1991® and concluded November 1992. During 

that time I spent 84 hours observing in the classroom, and I 

took photographs of the classroom from December 1991 through 

October 1992. 

I was a participant observer in the classroom with a 

specific purpose for observation (Spradley, 1980) . Most days 

when the children were assembled, I sat on the outside of 

the group; when they were involved in individual and small 

group work, I selected a particular area to observe. I kept 

field notes of these observations. Children were curious 

about ity note taking, but unless ity time was planned as part 

of the activities I was generally left alone. My field notes 

included descriptions of the classroom as well as of 

particular activities (FN, 12-12-91): 

and colleagues from Taylor's school and from external settings were 
indirectly participants. 
® In September 1991, I observed three days before I initiated the 
process for approval to do research in the school district. My 
observations resumed in December when this approval was granted. 
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I signed in at the office, re-met Midge, the school sec
retary, and went to the classroom. The children were 
sitting in a circle and T. was showing how to make a 
nutcracker with plastic pill cups. She had stacked four 
of these and inverted them to glue them together for a 
column. One of the kids told me it was a nutcracker. 
T. didn't notice me for a short while. She began asking 
for ideas for how to make his feet, said, "Oh, hi," to 
me while responding to suggestions coming all at once 
from the children. I suggested peanut shells and she 
said they had thrown theirs away, then realized I meant 
for boots. The kids thought that was a good idea. For 
the something that stuck out of the nutcracker's hat, 
John Paul suggested grass with seeds on it and wanted to 
go out and look. She stressed that he stay on the grass 
in front of the classroom. She later said she knew she 
had feathers in the closet from an activity last year. 
They talked about how to make his pants, belt, trim 
around his hat. I said I had some rickrack and could 
bring peanut shells and she said she thought she had 
some gold cord of some kind. Brandon, who was sitting 
next to me, asked what rickrack was. 

I made particular efforts to create a relationship with 

Taylor that was cooperative and collaborative (Atkinson & 

Hammersley, 1994). When the children were looking for props 

for their plays and projects, I brought consumable materials 

from rty home. When Taylor was in the midst of laminating 

children's books in the library workroom and it was time for 

her to return to the classroom, I stayed and finished the 

laminating before I returned to the room. At the end of the 

school year in April and May 1992, I worked with a small 

group of children who were preparing a special present for 

their class, but in a setting away from the classroom so that 

this project could be a surprise. The rapport that I estab

lished with Taylor became increasingly collegial as iiy data 

collection continued. 
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I began making audio tapes in March 1992 because I found 

I was trying to record Taylor's talk with the children in 

brackets within ny field notes (FN, 2-12-92) ; 

T. talked to the children about what they were going to 
write in their notebooks. Some children said they 
couldn't hear and she said they could write about Edna 
Phelps because they saw a video. A student asked if 
they were going to take notebooks. T. said [It would be 
a good idea. Don't you think?] She told the children 
to [Date the top. You need the date. This is 
research.] T. began to pass out the journals. [Find 
someone to sit with that can help work through these.] 

Bracketing Taylor's comments and directions to the students 

became unwieldy, and I was not able to record all that was 

said. When I began taping, I placed the tape recorder near 

Taylor as often as possible. The children were very curious 

about the recorder, but they soon came to expect it, and they 

were watchful to see that no one played with it. 

Interviews With Tavlor 

Another type of data I collected was personal interviews 

with Taylor. The qualitative perspective "demands that the 

person whose perspective [the researcher] seeks to understand 

speak in his or her own behalf" (Bogdan & Biklen, 1982, p. 

211). I provided Taylor with this opportunity through inter

views . These interviews were ethnographic in nature in that 

they were informal and conversational (Spradley, 1979) . I 

began the interviews with a statement of what I wanted to 

accorrplish, and then I asked what Spradley (1979) describes 

as a "grand tour question" (p. 86). In each interview, 

Taylor's responses were lengthy. When she referred to her
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self, to the classroom, or to people in the school, I was 

able to be specific in my response. I did not interview 

Taylor before I began collecting data because I wanted to 

come to "know" this teacher in her classroom first (Briggs, 

1986) . 

I conducted what I have referred to as an initial inter

view in July 1991. Taylor and I met at a restaurant for 

lunch. She had asked me to bring a variety of professional 

math books, and she looked at these and talked about some of 

the things she was doing while we ate, I recorded my recol

lection of our conversation during lunch in ny field notes 

(INT, 7-1-92); 

Taylor was at the restaurant before I was and had us on 
the list for a table. We were seated almost immedi
ately. Taylor moved to the booth side of our table at my 
suggestion because she was going to look at books I had 
brought from CED."' She had asked for math and I had 
also picked up a couple on science and one on the 
parent/teacher relationship. When she called me back 
about lunch she said she had another grant to tell me 
about, and it was one she had found that would provide 
funding for working with parents. As she skimmed 
through the math books she commented on how simplistic 
many of them seemed and said they were mostly full of 
activities. Some she had alreacty selected for the 
school to buy. 

My purpose in this interview was to gain a sense of what 

Taylor thought of as teacher knowledge (Bogdan & Biklen, 

1982), and my opening question on the transcript was, "What 

do you think about as teacher knowledge?" During the inter

view, I was familiar with what Taylor referred to as she 

^ Center for Establishing Dialogue in Teaching and Learning, Inc. 
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talked about herself and the school because iry classroom 

observations had provided me with particularities of the 

context. 

When Taylor was describing how she felt about people 

observing in her room, I asked her to clarify what she meant 

by the focus that she referred to (INT, 7-1-92): 

C: Where does the comfort come, do you think, for you 
or where does the personal comfort come from not chang
ing the focus of what you're doing when someone or some
thing else comes into the classroom? You know, a parent 
or a child.... being conscious of yourself. Where does 
that kind of comfort come from, I wonder? 

When she was describing how she and the children lost track 

of time when they were writing and said that all the children 

loved to write, I shared an observation about one of the 

children: 

C: Not Austin. Austin says "I can't write." 

Taylor then described ways in which Austin was engaged with 

drawing and stories during this time. 

In July 1995 I conducted a final interview in order to 

gather description in Taylor's own words (Bogdan & Biklen, 

1982). The final interview took place over two days. Taylor 

and I met in a small conference room of a nearby university 

library where we had table space and where we were not inter

rupted. On the first day Taylor riffled through the excerpts 

of data before setting them aside as she began to talk. 

I continued the interview to a second day, and when we 

met I showed her how I had divided the excerpts from the 
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classroom into clusters with common features, that is, con

nections, extended conversations, children's knowing, and 

choices and decisions. I asked her to choose which cluster 

of excerpts she would like to begin with, telling her that I 

was using this process to get her to extend what she was 

already talking about. 

Additional data for discussions with Taylor were drawn 

from telephone conversations we had from March 1992 through 

November 1993 and from comments Taylor made in settings that 

were away from the classroom. Taylor began calling me at 

home in the fall of 1991, wondering if I had received 

approval from the school district for rry research and wanting 

to know when I was going to resxome iry observations. It was 

not until March 1992 that I realized these conversations were 

a rich source of data. 

In a telephone conversation Taylor and I had on March 

19, 1992, she referred to a child she and I had talked about 

previously. This is what I had written in my field notes in 

February (FN, 2-5-92): 

We talked about Brandon, a child T. describes as pushing 
her buttons. She said he is just now starting to read 
and write. He is a very big child and when they had a 
dancer visiting she said he moved very gracefully. He 
sprawls on the floor [Maybe he needs lots of space.] and 
it is her sense that there is not enough room for him in 
the classroom. He can't talk/converse with others and 
often causes offense. When the Indian lady visited the 
class he said something that offended her. He commented 
to [another teacher] one day that she was wearing the 
same dress she had worn the day before. Taylor said he 
often makes inappropriate comments and that the other 
children in the class roll their eyes. He is often on 
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the playgroxind alone after school and sometimes there 
very late. 

As Taylor talked on the telephone, she said that Brandon was 

not getting to her quite so much and that she thought they 

may have "gotten used to each other" (TC, 3-19-92). She 

described how Brandon enjoyed working with dance and movement 

with the art consultant who was coming into the classroom, 

and she said he was working with some other children on a 

medieval play. 

In iry field notes on March 10, 1992, I noted that Taylor 

had moved furnishings around so the children had a larger 

space to use when they all sat on the carpet. Although 

Taylor did not recognize this rearrangement as a way of pro

viding more space for Brandon, a child whom she had observed 

as needing lots of space, this link with our earlier conver

sation alerted me to connections that I might find in my dif

ferent data sources. I also became much more appreciative of 

ity role in Taylor's thinking about her teaching and what she 

knew about children. 

role as a researcher/participant observer was appar

ent to Taylor in activities outside, as well as inside, the 

classroom. She was aware that I was making notes of what she 

said, and she would often glance at me to confirm rny note 

taking asking, 'Are you going to write this down?" While she 

did not appear anxious about this, it was also evident she 

was aware of my role as a researcher. These activities 
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extended from April 1992 through August 1994, and they were 

an important part of iry data collection. 

School-based activities included faculty meetings and 

Happy Valley's site-based council, stud/ groups, and presen

tations to other teachers. In addition, Taylor involved her

self in a variety of activities with colleagues from Happy 

Valley and teachers from other schools. In these profes

sional settings I was a co-participant. Taylor and a col

league led a study group for other teachers in the spring of 

1992; she presented a review of a child® at the CED Summer 

Institute in 1992; she made a presentation to teachers at 

another school in the fall of 1992; she reviewed her work as 

a teacher at the CED Summer Institute in 1993; and she par

ticipated in a review of Happy Valley School in summer 1994.^ 

Our joint participation in professional settings cast us in 

egalitarian roles; although our participation in these 

situations was different, we were equals (Atkinson & 

Hammersley, 1994). 

® This review was part of a child study of (Ron) presented at the 
Center for Establishing Dialogue in Teaching and Learning's Summer 
Institute, June 1992. 
^ The review processes used in these Summer Institutes were developed 
at the Prospect Center, North Bennington, Vermont. The processes have 
evolved through the participation of teachers from public schools across 
the country. They are part of teachers' practice in many locations, 
including Philadelphia; Greater Boston; New York City; Mamaroneck, NY; 
Ithaca, NY; and Chicago. 
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Documents and Artifacts 

third source of data comprise docxjments I collected 

from the classroom, selections from Taylor's writing, and 

notes and written material from those professional settings 

previously listed. Classroom docviments included sanples of 

children's work, letters and annoxmcements that were sent 

home to parents, school newsletters, and materials from the 

school district that were given to teachers. I collected 

copies of the presentations that Taylor made to colleagues. 

I used pieces of personal writing that Taylor referred to in 

our conversations or interviews. For example, she mentioned 

the "Fantastic Fish Fiasco," which I cited earlier when she 

introduced me in November 1992 to the volunteer who had 

helped with that project. Writing that was completed for 

classes and the above-mentioned presentations provided me 

with written texts for analyses. 

The Cyclical Process Of Data Analysis 

data provided three ways to look at Taylor's knowl

edge of children and how they leam. The classroom data were 

a source for analyzing this knowledge as it was put into 

place in the classroom. Through my talks with Taylor I was 

able to discern continuous threads and recurring themes. The 

docxjments and artifacts provided me with discourse that 

Taylor used in talking and presenting her work to others. 
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The framework for analysis emerged from my data (Glaser 

& Strauss, 1967) and is best described as a cyclical process. 

When I analyzed the data, I revisited the data from my previ

ous analysis. These cycles of analysis were continuous, and 

they simultaneously provided additional layers of data for 

further analysis and possibilities for extensions. Each 

layer created an embedding and an extension of the previous 

layer, very much like the growth of concentric rings in the 

trunk of a tree (Figure 1). My research analysis was a pro

cess of analyzing each layer and of slicing through the 

layers of data to analyze different entry points. 

Figure 1. Embedded cycles of analyses. 

Cycle Qne 

In the first cycle of analysis ity focus was on the 

classroom observations made from September 1991 through May 

1992 (Figure 2). 
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Figure 2. Cycle one of analysis: Classroom data. 

classroom data 

I identified sections and phrases that would be helpful and 

iirportant in describing the context of the study and the 

people directly involved: the teacher, the children, the 

relationship between the teacher and the children, the class

room, and the school. In the margins I noted key words: his

tory, connections, things coming together with the children, 

explanations of changes, regard for children's preferences, 

children choose. These early readings and the corresponding 

analysis helped me to sense what might be most useful in 

later descriptions, what Hxoberman and Miles (1994) refer to 

as display (p. 429), and ny continued analysis. 

gygj-g TV? 

In the second cycle of analysis I focused on the initial 

interview (Figure 3). I listened to this interview and reread 

the transcript many times. Each time I read it, I noted in 

the margins ideas and patterns that occurred to me. I looked 

for relationships in the interview text that appeared to 
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shape Taylor's view of teaching and her knowledge of children 

(Polkinghome, 1995)^° 

Figure 3. Cycle two of analysis: Initial interview. 

initial interview 

I identified five major themes: (1) witnessing, self-observa

tion; (2) evaluative stance; (3) on-the-lookout; (4) big, 

coirplex picture; and (5) historical, gathering/revisiting 

perspective. Using these five themes, I extracted from the 

interview words and phrases that fit under each heading; some 

data fit under more than one heading. The themes gave me a 

way to interrelate and to connect the interview with the 

classroom data (Figure 4) . 

I shared my reading of this interview with P. Carini, whose writing 
in education consistently addresses the issue of recognition of teachers 
and children (Carini, 1993). We had many conversations about its 
content, and I found her experience in using description very helpful to 
naming these themes. 
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Figure 4. Five themes resulting from initial interview data. 

witnessing, 
self-observation 

on the lookout big, conplex picture 

Witnessing, self-gbseryation. 

When Taylor talked about teaching and what she knew 

about children, she described her self and reflected upon how 

she came to know; this theme was witnessing, self-observa

tion. The interview provided examples of this self-

observation: "If I don't know the people I still have that 

thing that I'm not confident. They [the children] know from 

me because rty head shakes when I get nervous." 

In the classroom Taylor was a witness to her actions, 

her own behavior. She told children what and why she was 

doing things. She was going to be writing some notes to the 

retirement center while they were having lunch (OBS, 2-19-

92) . They needed to take pencils when they went to another 

teacher's room because, "He only ended up with eight pencils 

after we left" (OBS, 3-10-92). She alerted them to when they 

would be asked to leave the classroom, "Boys and girls, in 
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about two minutes I'm going to interrupt everybody to get 

ready for the library. We have to get there early" (FN, 9-

10-91). It seemed especially important to her that the chil

dren know why she asked them to do things that they had not 

decided in the room (OBS, 4-20-92); 

T; So, there'll be another note hopefully home today 
with this. It says you can come in for help to fill 
this out. Now, because it is so important that you 
get them back, we are doing something that we don't 
usually do. We are giving prizes. The first prize, 
if you bring it back the next day.... I'm going to 
have all of your names on a list. And I will check 
your name off the list once you've brought it back, 
then I send it to the office, and then they're 
going to give you a pencil of your own that day. 
But that's not the best part. 

S: That's not the best part? 
T: If 90 percent ... if 90 percent, that's almost 

everybody, brings them into class, then we win 
a soccer ball. 

S: Aaah! 
T: For our room. So all you have to do is bring 

them back. 

Taylor often shared her own experiences as a way of 

helping children see that classroom activities connected with 

each other. After reading from Farwalker. she told the chil

dren the story reminded her of The Maomaker's Daughter 

because of all the troubles (FN, 9-18-91). When she read one 

of the Magic School Bus stories, she commented that the 

teacher's dress looked like one she had; "That looks like my 

blue outfit with all the fish on it. I'm going to have to 

wear it" (OBS, 3-10-92). When she had been absent for pro

fessional reasons, she told the children what she had been 

doing: "Yesterday when I was gone I talked about the school 
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and what we were doing with the project and they really like 

what we were doing" (OBS, 4-23-92). 

Rvalnative stance. 

In the interview, Taylor often described what she did 

and wanted to do in relation to someone or something. What 

she knew reflected a basis for critique in her statements. I 

called this theme evaluative stance. This position, or 

stance, defined a personal perspective and a relationship 

between Taylor—the knower—and what she knew about children 

and how children leam—the known. For exaitple: "I don't 

think that has anything to do with teacher knowledge, but 

maybe with what shows as teacher knowledge. What is evident. 

And it's real interesting that the kids even know that." or 

"She [another teacher]was concerned about it but we were all 

bringing up pieces of children's work, and she was concerned 

about it because she wanted to change the child" (INT, 7-1-

92) . 

In the classroom, Taylor made her regard for people 

clear to the children. When they visited the center where 

elder citizens of the commxanity lived, she reminded them to 

"be quiet as they were going to be going into someone's home" 

(FN, 12-11-91). On a later visit, when it was very warm out

side, she explained to the children that she would ask if 

they could refill their water bottles before they left the 

building. Neither Taylor nor the children assumed this was 

okay without asking. When she heard the school praised in 
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incidental meetings, she shared this with the children. (OBS, 

4-23-92) : 

anyway she was all excited so she says, "When is your 
festival?" and I said, "Well, it's May 28th." She 
said, "Well, I'm going to come, would you please send me 
an invitation as a reminder? ... That is the most won
derful school. That school is just the most wonderful 
school of all the schools I visit all year ... because 
you have all those children of different ages together 
and they all help one another eind it works so well." 
And I said, "It certainly does." 

Taylor was generous in her praise of the school and of the 

work the children did. At the end of the school year when 

the children were going through their collections of work, 

she said to all of them, "Look at what wonderful writers you 

were* (OBS, 5-27-92). This brought laughter from the 

children, who were looking at their beginning attenpts at 

writing, and some of them saw these early efforts as embar

rassing. She attempted to give this a perspective with her 

response to one of the students who said he was embarrassed. 

"It would be awful if you weren't because that would mean you 

were still writing the same way now that you were writing 

then. Right?" (OBS, 5-27-92). 

On-the-lQPkQut. 

Taylor often referred to what she wanted to do and how 

she would do things in the interview; I named this theme, on-

the-lookout. As she talked about classroom activities in the 

interview she referred to books that she had found and mate

rials she was looking for or had ordered for the children to 

use. She anticipated opportunities. She asked me to bring 
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books to the first interview; she watched for new sources of 

grants for classroom activities. She was observant of the 

children and of the surroiandings. There are no cacti on the 

south side of the mountain that can be seen from the school, 

and Taylor wondered if this was because it was used as a 

playground by previous generations of children in the Happy 

Valley area. 

Before the children began investigating owl pellets 

Taylor had talked with two children who were Native American 

to be sure this would not be offensive to their culture. 

Another student told me about this (FN, 2-5-92); 

John Paul began telling me about the owl pellets. He 
said there had been two of them and that they had shared 
with another class. Before they began studying the 
pellet they had asked Jan and Kara first because it 
might have bothered them because they believed owls were 
bad. 

This was not an isolated example of Taylor's inquiry with the 

children before moving into an activity or in making a deci

sion that affected everyone in the room. Taylor talked to 

the children before bringing a new student (John Paul who 

told me about the owl pellets) into the classroom (FN, 2-5-

92) : 

•^ler and Jason ... told me how John Paul had come to be 
in their room one time when he had walked away from the 
table where we were all sitting. He had been in another 
classroom and kind of had problems and Taylor had asked 
the class if they would welcome him and try to work with 
him. It was important to them that they had been 
involved in this decision and they both thought John 
Paul was doing much better and that Taylor was success
ful in teaching him. 
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Big, complex picture. 

I could see from the interview that Taylor seemed to 

work from a very big picture of how things are or how she 

envisioned they might be and the theme big, complex picture 

illustrated this. She talked of a grant that she was writing 

and activities the children would be able to do if they 

received the grant. She described the children as all being 

involved in something and getting lost in activities that 

they liked. In our first conversation about teacher knowl

edge she said, 'It's not teacher knowledge, it's just looking 

at what's out there and what's going on.' This big picture 

includes the reasons children may have for presenting their 

work in a particular way. When she was describing differing 

views of one child's writing in the interview she said of the 

child, "Well that's probably the way she thinks the people 

talk and that was part of the story. It was inportant for 

her to write it in that way and with that language." 

Taylor often framed the children's questions and the 

classroom work in relation to events and opportunities in the 

real world. One of the books they read the spring of 1992 

was about King Arthur, which was of great interest to the 

children because of the Disney movie The Sword and the Stone. 

Even so there were many phrases, words, and references that 

needed explanation. One of these phrases was "the holy 

grail." Taylor let the children define this, and after their 
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comments to each other that led to a conversation about the 

movie Indiana Jones and the Last rnisadg. she said to them, 

"Do you see where they get their ideas for these movies? If 

you ever want to be a movie writer or a screen writer, boy 

you've got to have the background of all these things. This 

is where all that mysterious stuff comes from that they put 

in those movies" (OBS, 5-26-92). 

Historical, aatherina/revisitina nersoective. 

Taylor worked from a big picture and planned in advance 

for activities, and this planning included a historical per

spective. She often revisited her ideas and previous experi

ences. When she anticipated projects with the children she 

acknowledged that they would have their own interests that 

continued from the previous year: "I still want to see what 

continues over from last year." In this theme, Taylor seemed 

to gather up experiences and she often referred to past 

events or things that were in place. 

In the final interview, Taylor described the role of the 

teacher as that of a historian "that kind of makes, helps 

children see connections with things" (INT, 7-26-96). She 

described connecting events and people with one another as 

being like a scrapbook. A clear exairple of this was the talk 

about books the children had selected from the library. 

Taylor told the children looking at these books helped her 

"because there are some new ones here that I don't know 

about" (FN, 9-10-91). This event also presented additional 
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facets of the classroom by recognizing stories that had been 

read the year before and by stating children's preferences. 

Sometimes the selected book had been read the year before, or 

it was by an author the children had talked about, or it was 

about something other children might want to leam (i.e., 

ants, plants, birds), or it was a topic that had been talked 

about ("another baseball book"), or it was a book she knew 

another child might also find interesting (FN, 9-10-91) . 

The consistencies between the themes from the initial 

interview and from my observations of Taylor in the classroom 

were illustrations to me that Taylor's actions in the 

classroom were consistent with her verbal expressions of what 

she knew (Lather, 1991; Lave, 1991). What she knew about 

children influenced her relationship with them and this 

knowledge determined what and how she taught. In the next 

cycle of analysis, I looked for examples of classroom 

activity that I hoped would elicit clear statements of child 

knowledge from Taylor. 

Cycle Three 

In the third cycle of analysis and data collection, I 

selected excerpts from the classroom transcripts to frame an 

open, final interview with Taylor. These excerpts reflected 

the themes from the initial interview and included one or 

more of these characteristics: 

1. The excerpt included the person (teacher or child) 

referring to what is known or behaving as if 
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something is known about a person, object, or 

activity. These excerpts connected to the themes I 

identified as evaluative stance or witnessing, 

self-observation. (El) 

2. The excerpt represented a part of a larger picture 

or situation. These excerpts connected to the 

themes I identified as on-the-lookout or big, 

conplex picture. (E2) 

3. The excerpt suggested one or more connections with 

persons or events in the classroom. These excerpts 

connected to the theme I identified as historical, 

gathering, revisiting perspective. (E3) 

I coded these excerpts by date, number (related to quantity 

selected for that date, and reason for selection (El, date, 

#; E2, date, #; E3, date, #). I selected additional 

excerpts that were of interest to me that I wanted Taylor to 

"unpack." These represented a moment, event, or activity that 

included more than one of the above characteristics; I 

labeled these E4, date, #. 

I presented Taylor with all these excerpts at the first 

session of our final interview and told her that they were 

excerpted from the transcript data of my classroom observa

tions. Taylor skimmed through them, recollecting different 

children and incidents. She commented that she didn't know 

the children finished so many of her sentences. Then she sat 
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these aside and began to talk about how she had leaimed about 

children. 

I did not redirect her talk to the excerpts as I found 

what she was saying about how she learned about children per

tinent to iry research question. Before we met the next day 

I had divided the excerpts from the classroom into clusters 

in which I had identified common features. Each cluster had 

a note with comments or a question to ask Taylor to talk 

about; 

Connections—You make connections in different ways in 

the classroom and you mentioned this yesterday. 

Extended Conversations—You have extended conversations 

with a child or a few children. What are you 

trying to acconplish when you do this? 

Children's Knowing—You call attention to what children 

know in different ways. What is it the children 

know that you are attending to? 

Subject matter/School Expectations—Most of your teaching 

of subjects appears to be one on one, and you 

talked about organizing your classroom to allow for 

that. Talk about this in relation to school 

expectations. 

Keeping coherent—You manage to keep all the talk 

coherent. How do you accomplish this? 
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Choices/decisions—You seem to allow children to make 

choices and decisions for themselves a lot. What 

makes this iiiportant to you? 

Teacher expectations/Knowing—Your own knowing; your own 

expectations are often expressed. 

I asked her to choose which of these clusters of 

excerpts she would like to begin with, telling her that 

I was exploring ways to try to get her to talk further 

about the kinds of things she was already talking about. 

CVrle Four 

This final interview and its analysis created the fourth 

cycle of iiY analysis. In this analysis I wanted to determine 

specifically, "How does this teacher, Taylor, describe 

children and how they leam?" The transcripts from the final 

inteirview, which took place over two days, were the body of 

this analysis. Again, I read and reread this material, 

making notes in the margins of ideas, themes, relationships. 

It was not until I had written out all the steps from the 

preceding analyses that I began to see how each one of the 

data sources was embedded within the others. 

Taylor's responses were very lengthy; the transcription 

is lengthy. In the preceding steps I had looked for methods 

of analysis that would reduce my data or coiipact them so that 

they provided me with a way to focus in the next cycle. The 

themes from the first interview, the corresponding examples 
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from the classroom observations, and finally the excerpts 

from the classroom data accomplished this in a way that 

allowed these divisions to "retain their natural integrity 

while providing sufficient focus for observation" (LeConpte & 

Preissle, 1993, p. 241). 

Taylor's style of telling a story to make her point 

continued in this final interview, and the stories began to 

shape themselves around ity initial question. Within this 

text were embedded statements about children and about how 

children leam. These statements were supported with 

examples and stories about where and how Taylor learned about 

children. She was explicit in speaking about what she felt 

was her job as a teacher; she talked about why she did 

things; and she talked about how she organized her time for 

teaching. 

I transcribed these statements into a simple chart 

(Figure 5) illustrating the coitponents that formed iry larger 

research question: What was the specific knowledge of 

children? How did children leam? How did this knowledge 

influence Taylor's relationship with the children and 

learning? What was the relationship between what she knew 

about children and how she taught? This charted analysis 

permitted me to organize and reconstruct these short examples 

and stories into a narrative presentation. 
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Figure 5. Chart illustrating larger research question. 

How does one teacher describe the knowledge 
she has of children and how they leam? 

Knowledge 
of children 

of how 
children leam 

What Taylor 
does 

(How did this 
influence her 
relationship 

with the chil
dren and their 

learning?) 

Why 
(What is the 
relationship 
between how 
she teaches 
and what she 

knows?) 

Presentation 

All the data assembled in a qualitative study are of a 

narrative nature (Polkinghome, 1995) as the data are either 

texts or they become texts. In this study the data comprised 

field notes, transcriptions, documents, and interviews. My 

analysis was interpretive, and I provided examples from the 

data to support this interpretation. I selected elements 

from rtY analysis of the data to configure a narrative that I 

think best responds to my research questions (Polkinghome, 

1995, p. 20). I have engaged two voices in telling the story 

which is woven throughout this narrative-^ny own and Taylor's. 

While rtY own voice may appear dominant (I have reported my 
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analysis in first person), I have used Taylor's words and 

phrases as much as possible. 
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Chapter Pour 

TAYLOR'S RELATIONSHIP WITH THB CHILDREN 

In this chapter, I have portrayed Taylor's relationship 

with the children by describing those contexts which were 

closest to ny research question. In the first section which 

follows, I described Happy Valley School, and how it has 

developed in the past decade. Next I described Taylor within 

this school and its surrounding community. In the next 

section, I described the classroom itself—the rhythm of a 

day, the presence of books and stories, the use of time, the 

choices and conversation that I observed in the classroom. 

In the last two sections, I presented Taylor's story of how 

she became a teacher and how she describes "seeing" children. 

In this chapter, as well as in chapters 5 and 6, I 

purposefully used Taylor's words to present the particular 

world she has negotiated and coitposed with the children on 

a daily basis. The italicized and indented text is from 

Taylor unless noted; and unless another date is indicated, 

these responses are from the final interview that took 

place July 25 and 26, 1995. 

Happy Valley School 

Although often referred to by its unincorporated name, 

the general area around Happy Valley school is part of a 

large. Southwestern city. The area is economically 
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stratified with both luxury homes and small modest homes 

(1, 000 square feet or less) which are owned or rented by-

single families. There are several apartment conplexes 

within the school boundaries and a large number of families 

move in and out in one school year. 

Happy Valley was the second school to be built in the 

once rural district that began with a single country school 

in the late 1800s. Families began to settle the growing 

agricultural area when canals were built in the 1880s, and by 

the 1920s a core of small businesses provided services such 

as a barber shop, restaurant, and garbage pick-up to the 

Happy Valley area. The community was originally a refuge for 

those suffering from asthma and tuberculosis in the early 

1900s. Many families who live in the area are aware of this 

history, the development of the local hospital, and other 

landmarks in the area. Taylor described the community 

surrounding the school as similar to the one in which she had 

grown-up in the Midwest, only more open (INT, 7-1-92) . 

The school district's growth after World War II was 

rapid. Happy Valley School, the second to be built in the 

district, opened in 1949 with ten classrooms. The district 

now has thirty-four schools. When the third and fourth 

schools were built in 1952, the board established a policy 

that only the district number, not the district name, was to 

appear with the school name. The intent of district level 

leadership was to encourage schools to develop individually 
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within their respective coinmunities. The leadership of Happy 

Valley School set out to accoirplish just that purpose. 

In 1986 the third principal of Happy Valley School was 

named. Her plan was accepted by the administration amidst 

on-going turbulence in the district, which included a merit 

pay plan being developed for teachers, district voters 

rejected the budget override, felony charges against a 

district teacher were in the newspaper headlines, growing 

controversy over programs for sex education, traditional 

schools, and the adoption of textbooks. 

The principal's plan for Happy Valley School was later 

described by teachers at the school as a "vision," and 

teachers at other schools throughout the district sought 

transfers to teach there even though the school had a 

reputation as being a "terrible place" (DC/Review of A 

School, 6-94) . The new principal was recognized as an 

advocate for children and teachers through her activities in 

teacher support groups, and she was widely known as a 

proponent of the beliefs which support whole language 

teaching. 

Taylor transferred to Happy Valley School in 1987. 

Another teacher and an assistant principal where she was 

teaching told her she would fit right in, and she had heard 

the principal talk. She knew the principal wanted to 

establish a whole language school and that she would have 

more freedom teaching reading and writing, that the school 
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wouldn't be using texts, and that she would be able to try 

different approaches (TC, 6/93) . At the time irv research 

began, the faculty had already drafted statements of belief 

about whole language teaching; and by the spring of 1991, 

they had developed a rationale for multi-aged grouping that 

was approved by the school board. 

At the same time this particular school was developing 

within its community, the controversies that were present in 

1986, continued to ferment. Even though these controversies 

were district wide, Taylor referred to how the conflicts 

appeared to target Happy Valley School. In 1991 and 1992, 

Taylor worked with teachers from across the district in a 

community effort to recall members of the school board who 

were trying to inpose pay based on student performance (TC, 

4-13-92) . Taylor described the board meetings during this 

period as disrespectful of teachers and principals. When a 

student from her class spoke to the board with an older 

resident of the community, she said some of the board members 

showed no interest and that they did not give their attention 

to teachers or children who presented their views (TC, 4-27-

92) . 

By 1993, the district superintendent, who had been in 

the district for two years, was overtly critical of the staff 

and activities at Happy Valley School. She spoke to the 

faculty at a staff meeting and told the teachers other 

schools were against [them] because [they] wouldn't follow 
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the rules. The superintendent suggested the principal's job 

[was] on the line. She criticized the teachers for a survey 

about report cards that had gone home with kindergarten 

children. The superintendent admonished them for not 

including the district name on the survey telling the 

teachers they were not separate from the district (TC, March 

1993). 

A letter in the 1991/1992 Handbook from the principal to 

parents describes Happy Valley school (DC/Parent Student 

Handbook) as follows: 

Happy Valley Elementary School will provide your 
child an educational program which builds the necessary 
foundational skills for life-long learning. The 
educational program focuses on the development of the 
whole child and is designed to give equal eit^hasis to 
the intellectual, physical, social, emotional, and 
artistic needs of every child. 

The dedicated staff provides a climate where your 
child will develop and leam respect for self and 
others. We acknowledge and support individual 
differences in children, and we value their strengths, 
interests, and abilities. Each child follows a unique 
pattern of development, and teachers plan and organize 
learning experiences to meet the developmental needs, 
abilities, and interests of all children. 

The staff is committed to provide a supportive 
environment which nurtures learning and growing. We 
know children leam best when they are given 
opportunities to share and discuss experiences and 
information. A wide variety of materials will be 
available to explore and examine critically. Your child 
will have the opportunity to write and publish his/her 
own books, read books regarded by experts as best in 
children's literature, and research exciting topics in 
science and social studies. 

The following objectives were stated in the district section 

of the handbook: to have 100% of students achieve at least 

one year of growth in reading, math, and language for each 
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year in school; to graduate 100% of students with an entry-

level ninth grade mastery of all basic subjects; and to 

achieve at least 90% community approval of the district. 

The controversies and much of the unrest in the 

district were directly related to how to succeed in reaching 

these objectives: what textbooks should be used; who should 

determine the content of instruction; what manner of teaching 

was most effective. At Happy Valley School where teachers 

focused on the 'development of the whole child,* the teachers 

often found themselves at odds with the language and 

intentions of district regulations. The new principal and 

the teachers had changed the image of the school from the 

•terrible place,• which Taylor first described, to a school 

that was becoming increasingly well known for successful 

community involvement, for teaching practices that responded 

to the individual and academics needs of children, and for 

the development and support of teacher knowledge and 

leadership. 

The School And Classroom Community 

In the fall of 1991, the teachers and principal at Happy 

Valley School implemented a change in the grouping patterns 

in the primary grades, and all children, ages 6-8, started 

the school year in multi-age classrooms. After many talks 

with parents, the principal and teachers had decided to start 

multi-age classrooms with each primary classroom inclusive of 
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grades 1, 2, and 3. Kindergarten and grades 4, 5, and 6 

continued as single-grade classrooms. This meant Taylor 

began the school year with seven children who had been in her 

second-grade classroom the previous year. Only those 

teachers who were new to the Happy Valley faculty began the 

year with all new children. 

Happy Valley School is a series of parallel rows of 

separate buildings, each the width of a classroom. Each row 

extends the length of five classrooms. The rows are joined 

to multiple-use rooms by covered walkways. (See Figure 6.) 

Classroom activities can easily extend to the outdoors 

because of the Southwest's mild climate, and each classroom 

has two doors. The entrance to Taylor's classroom is from a 

sidewalk extending the length of the building; the door on 

the opposite wall leads to a wide, grassy area. Most 

classrooms, including Taylor's, do not have running water; 

thus, activities requiring water must be planned for 

outdoors. 

School begins at 7:30 a.m.; children begin arriving 

before 7:00 a.m.; Taylor is an early riser, and she arrives 

at school about 6:00 a.m. She uses this early hour to 

replenish materials, assemble charts and other items needed 

for teaching, and update directions that may be needed during 

the day. This is the time when Taylor creates the atmosphere 

to do things. Her room is at the end of the building, and 

with her door open she is able to see who is passing by on 
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Figure 6. Happy Valley School, 1991-1992 
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the breezeway. Children come into the room and begin working 

and playing with materials before class begins. 

Windows bank the north side of each classroom, allowing 

children and teachers to see the mountain against which the 

school is nestled. The windows face the grassy area, and 
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each classroom has a door onto this green, common area. Each 

morning children take paint, easels, carpentry benches, water 

tables, and boxes of cardboard and miscellany from classrooms 

to the lawn. The windows facing this outdoor space are a 

vital connection that extends the classroom for outdoor 

activities. Teachers can supervise the children, and, as 

Taylor explains, children come and go between classrooms like 

a[t] home where [she] could send to the neighbor for a cup of 

sugar. She describes this as a back and forth that 's easy 

and says it happens at [Happy Valley] with a lot of the 

teachers. It's just a real relaxed thing.... It isn't an 

interruption when a child comes in. 

Taylor is protective of features of the school and 

classroom that are necessary to the experiences that she 

provides for students. This was apparent to me when she told 

me about visiting the school in June 1992 to pick up 

children's materials that she needed for a presentation. She 

encountered inaintenance men walling in the windows because of 

the air conditioners which were being installed. She was 

adamant that they not be allowed to do this, and she was 

confident that the teachers and the principal at Happy Valley 

would support her response to the maintenance men. 

Taylor knew the windows in each classroom were iirportant 

to the outdoor activities and that being able to see the 

outside work areas and the side of the mountain north of the 

school were iirportant to everyone. The mountain is part of 
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the distinct geographic features of the area. These features 

come together to form a pocket with mountains on the north 

and east; a canal on the south. She was frustrated and angry 

that the people who were on the campus for short-term summer 

work were not respectful of the teachers who worked at the 

school all the time. 

In her second year at the school, Taylor initiated a 

joint project between the school and the local historical 

society that was funded by the state Commission on the Arts. 

She worked with other teachers and children to re-create the 

community's history in a project that they called Happy 

Valley Tapestry. The project culminated in what has become 

an annual Spring festival, and in 1992 the festival included 

a re-enactment of growing up in that community in the 1930s. 

Children from all classrooms performed the stories older 

residents who had grown up in the area told them about 

swimming in the canal, playing on the mountain, and about the 

fire at the desert mission. Classrooms from throughout the 

school worked together to create displays that depicted this 

history. 

Class pictures of children who had attended the school 

from its opening were displayed in scrapbooks or framed and 

hung on the walls. That spring, Taylor and another teacher, 

rummaging through a storeroom, had discovered a map depicting 

the original layout of the school grounds. Taylor's class 

used this document to create a large wall map showing the 
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pt^sical relationship of the school, the desert mission, and 

places where children had played. (See Figure 7.) 

Figure 7. Children creating a large wall map. 

Taylor and the children learned about places on the map 

through stories told them by residents of a nearby retirement 

center. Engaging the children in her classroom with these 

older residents of the community is an integral part of the 

classroom activities each week. Each Wednesday morning the 

children walk to the retirement center with sixth grade 

students. Taylor and another teacher have been taking 

children to visit this center since 1989. One morning a 

teacher who provided special services to one of the students 

came into the room just as the class was returning from the 
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center. He had been expecting to work with one child, and he 

asked where the class had been. Taylor made it clear that 

she would never have approved scheduling that prevented 

children from participating in this weekly activity. She 

told him firmly that [they were] gone every Wednesday 

morning. No matter what (FN, 9-9-92) . 

The children take games and activities to the center 

where they play with the residents in small groups or pairs. 

I watched on one of the visits as the children spread out 

strips of paper to make a paper chain for the holidays. I 

heard quiet comments from the residents, "I remember making 

these," as the group set to work. They stapled strips of 

colored paper into loops and then connected them. Children 

had to help the adults with the stapling as many did not have 

enough strength in their hands or because their hands were 

arthritic. It was not long before the room resounded with 

lots of talking across, and moving eimong, the tables. The 

children connected each section of paper chain in order to 

hang it around the recreation room before they left that day 

(FN, 12-11-91). 

Over time the children and the residents became 

acquainted, and the children sometimes partnered with a 

resident to accomplish a particular task. The children 

frequently interviewed the residents to leam how people had 

migrated to the Southwest in the early 1900s, what games they 

played as children, and what gifts they received at 
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Christinas. The children kept field notes of the interviews, 

and even published some into classroom books. 

Taylor's commitment to cross-age involvement also 

included regular visits to the day care center on cairpus 

where the children read to the three and four-year-olds and 

helped with art projects. Some children had brothers and 

sisters in this day care center, and they would go there for 

after-school care. The preschool children were always among 

those invited to be the audience for productions of plays 

presented by children in Taylor's classroom. 

Planned activities for parents and other family members 

were additional ways Taylor extended the walls of the 

classroom. Each September the children perform plays for 

their families at an evening open house. One year, when the 

class had been studying light and how it works, Taylor 

suggested they present the story When the Relatives Came, as 

a shadow play. Children always have their own suggestions 

for books to use, and the other books chosen this time were 

The Chinese Mirror and Bonv Leas, which were class favorites. 

field notes show it was important to make book choices 

which permitted all children to participate as actors (FN, 9-

11-91) : 

Discussion of the plays for the coming parent meeting 
began. They had talked about doing The Chinese Mirror 
that morning and eight people were needed for the play 
... The other two stories to be performed were When The 
Relatives Came and Bonv Leas. Taylor ... said Angela 
wanted to read and that they needed to choose readers 
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and actors.... Too many raised their hands for the 
Mirror and Taylor began to choose from among them for 
parts: ... Ernie would sell, Hugo be the buyer, Angela 
the wife, the mother-in-law, ... Jason was interested 
and Taylor said he would be really good at that, Jared 
would be the grandfather ... and Dusty the neighbor ... 
Next play was Bonv Leas. Hugo would be the reader ... 
Little Girl-Jenna Lee, witch-gate—Danny, cat—Sara, dog-
Austin, aunt-Jay, Ernie—sound effects ... Next Taylor 
asked the whole group, "Who does not have a part so they 
can be in the shadow play The Relatives Came?' 

Parents were included in end-of-year celebrations. In 

May 1992, one parent suggested an early breakfast rather than 

an evening gathering. Parents helped with the food and 

contributed coffee ... and different kinds of things . . . 

orange juice, different kinds of juices ... (OBS, 5-22-92). 

On this occasion every child had one or more parents there 

along with brothers and sisters and other relatives. 

Children who were moving out of this room into fourth grade 

were given special attention. The boys and girls in this 

group had prepared a gift for their classmates to start what 

Taylor hoped would become an annual tradition. They 

assembled a bam that Taylor found in a thrift store, painted 

it, and made clay animals. On the front they painted "Mrs. 

Taylor's Dude Ranch" (OBS, 5-22-92). 

The Classroom 

Most of the space in the room is taken up by the 

children and their activities. Materials are used as they 

are needed; their presence in the classroom means they are 
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for the children. Scissors, paint, glue, varied art 

materials, scraps of fabric, and boxes are all available for 

use in projects and art activities. Most of these materials 

sit on shelves near the door to the lawn so they can easily 

be taken outside. Storage shelves and bookcases, the 

computer desks, the reading loft are all on the outside edges 

of the room. This leaves large, empty space for block 

building, plays and floor games. 

Ownership of the classroom is shared. When Taylor 

referred to the classroom and to on-going activities she 

consistently used the pronoun "our": "we're back in our 

room"; "we have to work on our play." Neither the children 

nor Taylor have desks. Children keep their belongings in 

totes that are on shelves in various places around the room. 

There were two and sometimes three classroom-size tables. 

Computers sit on small tables and individual desks under the 

coat rack. During my second year of observing, Taylor moved 

a set of unit building blocks from the middle of the room 

into a corner area. A library area is formed with 

bookshelves on four sides and an entrance to the area from 

either end. One comer of the room houses a reading loft; 

beneath it is a work/play area. An adult-size rocking chair 

sits at the front of the room. Shelves next to the door to 

the outside grassy area hold "found" materials for 

construction and art projects. The paint, easels, water and 

sand tables, carpentry bench, and outside equipment are taken 
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in and out at the beginning and end of the day. Overnight 

they occupy the floor space used by the whole group during 

the day. 

Î e Daily Rhythm 

Taylor respects the classroom as part of the child's 

world. Sharing outside interests and happenings from their 

lives at home is an every day occurrence, and it is a ritual 

that children trust will be part of their day. As children 

arrive in the morning, they hang their backpacks and go 

immediately to their on-going projects or to Taylor with news 

they want to share. At 7:15 one morning, Taylor was juggling 

the following conversations and entries into another day of 

school (OBS, 3-10-92); 

T: What did you bring in? 
S; A rock and a cactus spine. 

As this conversation continued Taylor learned where the rocks 

had been foxind, that the family had gone into the ditch on 

the way, where the grandmother lived, and that the child had 

named parts of his grandmother's mountain. 

A parent returned a child's library book and told 

Taylor about a reading program they were using at home: 

P: We're doing the Hooked on Phonics, you know, that 
you've seen on TV? 

T: Oh, you are? 
P: It's really good. 
T: Is it? You have to be real careful, though, 

because there are other ways that they learn to 
read besides just phonics. If they get hung up on 
too much of one thing, they have troubles. 

P: Yeah, but she's really good. She's practicing. 
See you later. 
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She kept a conversation going with a colleague about an 

upcoming study group for parents. She greeted a student who 

had been absent the day before: 

T: Jason ... What happened yesterday? 
S: I woke up at 1:30 in the morning with a bad 

stomachache. 
T: Oh dear ... Want to take this home so your mom can 

fill it out? 
S: She called the office. 
T: Did she? 
S; Yeah 
T: I wonder why they ... Here, let me check the card 

... Well, you better take it home and have her fill 
it out anyway because they said they didn't get 
you. I don't know what happened. 

A child was working on revising a story: 

T: Well, what do you want to do about it? Do you want 
to cut your story down, or do you want bigger 
pieces? Now I can't get bigger pieces like that. 

S: Well, I don't want to cut it down cause it'll cut 
off the story. I'll just leave it like this. 

T: Ok, why don't you go ahead and finish it up and 
then we'll work and see what we need. 

She greeted one student and asked about another: 

Hi Cara, is Dawn here? 
Yeah 
Did she come in? I missed her. There she is. 

She talked to a child about a book he had read and sent him 

to the library to find more. 

T: Oh, did your parents like that book? They did. Do 
they want me to pick you out another one to take 
home today? Do you want me to? You know what, come 
here a minute I want ... Do you have library books 
out now? 

S: Yeah, library ones. Yeah. 
T: Well bring them back. Go ask Mrs. Adams. She has a 

whole bunch of books of the mystery type that are 
fun. That would be a good book for you to get. 

And another child brought in a model of a human skeleton: 
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T; Whoa!, Where'd you get that? 
S; Uh . .. from rty aunt. 
T; Wow, is that neat! Do you want to set it up with 

the bones and tell people about it? 
S; Okay. We're still having the bones with it? 
T: Well, we kind of stopped but that doesn't mean we 

still can't do bones. Right? 

Taylor sits near the door as the children are arriving at 

school, and she takes these few minutes for personal 

conversation as children come into the room. This provides a 

way to "enter" into the day that is responsive to individual 

children. 

When the class assembles as a whole, they sit in a group 

on the carpet. When class formally began at 7:50 a.m. this 

day, children quickly gathered in a group where they listened 

to announcements first from the school office. Then Taylor 

described what had to be done that day. The usual pattern is 

that children work independently throughout much of the day; 

they come to the carpet for whole group activities: stories, 

directions, conversations. Sometimes this back-and-forth 

movement between individual and group activity is to help 

Taylor see how [the children] are doing on group projects. 

Or it may be a time when she reviews with all the children 

what [they] are working on right now so that when [she] goes 

around [she] can talk with [them] about it. 

As Taylor talks with and to the children, she refers to 

their activities with terms that identify them as behaviors 

or skills needed in the real world. She asked the child who 
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had brought in the rocks if he had made an observation and as 

he continued to describe what he had done she asked again, 

'So you've been keeping observations?' When two children 

made a presentation to the school board they practiced their 

speech (OBS, 4-23-92). In preparing plays, children were 

readers or actors, and they were sitting like an audience and 

having conversations (FN, 12-11-91) . When they critiqued one 

of their rehearsals, one of the children said they shouldn't 

be talking with others during this practice. Taylor's 

response was that's what actors and actresses do. They don't 

talk to anyone else except for when they say their lines and 

that's it (OBS, 9-16-92). 

During the summer of 1992, vandals duitped bottles of 

paint all over the carpet when they broke into the classroom. 

Taylor was assured the carpet would be replaced before school 

began, but that did not happen. When she finally quit 

waiting for the carpet to be replaced, in preparation for 

school, Taylor decided to transform the splotches of paint 

into pictures. When I walked into the classroom that day she 

exclaimed: Painting this rug has made a difference in ivy life 

... just taking the control back! (OBS, 8-28-92). 

This is how she described the vandalism and the designs 

and pictures she had painted on the carpet to the children 

(OBS, 8-31-92); 

Did you notice the painting on the rug? Do you 
know why? ... It made me so sad.... All the 
janitors and the custodians come in during the 
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summer and move all the furniture to the side of 
the room. And they take this big rug cleaner and 
they clean the entire rug. And so in order to do 
that, they took and moved the file cabinet over 
here. And someone broke in the window beside the 
file cabinet, opened the door and came in. They 
took all our paint that we had from last year and 
poured it on our carpet. And it wouldn't wash out. 
And I tell you, I was so sad. It was so awful. I 
was really sad. And so one day I just came in and 
I sat and I looked at it and I said "I cannot stand 
this any more!" So I just got the paint out and I 
poured it in the paint pans and I just painted the 
carpet. Anywhere I wanted to. 

Children were invited to paint the carpet, too, and on the 

last day of the first week of school children drew their own 

pictures or designs with crayons and markers (Figures 8a-8b). 

It was not until the second week of school that 

maintenance personnel from the district came in to replace 

the carpet, and by this time the floor art was in place and 

individual and group projects were underway. Two men came in 

with tape measures as the children and Taylor were sharing at 

the end of the day. I wondered what she would do. While the 

carpet installers watched, Taylor asked the children if they 

wanted to have the carpet replaced, and the children voted, 

"no." Taylor told them she would fight to save the carpet 

(OBS 9-4-92). 

The children's symbols and designs had inaugurated the 

school year, and apparently no one in the room wanted to 

disrupt what was already underway.^ 

^ The carpet was not replaced until two years later. 
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Fit^ure 8a. Children creating designs on the carpet. 

Figure 8b. More carpet art! 

The only change I observed in this space where children and 
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teacher gathered was that it became larger in the two years I 

was there. When Taylor reads to the children, they sit in a 

group facing the rocking chair where she sits. When they 

have conversations or sharing with the whole class, they sit 

in a circle. Taylor's chair is part of the circle. Sharing 

happens every day, usually before children go home. The 

children take turns sharing around the circle; sometimes 

children said they did not have anything to share. notes 

show that most children shared news of personal activities 

and interests (FN, 2-5-92); 

Adam sealed cavity, wallet from Dad, friends 
birthday, went skating, didn't know how so he 
drew 

Brandon memory from ... Lodge 
Travis comb, stocking cap from grandma 
Debbie doll 
Cara getting a puppy with a ribbon on it, purse, 

she forgot to take out the stuff on Friday 
Danny hamsters, $10 bucks. Mom got a broken car 
Jared Gino at ... Lodge and his magic cards 
Christina cousins' dog. T. told her her dog liked to 

lick, too. 
Hugo cards from Gino, Joe .. . Dad caught them 

walking to [another school] 
Jenna Lee grandma died yesterday AM, left today 6 AM 

loved God so much every single day she was 
reading about Jesus 

Kyle picture of baseball team in Florida. T. asked 
him to leave it so they could all take time to 
look. 

The children make sure everyone has space when they sit on 

the carpet as a group. These directions are not left to 

Taylor. If a child approached the circle and there was not 

enough room, other children quickly moved closer together or 

children shifted to make the circle larger. 
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Books and Stpries 

Books and stories are an integral part of the activities 

and the pattern of movement in the room. Reading in the loft 

or in a quiet comer and writing at the conputer or at tables 

was always part of the individual and small group activity. 

Taylor reads aloud several times a day, and children move 

from their independent activities to listening and sharing in 

a whole group. 

Children go to the library to check out books both as a 

group and as individuals. After they have gone as a class, 

they sit in a circle on the carpet to share their book 

choices with each other and with Taylor. Taylor tells the 

children this is because there are new [books] that [she 

doesn't] know about (FN, 9-10-91). As the children share 

their new books Taylor connects them to the classroom by 

mentioning previous or on-going activities, to similar 

stories that they have read as a class, or to books which 

other children liked (F^, 9-10-91): 

Book Selection Taylor's Comments 

Ants You got that from the new 
shelf. Talked briefly 
about the ant farms they 
would be getting for the 
room. 

Book by Paul Goble Work done with author 
last year. This must be 
a new title. Did [the 
child] read it last year? 
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Plant partnership 

Trouble with elephants 

Kc?ala Lqu 

Book of riddles 

Blaze story 

Bird songs 

Turnabout 

Baseball 

Peter Stuyvesant 

Wild Things 

Berenstein Bears 

Paul's Birthday 

Giant Jam Sandwich 

Wonder about what that 
means. "When you read 
that will you let us 
know?" Short discussion 
about what the book might 
be about. 

Didn't know that story. 
Asked child if it was 
new. 

Asked how many children 
had read this story. 

A different kind of book. 
A child chimed in that it 
was funny. 

Told about her children 
reading those when they 
were little. 

Let us know if it is 
good. 

That's a think-about, 
look-about book, kind of 
like a puzzle. 

Another one you and your 
brother both like. 

I never can pronounce 
that. 

One of our all-time 
favorites. Keep in mind 
for class performance 
coming up. 

Another baseball book. 

Let us know how they are. 

We did that at the 
beginning of last year. 

Same book as another child You can share. 
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PP>h of the Met: 

Oliver Pig's New Babv Cat 

The Knight and the Draaon 

Neptune/outer space 

•Toe on Sunday 

Quarry 

Blaze 

Mother Goose 

A Letter for Maria 

Whole brother 

Don't know that one. 

Pictures are made of 
clay. 

One of my favorites. You 
would like it, Jacob. 

Look at those pictures. 

Child called out that he 
knew that one. 

Place where they dig 
rocks. 

Who else had a Blaze 
story? 

Oh, yahoo. I know that. 

Read the title and told 
the class why the child 
chose this book. 

Read the year before. 

This activity provided time for each child to speak while at 

the same time it provided Taylor an opportunity to leam 

about and to acknowledge children's interests. 

The book Taylor selected during this trip to the library 

was The Napping House by Audrey and Don Wood. She introduced 

this to the children as an old favorite of hers. A child 

immediately went to the bookshelf to get another book by the 

same author. The children did not want to hear the story 

read aloud until after they had been to recess. After 

recess, Taylor read the book, and while reading, she and the 

children began to talk about the pictures (FT^, 9-10-91) : 
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Taylor read The Naispina House .. . When she finished a 
child commented on the illustrations and the group began 
to stuc^ the pictures. I noticed the children didn't 
crowd. At first they seemed to look at the placement of 
the flea and the position of the granny on the bed but 
then a child said the chair kept getting "closer to the 
page." Another said "he drew it bigger." Someone 
raised another question and Taylor said, "I'm interested 
in this chair thing." Someone said the view of the 
chair changed. 

As this conversation continued Taylor pointed out to one of 

the children that she thought he was right: This is a cycle 

book. When they finished talking, she told the children the 

book would be out for them to look at, and that this had been 

a long sit for a short book. 

The Use of Time 

How time is used in the classroom is very inportant to 

Taylor. She purposely plans for large blocks of time so that 

she is not organizing and reorganizing an unnatural structure 

that she feels is wasteful and inefficient. She provides 

time in which she says children pretty much do what they 

want. When she first began to make this time available she 

named it play because it was very political and she wanted to 

say that. 

All the primary classrooms in the school set aside the 

first hour of the morning for choice activities for children 

when they introduced multi-age classrooms. Teachers viewed 

this time differently. My first day of observations, I met 

another teacher in the parking lot, and I asked her if I 

could come in briefly to observe (FN, 9-10-91). She said 
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that everyone had "choice activities' first. This was the 

same time during the day which Taylor said she purposely 

referred to as "play." Taylor's view of this time was 

different from many of her colleagues. It was also different 

from the preschool teacher working in the day care center. 

When Taylor's class was at the day care center in December, 

the preschool teacher said that if I wanted to observe play 

this would be a good time, but that these two weeks weren't 

very educational (FN, 12-12-91). 

When children first enter the room in the morning they 

know this is time for play and they may do what they choose 

(OBS, 3-10-92): 

Children went to different activities as they came in. 
Some went to the caterpillar dome; Luis was at the 
microscope. Hector had gotten out his writing folder; 
Kyle and two others were playing checkers on the floor; 
three boys were sorting their baseball cards; Jenna and 
Jay were stuc^ing their caterpillars; two girls were 
sewing; Kristina was making a book with newsprint. 

Taylor identifies these activities as play ... but even 

though [she] label [s] [them] play, it's not play like other 

people think of play. These activities stop, she says, 

'only ... when I read a book, or we're going on a trip, or 

if I have a story I want to tell." When the children set 

these activities aside they know they will be able to come 

back to them because this is time that is available every 

day. 

During this play, children are engaged in and learning 

from their own interests, which Taylor feels is very 
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iitportant. She confesses that it also sometimes gives her 

nightmares: Sometimes I could just see somebody coming in ... 

and saying, 'Well when do you start teaching?' Or, 'Do you do 

cuiything educational?' Taylor contrasted teaching at Happy 

Valley with teaching at other schools by saying that here she 

didn't feel as if she wasn't a good teacher when she wasn't 

teaching all the time (INT, 7-1-92). For Taylor not teaching 

all the time means she is not in the front of the room a 

lot. She sees the teaching that she does as helping children 

with what they need to know in order to leam what they are 

interested in on that day. She distinguishes between this 

and academics or facts that she chooses to not stick ... in 

their mind. 

Taylor is teaching when children are engaged with their 

own interests during this time of play. She said I get one 

or two children and sit and talk to them individually or move 

in on their project and look at what they're doing and do a 

lesson right there. She gave an example of how this works 

with a child who had been drawing maps: He would come in and 

I would just move in and we'd start talking about the map and 

he'd ask me how to spell a word and ... if it was something I 

wanted to find out I would just ask him. She has learned, 

she told a group of teachers in a study group, that she can 

get more accomplished with the children if they have time 

(EXT/Presentation to Multi-age Study Group, 2-8-93) . 

Teaching like this allows Taylor to work inside what she 
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describes as a more natural structure: 

if you do the whole class ... you're spending a lot of 
time. You're all busy organizing and reorganizing an 
unnatural structure to bring them up to do something. 
So you're wasting a lot of time. Somebody has to go to 
the bathroom. Somebo<^ has to sharpen their pencil ... 
Just that back and forth between you and one child or 
maybe two children, I think teaching is more than 
standing up and saying, "Okay let's find all your /a/s." 

This is a structure that means Taylor is not in front of the 

room a lot and that's why people say, 'When do they do their 

academics?' They're talking about me teaching facts. 

They 're not talking about me giving them the things to find 

out what they are going to leam that day. 

Projects might continue for several days or weeks. 

Other activities are on-going from week to week, so when 

children arrive at school they already know what they are 

going to be doing. They record their weekly visits to the 

lodge in their journals; when they visit the day care center, 

they read to the preschoolers, so they must select and 

practice reading the books; they write stories on the 

computer that they bind into books, which they share with the 

class. I watched for several months while the whole class 

raised silk worms that were given to them by a teacher 

visiting from Philadelphia, and another time they were 

engaged in a study of bones that began with the careful 

inspection of the conposition of an owl pellet. 

Choices and Conversations 

Taylor's conversations with the children are like those 
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she has with colleagues and family menibers. This shows 

respect between the child and the teacher while she talks to 

them about what happened at home, what Missy [Taylor's 

daughter] said, what the other teacher when she comes in to 

talk ... said. This is because children like to know what's 

going on. Children don't have to be kept out ... it's 

generally school stuff. Including children in these 

conversations models for them, in a way, how you treat 

people, the way you act with people. 

For Taylor what happens in the classroom is what happens 

in life ... and the way [the] classroom is set up is that 

they question ... [and] talk. [They] work things out. 

Taylor wants children to feel as if it's their classroom 

because it's not just [hers] and [she's] allowing them to use 

things. [Taylor] think[s] when children think things are 

their own, they're more responsible. Children need to leam 

that things in there are theirs and they are theirs. They're 

not the teachers ... that school was created for children to 

learn. The toys were put there for them to use. They were 

not put there for a teacher to stand guard over and to rule 

them out. 

This included equipment that Taylor had collected for 

the room. When some of the children were staying in the room 

while others went to another classroom, they were very 

concerned about how visiting children would take care of this 

equipment (OBS, 3-10-92): 
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T; And Louis, you're going to watch the microscope. 
All of you kind of help him because it's valuable 
and we don't want to destroy it. 

S: Why don't we put it up? 
T: Well ... 
S: Where's those little microscopes ... 
S: We're afraid see that ... 
S: We might ruin it or touch it ... 
S: Yeah, because you're flipping the umm, uuh 
S: Reese is, I'm noti 
S; Yes, you were ... 
T: Hugo they're doing fine, when I went up there, I 

could see just fine. 
S; That thing uuh what's it called the uuh the thing 

that focuses, he was all spinnin' it around. 
S; I wasn't! 
S: Louis was. 
S: I was just trying to focus it! 
T: Well, do you want ... Okay let me ask you 

something. How many feel like we should put it up? 
Okay we'll put it up. 

S: Yeah 
S: Yesss 
S: Yeah 
T: All right then we'll get it back down when we're 

here, just to be on the safe side. Would you go 
unplug it, Louis, and make sure the light's out and 
everything and I'll put it up? 

This was a conversation among several children while everyone 

listened, and in the end everyone voted on what should be 

done. Taylor appeared less anxious about the microscope than 

the children. 

During iry first observation, children were building a 

tower with blocks, and before the class visited the library 

Taylor asked them about taking a picture (FN, 9-10-91) : 

The block structure being built was quite high and she 
asked the children ... if they were going to risk 
putting another one on the top or "do you want me to 
take a picture now." A boy responded, "I'm going to 
risk it." Taylor then took a picture, asking the 
people who built it to stand behind it. There were two 
boys and a girl. She then asked if they wanted to see 
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if it would remain standing while they were all at the 
library. 

Choices and conversations move forward because of this 

talk which Taylor encourages cind invites. One Wednesday 

morning when they had returned from visiting the retirement 

center she asked them if anybody remembered what the plans 

were for after lunch (FN, 12-11-91): 

Someone responded that th^^ were to write about the 
center. Taylor passed out the materials telling the 
students who had not gone that they could write in this 
journal or do something else but reminded them that it 
was a quiet writing time. 

You give some choices to [the children] so they feel as if 

they have some power cLnd decisions over what is going on. In 

the classroom you plan together. You do things together. 

You talk together. Everybody's in on it. 

Taylor is adamant that it is the children's job to 

learn. I think they have to work at it. I think they have 

to think about it. She says it is her job to give them the 

ability to do what they want to do to learn. She used 

reading and writing as an example when she said this, and she 

described a group of children who had decided they wanted to 

read a particular book. The children were eight and nine 

years old, and the book they wanted to read was one they had 

learned about from a display sixth graders had made. Both 

the reading and the content of the story were difficult for 

their age and experience, but Taylor gave them choices about 

what to do and how to go about accoir5)lishing it: 
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They did this book. Call It Courage, because ... [the] 
sixth grades were doing this book ... The children set 
their own reading schedule but of course everybody 
cheated and read ahead. The book had lots of 
complicated ideas ... so they did a journal as they read 
and th^ did it together. They did it with drawings . .. 
with text ... they were trying to figure out if they 
were down under the ocean with that shark ... how long 
th^ could stay down. 

Taylor supports these forays with questions she asks the 

children. Questions are really good and she really work[s] 

hard at trying instead of telling, to question. Questions 

help children to think about what they're going to write 

about .. . bringing things to mind that are possibilities . . . 

when you question . . . you 're bringing forth their own ideas 

and not what you want them to do. You're just showing them 

the possibilities of the things that could be in there. It 

is very iirportant for her to not take over the conversation 

because it cuts off the excitement when you're building 

things and trying to figure things out. 

Taylor used questions to keep the conversation going. 

It keeps it open. Keeps things moving. It keeps them 

thinking. Keeps the investigation going. One morning the 

children were looking at their silkworms and talking about 

what and how they eat. Taylor called attention to one 

child's observations to start this conversation (OBS, 3-10-

92) : 

T: Is that what they do? Did you hear what Sarah said 
she thinks happens? Tell them. 

S: Umm, the caterpillars don't really eat the apples 
they suck the juice out of them. 
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T: How did you notice that? 
S#2; 'Cause they sort of have blenders in their mouth. 
T: They do? 
S#2: Yeah 
S#3: No, they sort of like, they sort of like kiss it. 

They go ... (kiss gesture) 
S#3: I saw mine do it. 
S#4; I saw mine do it too? 
T: I wonder if they have teeth? 
S; They do, right out here. They use 'em to grab on so 

th^ can't pull away, nothing can pull them away. 
T; Something we'll have to check out then. 
S: Maybe they do both. 
T: Maybe they do. 
S; Maybe they eat and they drink. 
T: Could be ... we're going to definitely have to get 

the magnifying glasses out to check that out. 

When Taylor reread this excerpt from the data she said, "J 

put more work in here than I thought I did' ... but [she] 

thinks it's very important that you [as the teacher] don't 

take over the conversation. She remarked that this was why 

she didn't like to know about everything the children were 

curious about because she might be tempted to say, "Well 

this is it, " and that cuts off the excitement when you're 

building things and trying to figure things out. 

Becoming A Teacher 

Changing from the teacher who was up there with [her] 

pointer and teaching (INT, 7-1-92) happened over many years 

and with many different experiences in teaching for Taylor. 

When she began teaching in the Midwest she had just turned 

21, and she was the first in her family to graduate from 

college (DC/Review of Work, 6-93) 

^ Taylor prepared a review of her work for the CSD Suinmer Institute in 
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I started teaching second grade and I had no idea 
what to do. So I went over to the ... bookstore and I 
bought a book ... and this book would tell me, "Now on 
day one" everything to do. Even to what you drew on the 
board. "Make one red wagon, make four red apples." The 
first year went pretty well because I didn't do anything 
except what was expected of me. 

When Taylor's first child was bom, she became a full-time 

homemaker and mom; however, she continued to teach. She 

substituted, tutored, and completed her master's degree. 

Through tutoring she became involved in working with adult 

women, high school students, and children who needed special 

education services. Her husband was transferred before their 

third child was bom, and later lost his job. At that time, 

Taylor, in addition to tutoring, began to work nights at a 

candy factory. It was not a good time in my life, she said, 

but she was paid $8.00 an hour, which was more than she 

earned teaching. 

A short time later the family moved to the Southwest. 

Taylor began volunteering at her children's school library 

the second day in this new city, and she also began 

substituting. When she leamed of a private pre-school 

looking for a kindergarten teacher she began teaching full-

time. It gave [her] a lot of time to experiment and do 

lots of things ... everybody just kind of let [her] be 

(IX;/RW, 6-93) . Taylor was divorced shortly after this move, 

1993. The process which was used, A Review of Work and the Art of 
Teaching, was developed by Patricia Carini, 1993. Data selected from 
this review is identified as RW. 
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and to earn more money with which to raise her three 

children, she found a second job teaching reading at a 

commercial learning center for children having difficulty 

learning to read (DC/RW, 6-93): 

So I was the reading specialist for Hunters' Learning 
Center ... They didn't have many books. The children 
there had never read a book ... I got real involved and 
they gave me free rein ... so we started using books. 

Finally she began working for the school district, where she 

is currently eirployed, in a position called a skills teacher 

(DC/RW, 6-93); 

Everybody's children that Fsicl didn't finish their 
seatwork, they sent to me.... I did that for all the 
first and second grade teachers ... the strangest thing 
I remember from that is that when I got ity evaluation 
from the principal, who had never been in to see me at 
all, ever—it was all averages. Even in attendance. 
Even though I had never missed a day, I had averages. 
When I had never missed a day of work. I was invisible. 
I was there to serve a need. 

The next year, Taylor moved to a different school where 

she was still a skills teacher, but she worked with junior-

high children, some with learning disabilities (DC/RW, 6-93) . 

[W]hen I did that I was teaching the same thing to the 
junior-high children that I had taught in the second 
grade. The children were being taught the same thing 
year after year after year and it kind of put a shock 
into my system. What in the hell is going on? So that 
kind of made me think about the way I was teaching. 

At this point in her description, Taylor made a juncture to 

her childhood because there [were] several other things that 

started [this] change (DC/RW, 6-93). Rosen (1988) describes 

this retelling of an experience within another context as an 
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autobiographical iitpulse in which meanings have 'their 

beginnings and verifications in a past rich with encounters 

of this kind* (p. 70). The "autobiographical impulse is a 

way of listening as well as a way of telling" (p. 75), and 

for Taylor it had become part of the way she thought about 

events in her life. 

Taylor described her family as conservative and the 

place where she grew up in the Midwest as the heart of the Ku 

Klux Klan. When she was twelve, her uncle died; she recalled 

seeing him lying in his coffin, dressed in his Klan costume; 

I didn't know why he was dressed this way. I asked what it 

was, and I was told what it was, but it was never really 

explained. This, she said, was one of the first things [she] 

remember[ed] politically (RW/DC, 6-93) . 

This personal story is an example of internally 

persuasive discourse that becomes part of an individual's 

assertion of meanings (Rosen, 1988; Bakhtin, 1981). As an 

adult, Taylor began to assert herself and to question, Do I 

really believe this? She realized she became more vocal 

because of [her] divorce. She became very involved in 

looking and knowing and figuring things out. She started 

thinking about how [she thought] different things from other 

people (DC/RW, 6-93). 

As Taylor grew older she began to seek out things that 

she didn't know about that had made her wonder. Her uncle's 

death and her questions surrounding his burial, and her lack 



127 

of understanding of that situation persisted as she attempted 

to make sense of other situations that she did not 

understand: the discrepancy between what she earned as a 

teacher and as a worker in a cand^ factory; the private 

learning center that did not have books for children to read; 

the principal's evaluation of her as an average teacher even 

though he had never observed her teach; the fact that she was 

teaching junior-high children the same skills she had taught 

to second-grade children. 

She met other teachers who had the same kind of thinking 

[she] did. Taylor described the first book she studied with 

other Happy Valley teachers (DC/RW, 6-93); 

One of the big turning points in ity life and I know in a 
lot of other teachers at [Happy Valley] was when we 
looked at Gordon Wells' book (1986). That was a big 
change in the universe [be]cause we worked it; we talked 
it; we planned it out. Okay if this is the way it is, 
if this is the way children learn, then this is the way 
a curriculum should be set and this is the way practice 
should be... there were a lot of other books too ... but 
this one seemed to make the biggest change in people who 
had thought about it. 

As Taylor continued this description of how her teaching 

had changed she said (DC/RW, 6-93), 

I really didn't ever do totally what I believed. I'd go 
out and do a lot of workshops about it and a lot of 
things I would say would still be cutesie or gimmicks or 
about chicken soup and rice and how you do it.... It 
would be from me and not from the children. 

Finally, she reached a point where things were right for 

[her] to do it (DC/Multi-age Stucfy Group, 2-8-93). She was 

teaching in a school where she had the support of the 
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principal and other teachers. She had professional liaisons 

with university professors who extended their encouragement 

and support. It took a lot of letting go ... and a leap of 

trust (RW, 6-93). [She] had to make [the] room so [she] would 

be able to see what [the children] were doing (DC/Multi-age 

Study Group, 2-8-93). 

I believe that children come wanting to leam ... If I 
believe children want to learn, and they do learn, then 
what's my role in that? ... If that's true, how did nny 
classroom have to look? So my classroom had to look 
open and had to have activity going on. (DC/RW, 6-93) 

She changed the focus in the classroom so that it was no 

longer on her. She had to see what [was] happening out there 

... it was all about time and [she] needed lots of time to 

see what the children were doing. She had to see what [was] 

happening out there. Taylor described this focus in the 

initial interview (INT, 7-1-92): 

I really think it's a lot on where your focus is ... 
it's just looking at what's out there and what's going 
on. If a teacher's really working, and a teacher's 
knowledge is foremost, it's like ... when everything 
outside is not bothering you, and when you're really 
concentrating on what's going on right there in front of 
you and knowing. It activates everything you already 
know that's happened to you in the past—and it just all 
comes together. 

This is a kind of knowing which Harrington (1994) 

describes as "constructed, built on previous knowledge, 

coupled with experience, transformable, evolving and 

consequential (p. 191). "The consequences of connecting her 

belief, "I believe children come wanting to learn," to her 

teaching meant Taylor had to change the focus in her 
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classroom. She said, "I couldn't see what was happening out 

there," and said the activity in her classroom couldn't be 

directed by her. Taylor attributed changes in her teaching 

to being able to see children and said of these changes, I 

don't think I trusted [children] as much ... I didn't see 

them as much. 

Seeing The Children 

Taylor made several references to how she had changed as 

a teacher both in presentations to colleagues and in our 

interviews. She sees children more now, and she has gained 

confidence in what she knows about children. She has what 

she describes as an interest in children and they know this. 

She takes time to leam about the children: 

When I spend time with them and I'm watching a lot, I 
feel like I kind of know what their reaction will be. I 
kind of know what they're interested in ... talking to 
them and listening to them and really hearing and its 
not easy because in the beginning of the year people, 
myself included, have a little front on them till you're 
really sure you're safe. Until you're real sure you're 
safe. It's like when you meet someone you're not really 
honest with them all the time. It's hard but you do 
niceties: How are you? I like your dress. Did you have 
a good time? It's part of getting to know each other 
just to start the conversation? 

Taylor can't say [she] get[s] to know every child really 

well but [she] can know what he's interested in and know what 

will appeal to him and what to bring in exactly, just by 

watching and seeing: 

One of the little boys I had this year [was] always down 
in the sand digging, down under. I never saw him up on 
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the bars and things. I mean he was always in the sand 
digging tunnels ... His main interest was digging holes, 
building little buildings, and bringing rocks in and 
things and during the year he spent all this time, a lot 
of time, making maps of his neighborhood and he was good 
... I brought in some more big maps out of National 
Geographic and I didn't push them toward him. I just 
had them around and a long time ago we had them back out 
and we had a neighborhood map that was plasticized and 
you drew on it and then we made a big map on a 
tablecloth and I was watching him.... It wasn't obvious. 
I didn't sit and watch him like this [stares] it was 
like catch his eyes, you drift over for just a few 
minutes a day and watch him. 

The spaces of time provided each day allow this kind of 

involvement for both Taylor and the children. These large 

blocks of time reduce the fragmentation common to many school 

days and allow children time to be engaged with materials and 

their own interests. This is time that Taylor uses to leam 

about children. By not scheduling special services during 

the weekly class trip to the retirement center, which I 

described earlier, she protected this time for the child who 

could have been pulled out for one-on-one instruction. In 

not permitting this disruption, Taylor prevented changes that 

would undermine this child's "capacity to predict, to 

understand, and in general to make sense of what [was] going 

on (Carini, 1982, p. 92). "In doing so, she kept intact what 

Carini (1982) describes as a "visible framework" (p. 92). 

The framework of the classroom is what allows Taylor to 

see the children. The rhythms of the activities are 

influenced by the materials which Taylor provides for 

children to use, the physical arrangement of the space in the 
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room, and the time that is given to children to speak and to 

listen to each other. Children's investigations and pursuit 

of their interests represent the core of the day. 

Planning a school day in response to children influences 

the activities and how the teacher, in this case Taylor, 

looks at children's work that emerges from those activities. 

If the activities were planned to accomplish particular 

objectives, such as those stated by the district (that is, 

achieving at least one year's growth in reading, math, and 

language), both the child and the activity would be seen in 

relation to the objective. Taylor provided an exaitple of 

this distinction in the first interview (INT, 7-1-92): 

One time this child had written this wonderful story but 
she had used a lot of real iit^roper grammar. She had 
grammatical errors, mechanical [errors] ... and it 
really upset the teacher a lot and I was just kind of 
sitting there listening to the class that was discussing 
this ... [The other] teacher was concerned about it 
because she wanted to change the child ... She wanted 
the child to realize that this was not proper, standard 
English ... but the thing was, I knew that child ... She 
meant to write it that way ... She's a strong child and 
she was playing with [the language]. 

Taylor saw the writing as an exanple of the child's intention 

to explore written language, and not as a reflection of what 

she didn't know. The child wrote the story that way because 

that's the way people talk and that was part of the story . . . 

she was experimenting with that (INT, 7-1-92) . 

Taylor collects and saves children's work so that both 

she and the children can see what they are doing and learning 

within this framework. She has two large, wooden storage 
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boxes, built by a volunteer, that hold tag board folders for 

each child. Varied kinds of writing, drawing, self-authored 

books, paintings, and art projects accuntulate in these 

folders during the time a child is in Taylor's classroom. 

(See Figure 9.) Saving the work and talking about it, she 

told one child [brings] up the importance of [the] work . . . 

[and] it's really important what you do. But not everybocfy 

does that, so you need to be able to talk about what you do 

and demonstrate it (OBS, 5-5-92); 

S: 
T: 

S 
T 
S 

T: 
S; 

Yeah umm. I still have to show my picture. 
Travis, it's really interesting but you need to 
tell them about it because you had to tell me. 
Can I see? 
Trav, you're going to have to tell them about it. 
Okay. It's stuff that they use and this is umm and 
this is umm when you ride a horse into battle this 
is what they wear on their head. And this is their 
shield and this is a flag and this is the sword and 
this is the dragon's wings. 
Dragon's wings? 
Yeah, and this is the dragon and this is uhh the 
uhh the thing that you put the sword in. 
It's just got all kinds of parts, doesn't it? 

Figure 9. Drawing by Travis, 11-20-92. 
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Providing children with the opportunity to see their 

work over a span of time let's children know that they're 

learning. Taylor explained this to one of the children when 

he was looking at his collection (OBS, 5-17-92): 

Well, you know, that's something you have to leam when 
you're younger, "lyier ... that's something you have to 
leam when you're yoxanger cause a lot of children when 
they start writing in journals they don't write back to 
people. They just start saying something else and as you 
get older you learn to do that. 

Taylor is purposefully showing the children how to 

communicate to their parents what they are learning through 

this process: 

Okay when we're having a conference with the parents. 
If the parents are sitting there and the child says, 
"Look here at what I did here in first grade. Look at 
what I did in third grade," what you're doing is 
developing a strong voice in talking about your own 
learning. And if you say, "Look what I learned" then 
the parents have to see what they've learned.,.. It's 
trying to help the parents look at a different way at 
what their children are doing. 

This learning to talk about what you are doing occurs 

regularly throughout the school year, and it is an end-of-

the-year tradition when children share these collections with 

small groups of their peers. 

When children shared these collections they were, 

through their talk, bringing their learning to a conscious 

. . . level ... to see exactly what they were doing. In 

addition to showing parents, classmates, and themselves what 

they had learned they also become the voice of what Taylor is 

doing. 'Talk is powerful, ' Taylor told me. If you can talk 
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about what you've done, it's pretty impressive. It shows 

you've learned and that you had something to do with [it] and 

that you know what you are talking about. 
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Chapter Five 

KNOWLEDGE OF CHILDREN AND HOW THEY LEARN 

The question that I investigated in this dissertation 

was, "How does one teacher describe the knowledge she has of 

children and how they leam?" Additionally, I wanted to know 

how this knowledge influenced Taylor's relationship with the 

children and their learning; and I wanted to know what the 

connection was between what she knew and how she taught. As 

my research progressed, I could see that Taylor's knowledge 

did indeed affect her relationship with the children and the 

organization of the classroom. The daily rhythm, books and 

stories, the use of time, the choices, and the talk stemmed 

from a source that was solid and unwavering. The presence of 

the patterns and activities I described were consistent. 

Variations came from particular circumstances, and changes 

always supported the children and the activities in which 

they were engaged. 

When I asked Taylor in our first interview to talk about 

teacher knowledge she said it was xmdefinahle (INT, 7-1-92) . 

She also said this research project made her think about 

things: I think you asking me these questions makes this 

broader and made them more often in my mind, made me think 

about them more. Taylor had never had to verbalize [what she 

knew about children]. She offered two reasons for this: The 

first. You don't sit around and verbalize what you're doing 
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about education unless you're giving a speech or something. 

The second reason she gave was that [teachers] are not asked. 

Although Taylor has developed a strong voice in talking 

about what she knows about children, she also said, I take it 

for granted other people will understand what I'm saying 

about children and they have no idea. Throughout our conver

sations, and the interviews, her remarks became clearer and 

more specific as she expressed to me what she knew. In our 

final interviews, Taylor stated the knowledge she has of 

children and how they leam as being part of who they are. 

Learning is inherent; Children are just natural learners. 

They just leam. They leam no matter what you do with them. 

They leam from just being around you, watching, doing, what 

comes natural to them. 

Taylor Knows She Knows 

Fenstermacher (1994) suggested that "the challenge for 

teacher knowledge research is not sinply one of showing us 

that teachers think, believe, or have opinions but that they 

know. And, even more important, that they know that they 

know" (p. 51). It was clear to me that Taylor had knowledge 

of children when she identified the time children had to pur

sue their interests in the classroom as play. The selection 

of this word over another, such as choosing time or free 

time, was a choice that Taylor referred to as "political." 

Taylor's choice of word focused on the value of what children 

do during play. Naming play for what it is to the children, 
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and consciously creating time and opportunity for it to 

develop was deliberate. It was also theoretical in that it 

was connected to what Taylor did with children in the 

classroom (LeCoitpte & Preissle, 1993) . 

The substance of the knowledge from which Taylor worked 

was about children and how they leam which Elkind (1993) 

identifies as "the basic material of education' (p. 61) . As 

Taylor put structures and processes into place that connected 

what she knew to how she taught children in the classroom, 

she thought about it and she wondered, Now, how'd I know how 

to say that? How did I come to know that? (INT, 7-1-92) . 

This study of Taylor provides an exaitple of how teachers 

develop their practice through the application of knowledge 

in the classroom (LeCompte & Preissle, 1993; Cochran-Smith & 

Lytle, 1993) . 

As interviewee, Taylor did not inadvertently identify 

knowledge of children. The final interviews are replete with 

exanples: I think ...; Children like to know . . .; I do think 

.. . / I always tell.. . / I'm not saying . ..; I have to .. . This 

knowledge was the core of what Taylor said people don't 

understand about what teachers do. The relationship between 

this knowledge and Taylor's teaching was a reasoned one. She 

described its relationship to her teaching when she asked 

herself 'what's my role if I believe children want to leam, 

and they do leam?" Her own answer was the classroom had to 

look open and have a lot of activity going on (DC/RW, 6-93) . 
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Taylor was clear in where she had learned about chil

dren: Most of what I know about children I guess I've gotten 

from my own children and from what I've observed over the 

years. She said almost immediately after this statement, 

that what she had learned eibout children effected her job and 

what she did in the classroom. When I asked her "What do you 

mean?" she responded first with what she knew about how 

children leam—in order to leam you have to experience it; 

and then with an example—there was a lot going on with the 

piling of those unifix cubes. 

At the beginning of the school year Taylor learned 

about children by observing. When I asked her "How do you 

know you know?' she related my question to what she knew 

about children's interests: When I spend time with them and 

I'm watching a lot, I feel like I know what their reaction 

will be. As I probed her about children's interests (Is that 

why the children's interests are so important to you?), she 

told me that children learn through [their] interests. She 

distinguished between what she learned about science through 

her light project and what she learned about children: I 

learned about children in the light thing.... J let go a 

little bit. What Taylor learned was that children were more 

interested in their own discoveries than in the ones she had 

made. 

As she looked at the excerpts from the transcripts, she 

would say "this one shows . .. "I was pointing out ..." 
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She said, 'I'm calling attention to' and then she proceeded 

to explain what she did in the room and why. When she was 

describing to me the iirportance of questions, she said of one 

of the excerpts, 'I put more work in here than I thought I 

did.' When she talked about the excerpt of the children 

talking about whether to line up by letters of the alphabet 

or by first name, she laughed and said, "J was a Taylor ... 

you remember those kinds of things.' 

In the sections that follow, I present what Taylor knows 

about children and how they leam by using italicized text 

within the on-going narrative that was drawn from research 

contexts in which Taylor and I continually renegotiated her 

knowledge of children (Briggs, 1986). This knowledge, that 

F. Smith (1975) referred to as inplicit, describes "a strong 

'intuitive' understanding of children's natural capacities 

and limitations" (p. 5). It was knowledge that directed 

Taylor's teaching and the choices that she made daily (Moyer, 

1986) . This is the knowledge that Taylor described when she 

began to see children. 

The Child I8 An Active Agent 

Taylor spoke as firmly about the children's responsibil

ity in the classroom as she did of her own. Children are 

responsible for their own learning, ... they have to work at 

it ... they have to think about it. It's their job to leam. 

She supports this by giving children choices and decisions 
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over what's going on. Children leam they don't have to like 

what [the teacher] like[s]. They can decide for themselves 

what th^ want to do while Taylor works to give them what she 

sees as the necessary social and academic skills. She 

referred to these as both talents and abilities: I have to 

give them that talent to do that ... I have to give them 

that ability to be able to do what [they] want to do to 

leam. For example, she said it is her job to help them to 

know how to look for the facts ., . help them to figure out 

things on their own. 

While children are figuring things out on their own, 

they leam to read and write. She recollected the group of 

eight- and nine-year-old boys I discussed earlier, who 

decided they wanted to read and stucfy the book Call It 

Courage as an exanple of how children figure things out for 

themselves. In order to understand the story, they kept 

journals. When they had questions they asked, because some 

things they didn't get but Taylor said that's what [she was] 

there for. The children made drawings of what was happening 

in the story in their journals, and they recorded their 

experiments from home of how long they could hold their 

breath under water. This was to Taylor a real journal 

because it was written for a real purpose, and it helped the 

children accorrplish what they set out to do. 

Although Taylor says children can pretty much do what 

they want in the room, these choices are possible because the 
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materials are provided, along with the time to work with 

them. At the beginning of the year she gets materials out a 

little at a time and that sense of structure lets them 

explore things without being interfered with ... It gives 

[children] a chance to leam about things, and it's an orga

nized way for [her] to get them to know where everything is 

in the room. She want[s] them to be able to have any kind of 

material they can to work with. 

Along with learning about the material resources in the 

room at the beginning of the school year, Taylor also tells 

the children what is expected of them so that they can decide 

when to get the work done to meet those requirements. They 

know everything they have to know at the beginning of the 

year because she tells them: The school district ... the 

superintendent and the assistant superintendent want you to 

know this. Now we have all year to work on it but you have 

to know it, and you have to be able to do it ... if they come 

and ask you. Taylor used an exaitple of being able to write a 

poem, which is a district expectation of all children: Some 

children will write fifty poems but some children want to 

write one poem and so that takes the pressure off ... I 

think, in that you know you have to do this. . . . Lela, in 

second grade, did everything the first two weeks and the rest 

of the year she had free.... She did it all really fast, then 

she wrote wonderful books of poetry all year long. 

Children need ... respect and to think they're a human 
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being and that they can leam and that they can do things. 

This sometimes means having a different point of view than 

the teacher, and to Taylor this was acceptable. In one of 

the classroom incidents that puzzled me, a student was 

telling his classmates about a book he was reading which told 

how Native Americans made their own musical instnaments. The 

subsequent conversation involved several children and Taylor 

(OBS, 4-3-92): 

S; Native Americans made their own musical instru
ments. They made the drum. Native Americans played 
their instruments for certain reasons. 

S: They prayed for spirits and asked spirits for other 
people. Musical instruments were important for 
Native Americans. There are Native Americans trying 
to get across here to get in somewhere, and one 
fell down there and he stabbed himself right here, 
and all that's blood. 

S#2: What was it? 
S: He fell down there the other two made it across. 
S#3: What is there? 
S: It's blood because he got stabbed. 
S#3: With what? 
S#2: A knife. 
S: A rock. 
S#3: Oh. 
S: A rock. 
S#2: Can you turn back to that page where the guy fell 

down and killed himself with a rock? 
S#3: Is that a waterfall he fell down? 
S: It's just like a ditch. 
S#2: Can you turn to the page with the umm, umm, tim 

tim. Timny tim. 
S: Tom tom. 
T: You mean Tom tom. 
S#2: I like how you make your design on the front. 
T: Did you know what a tom tom was? 
S#3: Yes 
T: I was asking Hector. Did you know ... they called 

... it's kind of a nick name for a drum. Tom tom. 
Did you get the joke that he did? 

S#3: Get it ... Tom Tom. The two guys are called Tom 
and the drum's a Tom tom. Get it? 

T; It was a joke. It's not a joke? 
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S: No, it wasn't a joke. 
T: It wasn't? 
S: No. 
T; Oh, is that why th^ called it a Tom torn? 
S: Yeah cause that's the nick name. Because both their 

names were Tom and they named it a Tom torn. 
S: It's true, well, the illustrations aren't but the 

book is. 
S#3: We know that. 
S: I looked it up from a book which is true. They call 

it non-fiction. 
S#4: He sort of did like an information silly stuff 

like (Book title, unclear) 
T: Oh he did, didn't he, that's right, he did. 

At the time this happened, Taylor had tried to correct the 

children's understanding of the name for the dmm-tom-tom-but 

children had their own reasons for why it was called a tom

tom (Two people in the book were named Tom). 

When I asked about this incident, Taylor said it was 

more inportant to her that they were figuring this out and 

that this was good conversation. It wasn't a joke to 

them.... They understood it from another level. This is an 

example of Taylor understanding where children are. She 

accepts inaccurate responses if they don't injure anybody or 

hurt somebody's feelings ... they have to figure things out. 

That's just what they wanted. They were very comfortable 

with this. It was inportant to her that she not interfere 

with the conversation. She was asking clarification of what 

they [were] thinking and her conversation [was] real meaning

less to this whole thing. She described this as real brain 

power, and said to me that "maybe they were right and we were 

wrong. " 
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Physical Involvement Is Important To Learning 

Taylor gave many examples of children involved with 

their whole bodies in their learning. When Taylor sees 

child[ren] get [their] whole body involved in what they're 

doing she is confident that's real learning that they remem

ber because children need to experience things with their 

whole body. The first illustration she gave me of this was 

of a group of children who were playing with unifix cubes and 

working on math: 

They had a chair, they climbed the chair, they were 
measuring the big tall closet in my room. So they had 
to stand up four kids there, stacking these unifix cubes 
against the cabinet to see how tall it was. I can't 
reach the top of it ... climbing to me is kind of natu
ral. Children do that kind of thing and they'd done it 
beforehand ... in order to leam you have to experience 
it and there was a lot going on with the piling of those 
unifix cxabes ... just the doing of it, the climbing up 
and doing it, and the working together and then they sat 
down and broke it into tens like we'd done. 

They may not remember when they are thirty years old that 

they climbed on a chair and did that but that experience 

stays with you. The physical involvement was iitportant in 

this activity but so was the children's initiation. It was 

something they really wanted to know. It wasn't something 

[Taylor] directed the children to do. 

Taylor is learning about the children when they are 

physically involved with their interests and questions. When 

she talked to me about the child who made maps and who liked 

to dig in the dirt on the playground, she said this was a 

child who had perplexed her. As she observed, she began to 
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see all that he was learning through digging his tunnels and 

roadways. When he began to do related work with classroom 

materials he had to have colored pencils, and Taylor showed 

him how to shade in order to create dimensions on the flat 

surface of paper. 

Science is an area that, according to Taylor, is avail

able to all children. When children got interested in learn

ing about moss everyone in the class could be part of it. 

She used the example of being able to pour things, and said 

that even younger children can do that: 

You can pour things when you're real little or when 
you're real old,... You might get a little better but 
it's not a significant inprovement.... You can do gross 
motor things with science and leam.... So all this 
activity with the moss, they let it dry up; they wrote 
it down. Even the smallest child could do it ... you 
just go and discover. You go and look. 

When you start watching about science, you start seeing, 

everybody does the best they can. This access to learning 

opportunities for all children was very important to Taylor. 

Children's Interests 

Children are able to act individually and with confi

dence in their ability because the learning that they do in 

the classroom centers around their interests (Carini, 1982). 

Taylor told me that children leam from their interests 

because the strongest learning comes from what you are inter

ested in. The experiences she remembers from her own learn

ing and the experiences children will remember are those in 
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which they were interested. She recollected a plane trip the 

children had planned to Puerto Rico, and referred again to 

the child who was the map maker. He learned to read and 

write through the labeling that he put on his maps. He 

labeled all the time ...That's how he would write. He was 

reading maps. 

When one child's grandmother was on a vacation cruise to 

Puerto Rico, the class followed her itinerary with maps and 

postcards that the grandmother mailed from each port. As 

their curiosity grew, they planned and carried out their own 

trip. The children constructed a large paper airplane with a 

cockpit, passenger seating, and baggage storage. They had to 

use passports that they made to travel into foreign coun

tries, and then they had to go through customs. Everybody 

had to open their luggage and explain the pieces they took 

and the cameras they made and the sunglasses. These are 

periods of time when Taylor observes and leams about the 

children. [She] watched James (a child who was diagnosed as 

having no language skills) as he explained his suitcase and 

everything in it to the children who were acting as customs 

agents. 

Children pursue their interests and through these inves

tigations they leam. Taylor called this research, saying 

that most people [who] are doing research in the real world 

are doing it in something they are really interested in. 

Children see Taylor pursuing her interests, and they think 



147 

research is something they can do. They may not follow 

[Taylor's] interests [but] ... they see the possibilities of 

looking for things. She thinks they may not know that in 

their minds, but they say to themselves, 'Well, now, what did 

she do here?' 

This brought up the story of learning about light again 

and the corresponding activities she had planned for the 

children: 

when I got involved with light and I toured the country 
looking for, looking at lighthouses.... I went out look
ing for stuff. I went to a library. I talked to the 
man that ran the lighthouse and I told them about it.... 
I think the light thing was a good lesson. 

Taylor had planned activities for the classroom around what 

she had learned about light, but the children did not seem 

interested. She later recoiinted this experience in a local 

publication:^ 

When school began I was ready. My lists of activities, 
materials, field trips, and resource people were ready. 
When the children arrived they were ready to be enlight
ened about light—I thought. We worked with shadows, 
prisms, bubbles, and mirrors. Our discussions were 
glowing with the words 'reflection, refraction, concave, 
and convex." We even created a shadow play. Some of 
the children became sufficiently "turned on" to work at 
home with flashlights. 

One day when Joe and Suzy were setting up the water 
table with bubbles, they noticed something on the 
ground.... I decided we should have a closer look. We 
formed an observation circle and everyone had a chance 
to discuss what we saw.... We began looking for moss 
everywhere.... The room began to fill with lichen-
covered rocks ... and I doused the light idea.... The 
mystery outside the backdoor of the classroom led them 
away from my contrived investigation. I planned and 

^ "... then the cooler dripped," , May/June 1992. 
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arranged the rrystery and surprise by shaping every 
activity and controlling their discoveries. The passion 
was mine, not theirs. 

When Taylor referred to this experience she said, 'I've had 

science activities come from that light thing that we never 

did but I enjoyed doing that and researching it and experi

menting at home. They got interested in the moss that year. 

I didn't know anything about moss. That was just as exciting 

to me when they brought up something new. In fact probably 

more so because I already knew the light stuff. I think it's 

a lot of fun to learn something new. " When children have 

found something that interests them, Taylor can tell because 

the whole tenor of the room changes. 

Talk, Experience, And Learning 

Talk is an integral part of the classroom activities and 

the relationships that children and adults have with one 

another. The children have learned to use talk to work out 

their activities together, to negotiate disagreements, and to 

critique and report their learning. They see adults having 

conversations in the classroom in their presence. They know 

the teachers attend meetings before and after school to talk 

about teaching, and sometimes there are meetings during the 

school day when substitute teachers are coordinated among 

classrooms. 

Taylor leams about the children's lives, and she makes 

connections to their experiences through talk. Some of this 
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talk takes place in a whole group activity. The children sit 

on the carpet in a circle when they are going to be talking 

to each other as well as to Taylor. When I watched the chil

dren talking about the books they had checked out after their 

trip to the library, I marveled at their attention to each 

other and at how still they sat for what seemed to me a long 

time. I was surprised when I noted that the activity had 

taken only 15 minutes, and that this included the settling-in 

time and getting everyone into a circle. 

Engaging children in talking about what they did was 

commonplace. It took place in the classroom in different 

ways throughout the day: Taylor was available to talk to 

children individually when they arrived in the morning; she 

talked with them about their activities throughout the day; 

they shared with each other as a group at least once a day; 

sometimes in the whole group Taylor would ask each child to 

tell the others what he or she was working on. Even when 

Taylor or Che aide read one-on-one with a child [they some

times had] more than one child there, just for the dialogue 

and the talking. This, she said, is where you start learning 

that you can talk with other people. 

Taylor describes much of this talk as people stuff. 

Children work out disagreements from the playground in a 

group. They used to call it comments and compliments and 

some people would say, 'Thank you for playing soccer, ' others 

'I didn't like it that you kicked me.' Some people would go 
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out of their way on the playground to be able to talk . . . 

[this] is just getting along with people and being able to 

stand up for yourself and being able to know that you do 

something like that with somebody. The recognition that is 

afforded children in an experience such as this one is iitpor-

tant to their learning. 

Whenever Taylor would go to talk to people about chil

dren they wanted [her] to take their stuff. .. . They wanted to 

know that there was value to it ... [and] to honor them. 

Taylor always asked the children for permission before she 

took sainples of their work with her to talk with other teach

ers . When she prepared descriptions of children for sharing 

with colleagues, she always checked with the child and the 

parents first. Courtesies were extended to children and to 

adults through talk. 

When the children gathered to listen to a story, they 

also did a considerable amount of talking. When Taylor read 

to them, she always encouraged them to ask questions if they 

did not understand what was happening in the story, and they 

always talked about the story when it was finished. While 

reading about King Arthur one day, she had described what an 

anvil was to the children. She drew a sketch on the nearby 

chart paper saying, 'It's shaped like this. The metal's real 

hot and then you take a hammer and you pound it and you can 

shape it while it's hot" (OBS, 5-5-92). Later in the story, 

one of the children called out that now he knew what that 



151 

was—an anvil was what Wiley Coyote dropped on Roadrvinner in 

the cartoons (OBS, 5-5-92). 

The Social Contexts Of Learning 

The description of the anvil was not what helped this 

one child understand what an anvil was; he understood through 

the connection he made with his personal experiences. 

Connections with experience and with others permeate the life 

of this classroom. Children leam to watch and keep [their] 

eyes open to what's going on ... like taking advantage of 

anybody digging ditches.... You know if you're on the play

ground and something is happening you know those kids are 

right there. They want to see what's going on. There's a 

world out there. It's not right here. You don't learn 

[about the world] from a page. Taylor thinks that what hap

pens in the classroom is what happens in life. 

This is acconplished by listening to the children, as in 

the above example, and by connecting children with each other 

through their interests; and through their interests and 

questions, connecting children to on-going classroom activ

ity. Sometimes children's questions connect school activi

ties to home. One day the children were talking with Taylor 

about why they were not allowed to write a section from a 

state test in cursive. The children saw the requirement to 

print as a reflection of their ability {OBS, 3-10-92) : 

S#l: Why couldn't it be umm. Why couldn't it be on umm, 
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Why couldn't it be in cursive? 
S#2: 'Cause you guys don't know cursive that much. 
T: Well, I don't think so. You know 'cause ... 
S#l: We'll check our cursive books... 
T: You know when I checked the junior-high tests like 

what you're taking, and the high-school ones. They 
printed them too. 

S#l: Why? 
T: Well, if you ever look on a, sometime if your 

mother or dad fills out a paper ... 
S; They do... 
T: It says "Please Print" because when people start to 

write cursive they write real fancy lots of times 
and you can't read it. 

dad's cursive looks like he's a doctor 
A doctor cursive? 
Yeah. 
Is that what your Mom says? 
Yeah, that's what ny dad does all the time. On his 
signature he does it. 

Taylor presented the possibility to the children that print

ing was best because it was easier for everyone to read. 

Taylor connects children and their activities to each 

other by referring to children as experts because usually 

they are an expert. They know more about [that topic] than 

the rest of the people in the room. The boy who made maps 

became the class expert on maps. [W]hen somebody would come 

and ask him about his map, they got a lecture about the map. 

People started coming to him and saying, 'How do I do this?' 

He became the map expert. That's how he connected with 

people. She calls attention to that so they rely on one 

another and respect one another's opinions on things. She 

likes somebody in the classroom to be the expert, but what is 

more important, what it actually does is bring up past events 

to connect ... with one another. This is like a memory. 
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Kind of like a scraphook. 

Making these connections is something that Taylor does 

purposefully- At the end of each month she and the children 

list the things that happened during the month that were 

important. And then [they] pull them out at the end of the 

year to have a whole year of all this history. In doing this 

she and the children are building a base of memories and his

tory in [their] class, and this makes those [experiences] 

more valuable. This historical context is often drawn upon 

to clarify understandings or to provide exaitples. 

Children also leam from the adults in the school-

Taylor and her colleagues. Children like to know what's 

going on, and Taylor keeps them informed about her own 

children, who are now adults, and about her activities that 

are related to the classroom. When she had been absent for 

several days in order to read grant proposals for the Arts 

Commission, she told the children about some of the grants 

and the people she met. She also asked them about their 

days with the substitute, wanting to know how everything 

had gone with them. She did this, she said, like you would 

do ... with a friend.... It's a respect between the child 

and the teacher. 

When the librarian brought in the draft of a letter 

about the Happy Valley festival that was to go home with 

the children for Taylor to proofread, Taylor read it to the 

children while Mrs. Adams listened. She read it to the 
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children because it helps [her] to see that they understand 

what's going on. Children need to be in on stuff that's 

going on at the school. It's like a family. You plan 

together. You do things together. You talk together. 

Everybody's in on it, and ... when they do see Mrs. Adams, 

this kind of thing establishes a bond with them. . . . They 

know she writes and that they critiqued what she did. 

This respect and the trust, interwoven throughout the 

family atmosphere, make the school setting analogous to that 

of home. Taylor says when the children watch conversations 

between herself and another teacher, they pick up on what you 

do and say. Children do not need to be kept out of these 

conversations. 

The children's social configurations are by choice and 

although some children choose to work alone, it is more often 

that children are working together with a friend or in a 

small group. Getting along with others is of such iirportance 

to Taylor that one day she and the teacher aide spent two 

days working closely with two children. They really stayed 

with them and talked about going into groups and activities 

and what they were doing and how it worked. [This] really 

helped (OBS, 10-26-92). 

Being part of the social milieu was also iirportant to 

the children. Tommy, who came into the class in rry second 

year of observations, was physically very large for his age; 

he was much taller than even the oldest children in the room. 
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He was reading when he came to school, but writing was not 

his thing. Taylor said that his bocfy would .. . get hard when 

he would write and that she thought the mechanics of even 

holding a pencil were difficult for him. Tommy was always 

trying to figure out the social aspects of things and inter

action with people was prime with him. His primary interest 

in the classroom was other people and how to get along with 

them. His best friend was a child of the same age who knew 

everything about getting along in a social place. Taylor 

said there was nothing [she] could teach him that he didn't 

know . . . but he could not figure out how to play. This was 

a child who needed to leam how people talk. How they do 

things. How they work things out. 

These descriptive statements about children and how they 

learn speak of the child as an active agent, the value of 

children's interests, the iitportance of physical involvement 

in learning, the relationship of talk and experience to 

learning, and the social contexts of learning. Taylor knows 

that children leam best through their personal responsibil

ity so she let them think about their work and figure it out. 

Taylor knows that children leam from their interests and 

through experience with their whole bodies so she provided 

space and materials. Taylor knows that children must have 

choices if they are to be responsible for their learning, and 

she respects their choices. She provided the certainty of 

time being available each day. Taylor knows that talk is a 
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vital link between her and the children and to the children 

with each other; she and the children talked. 

Taylor's knowledge of children and how they learn is 

consistent with the research literature for six- through 

nine-year-old children. Children at this age leam best in 

integrated learning situations. They do not need to distin

guish learning by subject area. Physical activity is iitpor-

tant to cognitive growth, and firsthand experiences are 

essential. Conversation helps children leam to communicate 

with others at the same time it helps them leam to reason. 

Social skills at this age build the foundation for social 

competence in later years. Even though there are general 

patterns to children's growth, each child is unique and 

different from all others (Bredekaitp, 1987; Kessler, 1992; 

Elkind, 1993; Barbour & Seefeldt, 1993). 
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Chapter Six 

CONCLUSIONS AND IMPLICATIONS 

purpose was to discover the specific ways one teacher 

describes and reveals her knowledge of children and how they 

learn. This analysis was presented in chapter 5. Because 

this is a case stuc^, the methods used must accomplish what 

Stake (1994) says is not "a finite report" but "sufficient 

descriptive narrative so that readers can vicariously experi

ence these happenings, and draw their own conclusions" (p. 

243). In this final chapter, I discuss the concept of valid

ity as it relates to this research. I then refer to outcomes 

which present themselves at the conclusion of this research. 

The Truthfulness Of The Study 

In qualitative research, the concept of validity is 

increasingly determined by what Smith (1989) refers to as the 

paradigm of the researcher. LeCompte and Preissle (1993) 

provide the following exanples: 

For postpositivists a valid stuc^ is one that demon
strates objectivity; it is unbiased, open, honest, pre
cise, and receptive to criticism, and it corresponds to 
some experience of reality. For constructivists a valid 
study is one that demonstrates solidarity; its results 
are based on and open to negotiation and dialogue within 
participant and research communities. For critical 
theory a valid study demonstrates emancipation; it 
reveals the distortions and limitations of ideologies, 
communication patterns, and social structures underlying 
everyday life. (p. 324-325) 
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Instead of defining rry research as belonging to a particular 

paradigm, such as those described, I see it as descriptive 

research that has interpreted data drawn from multiple con

texts; the classroom where Taylor and the children con

structed knowledge together (Cochran-Smith & Lytle, 1993); 

professional settings where Taylor engaged in dialogue with 

colleagues (Elbaz, 1991); and the interviews where Taylor and 

I constructed knowledge through an on-going process (Briggs, 

1986). 

research question focused on how this one teacher 

described her knowledge of children. To critique ity narra

tive and the analysis of the data, I asked the following 

questions: Was Taylor consistent in how she described knowl

edge of children, and their learning, and what she did in the 

classroom? Did I have repeated observations to support these 

statements? Did my presentation of the data fairly portray 

Taylor's knowledge? Finally, did this knowledge cohere to 

knowledge of children present in that particular literature? 

Taylor's teaching practices were consistent with what 

she said about children and their learning. She often stated 

to me that she had to "walk the talk." I purposely used 

italicized text to re-present how Taylor talked about chil

dren and their learning. This seemed an effective means of 

keeping Taylor's voice present in the narrative even though I 

did not design this study as participatory research (Lather, 

1991; Lave & Wenger, 1991). Presenting Taylor's voice in 
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this way restricted my interpretation so that the portrayal 

of the classroom and Taylor's knowledge of children and their 

learning is in her own words (Elbaz, 1991). The reader must 

decide if iiy presentation fairly portrayed this knowledge. 

Taylor's knowledge of children was consistent with the 

literature on human growth and development. Her statements 

about children are a close match not only to "experts" but 

also to reports about children by other teachers and 

researchers (Yonemura, 1986; McLean, 1991; Johnston, 1993). 

It became increasingly clear to me in my analysis that my own 

preference for ways of working with children influenced rry 

selection of Taylor. Even though I wanted to know about 

teacher knowledge of children, I stayed away from classrooms 

that were regimented and tightly controlled by what Dyson 

(1986) describes as the teacher's dance. Dyson theorizes 

that teachers who focus on the activity, rather than observa

tion and their own knowledge, limit what they are able to do 

with children. 

I evaluated the consistency of my findings by examining 

the data across each cycle to see if the themes that I iden

tified in the initial interview were present (witnessing, 

self-observation; evaluative stance; on-the-lookout; big, 

complex picture; and historical, gathering/revisiting per

spective) . These themes provided a means of identifying 

relationships (Polkinghome, 1995) when I began my analysis. 

They appeared to shape Taylor's view of teaching and how she 
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related her knowledge of children to me throughout each 

ensuing cycle of analysis. 

Taylor stated her knowledge of children in the form of 

self-observation: Most of what I know ... I've gotten from my 

own children and from what I've observed from children over 

the years. In the classroom, Taylor was always on the look

out as well as in an evaluative stance. She kept her anten

nae up and watch[ed] for every little thing because she main

tained what she described as a delicate balance between what 

the outside world expects children to learn and what children 

themselves want to learn. In doing this, Taylor kept an 

historical, gathering/revisiting perspective. She became the 

historian ... that help[ed] children see connections with 

things, a style of teaching that she defined as kind of like 

a scrapbook for building a base of memories and history. 

Teachers describe what they know in what Yinger (1987) 

refers to as large-scale, holistic units of thought. They 

develop what he calls a pattern language that "becomes a 

framework, a type of theory, and a means for organizing and 

representing the world" (p. 312). Taylor frequently referred 

to the bigger picture: telling children what they have to 

know at the beginning of the year; referring to what happens 

in the classroom [as] what happens in life. The big picture 

from which Taylor worked included what she thought her role 

was as a teacher: I have to ...; that's what I'm there 

for.... Her knowledge about children required that she teach 
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in particular ways. The evaluative stance, which she main

tained, gave the children's understanding precedence over her 

own. Teaching in this way was natural. It was a way of 

gathering and revisiting, which Taylor said she did not even 

have to think about because [it was] such a natural thing: 

... what's comfortable for me ... and comfortable for the 

kids is to be real natural. The natural rhythm of the class

room changed only for testing required by the school dis

trict. Even then, Taylor worked with small groups of 

children by arranging for the older children who were taking 

tests to work with her in another teacher's classroom. The 

younger children remained in their own classroom with a 

reading specialist. Before leaving, Taylor reminded them 

there were all kinds of art paper, that they could play 

games, and finish their books. It was up to them, but they 

must clean up when asked by the other teacher (OBS, 3-10-92). 

The knowledge of children that Taylor describes is much 

more likely to be prevalent in early childhood classrooms and 

programs (McLean, 1991) than in elementary settings. 

However, teachers interviewed by Ayers (1992b) say that the 

"kinds of things that make sense for young children—to be 

active, to explore, to feel safe and unafraid, to know that 

people care about them, to be understood and trusted—in fact 

make sense for all children" (p. 263). I hope this study 

will broaden the considerations of researchers studying 

teacher knowledge or at least help researchers understand, as 
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Lemke (1990) suggests, "what the consequences of making 

different choices may be" (p. 167). 

I purposefully chose not to identify Taylor's knowledge 

of children as practical knowledge or as formal knowledge, 

although I am fully aware of distinctions made between the 

two. The arguments distinguishing between them, as well as 

those qualifying the use of the word knowledge, would have 

detracted from both ity research question and the strength of 

Taylor's voice. Additionally, I chose not to elaborate on 

varied methods that I referred to in chapter 2 that 

researchers use to examine teacher knowledge. The question 

that interested me focused on the presence of children in the 

research on teacher knowledge. 

I stated two possible outcomes of this dissertation in 

the first chapter. In the sections that follow I discuss 

each of these alongside ny conclusions and the inplications 

from this study. The first was to describe Taylor's knowl

edge of children in such a way that the research community 

might reconsider the presence of children in conversations 

about teacher knowledge. The second outcome that I proposed 

was to recognize the many opportunities that exist for 

teachers to take part in conversations with those who are 

noted as researchers in education. 
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Knowledge Of Children 

In Research Conversations 

Carter (1990) indicated that the substance of teacher 

knowledge, "what teachers actually know or need to know about 

classrooms, content, and pedagogy and how that knowledge is 

organized" has received little attention (p. 307) . Volpe 

(1993) concluded in a recent study that pedagogical content 

knowledge might not be as iirportant to teachers as social and 

communicative aspects of teaching (p. 248). Each of these 

research reports suggests that what teachers know is now 

being considered more broadly than the early work in teacher 

knowledge which defined thought processes by describing sub

sequent actions of teachers (Clark & Peterson, 1986). 

This shift is encouraging, and this is a critical time, 

I think, for teachers to articulate what it is that deter

mines what they do and how they do it. Each of the movements 

describing teachers speaking out, which I identified in 

chapter 2, focused on how children leam and the subsequent 

importance for how teaching itself is structured. Teachers, 

however, do not determine the direction of research conversa

tions. Additionally, they have little control over regula

tory practices that directly influence the content and indi

rectly the methods of what is taught in schools. In order 

for teachers to take control of their practice they must, as 

Cherryholmes (1988) states, "be explicit not only about what 
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[they] do but also about what it is that structures what 

[they] do' (p.6). 

Through my research, I learned that knowledge of chil

dren and how they leam structured Taylor's teaching. 

Taylor's description of this knowledge is consistent with the 

research literature about children and their learning. But, 

as I pointed out in iry review of the literature, this partic

ular knowledge is not included in the research discussions of 

teacher knowledge. 

Although I think Taylor is an exceptional teacher, she 

is not an isolated example of this phenomenon. It would be 

unfortunate for all teachers if anyone were to assume that as 

a teacher Taylor is extraordinary (Elbaz, 1991) and a rare 

exception. There are many teachers at Happy Valley School 

who talk about what they do in the classroom and why. The 

talk at the school is more likely to focus on children and 

what they are doing than on subject matter. This is knowl

edge in its own terms; it is embedded in the culture of the 

school and the teacher (Elbaz, 1991). 

Stories of schools and the talk of teachers, which are 

written by or with teachers, focus on knowledge of children 

and how they leam. The descriptions early in this century 

by Pratt and Stanton (Pratt, 1948) described 'the uncharted 

land of childhood" (p. 57) and the workings of a school where 

children and their teachers acted on their own initiative (p. 

67). Most recently, schools and classrooms that describe 



165 

themselves as whole language (Bird, 1989; Whitmore & Crowell, 

1994; Wortman & Matlin, 1995) struggle to maintain places 

where the "educational program focus[es] on the development 

of the whole child" and "foundational skills for lifelong 

learning" (DC/Parent Student Handbook). 

The culture of Happy Valley School both encouraged and 

required teachers to attend to and reflect upon their knowl

edge of children. While I did not doubt that Taylor had 

knowledge of children, I did not know how this would become 

accessible to me as a researcher. Time and talk are the 

factors that I believe brought Taylor's knowledge forward. 

This time began with my observations in the classrooms, and 

it continued across a variety of professional experiences in 

which Taylor was voluntarily involved. In the activities 

outside the classroom, Taylor's knowledge of children was 

explicit. Although, Taylor said knowledge of children was 

not something she talked about unless she was giving a speech 

or something, she included it in her explanations to other 

teachers of how she taught. 

The influence of time and talk on the language used by 

teachers was docxomented by Munby and Russell (1989) when they 

examined the use of metaphor in the "character and develop

ment of professional knowledge" (p. 1). Linda, one of the 

teachers reported in this study, used the word "share" in 

describing her teaching. As the study progressed, the inter

viewer's observations showed that "Linda was not giving the 
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choices to the students in the way that Linda had said she 

was" (p. 4). When Linda read a transcript of an interview 

midway through the project, Linda herself recognized this: "I 

had been blind, there was one essential element missing: the 

thoughts and xinderstandings of the kids ... but I can't get 

over why I didn't see it before nowl That really threw me!" 

(p. 4). 

In subsequent interviews, Linda gave more attention to 

individual children, and she used more specific language, 

that is, the use of "talk" instead of "share" in how she 

described her interactions with the children. Munby and 

Russell identify this as a transition. The teacher's per

spective altered when she began to regard the interviewer as 

someone who had something worthwhile to offer professionally. 

This research and nv own suggest that educators 

(teachers and researchers) who come from varying experiences 

and perspectives cannot rely on habituated ways of talking 

and seeing (Cochran-Smith & Lytle, 1993, p. 98). I hear 

teachers say all the time that "they" (administrators and 

policy makers outside the classroom) do not xinderstand the 

language teachers speak. Perhaps this lack of understanding 

can be attributed to not appreciating the conplexities of 

each other's work and understanding each other's work places. 

Understanding each other's language, spoken or written, will 

come from what Taylor refers to as dialogue, and it has be 

worked at persistently. K. S. Goodman (1979) discussed the 
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researcher and the teacher and described "communication and 

interaction" as keys to bridging this gap (p. 151), 

Including Teachers In Research Conversations 

Volpe (1993) concluded her research on teachers' con

struction of knowledge with the suggestion that the prepara

tion of future teachers include structured "opportunities to 

review with teachers the ways that students are described, 

the language used and the assunptions under girding the talk 

and writing that comes from teachers coming to understand 

their students" (p. 269). This is of particular inportance 

because the language which teachers use to describe what they 

know is necessarily different from researchers (Elbaz, 1991, 

1993; Cochran-Smith & Lytle, 1993); and additionally, educa

tional research is an integral part of programs of study for 

teacher preparation. 

Talk, as it is used to layer experience and create 

common histories and language, cannot happen between teachers 

and researchers who remain cloistered in "invisible colleges" 

(Shulman, 1986). How might researchers, for exanple those in 

colleges of education, and teachers in elementary and 

secondary classrooms begin to talk together? Since the 

nature of teachers' work is confining, that is, they must be 

with students in the classroom on an almost daily basis-

researchers need to be in schools listening, observing, 

learning. 
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I believe most researchers enter a school or classroom 

for the purpose of conducting research that has particular 

objectives, but they ignore or are unaware of the collegial 

possibilities. I think researchers need to be in schools 

often enough to be recognized by at least some teachers and 

children. Parents in school communities will be more likely 

to appreciate the iirportance of what teachers do if they see 

this teaching being valued by researchers. When a researcher 

"knows" a school canpus, he or she will be cognizant of 

opportunities to listen to teachers. Researchers will be 

invited to participate on a collegial basis in activities of 

mutual interest. 

This may sound like adding yet one more responsibility 

to already busy professionals, but I think it is a matter of 

re-seeing how research in schools is conducted and how 

knowledge is reported. Language is the means by which the 

existing dichotomies between practical and formal knowledge, 

between researchers and teachers, are maintained and 

reproduced (K. S. Goodman, 1979; Popkewitz, 1991) . These are 

dichotomies that establish social relations (Popkewitz, 1991) 

and bestow power through which educators, teachers and 

researchers, assijme their identities (p. 14) . Elbaz (1991) 

suggested the research language be reexamined, but cautioned 

that it must not be turned into researchers' knowledge, 

"colonizing it, and thus silencing the voice of the teacher" 

(p. 11). 
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Research by teachers has gained in recognition in the 

last decade; however, it is still identified as teacher 

research as opposed to research (other research in education 

is not identified as researcher research). Shannon (1993) 

called attention to this disparity by pointing out that 

research by teachers is still not prevalent in research jour

nals, even in those journals read largely by teachers (for 

exairple, Lancniaae Arts and The Reading Teacher, publications 

of national professional associations). Volpe (1993) sug

gested that the collaboration presxiined in teacher research 

studies is still university research because much of what is 

recognized as teacher research is a result of university 

connections. 

Teachers have been persistent in their efforts to 

include children in research conversations throughout this 

century. Presently, many movements and efforts are attempt

ing to re-think and re-form both the relationships of 

teachers, researchers, and teacher educators as well as the 

content of research and teacher education. The coming-

together of teachers around particular beliefs and practices, 

such as those represented by whole language support groups, 

has revitalized on-going efforts of teachers to be heard. 

What continues to be problematic is whether or not what 

teachers say and what teachers know can be heard outside of 

the existing norms and commitments of our educational insti

tutions such as universities (Cherryholmes, 1988) . 



170 

I agree with Elbaz (1991) that we must be asking differ

ent questions of our research. But, in addition to those 

which she lists, which I quoted in chapter 2, I suggest we 

also begin asking questions about how children and youth are 

represented in our research. Were the children's opportuni

ties to act, to do, to leam made clear in the research? Did 

the research attend to the appropriateness of the learning 

task/s being examined, both in relation to the subject matter 

and the children being taught? Did the teacher have an 

opportianity to respond to conclusions made about the children 

and their learning in the research? 

It would be hopeful if all who worked with children and 

youth in schools were to keep in mind what Taylor told the 

parents and teachers at one of the site council meetings. 

She reminded them not to set a goal outside of what you see 

in children (TC, 3-23-93). If we are to approach this goal, 

we must look at classrooms from the view point of those who 

spend the most time there, and if we are to "see children," 

we must find ways to value the knowledge of teachers who work 

with children on a daily basis. 
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Appendix A 

THB RBSBARCH QUESTION 

When I began collecting data, my initial question was, 

"How is knowledge of children evident in the language used by 

the teacher?" I assumed I could identify words and phrases 

used by the teacher and then say, "This is what the teacher 

knows." I was puzzled at what I read in ity field notes of my 

first observations. I thought I knew how to describe 

strategies and techniques I saw being used by the teacher, 

but I did not know how to describe the teacher's knowledge of 

children cind their learning. 

As I continued to collect data, I realized that language 

conposed and described the knowledge I wanted to examine; 

however, language was not the substance of the knowledge. I 

believed it was this particular knowledge that informed the 

techniques and strategies used by Taylor. Once I realized 

this cuid understood that language shaped try question, I was 

able to give iry question more focus. 

This shaping role of language is apparent from the 

beginning of the study. It also influenced the setting I 

sought for this research. I think it is inportant that 

children be recognized for who they are as persons, and that 

they not be primarily thought of as recipients of instruction 

from the teacher. These were the same qualities I looked for 

in a teacher and observation site. 
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Appendix B 

INTERVIEWS 

Initial Interview: Wednesday, July 1, 1992 

T. was at the restaurant before I was and had us on 
the list for a table. We were seated almost 
immediately, T. moving to the booth side of our table at 
ny suggestion because she was going to look at books I 
had brought from CED. She had asked for math and I had 
also picked up a couple on science and one on the 
parent/teacher relationship. When she had called me 
back about lunch she said she had another grant to tell 
me about and it was one she had found that would provide 
funding for working with parents. As she skimmed 
through the math books she commented on how sinplistic 
many of them seemed and said they were mostly full of 
activities. Some she had already selected for the 
school to buy. 

She told me about the wildlife grant she had talked 
about earlier in the spring and said she had met with 
teachers from Happy Valley to get the writing process 
started. She told them she would help but that she 
wouldn't chair so someone would have to take over. J. 
R. and B. W. are going to chair the committee. They 
decided to write a grant requesting money for planning 
and developing the grant over a period of six months 
with other teachers and community agencies. They will 
include a secretary and consultants as needed. She was 
excited as she talked about creating mini-habitats in 
the ravine north of the school and said they also want 
to ask for the side of the mountain. There are no 
saguaro cactus on the southside which can be seen from 
the school and she wondered if it was because this was 
used as a playground by previous generations of Happy 
Valley children. 

I asked T. if she lived in this community and she 
said no but she felt stronger ties to this community as 
it was more open and like the midwestem one from which 
she had come. She would like to share some of the 
grants she has been learning about with the historical 
society as she thinks there are so many things they 
could do but says they lack vision. 

For the parent grant she would like to have a 
breakfast before school, have the children go to the 
playground with a substitute and then the parents come 
back to the room and observe and participate with their 
own children. She would like to involve the parents in 
writing this grant but says she will first get down 
things that she wants to accoirplish. She would cater 
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breakfast and she would like to have Pat Carini work 
some with the parents. 

We talked briefly of her children and she described 
herself as a "plodder" like two of her children but 
unlike her daughter. Later she said her eldest child 
was like her in some ways (they both had vision?). She 
talked a little of her principal and said how much she 
had learned from her. 

Recently she was part of the committee that 
interviewed candidates for the assistant principal 
opening. She talked about some of these and what she 
had seen as strengths. She liked her first choice 
because she seemed to care about what was important 
although she had no administrative experience. 

She was very excited about one of the new teachers 
coming to the school. M.V. was at another district 
school and had been her daughter's fourth grade teacher. 
She said P. was very hurt that people were leaving the 
school after she had spent so much money on the in-
service with Pat Carini for them. T. says she knows 
there will be another opening but the district has not 
yet opened the position to be filled. She said they 
would probably wait and start with huge classes. 

She had gotten very angry at maintenance men on the 
caii?)us for summer work when they talked about covering 
the windows for air conditioning. T.said she told them 
the teachers would never let them do that and the men 
then in talking with each other described teachers as 
picky. The anger was at these people being on the 
caitpus as strangers for short-term summer work and not 
respecting the people who work there all the time. 

She has been reading a lot of fiction, titles she 
gets at the grocery store. She said she had just read 
This Boy's Life and that was one of her favorite books. 
Maybe this was a reread. 

After we had eaten I asked T. to talk about teacher 
knowledge and on went the tape recorder. I asked her to 
begin by describing what she thought about as teacher 
knowledge. She thought it was interesting that it had 
come up at the institute as it was so indefinable. 
Because I was in her room she thought perhaps that was 
why she had thought more about it this year. She 
sometimes would say things and then think, "Now how'd I 
know to say that?" 
"How did I come to know that?" She didn't stop what she 
was doing but it passed through her mind and she was 
thinking about it more. 

She thinks people can teach a hundred years and 
never have what you need to know to teach; it depends on 
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where your focus is. This is why teachers have a hard 
time with people coming in from the outside cind 
observing as this takes the focus off the children. 
Teachers who are really working and teacher knowledge is 
foremost and you are really concentrating on what is 
going on right there 

Interview Transcript 

C. What do you think about as teacher knowledge, this 
being teacher knowledge, or ... 

T. Let's see ... you know at first I thought about 
it a lot 
(unclear 008-010) 

T. I think it's so undefinable at times, and I think 
that since you've been in this year I've thought 
more about it because sometimes I would say things 
in the classroom and I would think "Now, how'd I 
know how to say that?" Do you know what I'm 
saying? The way .. . how did I come to know that? 

I didn't stop but it passed through rry mind, 
more, it brought it more to the surface and even 
when you weren't there I was just thinking about 
it. I really think people can teach for a hundred 
years and never have what they need to know to 
teach. And I really think it's a lot on where your 
focus is. I really do, I think that's why 
teacher's have a hard time with people coming in 
from the outside and observing them because that 
takes the focus off the children and they begin 
worrying about themselves. But I think teachers 
that are really, that really ... ; it's not teacher 
knowledge, it's just looking at what's out there 
and what's going on. If a teacher's really 
working, and a teacher's knowledge is foremost, 
it's like ... when everything outside is not 
bothering you, and when you're really concentrating 
on what's going on right there in front of you and 
knowing. It activates everything you already know 
that's happened to you in the past, that's happened 
to you in the past—and it just all comes together. 
It's just like ... So many things can affect that 
and change what you're doing. I mean anybody 
coming in from the outside even if it's a child 
even if it's ...if it's just anything it can 
change that. I think it's just a culmination of 
the building of everything that you've experienced. 
I don't think it's exactly definable. 

C. Where does the comfort come, do you think, for you 
or where does the personal comfort come from not 
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changing the focus of what you're doing when 
someone or something else comes into the classroom? 
You know, a parent or a child (noise) ... being 
conscious of yourself. Where does that kind of 
comfort come from, I wonder? 

T Do you mean that I would move away from 
concentrating on what I was ... ? 

C. No, you didn't. You just said, you know, that when 
(other) people come in you feel that people would 
pull back from what they were focusing on or 
concentrating on—become more aware of themselves. 

T. Why do they do that? 
C. No. How do you manage to not do that? 
T. No, I do, do that. Especially if I don't know the 

people. If I don't know the people, I still have 
that thing that I'm not confident ... 

C. But remember those teachers that were in ... 
T. Oh, well I get ticked (laughs) from 

District. 
C. When they came in to observe? You didn't pay any 

attention to them. 
T. Yeah, although they were just walking through. I 

don't know. It's a general feeling. I think that 
probably what's happened in our school is we've had 
so many people through that it's gotten to be old 
hat. We might have done more of that in the 
beginning. But there are still people that come 
through that kind of worry me. I mean, if the 
superintendent of schools comes through and watches 
me, I pull back. P. walks in and it doesn't phase 
me. I mean, P. could be there like you would be 
there and write down every word I say, it just 
doesn't phase me. because well, too I think ... 
you know people that've been teachers who were 
really teachers. Who know what happens in 
schools, who know how teachers react and ... 
[unclear 054-056] say the right thing. 

C. I know what you mean, because I remember 
deliberately having to do it. 

T. Or, feeling like I had to do it. 
There are parents that come in the room that don't 
phase me and certain others who come in and it does 
phase me. I don't think that has anything to do 
with teacher knowledge, but maybe with what shows 
as teacher knowledge. What is evident. And it's 
real interesting, that the kids even know that. 
They really know when I'm doing that and when I'm 
not. They do. And they'll say something. They 
know. They know from me because ity head shakes 
when I get nervous. 
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C. Oh, really? I didn't pick up on that this year, 
maybe you never were nervous, or maybe I never saw 
you nervous. 

T. People that are around me a lot don't notice it as 
much as (unclear). Certain children, if they don't 
know you they will copy you, the head shake. But 
ny children will copy my head shaking because 
that's what I do. And so they are just with me on 
it. And they know the reasons, I always tell them 
why it starts shaking, when I'm nervous. But I 
noticed, too that, was it Tyler? He was talking to 
these children about something and he was reading 
out his book and his head was just going like this 
all the time. (laughs) And I know he was in his 
teaching mode. And it wasn't anything unusual, 
nobocfy was laughing, this is just what you do when 
you teach. Now I've produced a whole bionch of tics 
out there. (laughs) 

C. I think that's so hard to talk about. 
T. You know when people come in from the district, or 

the principal even, although I don't think P. does 
this, you see they were always coming to see how I 
was teaching, to see if I was teaching the way they 
thought I should teach. They're coming in and 
saying "What's this person doing?" I think P. does 
do that with some teachers there. She does go in 
to see what they're doing. 

C. But she probably has her reasons. 
T. Usually, if she ends up in iry classroom, she's got 

a different mission. She's passing through, or she 
wants to have a story to talk about in her next 
speech, or you know ...it's not to criticize, it's 
just to look, and approach a little bit. Maybe 
she'll push a little bit, I want you to work on 
this (unclear) But you know, that's a lot of power 
giving to teachers. It's you know. (unclear) I 
don't know. It's interesting to watch teachers, 
who are really and I've done this, when they 
really get involved and lose all track of time and 
you get going and you miss the bell for lunch then 
everyone starts screaming at you. But I've watched 
a lot of teachers do that, and it's just that they 
get so involved in the contact. And that occurs 
most often in writer's workshop. Everybody gets so 
involved. You can sit down with a child and work 
on a piece and the time goes just bang, because, I 
don't know what it is. But when writer's workshop 
is going really well, and everybody's busy, not 
necessarily writing, but everybody's involved with 
something—nobody in that room is looking at the 
clock. But when we're doing Math Their Way, 
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there's always a kid watching the clock. Maybe 
it's because we switch around a lot, there's more 
movement, mobility. But in writer's workshop; 
even in reading we don't lose track of time either, 
maybe it's because not all of them can read—but 
they all think they can write. 

C. Not Austin. Austin says "I can't write." 
T. (response unclear) He's drawing pictures, he's 

doing stories. But, uh, when they're all writing 
th^ get lost in it. And they even when we went on 
vacation, when there was a block of time when we 
weren't writing, we still did that, we got lost in 
it. It went fast. I think that's a lot because I 
love to write, don't you think? 

C. If you're enjoying it, of course, if you're having 
a good time. 

T. And I like what my children write. 
C. What is it you were talking about doing next year? 

Did it have something to do with time? 
T. Right. I ordered a sundial, I ordered a bunch of 

C. Was it with telling time? No. Just time. 
T. We'll relate some stories and everything. 
C. Because there was something in the paper not too 

long ago, it's in ny stack ... 
T. Well there's gonna be a megasecond this year. 

They're increasing, changing the clocks this year, 
moving them ahead a megasecond. All the clocks in 
the world are going to be moved ahead this year. 

Because the earth's slowing down, the tides 
make the earth slow down, and when the dinosaurs 
were on the earth ... I wrote down all these 
wonderful little facts ... an earth day was 
actually twenty-two hours long as coitpared to what 
it is today. And it will be twenty-six hours long 
a million years from now. Just that concept, I 
think, is really interesting. To figure that out. 
See, and that's what I'd like to work around. 
Time. Just "thought" kind of things. They do it 
by the rotation of the earth.... They said if they 
didn't do this, the sun wouldn't be directly 
overhead at noon. That's what they said! I 
thought that was so neat. And I was thinking what 
a thought-provoking question! (tape distortion and 
noise) 

I thought if I could get a big enough piece of 
cardboard, I could do that: the cycle/circle 
thing. It's going to have to take a big piece of 
paper, because you have to get 365 days on that 
thing, and to write on the little sections ...it 
will have to be a pretty massive size. I think I'm 
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going to buy four poster boards, and I can do it in 
my family room, I can make a big circle. But I 
want to be able to write in it. The one I saw had 
such little slots (writing space). I like the idea 
that They know it's a circle ... 

C. If you were to make it not so large? and then just 
number the days? and if you had a notebook you 
could put the sheets on the wall 

T. I could do that. I like the kids to be able to 
actually ... 

And I ordered a sundial. And Anno, you know 
Anno who writes all those books. Anno has a sxindial 
book that I saw at the public library. It's 
conplicated but I think I can do it with the kids. 
I asked B., you know she's looking for all these 
book collections, I asked her "Have you got 
Anno's?" We ought to have an author collection of 
Anno, because of all the mathematics in all those 
books. Mathematics or math principles are in all 
his books ... And I said, you know, we've got them 
in the library: we keep author's collections 
separate so that teachers can take them, pull them 
out, but Anno's is one we've gotta have. 

C. Did teachers help develop those? 
T. We turn in the names of authors we'd like to study. 
C. And then B. just sees that you get additional 

copies, and stuff like that? 
T. She orders a whole separate set and keeps them away 

from the children's hands, so the children have 
still got their own books, but you can just go and 
pull a whole set of this author and do an author 
study. 

C. That's great. 
T. Yeah, it is. It's really nice. And, we've got 

several genre collections, like poetry, and 
historical fiction. We've got sets, little sets, 
like the poetry section has like five different 
books, but there's ten books of each one. We were 
going to do more with that but ... 
T.I went with B., and J., we went to the public 
library and pulled a bunch of books about time, and 
one of the books I got on time was a calendar book, 
and it was calendars through the ages; B. took it 
away from me but it was really interesting—all the 
Mayan calendars, and the Egyptian calendars. She's 
going to order it for me, she promised. But it was 
an art book, the art in it, it was wonderful. It 
wasn't a children's book, but boy, the kids would 
love it. 

C & T.(dialogue about timelines, unclear) Carol 
describes a timeline she'd given to a teacher that 
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had all the Indian dates ... . T. said they had a 
coirputer program in the library that your own 
timeline. C. was talking about how she tried to 
make sense of time. 

T. There was another book in the public library, it 
was about the water cycle. And it fit in with time 
so well 

C. Of course, water and tides and time, it's all tied 
together ... 

T. It's all cycles. The whole thing is right there. 
So, I don't know, but I think, also, we'll probably 
work on (worms?) and stuff like that, too. 

? (unclear) 
T. I will. I've got a big book on worms and I've 

ordered the preserved worms to cut. I like that 
stuff too. 

C. No I like big, fat, healthy, earth worms. 
T. Well I thought I'd go to K-Mart to get some earth 

worms to put on their desk. But I want 'em to be 
c±)le to cut up some and the District has preserved 
worms to cut up. So I ordered some. 'Cause some of 
the kids will wanna cut 'em up. Some of 'em won't 
touch 'em. But anyway, it should be good. So 
we'll see what happens eind I still wanna see what 
continues over from last year. 

C. Oh yes. So how is the retreat coming, or is the 
retreat coming? 

T. I guess. 
C. You don't know if P. is going to have K, come and 

do anything? 
T. Well you know, I've been with P. but I have not 

been by myself with P. where I can ask her 
questions. 

BREAK IN TAPE AT 287 
Taylor asked Carol what she was looking at about 

teacher knowledge. 

C. I don't have any idea how I'm gonna figure it out. 
Except that I just think that teacher knowledge 
whatever it is, it's not instruction. And I think 
it's been talked about in terms of instruction and 
behavior. And I don't know if it's a matter of 
finding a different way to frame it. When I was at 
the library yesterday, I pulled a thing that was 
written last summer by this Canadian woman, umm and 
I just skimmed it and she's talking about the 
source of teacher knowledge as teacher stories. 
Which I thought was real interesting because her 
dissertation was with a high school teacher and I 
think it was about ten, twelve years ago. and she 
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called teacher knowledge "practical knowledge" and 
that she was building on some work of some other 
people and the term "practical knowledge" is 
Aristotelian, which I didn't know. But there's been 
a whole group of university people who've tied into 
research and stuff on practical knowledge, and it's 
bothered me because "practical knowledge" in this 
woman's dissertation I felt had gotten reduced to 
display of behaviors on the part of the teacher 
that were then categorized. Cognitive behaviors, 
social behaviors, and I don't like boxing things 
neatly. I don't know what I'm gonna do with it but 
I wanna find a way to work with it and a way that 
at least gives some sort of reason for leaving it 
open rather than trying to make it clean and 
studyable 'cause I don't know that it's studyable 
either. 

T. 'Cause it's not just mind, I mean it's more than 
mind. It's whole body. 
It's when to move, where, and how and the feel of 
it. When to smile and when to do this. 

C. That's right, it's when to get on your knees beside 
a kid and when to stay standing up. 

T. That's right. When to give 'em the distance. 
C. You bet. 

And really a child that really works the teacher 
knowledge is somebody like Austin. Because you have 
to know, I mean it's just like when we took this 
picture. There he was and he didn't wanna do that 
but you're working with him and trying to help him 
go forward and you gotta leam that you can' t do 
that. And that is not mind stuff. 

T. Well it's not mind stuff in the sense that it's 
something I go out there and leam from somebody 
else. 

C. No. 
T. And it's not mind stuff that you can set for any 

other child 'cause what you gotta do with one child 
you can't do with another. And I did say oh never, 
never, move in and write on somebody else's piece. 
And then I thought how can you say never, never, 
never, or always make them think that this makes 
sense you know ask if this makes sense with a 
little checklist you know. Well I know if I did 
that with certain kids, I'd never get another word 
out of 'em. You know and that's what I teachers 
learn that it's ... I think that's what they know 
and they only know that "stand up in front of the 
class" and doing direct teaching, you know. You 
have to be down with 'em. 
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C. It seems like that puts something artificial or 
something between you and the kids. I mean then you 
have that agenda to carry out and the person 
themselves is a secretary. 

T. I remember one talk about that with T.B. One time 
this child had written this wonderful story but she 
had used a lot of real improper grammar. She had 
grammar errors, mechanical grammar. And it 
really upset T.a lot and I was just kind of sitting 
there listening to the class that was discussing 
this, (unclear) That's her voice, leave her alone 
... blah, blah, blah. And I thought, ya know, 
T.really is really structured and she really is a 
fanatic about a lot of little things, but that 
child knows D., and I thought It's between those 
two people, ya know. I mean , I knew the child 
because I knew and nobocfy's ever gonna ... (?) ... 
on the child, I don't care what you say to her. If 
she didn't wanna change it, she wouldn't change it. 
But I kinda thought, you know, you cannot tell 
another teacher that. They have to know that, or 
not know it. I know, if I had said to D., because I 
know D., "well that's probably the way she thinks 
the people talk and that was part of the story. It 
was important for her to write it in that way and 
that language" and I could have told her that, but 
it wouldn't do any go because she didn't see it 
that way. The child wouldn't see it that way and 
for me to move in and tell somebody else to do 
that, I don't think that's ... that makes hard 
feelings sometimes. 

C. She couldn't even hear you probably, do you think? 
T. She wouldn't have brought it up. She was concerned 

about it but we were all bringing up piece of 
children's work and she was concerned about it 
because she wanted to change the child. And she 
wanted the child to realize that this was not 
proper ... ah what do you call that? 

C. Standard 
T. Standard yeah, it's not Standard English. But the 

thing was, I know that child and I know that child 
knew better. 

C. That it wasn't standard? 
T. Right, she meant to write it that way. She wanted 

to write it the way she thought ... (?), And I'm 
not saying either one of them were right or wrong I 
think the child was wrong but if you were going to 
the higher uppers and saying she was using the 
wrong English for this story. But I don't think it 
made any difference to this child. Ithink she was 
experimenting with that. She's a strong child and 
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she was playing with it and she you know, but I 
just don't think you can move in and tell teachers 
that all the time xanless they're really open to it 
and really it's not a class thing. I don't know. 

C. Class in terms of being a group thing? 
T. Well yeah, saying bring this in ... 
C. Yes. See some place, Taylor, you have come to know 

that about a child in terms of not saying, knowing 
that you can't change a child. 

T. Oh yeah 
C. So that kind of knowing ... that's what I'm trying 

T. That's an individual child though. That's an 
individual human being. Don't you think? There are 
certain kids that would do anything I said. If I 
said "Stand on your head and spit wooden nickels" 
they would think oh well, she's absolutely right 
... Isn't that right? 

C. Well I guess ... 
T. Well look at the fight I went through with Hugo 

this year, you know, "Trying to get that stupid 
story finished" and it became like a thing with 
me, "You're gonna finish this story" and he just 
kinda took it in stride, "Oh poor Mrs. Taylor." 

C. Yeah see and I wanna be able to try and describe 
that knowledge with what you know about children 
and what you know about language, because it seems 
seems like, if you're not going to focus on 
instruction you need to focus on the kids. 

T. That's the secret of the whole thing ... 
C. So, if you're gonna do that then what evidence, as 

much as I would like not to use that word, what is 
there that you can show, that you can use to 
illustrate the knowledge. Other than the kids. 

T. That's it. 
C. I had a lot of interviews from a project in Tucson, 

and there's this one teacher who kind of rambled 
her own personal story about what she was doing 
with the kids throughout explaining this 
instructional tape and I love it, because here it 
is there will be this line here and she'll talk 
about how she did things strictly a management 
instructional strategy kind of thing and then the 
story will continue and here's all of this, and the 
story will continue. And I thought "how incredible" 
Because, umm the story was there. I wasn't thinking 
of story until Pat started story. I had like read 
some of the stuff but wasn't thinking of story ... 
(unclear) 



183 

T.. You know I think that you will know that more of 
that continuity with children when we have three 
years. 

C. Oh gawd. 
T. I'm gonna know a lot more because I know that from 

having those kids two years. 
C. And think even though if you had a smaller group 

how much better, how much more you'd get to know. 
T. Oh yeah. But I was thinking about that group that 

was leaving, just the two years, how well we knew 
one another. And how we played one another, I mean 
we really played one another. You know, they knew 
how to play me. I knew how to play them. It was 
like an orchestra going on. You know but the same 
thing happened with them that happens with other 
children. I knew they were leaving. They knew they 
were leaving. And it's like, we almost fought! We 
were fighting. 

C. Yeah, because it makes it easier to go. 
D. You have to break ... 

But I saw lyler and I saw Hugo up on the 
playground ... 

EM) TAPE SIDE A 

BEGIN TAPE SIDE B 

T. Hugo and Tyler run for me and you know, we hug, and 
Bobby ... 'Hi'. 
(laugh) It was like "Oh you're still mine, I don't 
have to worry about you." So I went over and sat 
with them for a little bit, and he was ery tolerant 
of me. But it was like an end had come with Tyler 
and Hugo. 

C. Yeah. 
T. But it's the same exact kid. It is ... 
C. Yeah I can remember, one year I team taught with a 

woman who lives back in Minneapolis now, we had a 
three-four combo. I was the fourth and she was the 
third. And then the next year I went into fourth so 
I took a third of the kids, and it was so hard to 
leave; to choose a third and not choose the other 
two thirds but it was so great to look forward to 
seeing those kids again. And that was probably, 
absolutely the best school beginning I could ever 
remember because even though things weren't exactly 
the same there were things that were the same and 
those kids knew it, and it was like we settled 
right in and it was so wonderful. 

T. Well the beginning of this year was wonderful for 
me. E^/^erybody was. . 

C. Cause you had kids right? 
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T. Yeah, I had eight of 'em and they just slid in. The 
worst problem I had was that they were too strict 
with the other kids. And that was the hardest 
problem I had. 

C. I wonder if that'll happen next year. 
T. I don't know, if poor little kindergartners do, 

there'll be two groups of 'em. Right. There'll be 
second and third grade will be there. 

C. Oh that's right, that's right 
T Where the time before it was just third. They're 

not gonna have a chance. 
C. You don't have Hugo's sister, is that right? 
T. No, I don't. 

The only sister-brother team I think I'm gonna end 
up with is Owen's brother. I know she requested me. 
I know two others requested me and Pam talked 'em 
out of it. And the reasons for those is real 
interesting. Jenny Lee's one is because the 
sister's better than Jenny Lee in a lot of ways 
(unclear) and the same way with Louis. And I'm not 
against that. I really think they need to be strong 
on their own without both parents. They've had too 
many ...The parents have been hung up on their 
problems for too long and neither one of them 
wanted the brothers and sisters ... (unclear) ... 

C. Well when you've got combination classes that can 
be really scary for kids. 

T. But Owen, see Owen was moved into my class after 
the year started so they chose me. And then the 
mother and dad come and spent time with me and 
they still like me and the brother wants his 
brother to be in there. Now that's the perfect 
situation. Everything's okay. 

C. Owen will be third? 
T. Owen will be second. So I'll be having him two 

years. And they're red-headed and they're 
devils! I'm not gonna say it's gonna be easy. 

C. I know which one Owen is but I guess I don't ever 
see him as devilish. 

T. Oh Sneaky!! 
C. He is? 
T. Oh a sneaky devil. You'd never know it. 
C. Oh well that helps me. 
T. Sweet, sweet, sweet. That kind, you know. And his 

brother, you can Just see his brother and he are 
just hatching. But it'll be okay. 

C. Could you teach all summer? 
T. Oh, I'd love to teach year round! 
C. It's the only way. 

I always had such terrible withdrawals in the 
summer. 
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T. I sat home pretty much yesterday and I about lost 
iry mind. 
I am not good and it's like, I can work in a house 
so long. And then I an't get myself motivated to do 
it and then I just sit there. Like this. I'm like, 
well, what'11 I do I've got so much to do and yet I 
don't know what to do. Where as I walk in that 
school and I know exactly what place to go and what 
to file, what to do, what I should do right this 
minute and at home I just ...I guess ny interest 
just isn't there. 

C. Well you know, I'm able to do that down at CED. 
Just sit down. 

T. Well you did that for a long time too, right. 
C. Did what ? 
T. Worked at CED for awhile. 

END OF TAPE SIDE B 

END OF INTERVIEW 

Final Interview (Day One) : July 25, 1995 

T. Most of what I know about children I guess I've 
gotten from my own children and from what I've 
observed from children over the years. From what 
I've seen of children, children are just natural 
learners. They just leam. They leam no matter 
what you do with them. They leam from just being 
around you, watching, doing what comes natural to 
them. 

I think what rry job is then is to make lots of 
stuff available for school and I have to be careful 
sometimes because I have a tendency to be sarcastic 
and they leam that too. I mean they leam 
everything. It's not like I'm teaching it but 
they'll try out whatever I do. They'll do almost 
everything. I know that there's a lot of talk 
about children who are so damaged that they don't 
learn and I don't think that's true. I think that 
if ... .1 do think it's true that you have to have 
a safe atmosphere for them. I create the 
atmosphere to do things, and some of the things I 
know look a little crazy to people coming in from 
the outside but I think that children need to 
experience things. And I think that they need to 
experience it with their whole body experience 
things. 
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I can remeinber one time when P. came in to observe 
me [begins laughing]. I was sitting at a table and 
she was taking notes so she wanted to observe me 
direct teaching (before we got smart) and then and 
so I was working with this child doing math (I 
think probably) and behind me they were playing 
with unifix cuijes. and they had a chair, they 
climbed the chair, they were measuring the big tall 
closet in my room. So they had to stand up four 
kids there, stacking these unifix cxibes against the 
cabinet to see how tall it was. I can't reach the 
top of it. And I know she was panicked cause she 
thought they were going to be hurt and I don't 
think that way. So much they would be hurt. I 
thought that the children needed to do that. And I 
wasn't so worried about them being hurt, I mean 
very seldom are children hurt in the room unless 
they're pushed or shoved or doing something they 

climbing to me is kind of natural. Children 
do that kind of thing and they'd done it before 
hand. 

I just think kids just have to do those kinds of 
things. 

C. So when you say children are natural learners and 
you describe them standing on chairs to do the 
unifix cubes what does that mean? 

T. Well, I think in order to leam you have to 
experience it and there was a lot going on with the 
piling of those unifix ciibes. Not only the 
cooperative learning, and that you all had to work 
together as a team to get that thing cause if you 
tried to stack unifix cubes against the wall it 
doesn't matter that they connect they tend to kink 
and curl plus it was something they really wanted 
to know. It wasn't something I directed them to 
do, "Measure the cabinet." Now we had done 
measuring activities with lonifix cubes and other 
things before but it was something they wanted to 
do and I think there is a (and they were noisy) but 
just the doing of it, the climbing up and doing it, 
and the working together and then they sat down and 
broke it into tens like we'd done you know when I 
did direct teaching math but to me that was the 
extension, and the redoing, and the practicing. 
There's so many things in there. 
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When I see a child get his whole boc^ involved in 
what they're doing I think that's real learning 
that they remember. They may not remember when 
they are thirty years old that they climbed on a 
chair and did that but that experience stays with 
you. I think it just makes some kind of little 
alley in there that knows that if you can do this 
you can do this. It's just that if your whole 
body's involved I really believe that you leam so 
I just I think that's one reason educators say you 
can't learn on your bottom. You can leam on your 
bottom but you've gotta have your whole body 
involved when you're learning. 

If you watch children when you read a book or when 
you are talking to them about anything you can 
tell, not always with their whole body, but I can 
tell after I know a child, even if he's drawing on 
the floor, he's hearing me or knowing what's going 
on. Some children can be totally involved in 
something else. They can do two things at one time 
but when they, when they're involved themselves I 
think when they're actually doing something 
themselves the learning is deeper. I think it 
stays with you when they're actually physically 
involved I think it is. 

Dialoging is a real exception. That's the one 
direct teaching I do think that I do. 

C. What do you mean? 

T. When I read a story and we talk about the story. 
At the beginning of the year I can't hook em 
totally but toward the end of the year I can. It 
depends. If I'm reading a chapter book they can 
get totally hooked on it. I mean everybody. Not 
all chapter books work for every class and not all 
picture books work but in the beginning I do a lot 
of action books. Then you can get more into 
character development. 

C. What do you mean? Hook 'em into dialogue. 

T. Well a lot of them have a scene they thoroughly 
enjoy. I mean I love to read and I love to read 
the people and I really think that's a talent I 
have that when I read I can hook you into a book 
good and so I look for books that have really great 
language. I found one yesterday [laughs]. 
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C. What was it? 

T. White fish Bill and he's a sheriff in this town and 
we're going to do a play about it. I'm going to 
suggest it. White Fish Bill cleans up the town and 
the bad guys. It's a real western [continues 
laughing]. But the language I think in books is 
really important. I like the language and the 
pictures in the really good picture books. And I 
think that children do too when they leave my 
classroom. I think they really like books. 

C. What is it about the language? 

T. The sounds it makes and the connections you make. 

C. Connections how? 

T. Well see the thing I enjoyed most in this book, 
it's connections to your own experience but I liked 
most in this book it used all the language from 
almost every clich^ and cowboy western there ever 
was. Like the bank robber is going to rob the bank 
and the teller says "Take this money. I've still 
got my health.* And then he says and he does all 
these bad things to them and then he says, well 
that we're going to burn down your town and the 
school teacher says, "Don't bum down our town. We 
just had it painted." It's just silly stuff but 
it's the kind of things they've heard before and 
they can build on. 

But there are serious books too that I like. Dove 
Isabeau. I remember I haven't read it for a couple 
of years. Jane Yolen's book. They really leam 
about symbolism in that book (it's about a princess 
that turns into a dragon) they get a feeling about 
danger and they really start talking about 
symbolism. I know I've always heard they don't 
understand symbolism but I think that's wrong. 
They understand symbolism.... I don't think we 
expect enough of children as far as what they know 
about the world. I think they know a lot. 

[I asked Taylor to spell the title of the book for me.] 

T. I learn about children at the beginning of the year 
... just by observing ... 

C. How do you know you know? 
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T. Well, like when they finish my sentences they know 
me [laughs] ... and I finish their sentences I 
guess. I don't know. It's just that when I spend 
time with them and I'm watching a lot I feel like I 
kind of know what their reaction will be. I kind 
of know what they're interested in. Observation 
basically and talking to them and listening to them 
and really hearing and its not easy because in the 
beginning of the year people, iryself included, have 
a little front on them till you're really sure 
you're safe. Until you're real sure you're safe. 
It's like when you meet someone you're not really 
honest with them all the time. It's hard but you 
do niceties.How are you? I like your dress. Did 
you have a good time? It's part of getting to know 
each other, just to start the conversation. 

At the beginning of the year is when I do more 
writing about the kids to try and figure them out. 

C. You do that at school? 

T. Oh, at home. If someboc^ really perplexes me I can 
go back and I can tell you who it was you know a 
year later cause I'm just saturated with that 
child. You can't figure out what to do. I can't 
say I get to know every child really well but I can 
know what he's interested in and know what will 
appeal to him and what to bring in exactly, just by 
watching and seeing you know. Say outside. If 
he's down in the dirt digging holes. I can't talk 
about it without talking about a child. 

So. Okay. One of the little boys I had this year 
is always down in the sand digging, down under. I 
never saw him up on the bars and things. I mean he 
was always in the sand digging tunnels you know so 
they'd go under and when we'd run, he'd run but 
that wasn't his interest. His main interest was 
digging holes, building little buildings, and 
bringing rocks in and things and during the year he 
spent all this time a lot of time making maps of 
his neighborhood and he was good. This is a first 
grade child you know he did the overhead kinds of 
things but so I did several things. I brought in 
some more big maps out of National Geographic and I 
didn't push them toward him. I just had them 
around and a long time ago we had them back out and 
we had a neighborhood map that was plasticized and 
you drew on it and then we made a big map on a 
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tablecloth and I was watching him to see what and 
it wasn't obvious. I didn't set and watch him like 
this [stares] it was like catch his eyes, you drift 
over for just a few minutes a day and watch him and 
when his father came in I told him he had this 
talent for maps. And his father said he had made 
maps when he was a boy and that he still had them. 
By doing this the father went home and started 
encouraging him. 

So I think that's when you have to notice children 
is when they're doing things where maybe they're 
not around people all the time. They're kind of, I 
mean some people are interested in people but that 
child was trying to figure out how things would go. 
He was very withdrawn in a way but when you 
encourage the area they are interested in you see 
other things ... 

C. Is that why the children's interests are so 
important to you? 

T. Yah! You leam through your interests. You leam, 
to me, that's where your strongest learning is. I 
mean like you can do rote learning, I've done it 
all iry life but the things I remember are the 
things that I was interested in and I really and ny 
best learning was when, and in ny own children too, 
when the things stand out to the teacher that you 
remember best and you can tell everybody was having 
a good time you know that's where the best learning 
is. You know just like airplanes. One of the 
things I was watching on the video was that trip to 
Puerto Rico and you could tell that involvement was 
in it, and everyboc^ had to open their luggage and 
explain the pieces they took and the cameras they 
made and the sunglasses and I watched James and he 
explained his suitcase and you know this is a child 
who has no language skills [questioning tone in 
voice] and to create that atmosphere. 

It's real interesting to me just like we went into 
writing and everyboc^ had to write in their 
journals every day and I did it too but you know it 
was just ... some people don't like to write but at 
the same time I need to give them the opportunity 
to explore what they are really interested in. And 
writing is wonderful when that happens and it 
happens all the time. That little boy in first 
grade that did the maps. He labeled. He labeled 
all the time and he was labeling like crazy. And 
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he wouldn't ever talk in the class, he was really 
quiet. And then when somebody would come and ask 
him about his map they got a lecture about the map. 
Then people started coming to him and saying, "How 
do I do this?" He became the map expert. That's 
how he connected with people. That's how he would 
write. He was reading maps that I had down there 
for him. He wanted to know what this city ... . So 
I really think your strongest learning comes from 
what you are interested in. 

C. How do you do that Taylor? It' s not why but how 
do you do that? 

T. I look for stuff. I enjoy doing that. And okay I 
really when I get interested in something I burrow. 
Most of the time I'm like a hedgehog, most of the 
time I'm a fox. Like when I got involved with the 
light and I toured the country looking for, looking 
at lighthouses. But I think that they see that I 
do that and how excited I get and I think they 
think "I can do that too." They might not follow 
my interests you know like the light. They see the 
possibilities of looking for things. I don't think 
they know that in their minds but I think they say, 
"Well now what did she do here?" I went out 
looking for stuff. I went to a library. I talked 
to the man that ran the lighthouse and I told him 
about it. The thing is that they see that you can 
investigate. It's almost like how to research by 
talking about it and not just going to read a book. 
And I think they see that when I research 
something, it's something that's really 
interesting, something I really want to know. I 
think they are learning to research just from 
interests and most people that are doing research 
in the real world are doing it in something they 
are really interested in hopefully. But I don't 
think they've ever seen what's out there. What you 
can do. And it's fun to be a scientist. I think 
they see that I think it's fun. That its 
interesting. 

I think the light thing was a good lesson. I mean 
I've had science activities come from that light 
thing that we never did but I enjoyed doing that 
and researching it and experimenting at home ... 
and right now I'm making crystals and I'm doing 
rock stuff cause we had the environmental arts. 
I'll take it down if no one wants to do it but me. 
That doesn't bother me. They got interested in the 
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moss that year. I didn't know anything about moss. 
That was just as exciting to me when they brought 
up something new. In fact probably more so because 
I already knew the light stuff. And I think it's a 
lot of fun to leam something new. 

C. Do you always come back and talk about things 
like the light? 

T. No, not really but I learned a lot from the light 
thing I mean I learned about children in the light 
thing. 

C. What did you learn about children? 

T. Well at that time I was really interested in 
science and about science learning and I was 
reading this stuff and so probably that's why it 
sticks in ny mind cause a lot of things clicked 
from that time. 

C. A lot of things clicked for you. 

TAPE, SIDE 2 

T. I could just see somebody coming in, because we've 
had people come in and say well when do you start 
teaching? 

C. Visitors? 
Yah, visitors. Or do you do anything educational? 
When do you start the activities and things like 
that. But that freeing up of that time and 
actually it goes on most of the day now, what other 
people would see. It's more time effective. I 
don't know what the time people would call it. 
Efficiency experts. It' more time efficient than 
teaching the other way because 

C. What you're doing is? 

T. Yah, it is. Because they come in, they pretty much 
do what they want. I mean as far as checkers, they 
have a story to finish, they're practicing being 
teachers and they're reading a book, they're 
coloring, whatever they're doing. I can go and I 
can get one or two children and sit and talk to 
them individually or move in on their project and 
look at what they're doing and do a lesson right 
there. Whereas if you do the whole class or even a 
group, and I do group stuff, but bring them up, 
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you're spending a lot of time. You're all busy 
organizing and reorganizing an unnatural structure, 
right, to bring them up to do something. So you're 
wasting a lot of time. Somebody has to go to the 
bathroom. Somebody has to sharpen their pencil. 
Whereas if I move in. Okay I'm just going to stay 
with the map drawer because he's interesting and 
I'll be interested in him next year too. He would 
come in and I would just move in and we'd start 
talking about the map and he'd ask me how to spell 
a word and you go through your natural teaching 
stuff, you know just your natural going on or if it 
was something I wanted to find out I would just ask 
him. Where's the mountain? Just that back and 
forth between you and one child or maybe two 
children I think teaches more than standing up and 
saying, "Okay let's find all your a's " If he has 
a problem with structure they have them right 
there. It's one on one. I don't know just what it 
is, it's a back and forth not just between me and 
the child, it gives you more time, it gives you 
more time to touch cause usually when you're 
working with one child you're touching them 
somewhere, you have your hand on their shoulder; it 
gives them a chance to touch you; and there's 
something that makes that more safe; it reduces the 
anxiety, it relaxes you and gives you time to get 
to know each other and you know even in large group 
and it builds that shared history that is so 
inportant in multi-age. I still have children who 
will come back to me, "Remember when you read that 
in that book. I was trying to tell her that this 
is what that book said. You go up there and you 
tell her." So I went to Deirdre and told her what 
that book said. [laughing as she tells this] She 
says, "Okay I give up." But if you're doing whole 
class teaching there is not a way it's going to 
happen. I mean you can walk around the room and 
touch children on the shoulders but it's not the 
same feeling. 

I notice there are rocking chairs in classrooms 
everywhere, do you notice that? They're all over 
every place. But there's that feeling of home. It 
just makes for closer connections. I just don't 
understand how they could put people, sweet little 
children in a classroom, icky classroom, and I 
think that most teachers who are worth their salt, 
even if they have to teach from workbooks in 
kindergarten. You'll notice that they'll have 
little things around or something that makes it 
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more child friendly. Not just what the outside 
forces say you should. Every teacher I know brings 
in their own touches into the classroom. They are 
very seldom sterile. 

C. You were talking about play and you said that 
play you used to describe as being the first hour. 

T. I named it play in the beginning because it was very 
political to name it play cause I wanted to say 
that. But even though I label it play, it's not 
play like other people think of play. It will go 
on, the only time it stops, especially this year, 
is when I read a book or we're going on a trip or 
if I have a story I want to tell. If I want to 
expound on something like ... Then we have usually 
every day there is conflict and some children 
thrive on conflict on the playground. I mean I 
think it's with us forever, it's just people stuff. 
And they love to work it. They come in after the 
playground and they sit in a big circle and then we 
tried to change it. We called it Comments and 
Corrpliments and some people would say, "Thank you 
for playing soccer," but some people have to work 
everything out through this kind of thing. The 
rule was you couldn't tell anybocfy, you had to talk 
to the person, "I didn't like it that you kicked 
me." Some people would go out of their way on the 
playground to be able to talk. It was a way of 
talking and I do think this sort of thing is 
learning too. I think it's just getting along with 
people and being able to stand up for yourself and 
being able to know that you do something like that 
with somebody. So those were group things. 

At the beginning of the year I'm really so 
structured. When they first come in the room, 
people who had already been there knew where things 
were but during the day at the beginning of the 
year, I get materials out a little at a time and 
say okay you're going to have a half hour. I do 
not let them take materials out. For some reason 
that sense of structure lets them explore things 
without being interfered with. So I am structured. 
People don't think that I ever am but I do. I do 
it for a couple of weeks. Then we just get 
everything out. This is where the unifix cubes go. 
It gives them a chance to leam about things and 
it's an organized way for me to get them to know 
where everything is in the room. I do organize. I 
want them to be able to have any kind of material 
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they can to work with. The map maker, he had to 
have colored pencils. And I showed him how you 
could shade. If you want to hang something or you 
need to know where the tape is. I do introduce 
materials and they know where they are so they can 
have access to whatever they need. I really think 
primary grades are for [exploring] . It just makes 
it available to them to explore. It opens up such 
possibilities. Some of them don't have materials. 

[I can't understand much of this. A conversation 
^out paste and mixing it and the little jars it 
used to come in.] 

It's that whole bo(ty thing ... using all kinds of 
material and doing all kinds of things. Remember 
Sara and the wonderful paper things she made. 
[hard to understand all that she is saying here 
about Sara] 

That' s why when they tore down those trees and they 
built those buildings in the back we went out 
almost every day. I think that that's what it is. 
They need to know to watch and keep your eyes open 
to what's going on around you like taking advantage 
of anybody digging ditches, kids are going to look 
at ditches anyway. Go be with them ... no matter 
what is going on ... they want to see what they're 
doing. I just think that is so iirportant. 

You know if you're on the playground and something 
is happening you know those kids are right there. 
They want to see what's going on. There's a world 
out there; it's not right here. You don't learn it 
from a page. When you're a child, print's not 
readily accessible to everybody. They can't read 
well enough but everything they experience you 
bring back. So they're unloading a truck. Someday 
you might read a story and they will be unloading 
a truck. You watch people you can feel how heavy 
the package is. It's just experiencing it. It's 
getting the whole body involved in doing it. 
That's it. I'm prattling. 

The things that I would do they would consider 
extended [play at Taylor's previous school]. 

[Tells the story of the play and the car with 
headlights being the spots.] People thought it was 
cute. I didn't think it was cute. Those kids wrote 
something for a purpose. It was important.. The 
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parent's came dressed. The librarian used her 
headlights for the spots. It's fun but those 
children took on the whole act that this was really 
important, this was their work to do. 

Final Tntervlew fPav "Pwo^ ; July 26. 

The interview began with Taylor choosing which group of 
excerpts to begin with. 

C. I'm just looking at ways to try to get you talk 
about the kinds of things you're talking about ... 

GROUP - CQNNECTIONS 

T. I wonder which one makes more sense to start with. 
Okay. I guess we can start with connections. I 
remember, I remember this one. 

PAGE 4 (3-10-92,#8, E3) 

S. I got stitches 
T. There's Adam, let's see, come here. 
S#l. Can I seel Oooh(gross) 
T. See, It wasn't as bad as you thought it 

was going to be, was it. 
Now you're the expert. Adam ... now 
you're the expert on stitches right? 

S. I got my stitches last week. 

T. I remember the stitches. I remember when 
everybocfy was getting hurt I think at that 
time or something. There was a big deal over 
stitches. Now and what I think, I'm just 
guessing what I was doing there. I don't know 
what I was thinking at that time exactly. 

C. It doesn't matter the event specifically. You do 
it all the time. 

T. Yah. 

C. You did it yesterday when you were talking about 
tunnels. 

T. Okay. Well, I think the connection, I think that's 
a style of teaching. I mean I think it's a thing 
of teaching. Where actually the teacher is the 
historian that kind of makes, helps children see 
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historian that kind of makes, helps children see 
connections with things. So you know ... but it 
serves a lot of other purposes too. Like with Adam 
being the expert. I like somebody in the classroom 
to be the expert. But what it actually does is 
bring up past events to connect to just connecting 
people with one another, events with one another, 
just kind of like memory. Kind of like a 
scrapbook. I guess. Remember that. And pretty 
soon children start doing it. Remember when this 
was ... . Remember when they did this thing. And 
I do it even more purposefully now that you ... . 
At the end of each month we just list the things 
that happened during the month that were inportant. 
And then we pull them out at the end of the year 
and then we have a whole year of all this history 
that ... I don't know who said it but I think if 
you bring things to a vocal level it makes more of 
an impact. You know when you bring things up to a 
verbal level I guess I want to say and talk about 
them you're building a base of memories and history 
in your class. It makes things more valuable I 
think when you value them. I can remember the year 
they tore the school up. 

C. You mean when they built that addition? 

T. When they built the addition. In the beginning of 
the fall we had to have cold lunches. That was 
first on our list. You know. We had cold lunches 
all this month. Cold sandwiches. Top of the list. 
That's life. That's what's important. And ah 
let's see. 

This one's about Sunny Snelling. I know we did a 
lot of talk about S. S.. 

PAGE 1 (4-23-92,#1,E3) 

T. Mr. S. will be back. So it will be hard, but I 
don't think it's going to be impossible 
because they will be from Happy Valley and 
they know the kind of things we're interested 
in, you know. Okay, let's see, what else. Oh, 
the other thing is that I talked to the dance 
lady yesterday, Mrs. P., she was speaking at 
the same place I was ... Anna could put that 
down please for a while, Anna ... thank you 
...And I said "do you know what we're doing, 
we're doing a dance about the desert mission 
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burning down" and well, you know how she is 
she said "oh well ... • she said 

I think this one shows that I talk a lot about 
conversation with children like an adult. You 
know. Well remember when ... you would do that with 
a friend. We do a lot of that kind of talk in our 
room. 

C. What do you mean with children like an adult? 

T. Well, let's see. I can't think of an example. I 
guess I can think it's just general. It's a 
respect between the child and the teacher that you 
treat them ... I don't treat them like they're 
babies. I treat them that they can reach almost 
any subject that the district and the parents will 
allow and talk about it. So you know ... and I 
think that talk is primarily iirportant. And so I 
will say, when I go in I'll talk to them about what 
happened at home, what Missy said, what the other 
teacher when she comes in to talk to me, what that 
was about (unless it's secret). I don't like .... 
Children like to know what's going on and I like to 
tell them what's going on. So this one is a 
conversation I guess about S. S. and about what 
Mrs. W. and I are going to do. 

PAGE 2 (4-23-92,#2, E3) 

T. Thank you. We have to remember to get 
that map. 

S. How'd you find that out? 
T. She was here helping with Field Day and 

she was taking equipment out of the P.E. 
Room and in the P.E. storage room she 
found this large original map of the 
school and I can't get to it until they 
strip out the P.E. Room. So I'm going to 
have to ... Mrs. W. and I are going to 
strip the room out so we can get the map 
so we have our display. Oh, that's one 
other thing I forgot to tell you. I took 
a display down of the pictures from last 
year, and I put them up this morning into 
the cafeteria so when you pass by you'll 
be able to see 'em. I put the two posters 
you made from last year up there and also 
the program from last year. All right, 
next thing. How 'bout now? Kyle? Uhh 
tonight Kyle and R. are going to be 
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speaking at the School Board about our 
project with the Lodge. So he would like 
to practice what he's going to say. I 
have R.'s speech. 

T. And I know B. does that too. We talk about, "Well 
Mrs. Taylor and I are going to go do this today and 
we're going to look for this." And the children 
will come up and say, "Do you suppose Mrs. W. has 
this yet?" And I'll say, "Well go find out." Then 
they'll go there and find out. And she'll send 
kids down to me to find out. And it's like ... .it 
is like a home where I could send to the neighbor 
for a cup of sugar. It really is a back and forth 
that's easy. It happens with L.. It happens at 
our school with a lot of the teachers. It's just a 
real relaxed thing that we trust. It isn't an 
interruption when a child comes in. It's usually, 
it's important you know. And when J. comes in or 
B. comes in the room there's also kids standing 
between us looking back and forth at our 
conversation. You know trying to listen in on us. 
They don't have to be kept out. It's just 
generally school stuff, some personal stuff, but I 
think it's just ... I do think children pick up 
what you do and say and I think that you're 
modeling for them in a way, how you treat people, 
the way you act with people. I think they see it. 

Did you see, in the morning there was or maybe it 
was last night on the there was a man 
talking about technology and society and how we are 
giving up so much. It's become technologically 
centered. He said, "I always thought school was 
about social learning and getting along with groups 
and here we're separate ... " And I thought why 
not honey? I should have written his name down. I 
got into it halfway. He wasn't saying it was bad. 
He was just posing questions that people better 
start thinking about. Maybe it's not true that 
we're becoming a global village because we're 
becoming more territorial. He was real good.... I 
agree with him. I think the technology is very 
functional in our room but the real important stuff 
that goes on is the social stuff between the 
people. I agree with Ralph. You've got to get 
your room socially going or boy you just give it 
up. You spend your whole life doing battle. If 
not everybody's working together in that room, and 
not everybody's going to work together all the 
time, but I mean that basis of trust and safety 
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that you can do what you want is really important. 
And somebody's going to respect your opinion. You 
know. So connections. I better get back on the 
track. 

Oh, this is when Kyle gave his speech to the school 
board. They were really good. And the interesting 
thing about that when they went over there R. took 
Kyle in and sat in the office with him for an hour 
and they just worked on their speech and they 
really did a nice job. They were really firm with 
that school board. They did a good job. 

PAGE 3 (4-23-92,#4, E2) 
T. Well, he's got all day to practice. You can 

practice to. 
S. Did you want any eye contact? 
T. What else. Do you all have any ... good 

speech right? 
S. Yeah 
T. Do you have any suggestions for him? 
S. No. 
S. He uses too low of a voice. 
T. Louder? You could practice outside and just 

really The secret when I talk, when I talk in 
front of people. It sounds like yelling in my 
ears. I mean it sounds like IT SOUNDS LIKE 
THIS TO ME WHEN I TALK TO A CROWD. That's how 
it sounds in ny ears. I know it does. It 
sounds really funny. 

S. Kyle. Kyle, do you watch the news reporters 
on a from the newes? They look down and then 
they read a few sentences and then they look 
up, and they start saying them. I think 
that's what you should be doing so you can 
have more eye contact. 

S. But it takes longer for him to do that. 
Grown-ups do it faster. They can read faster. 
Like I said before. I think you should have 
more eye contact. 

C. Now who's R.? 

T. McK. from the Lodge. The director. 

C. Well his name is in stuff but I couldn't... 

T. He's the head of the Lodge and he went to tell 
about our intergeneration group and what we were 
doing so that's who R. is. 
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Oh, this is when I always tell them what I do in 
Vermont. I always tell them everything I do in the 
summer. 

PAGE 3 (5-27-92,#5,E3) 

T. Well, you know what we did with some of 
your stories? I typed them out the way 
you typed 'em and then we typed 'em out 
the way when we fixed it. You understand. 
So I could see how you did it in the 
conputer and I took that up to Vermont I 
took to Vermont the written version, the 
typed version they typed and then the 
corrected version so we could look at all 
three and see what happens. 

S. Mrs. Taylor when you took my stuff to 
Vermont did you take the funny 
Pumpkin one? 

T. No, I took ... 
S. You can see how I typed ... 
T. Do you wanna take yours back there. All 

right Hugo, you're on ... 
S. Go Hugo. 
S. Mrs. Taylor I wish I did the Hermit crab 

one last year so the teachers in Vermont 
could see that. 
{134-152 Unclear dialogue from students) 

T. Are you amazed at your writing 
S. I'm embarrassed. 

(Laugh) 
T. Hugo, It would be awful if you weren't 

because that would mean you were still 
writing the same way now that you were 
writing then. Right? 

T. They were interested in ... this is where, I 
remember Jared always wanted me to take all his 
stuff. Everybody wanted me to take their stuff to 
Vermont when I'd go to Vermont. Whenever I'd go to 
talk to people about children they wanted me to 
take their stuff. 

C. Why? 

T. They just wanted it out there for people ... they 
wanted to know that there was value to it I think. 
They do. They like that. They want people to see 
their things. To honor them I guess. This right 
here even though you don't have it. It's Jared. 
"I wish I did the hermit crab one last year so the 
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teachers in Vermont could see..." That's 
absolutely Jared. Absolutely Jared. I mean he 
still comes down and talks to me about that story 
because we sent it in to a contest which he didn't 
win. And his mother wanted it printed up. I mean 
we went through all kinds of stuff. And he was a 
nice boy but he still says he's going to write it 
up and sxibmit it later. 

C. Isn't that great. He'll probably be have some book 
out on hermit crabs when he's thirty-nine. 

T. Right. He'll do something. You will hear from 
him. I'll swear you will hear from him. 

Ah, this is where we were talking about it too with 
Hugo and it probably was his first and second grade 
stuff, when we were going over stuff and he was 
laughing about his work. 

PAGE 4 (5-27-92,#6,El) 

T. He did this ... hold it up so she can 
take a picture ... he did this in first 
grade. 

S. Let me see. 
S. Show me. 
S. Oh I remember that. 
T. I'd like to ask. Hugo did you have a 

picture you drew that from or where did 
you get the idea for that? 

S. It was in the Bible book. 
T. Oh out of a Bible book. I wondered where 

you got that idea. 
What are they looking at? 

S. They're looking at the new world. 
T. Oh the new world. 

Was it from the Spanish book or the 
English? 

S. Both. 
T. From both versions 
S. It's Adam and Eve. 
T. Ah ha, now I get it. 

T. And we were talking about how it had changed. 
That's the best thing about those collections, that 
they go back three years to what they did in first 
grade, or second grade, or kindergarten, and they 
see their own learning and can talk about it. See 
with the student led conferences now they talk 
first and then they can show the parents look what 
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I did here, look what I did here. You know the 
teacher doesn't have to. They have it. It comes 
from them. And they are in charge of their own 
learning. 

C. Let me find the stack that has some more of those 
when we went through collections because there's 
some here.... there's several here about those 
excerpts I mean those collections. Yah, this may 
be the stack. 

[lots of paper shuffling, couldn't find the 
ones] 
You don't have to talk to each of them. Because 
there are like threads, something in common from 
them at least for me. 
Do you remember this one? This is the one when 
that father came in? 

GROUP - UNPACK 

PAGE 2 (3-10-92,#3,E4) 
parent returns a library book ...some 
discussion about books at home. 

P. We're doing the Hooked on Phonics, you 
know, that you've seen on TV? 

T. Oh, you are? 
P. It's really good. 
T. Is it? You have to be real careful, 

though, because there are other ways that 
they leam to read besides just phonics. 
If they get hung up on too much of one 
thing, they have troubles. 

P. Yeah, but she's really good. She's 
practicing. 
See you later ... 

S. You know this would be much easier. I 
wish I had a pair of pliers here. 

T. (to Carol) Well, I know what happened to 
Christina. She's doing a Hooked on 
Phonics program at home. And she's not 
doing anything. I mean, she's quit. I 
sure am glad her dad told me that, 
because I didn't know. 

She's quit doing any work for you? 
Right. She's not writing in her observation 
book, she won't do any of it. 
And this was the father telling you? 
And I said we have to be very careful with 
this, because if they get focused on one type 

C. 
T. 

C. 
T. 
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of learning to read, they won't understand the 
other ways: I said, we'11 keep in touch about 
it. 

Yah. Well I've had a few fathers come in. With 
Christina....she didn't come back that next year, 
they moved. They moved a lot. And I heard from 
another teacher that she moved, she was retained, 
th^ moved. This father was in the armed forces. 
This was the way he did things. Christina was 
yoiang. She was not interested in reading or in 
sitting down. She still needed time to experience 
a lot of things and he was really concerned. He 
was pushing her into something that was very 
structured. I was really concerned. I don't think 
I ever really got through to him. He didn't hear 
me. This was ... she's practicing. She knows 
those letter sounds but she never read in iiy room. 
You know according to him she read. And he wasn't 
unhappy with me, he just didn't hear me. And he 
had his own agenda. That's a tough one. It's a 
tough one because she really starting hating 
everything in school. She really started hating 
everything. 

C. That was a side comment you made to me. "Now I 
know what's happened to Christina. 

T. Right. She just wasn't interested in anything. As 
a matter of fact, she started wetting her pants. 
And I did call the mom and suggest that maybe the 
pressure was too much. Learning at home and at 
school was too much responsibility and said maybe 
he could ease up a little at home and I'd take care 
of her at school. And if he would just read to her 
and not expect her to read. And I think, I don't 
think that was a good thing for me to do.... This 
is one of those situations teachers kind of talk 
and talk and talk. And if people aren't ready to 
hear they don't hear. So I kind of left it alone. 
If he was going to do that at home then I was going 
to do things at school that she was learning, but 
she wasn't learning with print. Because the 
enphasis on print I could tell at home was real 
heavy and I didn't feel like that was real 
important at that time. She needed to leam a good 
story was a good story and just how story went, and 
talk with print, and I know that she didn't do very 
much writing. She dictated a story to me. If she 
did it was on her own. But ah that's a tough thing 
with parents, when the media hooks them, they're 
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hooked. And it looks so good on TV when the little 
class of thirteen is sitting there, "Hooked on 
phonics and ta d d d " You know. I really.... 

Okay look at these now. But ... [unclear] I don't 
know a child ... this must have been ... 

PAGE 5 (3-10-92,#11,E4) 

T. We are going to be leaving in about ten 
minutes, well eight minutes. We're going 
to go over and work on our, finish up our 
report that we did. 

S#l. Wly couldn't it be umm, Wl:^ couldn't it 
be on umm. Why couldn't it be in cursive? 

S#2. 'Cause you guys don't know cursive that 
much. 

T. Well, I don't think so. You know cause 

S#l. We'll check our cursive books ... 
T. You know when I checked the Junior High 

tests like what you're taking, and the 
High School ones they printed 'em too. 

S#l. Why? 
T. Well, if you ever look on a, sometime if 

your mother or dad fills out a paper ... 
S. They do ... 
T. It says "Please Print" because when 

people start to write cursive they 
write real fancy lots of times and you 
can't read it. 

S. dad's cursive looks like he's a doctor 
T. A doctor cursive? 
S. Yeah 
T. Is that what your Mom says? 
S. Yeah, that's what ny dad does all the 

time. On his signature he does it. 

C. One of the things that interests me is how you, 
where you put like the print, or the inportance of 
the writing and I'm not sure what's the other one. 

T. I think here we were doing what was done in life I 
was pointing out. That when you go out in life 
they want you to print everything and there's like, 
if you fill out a form they want you to print 
because it's easier for you to read. I think 
there's a, this is really controversial cause Jan 
and I spend a lot of time talking about this, the 
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over-enphasis on print in the classroom. It's a 
hard one because they expect you, the people 
outside the classroom, to produce. Produce a 
product. The easiest thing to produce is a written 
product. It's writing. It's visual. You can see 
it. It's like a test. You can grade it, but I'm 
not sure I think the emphasis on print is because 
you can check it. I'm not saying it's not 
inportant to write and it's not rewarding to write, 
it's just that there's such an enphasis to do a 
product . Those literature journals are good but 
they're done to death. Journals are done to death. 
I mean. Everyday. Everything stops and you have 
to stop and write about the story you read and you 
just don't do that in life. I mean you just don't. 
The talk is just as important or more. If I read a 
book, what do I do? I tell you we got to read this 
book and this is why. This part was good. This 
part I really don't agree with that. I love that 
book. Child as Critic. I think that was really 
good. I think that they learn that they don't have 
to like what you like. The thing with print is 
that it's just like you have to have a plot, you 
have to get you have to have a plot. 
So we do print and ny kids write a lot of books. 
Tons of books. 

C. And you have tons of journals or logs or whatever 
you want to call them. 

T. Well we do it on science but we don't do it on 
every single thing we do. If we think it's really 
iirportant that we jot down our thoughts, if its a 
complicated task, if its, if there's a real need to 
do it, if there is a ..Well let's see. I was 
trying to think of one. The boys did one this year 
on Call it Courage. Third grade boys. Call it 
Courage. We wanted something story, adventure, 
tired of these things where you just thought a lot. 
So we did Call it Courage and when they got into 
Call it Courage even with so much action, there's a 
lot of conplicated ideas in there. So they did a 
journal as th^ read and they did it together. 
They did it with drawings, they did it with text-
both. Like well they were trying to figure out if 
they were down under the ocean with that shark. Do 
you remember that story? 

C. I was trying to remember if I had read it. I'm 
not sure if I have. 
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T. That how long they could stay down and they all 
wrote down how long they could stay down and then 
they went home and put their heads under water to 
see how long they could stay but it was not 
something that you.... This isn't true. 

I think that people, if teachers that wanted 
something from children saw that they would be 
impressed with what they wrote. Do you know what I 
mean? If they would have told them to do it ... 

C. You didn't tell them to do it? 

T. No, I said you can do whatever you want. They 
couldn't figure out a lot of it so they made their 
own deal of how much they were going to read. 
Course everybody cheated and read ahead. Everybody 
was mad at everybody but that's okay. So they did 
this book because this is another reason I'd 
forgotten, sixth grades were doing a book. There 
was a group of kids, I don't know whether the whole 
class did it but they did a bulletin board as we 
went up to the cafeteria and on this bulletin board 
was a picture with an island and a map with kind of 
what went on in the story and so they were going to 
do something too. See. They had to do it. If 
they did it, they were going to do it. If the 
sixth grade did it, they would. So they put 
together this book. It was a lot of drawing. 
Intricate drawing. Really good at art by this time 
you know with fine lines and everything. But uh 
there was a lot of text about how it took them to 
stay under water. But if ah ... That to me is a 
real journal. That is really looking at the text. 
They understood that book when they were finished. 
Now some things they had to come to me because they 
didn't get and that's what I'm there for. To tell 
them what it was. You know. I don't remember 
exactly what it was. Maybe it was the dancing. Or 
I think there was an invasion on the island. It's 
hard for me to keep up with those books, too. I 
have to run home and read them real fast. Even 
though I've read them because I forget them. But 
\ah print is really iirportant and that's where print 
is really important. They were able to write. I 
have to give them that, I think that's my job, I 
have to give them that talent to do that. So they 
can use that. It's just like a material in the 
room. I have to give them that ability to be able 
to do what you want to do to leam. That's ny job. 
Not to stick facts in their mind especially but to 
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help the facts. Help them know how to 
look for the facts even more so. Help them to 
figure out things on their own. So that's what 
people don't understand I think about a lot of what 
we do. That's why I'm not in front of the room a 
lot and that's why people say, "When do they do 
their academics?" They're talking about me 
teaching facts. They're not talking about me 
giving them the things to find out what they are 
going to leam that day. See this is the trouble 
with Hooked on Phonics. It's giving the facts that 
this sound will do this at this time. It's not 
helping the children find out what this can do and 
it doesn't stay with you then. 

Where are we? And questions are always really 
good. I really work hard at trying instead of 
telling, to question. 

C. You mean when you're talking with the kids? 

T. Is that what your mom said? What did you say? I 
really work at that. I don't think I did that as 
much when I started teaching. I think I just told, 

C. Why did you change? 

T. Well I did change. Because it's their job to 
learn. I think they have to work at it, I think 
they have to think about it. It's more that you're 
responsible for your learning so let's think about 
this and plus I suppose there's some I respect your 
opinions and your thought processes and it's 
important to think. And also I guess this part of 
it. It's like a microscope. It's ... This is one 
of those decisions you do with your own little 
kids. Would you like to wear the green dress? You 
give some choices to them so they feel like they 
have some power and decisions over what's going on. 

C. That's why you go through that kind of a 
conversation or choice things. 

T. I want them to feel like it's their classroom. 
I want them to feel like it's just not mine and I'm 
allowing them to use things. I think when children 
think things are their own they're more 
responsible. I seldom have stealing because of 
that. These are your things. They're not mine. 
The best thing that happened with Math Your Way was 
the thing where they bring in stuff because then 
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it's theirs and you don't steal your own stuff as 
much. I mean it still happens. Just children 
desperately want something. But it's not as much. 

C. You know that story about Georgia O'Keefe wanting a 
rock? She visited some friend's home, and there 
was a beautiful rock on a coffee table. I guess 
she asked for it and they wouldn't give it to her. 
It later disappeared. 

T. Shame on her. 

C. She wanted that rock. 

T. I know. You just gotta have some things. 

But uh. Yah, that's right. They need to leam 
that things in there are theirs. And they are 
theirs. They're not the teachers. They're really, 
that school was created for the children to learn. 
The toys were put there for them to use. They 
weren't put there for a teacher to stand guard over 
and to rule them out. You know. They're there for 
you. I just had a class with some people in the 
school teaching in Spanish and she had to have a 
rxibber band. And several of the teachers in there 
said, "Why you can't let children have rxibber 
bands." And I said, "Why not?" Well they said why 
not. Well not if you let them use them and let 
them know why they're there. They don't flip one 
another. It's that opinion that I don't trust 
children. That's something that I did change. I 
know I changed and I think maybe I, my own did that 
too. It's the trust. If you don't trust children 
they become untrustworthy. You know. And if you 
trust them, your expectations are a lot of what 
children do I think. That's the question. You can 
figure this out if you're giving the right support 
and materials and the time and the respect ... 

C. So you mean you've changed as a teacher? 
T. Oh, yah, I did. I don't think I trusted them as 

much. I don't know if it was not trust but I 
didn't see them as much. When your whole class has 
to be on page 6 in some reader, you are working so 
hard to keep everybody at the same place at the 
same time that you don't even see what's going on. 
That was real insidious when I started that stuff. 
That was real bad and it was really 

END TAPE 1, SIDE A 
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BEGIN TAPE 1, SIDE B 

Carol talking about Volpe diss. 

C. Okay what do you want to take next. There's six 
stacks. 

T. You want me to take the biggest one? 
C. It doesn't matter what one you take but when you 

hit a thick stack you know it doesn't just I guess 
the question or the general idea . I'm just 
looking at ways to get you to talk about the kinds 
of things you're talking about. 

nROUP - CHILDREN'S KNOWING 

PAGE 2 (3-10-92, #3, El) 

T. Wait till Hugo comes in, he's an expert on it; 
or Angela. They'll help you on it ... Did you 
find the spine? 

T. This is ... they're talking about the same kind of 
thing, bringing up what children are real 
interested in by saying "he's an expert" 'cause 
usually they are an expert. They know more about 
it than the rest of the people in the room. So I'm 
calling attention to that so they rely on one 
another and respect one another's opinions on 
things and (Taylor begins talking very quietly 
under her breath about Sarah and this excerpt)... 

PAGE 4 (3-10-92, #7,El) 

S. Mrs. Taylor, I'm going to make a book 
today. 

T. What is it going to be about? 
S. About my sister and about ... about ... 

Going to church. 
T. That's a good one. Do you do something 

special at church? What? 
S. Go to classrooms. 
T. And what do you do there? 
S. We color, ... make things. 
T. Hear stories? 

T. "I'm going to make a book today." She was always 
going to make a book about going to church and 
that's more about the question. 

C, That's where you asked her a question. 
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T. Right. It helps them to think about what they're 
going to write about. She usually drew pictures. 
Bringing things to mind that are possibilities not 
that she has to write them. But when you question 
like that about their writing you're bringing forth 
their own ideas and not what you want them to do. 
You're just showing them the possibilities of the 
things that could be in there. 

Oh, and this blender one. They sort of kiss it 
(laughs). 

PAGE 7 (3-10-92.#13,El) 

T. Is that what they do? Did you hear what 
Sarah said she thinks happens? Tell 'em. 

S. Umm, the caterpillars don't really eat 
the apples they suck the juice out of 
them. 

T. How did you notice that? 
S#2. 'Cause they sort of have blenders in 

their mouth. 
T. They do? 
S#2. Yeah 
S#3. No, they sort of like, they sort of like 

kiss it. They go ... 
(kiss gesture) 

S#3. I saw mine do it 
S#?. I saw mine do it too? 
T. I wonder if they have teeth? 
S#?. They do, right out here. They use 'em to 

grab on so they can't pull away, nothing 
can pull them away. 

T. Something we'll have to check out , then. 
S. Maybe they do both. 
T. Maybe they do 
S. Maybe they eat and they drink. 
T. Could be ... we're going to definitely 

have to get the magnifying glasses out 
to check that out. 

T. The ones that were dead, the ones that 
were dead that we saved, we'll put in the 
book. 

S. Ms Taylor, if we had tweezers we could 
pinch a part off. 

S#2. What if we take the smallest dead one and 
put it under the microscope ... 

S. Yeah, but Hugo, It would have to be the 
very smallest one. You would have to 
take a piece off 
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T. This really shows when they get excited about 
something in a different way that they can figure 
out to research. The tweezers we could pinch a part 
off. Yuk! (laughs) Ah, they're going to take the 
dead ones and put them under the microscope. Hugo 
was really good at starting things like this. 
That class was really good at starting the science 
stuff. That's really the year that I really got 
kinda hooked on it too. The year before and that 
year was science. 

C. That was the year that Rhoda came out? 

T. Right. It was the summer after. This was when she 
gave us the silk worms. It just shows I put 
more work in here than I thought I did. "How did 
you notice that? [I'm just reading what I said.] Is 
that what they do? Did you hear what Sarah said? 
They do? I wonder if they have teeth?" But I 
think that's real important that you don't take 
over the conversation and I that's hard for me 
because as you can tell I'm a talker Not to 
tell'em. That's why I don't like to know sometimes 
cause I'm tempted to say, well this is it 
[Taylor's emphasis[. And I think that cuts off the 
excitement when you're building things and trying 
to figure things out. 

C. This isn't isolated. You do this a lot where a 
comment or question from the kid gets six questions 
back, not one. 

T. You just keep the conversation going. It keeps it 
open. Keeps things moving. It keeps them 
thinking. Keeps the investigation going. 

Here's that tom-tom thing. I don't remember this 
incident. 

PAGE 2 (4-3-92, #2, E1,E4) 

S. I'm reading a book about Native Americans 
and it's called Native Americans (?) 

T. That's Edward. We don't pay much 
attention to him unless he gets in 
trouble. 
(Students read about Native Americans (?) 
Unclear dialogue) 

S. Native Americans made their own musical 
instnaments. They made the drum. Native 
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Americans played their instruments for 
certain reasons. 

S. They prayed for spirits and asked spirits 
for other people. 
Musical instr\jments were inportant for 
Native Americans. There's Native 
Americans trying to get across here to 
get in somewhere, and one fell down there 
and he stabbed himself right here, and 
all that's blood. 

S#2. What was it? 
S. He fell down there the other two made it 

across. 
S#3. What is there? 
S. It's blood because he got stabbed. 
S#3. With what? 
S#2. A knife. 
S. A rock 
S#3. Oh 
S. A rock 
S.#2.Can you turn back to that page where the 

guy fell down and killed himself with a 
rock? 

S#3. Is that a waterfall he fell down? 
S. It's just like a ditch. 
S#2. Can you turn to the page with the umm, 

umm, tim tim. Timny tim 
S. Tom tom 
T. You mean Tom tom 
S#2. I like how you make your design on the f 

ront. 
T. Did you know what a tom tom was? 
S#3. Yes 
T. I was asking Hector. Did you know ... 
they called ... it's kind of a nick name for a 

dnom ... Tom tom 
T. Did you get what the joke that he did? 
S#3. Get it ... Tom Tom.... The two guys are 

called ... Tom and the drum's a Tom tom. 
Get it? 

T. It was a joke. It's not a joke? 
S. No it wasn't a joke 
T. It wasn't? 
S. No 
T. Oh is that why they called it a Tom tom? 
S. Yeah cause that's the nick name. Because 

their both names and Tom and they named 
it a Tom tom. 

S. It's true, well, the illustrations aren't 
but the book is. 

S#3. We know that 
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S. I looked it up from a book which is true. 
They call it non-fiction. 

S#4. He sort of did like an information silly 
stuff like( Book title, unclear) 

T. Oh he did, didn't he, that's right, he 
did. 

C. You know what was interesting to me about this. 
One of the things that's interesting to me about 
this is ... well the student interaction. The 
students are talking back and forth here but you 
ask them if they were trying to make a joke. 

T. Right and I don't remember what they said. 
C. ... and they said, NO. It's not a joke. And I 

can remember being there and thinking ... . 

T. Was it a joke? 
C. It was not a joke to them. 
T. But ... that's what I ... Yah, all right. It looks 

like I accepted it. I just don't remember this 
incident. 

C. Why would you accept this when in effect this 
really is a joke. I mean to you and I it was a 
joke at the time. 

T. Yah, yah, I knew it was. 
C. But you didn't disagree with them and say but it is 

a joke. You're wrong. 
T. Well it wasn't a joke to them, (laughter) I guess. 

They understood it from another level I guess. The 
two guys are called Tom Tom and the drum's a torn, 
torn. Get it. It was a joke. It's not a joke? It 
wasn't a joke. It wasn't. 

C. But if children understand things from another 
level and to our way of thinking, our level, that's 
not correct, is it right to let them understand it 
at their level? 

T. I don't see what it hurts here. I mean they're 
getting it ... maybe they were right and we were 
wrong, Carol. Maybe it wasn't funny. But I know 
what you mean, but I... 

C. There are other instances of this where you just 
let the children have their understanding. 

T, That's where they are. I think that would have 
been a hard one to talk about and explain maybe. 

C. What do you mean, that's where they are? 

T. I don't know. It's just that's where they accept 
it. That's where they're comfortable with it. Why 
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they probably wouldn't understand anyway? I don't 
know. I can't remember the exact incident but I 
accept wrong things, I mean that I feel are wrong. 
But if it doesn't injure anybody or hurt somebody's 
feelings. I mean it, why tell everybody. They 
have to figure things out. That's just what they 
wanted. They were very comfortable with this it 
looks like. It was us. We were uncomfortable. 
But they were ... probably to when children ... 

Okay. This makes more sense. When children get to 
going like this in conversation, when I come in, 
when I come in and talk it's not to tell them 
something. I was trying to figure out what they 
were talking about. And I was ... I didn't want to 
interfere in the conversation. This is good. This 
is good conversation. They're really trying to 
figure things out. So what I'm asking here is 
clarification of what they're thinking. 
conversation is real meaningless to this whole 
thing. Except when I thought I had it. [reads 
short section]. 

Did you know ... they called ... it's kind of 
a nick name for a drum. Tom tom 
Did you get what the joke that he did? ... 
don't know. 

They were working stuff out. This is real brain 
power going on here. They're really trying to 
figure this out and they had an answer. And if I 
came in and said that's a joke, laugh ... they 
would say okay I'll laugh for you but I still don't 
get it. 

This one is John Paul and the crabs. 

PAGE 5 (4-23-92,E6,El) 

T. Who was writing with you? 
S. Hugo. 
T. Oh was it the crabs? 
S. Yeah, but it died. Are you going to pick 

that up again or are you just going to 
leave it? John Paul ... 

S. (unclear) 
T. Well I think some people were already 

working on that. 
S. I was working on it the other day ... 
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started working there this morning and 
then you disappeared down to Mrs. M's 
room. So you can't come and start 
they've alreacfy started. Now if you wanna 
work out a deal with them that's a 
different story. But you just don't move 
in. So think about this for a little bit 
and I talking more about what people have 
been working on all along. Austin, how 
'bout you? 

John Paul came back in and he was interfering with 
somebody. John Paul stuff. I don't know, I 
suppose the teaching piece in this is that when 
... I was working with John Paul. That was a real 
challenge to keep respect for him and let him have 
some options but not interfere with people. I 
think what I'm glad I said in here is "If you want 
to work a deal out with them that's a different 
story. But you just don't move in." He just 
didn't know how to do that. Teaching him how to do 
things and not making a big deal of it. 

There was one time in my notes where you were 
telling me about you and Taylor, you spent a day 
working with him on trying to help him enter. 

Right we worked the whole day on it. And I think 
that did help but you're overcoming a lot. He 
needed ... he came back to see us a couple times 
and I know he ditched school to do it. Cause they 
put him in ... immediately he went to another 
school and of course they put him in a behavioral 
school, mod program. I didn't see him all last 
year. It just makes you think. The multi-age is 
just so important. I don't know what kind of 
effect it makes. Bev and I have this little 
conversation almost every morning on the 
playground. When a child is taken from us to go 
to another school and they have loads of problems. 
I mean like a John Paul where the problems are ... 
We believe that we made some inpact on their life. 
That we gave them a space, gave them a year, gave 
them a time to respect themselves and others to see 
that there was a way to do it. That there is a way 
to do it. We really feel like that's our most 
inportant job. That's what we do. That we give 
you a year of respect, safety, and rest. And some 
of these children they need that. They need the 
respect, and to think they're a human being and 
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that they can leam and that they can do and that 
they can do things ... 

Oh, this is good. I must have been talking to Mrs. 
A. I don't know why the students applauded. 
•That's enough. I wouldn't put too much in there." 
Maybe they're just clapping for Mrs. A.. 

C. and had brought it in for your reading to see what 
you thought of it and you had prefaced it in fact 
to the students that this was going to go home. 

PAGE 2 (4-29-92, #3,El) 

T. Okay boys and girls look at me please. 
Would you sit real still for just a 
minute. I think I'll read this out loud. 
Library news ... 

Ms A.No you don't need to read the first 
paragraph. 

T. Okay. 
Mark your calendar for May 28th. This 
will be our second annual Happy Valley 
Festival. Highlighted, this years 
entertainment will be a dramatic 
presentation by fifth and sixth graders 
of some of Happy Valley's past. As 
remembered by some old timers. This will 
be under the direction of S. J., artist 
and resident. Who's with us is being 
sponsored by the Arts Commission, the 
National Commission for the Arts, our 
Elementary District and our Happy Valley 
PTA. 

Ms A.I wanted to get everybocty in there but 
does that make any sense what we're doing 
without ... 

T. That's enough. I wouldn't put too much in 
there. 
(students applaud) 

C. I think so. It was kind of a critique of the 
letter. It's longer than what's here. She'd 
written this letter to send home about the Happy 
Valley Festival. 

T. We did that a lot. It kind of says ... It helps me 
to see that they understand what's going on. I 
think that they need to be in on stuff that's going 
on at the school. I think totally in on it. Its 
like a family. You plan together. You do things 
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together. You talk together. Everybody's in on it 
cind I think that when they do see Mrs. A., this 
kind of thing kind of establishes a bond with them 
anyway. They know she writes and that they 
critiqued what she did. That they applauded. That 
was good. It just makes it seem more like a family 
feel. I think if they have connections with 
everybody that's there ... and I do think that's a 
big plus at Happy Valley. The children do feel 
that way, the connection. 

This is old teaching stuff. Alphabetical order to 
get in line. 

PAGE 4 (4-29-92, El,#3) 

T. Okay should we go out in alphabetical 
order first name? 

S. Yes 
S. No 
T, Who do you thinks saying yes? 
S. The first person. 
T. The people who'll be first right? 
S. No not me. I won't be first. 
T. And you wanna do it any way? Well then 

Tyler means it. Okay then who is it? 
A ... B ... C ... Cara, were you first 
yesterday? 

S. No, Christina was. 
T. No more C's besides you and Cara? 

Okay Danny, you get to be first! Any 
other D's? 

S. Me! 
T. Okay D..,a...w ...and D ... e ... 
S. So Dawn should be first. 
T. That's right, good. And Dustin. 

E ... E ... C ... H ... 1 ... (J ... ... 
L ... Louis ... M ... N ... O ... P 
... Q ... R ... S ... T ... U..V ... 
WXYZ. (The children are lining up to 
leave) 

C. 
T. 

C. 
T. 

Oh, the teaching stuff being the alphabet? 
Oh, that's just a technique for lining up I learned 
10,000 years ago. 
So its not learning the alphabet? 
Yah, it is! But it's this stuff it's both. I 
think I did this 33 years ago. I think I did. 
I'm sure I did. Or line up if you have yellow shoe 
strings. Line up if you have ... This involves 
more. I know what you're saying 
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C. The other part of it though is who gets to be 
first. 

T. Oh, I'd forgotten I read that. Cause they didn't 
want to be ... Some people always wanted to be 
first. Tyler always gave up. We started with a 
different letter obviously. Oh, yah, we did that. 
We do that. 

C. B ut that kind of I guess public reasoning or public 
talking about why some children would always want 
you to use the alphabet. 

T. Right well I was a Taylor you remember those 
kind of things, (laughter) 

C. VSy name was in the middle and whenever the teacher 
rearranged the seats ny seat never got changed. 

T. Oh, That's right. 
C. Exactly in the middle and everybody got a new desk 

but me. 
T. I don't know if we were seated alphabetically or 

not. I can't remember. But I know we lined up 
alphabetically or that I got to go last a lot. 
Oh, this is just more of that trying to get em to 
talk more just to get them to explain things just. 
It's bringing up the importance of this work, that 
it's really inportant what you do. But not 
everybody does that so you need to talk be able to 
talk about what you do and demonstrate it. 

PAGE 8 (5-5-92,#3,El) 

S. Yeah umm. I still have to show rry 
picture. 

T. Travis's is really interesting but you 
need to tell them about it cause you had 
to tell me. 

S. Can I see? 
T. Trav, you're going to have to tell them 

about it. 
S. Okay. It's stuff that they use and this 

is umm and this is umm when you ride a 
horse into battle this is what they 
wear on their head. And this is their 
shield and this is a flag and this is the 

s words and this is the dragons wings. 
T. Dragons wings? 
S. Yeah, and this is the dragon and this is 

uhh the uhh the think that you put the 
sword in. (unclear). 

T. It's just got all kinds of parts doesn't 
it. 
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C. You mean everybody else in the class? 

T. Well, to anybo(fy that wants to know. I don't know 
who was present at this time. But I'm trying to 
tell Travis that they probably won't understand all 
of this and he's got a lot of information here and 
so talk to them and tell them cause sometimes we do 
things that we think are obvious and they're not. 
They're not obvious to other people and I think we 
do it with adults too. I take it for granted other 
people will understand what I'm saying about 
children and they have no idea. In fact it's 
harder to talk the more you think [laughter]. I'll 
have to ask J. about that one. 

C. It's a good line! 

T. But I do think that we take it for granted what 
people understand. 

Oh, this is, this is writing. Jay, ... she didn't 
want to write imaginative books. She graduated 
this year from sixth grade. 

PAGE 10 (5-5-92,#4,El) 

T. Yeah but some children like to write personal 
narratives, some people just like to write 
imaginative stories. See Jay likes to write 
personal narratives. She feels real secure 
with that. She's having a real hard time 
coming up with ... 

C. Imaginative, oh I would too. 
T. So I talked to her a little bit and I said 

okay, this is a kind of tricky way to do it 
but, I said think of where you wanna be in the 
forest or the woods then think of characters 
you want there to be animals or people, and go 
from there ... 

C. And she stayed there all this time at Happy Valley? 

T. ah, she had a hard year last year. She had a 
really tough year. I just, you know. Remember, I 
just loved Jay ... 

C. Right, I do remember. 

T. and she just had such umm ... she was so in touch 
with herself I always felt like and with the other 
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children. She just was a calitiing influence on the 
class that just kind of and she would write nice 
things about her family. And this is where she.... 
She never really was interested in writing 
nonfiction. Her thing was fiction. Her thing was 
fiction. I mean her thing was non-fiction. She 
wasn't interested in fiction. 

C. Right. You were trying to help her think of 
something for this test. 

T. Right. You had to write an imaginative story and 
so she did. And it wasn't that she wasn't able to 
do it. She didn't do that kind of thing because 
she wasn't interested in it so she used those 
techniques to do it. That's what I'm telling you. 
There's ways you can get around it. There's a, 
what do you call it ... there's a plan you can do 
it. There's a structure you can use to do it.... 
I'm not good at imaginative stories either, to 
write them. Things have to be true. I mean I 
think that's real talent. And some of those 
children do a great job. That's how they live in 
their mind with those imaginative stories and they 
can do a great job. 

Oh, this is when we're doing attendance. 

PAGE 4 (5-22-92,El,#3) 

T. Jenna lee look. Now the first number 
that's on here is how manys in this 
grade. First number on here is how manys 
in the first grade. Then you write down 
how many come. And the way you have to do 
it, okay if Danny doesn't show up today, 
how many will there be? There's eleven 
usually and Danny doesn't show up so how 
many... 

S. Ten 
T. That's right so you would write ten in 

there. You just subtract how many cards 
re left in that grade ... 

S. (unclear) 
T. Can you count backwards? 

Okay, put it down there cause we're going 
to go ahead and send them in. Now, you 
have to mark the Xs on the 22nd. Oh good. 
Oh that's perfect, perfect. All right now 
you have to get them behind the right 
card. 
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C. Right, you were teaching her how to do it. 
T. Oh man, I love to teach attendance and then I don't 

have to do it. In three years they get really good 
at it too. But that's a function of the room and 
we do this in our room and we do it all. This is 
the kind of thing that I think that children really 
learn from. This has real purpose. We have to do 
it every day. This is records and there's so much 
math in it, coiinting backwards, subtraction, 
figuring it out. This is just loaded with math. 
Right? I just love it. 

C. Yah, all of these were teaching kinds of things um 

T. Yah, and everything is a teaching kind of thing. 

Those good writers were first grade ... that's a 
kick. 

PAGE 5 (5-27-92,#3,El) 

T. Isn't this fun to see this. Look at what 
wonderful writers you were. 
(Students laugh) 
Most good writers were first grade, 
weren't they?. 

S. Yeah! 
T. I remember Mrs. L. used to talk to me 

about "Oh I hope you get Angela cause 
she's such a wonderful writer. 

S. Was that in first? 
T. Oh that was your letter? 
S. Yeah 
T. That was your first draft right? 
S. Uh huh. 
S. I got rry letters. 
S. Your letters! 
S. All right Jared. 
T. (unclear) ... some of them were kind of 

personal 

T. I don't ... Angela still is a wonderful writer. 
And so is Jared, and so is Hugo. They're all great 
writers. I mean the sixth grade teachers say they 
are great writers. This is just talk about writing 
and I think probably in thinking back what probably 
is more different about this conversation, is this 
is a real conversation. I don't have to worry 
about whether they misspell the words or whether 
the plot's strong. It's just a conversation you'd 
have with anybody, a friend, somebody that was 
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writing a piece that would need help. It would 
transfer. 'This your first draft. Uh huh. I got 
ity letters." 

Jared was in there someplace. Sometime you switch 
the meaning when Jared was in there. Some of them 
were kind of personal. 

I do have, I have great writers in my room. And I 
really do think, I do think it's that we use 
writing because we want to write. I don't think 
its cause now I say to them, "Now this year you 
have to write a poem, you have to write a thing, 
this is the rule, this is the way it is so keep it 
in your mind." And as time gets down near the end 
of the year, I'll say Tom, it's time for you to sit 
down and think about a poem, because th^ know all 
year, they know all year where we're going. They 
know all year. I read at the beginning of the year 
now, since we did tests, everything, every outcome 
that they have to have. They know everything that 
they have to know at the beginning of the year at 
the end of the year. "The school district," and I 
call it the school district, "the superintendent, 
and the assistant superintendent want you to know 
this. Now we have all year to work on it but you 
have to know it, and you have to be able to ... you 
know if they come and ask you." So they know that 
they have to do one poem. Some children will write 
50 poems but some children want to write one poem 
and that and so that takes the pressure off of the 
year; I think, in that you know you have to do 
this. I was trying to think if anybody did it all 
at the beginning of the year. Lela in second grade 
did everything the first two weeks and the rest of 
the year she had free. You know. She wrote a 
personal letter, she did a letter ... we all write 
letters all the time so that's no hassle. She did 
it all really fast then she wrote wonderful books 
of poetry all year long. 

C. But to her that was not the same as doing what she 
did those first two weeks? 

T. Oh, she did it. She did what was required for 
second grade the first two weeks of the year. The 
rest of the year she wrote what she wanted to do. 
She wrote you know, she wrote with crayons (see 
you're not allowed to write with crayons for the 
test), that's not a test. She and Maria wrote 
books of poetry, they wrote songs, they wrote 
games, they wrote ... you know it was for what they 
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wcuited to do. But she had finished this other 
stuff. So when she was really learning to write 
was the other times. But this little thing she did 
at the beginning was what passed the test. Now 
some children, Tom doesn't want to write anything 
and he waited until the last week you know and he 
did it all then. But the rest of the year, you 
know, Tom was a thinker. He just ... Tom thought 
at a really high level. I mean he could figure 
things out that I did not understand at all. He, 
uhh they are trying to get him to go to the special 
school for gifted and I talked his mother out of 
it, and ah I had him three years. But writing was 
not his thing. He read everything in sight. He 
read and read and read and read. That's just, he 
was so big and very clumsy and I think it was just 
the mechanics of even holding a pencil was 
difficult for him and his body would even get hard 
when he would write. I mean you know he'd just 
clench up. 

C. What kind of things did he think about at least 
that you were aware of or that he talked about? 

T. Well, he, ah, he was always trying to figure out 
the social aspects of things and interaction with 
people was prime to him. If it was a snack at the 
zoo.... He could read anything, pick up anything 
and he was, you know he'd read everything in the 
library, or he'd read conputer stuff, or he loved 
basketball and the Suns were everything and he knew 
all the stats for everybody and he could figure out 
any change in stats. There was nothing that I 
could teach him that he didn't know except make 
things available to just go on but he could not 
figure out how to play, he could not figure out how 
to get, he got his feelings hurt all the time. 
He'd cry. He was better in third grade than he was 
in first grade. He sort of had a superior thing to 
other children that he was smarter. That's the 
basis that I convinced his mother to stay. That he 
needs to work out this social stuff. He needs to 
be in with people that are going to do a lot of 
talking so he can leam how people talk. How they 
do things. How they work things out. So she 
agreed with me and I think that will be good for 
him. I just saw him. He's the same height I am. 
I told him he couldn't stay with me another year 
cause I didn't want anybody taller than me. 

C. I remember when he came in. I couldn't believe it. 
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T. And he cried all the time the first year. People 
would say things to him that hurt his feelings and 
he would cry, cry big, big boy but real emotional. 

C. It's hard to be big when you're small. 

T. Real scary. People expect too much out of you and 
he needed to relax. He needed multi-age more than 
a lot of people. He needed that space of time to 
be that baby and he literally crawled on the floor 
and did things that children do. People would 
expect him to do everything when he was six, seven 
years old. To be that gifted. I mean he was 
really talented, and to be big, and to still be a 
child. Ummmmm, that's a lot of work boy. But he 
proceeded with his own interests and his interest 
was how to get along with people. That was his 
focus. I really think that was his purpose ... and 
that was something that he was going to watch. He 
played basketball. I'm not sure how much of that 
was outside expectations too cause he was tall. I 
don't know but he did. And his best friend was the 
shortest boy in the room. He came in, in first 
grade, but not at the beginning. He was real 
little. He came from that school, that last school 
in Arizona that's a one room classroom ... 

C, Oh, really, I remember reading about that. 

END OF TAPE ONE 

BEGIN TAPE 2 

C. Crown King 

T. He knew everything. Cause that bar was the center 
of social place for everything and he, his mother 
was a waitress there, and he knew everything, I 
mean everybody talked to the kids, kids ran out 
between people's legs. You know. I wanted to go 
up there so bad. And he said you'll be afraid of 
heights. [laugh] I don't know. 

This is about the journals. I mean about the 
collections. When lyier, you know I'm talking to 
Tyler. Oh, this is ... I know what it was. The 
response. 

PAGE 1 (5-17-92,#4,El) 
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T. Well you know, that's something you have 
to leam when you're younger, Tyler 
lyler ... that's something you have to 
leam when you're younger cause a lot of 
children when they start writing in 
journals they don't write back to people 
they just start saying something else and 
as you get older you leam to do that. 

S. lyler ... 
T. Okay go ahead. 
S. We went to the ...(Unclear) 
T. I think that's first grade. That's first 

grade. Let me have that and let me write 
on that ... oh the date is on it. 

S. Yeah 

T. Because at that time when they wrote, when he had 
written in his joumal, the teacher had written 
back, like you were supposed to do [sing-song 
voice], and I asked him a question but then he 
hadn't answered the question. You know he'd 
started on another subject. You know how they do 
that. I don't know why but I'm telling him that 
when you get older you leam to respond to the 
question but it' s something that you leam and then 
we ... that's another thing. That you go through 
there and you see what you leamed. I was pointing 
out that you didn't know that then but you know 
that now. Put a date on it because we evidently 
didn't have it dated. I still don't think I have 
things dated. Dates are real important to me 
because ny memory is not good. 

C. Well, there's more stuff than you can remember. 

T. It's hard to remember. "Do you remember this or is 
it too long ago?" 

PAGE 7 (5-27-92,#3,El) 

T. Do you remember this or is it too long 
ago? 
Looks at how you did the letters. See how 
you did the letters 
(Unclear dialogue) 

T. You guys, it's hard for me to listen and 
I'm having a good time. I know this is 
hard for you to sit. 

S. Do you have any pets. If you do what's 
it's name? used to have a rabbit. 
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Dear Jane, Yes I have one dog. Her name 
is Zoe. She is a Springer ... 

T. That's just pointing up how you've learned. "You 
giQ^s, it's hard for me to listen and I'm having a 
good time. I know this is hard for you to sit." 
It's true. Some of those people ... 

C. You know when they were going through those 
portfolios, those collections, they were critical 
of their work or you know it was baby stuff, or it 
was awful, or it wasn't good. But you don't talk 
about it like that. 

T. Well, I think that I talked about like it's 
important for you to see how, what you're doing 
differently now than you did before. I think it's 
inportant for them to know that they're learning. 
If they know how to talk about what they are 
learning about, then it ... Okay when we're having 
a conference with the parents. If the parent's 
sitting there and the child says "Look here at 
what I did here in first grade. Look at what I did 
in third grade," what you're doing is developing a 
strong voice in talking about your own learning. 
And if you say, "Look what I learned" then the 
parents have to see what they've learned. If 
children become the voice of what we're doing, 
cause actually when kids go home sometimes and the 
parents always say, "What did you do today?" "We 
played." And it's true. They played. But if they 
can see, if they can see, what's happened during 
this play, that they've learned, how much they've 
learned, because we don't send home a sixty word 
spelling list each week, we don't you know ... 
We're still working on this homework thing and 
we're trying to figure out what it really needs to 
be other than just saying read 15 minutes with your 
children. It's trying to help the parents look at 
a different way at what their children are doing. 
So what we're doing here, is I'm bringing (I don't 
know if I'm doing it consciously at this time. I 
doubt it.) consciously to the level for them to see 
exactly what they were doing. And so they're 
showing their stuff evidently and what I'm doing is 
I'm saying look at how you did the letters and what 
I'm saying is look what you're doing now and you 
can talk about the difference here. I can see 
this. Can you see this? When you go through them 
like this with the children and you have an 
audience, now we don't do it whole group anymore. 
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you choose two or three friends. Cause it's hard 
to set through this. You leam. And you set 
through and you practice everything you're going to 
say to your parents but uitiin the it's just that 
you're practicing, you're practicing what you're 
saying and you're looking for what you've learned. 
Talk is powerful. I mean, if you can talk about 
what you've done, it's pretty inpressive. I mean 
if you can talk that you see that you've learned, 
that means that I have had something to do with 
this and it's important that you notice that I know 
what I'm talking about. Now I still have parents 
that come in who'll say, will not listen to the 
child and who will turn and talk to me and ask me 
when the child is talking and I've tried to work 
out different responses that make everybody 
comfortable but I'll say "he's going to tell you 
that" or "she's going to show you this." But they 
don't trust that the child can tell. And it's 
really insightful for me and for other teachers 
when this happens. It was quite remarkable when we 
started doing this, let children lead conferences. 
It gave us a lot of insight into what was going on 

C. What was going on? 

T. ...with the parent and the child. That they didn't 
have any power, the voice. You know they weren't 
listened to. It was a shock to us. It just ... 
most parents come in and just wonderful and 
everything they do but there are some that come in 
that don't value what the child says. It's a lack 
of almost trust which is, it's really sad. So we 
do try to, we've talked about it a lot and 
different ways to handle it to say, this child is 
prepared for this. Your child knows what he's 
doing. Your child. Listen to your child. 
Children are seen and not heard ... still ... 

This is just pointing out more things (this is your 
pile you were looking for). This is just pointing 
out more things. This is that wonderful picture he 
did from first grade where he did Adam and Eve 
looking at the world off into the distance and he 
had copied it from the Bible, I mean, it was just a 
phenomenal picture. 
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PAGE 4 (5-27-92,#6,El) 
T. He did this ... hold it up so she can 

take a picture ... he did this in first 
grade. 

S. Let me see. 
S. Show me. 
S. Oh I remember that. 
T. I'd like to ask. Hugo did you have a 

picture you drew that from or where did 
you get the idea for that? 

S. It was in the Bible book. 
T. Oh out of a Bible book. I wondered where 

you got that idea. 
What are they looking at? 

S. They're looking at the new world. 
T. Oh the new world. 

Was it from the Spanish book or the 
English? 

S. Both. 
T. From both versions 
S. It's Adam and Eve. 
T. Ah ha. now I get it. 

C. Did he stay at Happy Valley. 
T. Uhhuh, he had D. He's the one that would come down 

and say, "Don't tell her ..." 
C. Remember the struggle you had with him doing that 

book? 

T. Oh, he wouldn't finish! 

C. And you talked about how important it was to you 
that he finish that book. 

T. Well, that's not the end of that story. 
C. What happened? 
T. I sent the book up to sixth grade 'cause he still 

hadn't finished it. And he didn't finish it 
either. He never did finish it. I love that book! 
(told with much laughter) 

C. So he was the one that ... 
T. He wasn't going to finish it. 
C. I'd like to see him again. I can just, I can see 

their third grade faces, their eight-year-old, 
nine-year-old faces. 

T. Oh, he looks the same. He looks the same. That 
same attitude. I sent up, you know all of their 
work was lost. Remember that? 

C. Oh, okay yah. 
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T. And so luckily, they'd put a lot of their work on 
the conputers and I'd saved some pictures and 
everything so I sent all that stuff up. I really 
felt bad this year, I hate to remember that thing. 
I remember those wonderful collections. They were 
unbelievable. Oh. It just made me sick. Made me 
sick. I keep em all now. Even if children move 
away I keep em. 

C. Well, they come back. 
T. They do come back. It gets a little tough. Their 

boxes are full. 

Uhmm. I don't remember this. 

[I think Taylor was referring to ny note on this 
bundle of excerpts. 

SUBJECTS - SCHOOL EXPECTATIONS 

C. Oh, the teaching of subjects. You were talking 
yesterday, you used the term section yesterday. 
Sections for this and sections for that. 

T. Right like whole group, like a whole class I used 
to teach. Okay now is math time, now is writing 
time and ah now it is more one to one. What I'm. 
... .at the beginning of the year I do more writing 
down like I said of the kids and when I write down 
I'll think, I'll even sometimes take a note if I 
don't lose it and I'll write down okay somebody 
said this and he might be interested so the next 
day I'11 try to find the materials and talk to em 
about that subject. Whatever it might be. You 
know they might be writing a letter and I need to 
talk to them about how to set up a letter ,.. 
course I do that whole class but when you do things 
whole class every kid doesn't get it anyway, so 
that's a one to one thing and it's just ah so that 
if everyboc^'s involved in their own activity you 
can move around. It was really hard for me this 
year. I didn't realize how much I'd used D. cause 
she moved around a lot too and we would just move 
and move and move and move. And ah the new aide 
that came in was very nice but she didn't get it. 

[Taylor begins coughing and we both look for 
lozenges or mints.] 

C. You're talking and I'm making you do all the work. 
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T. She didn't get it. She did not get the idea. D. 
and I had worked so closely for two years that 
(well longer than that actually) ... She didn't get 
what was going on. You know. She came in to teach 
reading and she was going to take this group of 
kids and they were going to separate them whereas 
D. and I had gotten into a flow of it if somebody 
was writing where we could move in and sit side by 
side and help and not draw them away from what they 
were doing. You know. So it was, it was hard. 
It's hard to try to teach somebocfy and talk to 
people about a whole philosophy, that they don't 
believe in anyway, and ah it actually made it 
harder. You know to have somebody come in and do 
that. 

C. How did you talk to her about philosophy? 

T. Well, I tried to point out things more than 
anything and I tried to keep her, I tried to keep 
her just by my side for awhile and I had her just 
read to the children. I said I just want you to 
take the children who are not reading at all and I 
want you to read to them. I kept her away from 
some children ... Tom knew how to read. He read 
everything there was ... so they could read to her. 
So what I did was actually use her like a 
babysitter. It's too hard to do. I mean it's too 
hard to do. It's too hard. If I thought ... she 
didn't come there really for the children anyway. 
She needed to be in a different job. And so and 
that was a place that I couldn't spend hours with 
somebody when it was not going to go anyplace. 
I' ve got too many iit^)ortant things to do. What I 
think' s iirportant. 

[reading from excerpt] I guess this is just 
decisions about the story and what she wanted to do 
with it and how she's going to work it. I don't 
even know who it was. 

PAGE 3 (3-10-92,#4,E2) 

S. Can I trade you with a different one? 
T. You sure can. 
S. Cause these are too little, I guess I'll 

have to do it like this. 
T. Well what do you want to do about it ? Do 

you want to cut your story down, or do 



you want bigger pieces? Now I can't get 
bigger pieces like that. 

S. Well I don't wanna cut down cause it '11 
cut off the story. I'll just leave it 
like this. 

T. Ok, why don't you go ahead and finish it 
up and then we'11 work and see what we 
need. 

And this is the test. Box of puppies. That's the 
final year test. 

PAGE 4-5 (4-20-92,#2,E2) 

T. Okay, do you wanna tell me about this? 
T. ell me what happened in here. 
S. He didn't want the puppies. So she was 

giving them away. And then he put the 
puppies in a box, in the car so that 
he could give them to people. He said 
he wanted to give 'em free, so I know why 
he wanted to give 'em free ... he 
didn't want any money. 

T. So what did he do. 
S. Unclear dialogue. He said that he wants a 

puppy. 
T. Do you remember who that was? 
S. Huh uh. 
T. Okay. 
S. Fireman want the puppies. The cook wanted 
a puppy. And she wanted the puppy to get a 

WOOF. And then he wanted a puppy to play 
with. 

T. Okay good thank you. 
S. I wanted to read, I'll read 
T. Why did you draw a police car? Did you 

see one this weekend? 
S. Yeah 
T. Where did you see one? 

(Unclear Dialogue) 
T. Are you sleepy today? You look sleepy. 

Are you sleepy? 
S. Yeah 
T. Did you go to bed late? You're just 

sleepy. 
S. Can she go up in the loft? 

You rarely teach a subject kind of thing. I mean 
you work with kids one to one and you're talking, 
they're learning things about writing and making 
some choices about length of the story but you're 
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not teaching writing, they're doing writing and 
they're reading but.... 

T. I don't know. There's very few things that I do 
teach. I teach things that come up and I don't 
... you know somebody was saying. It was someboc^ 
that was really interested. How do you get 
everything in that you have to teach? How do you 
get everything in? And ah that's a hard question 
because I think a lot of it we've talked about it, 
I've talked about it with rry friends, a lot of it 
is I've had years of experience with children and I 
think you know being in a classroom, being with 
children, knowing what children do and that's one 
part. I think that's the hardest part for new 
teachers. Just that being with children. But 
there's another part. Keeping your antennae up and 
watching for every little thing that goes by. And 
its hard without the experience to do that. I mean 
you're dealing with so many worlds. You're dealing 
with what children want to be doing, with what the 
outside world wants, so you have to make this nice 
little delicate balance where you're not infringing 
on the children's learning to get em going, to get 
em to recognize what they're learning but it's 
this, but if you're aware you can pull it out. If 
you're aware of what those people want out there 
you know when to pul] it out of the kids. And it's 
really hard to explain to somebody that's not had 
very much experience in teaching. It ah the best 
thing to do is to have them with you and start 
getting the feeling of it. Just get the feel just 
knowing when to move in and do something and when 
just to leave them alone. You know, you just let 
it go. But ... I can't think of an exairple even. 
It's so hard to narrow down. 

Now here I'm doing a lot of questioning cause you 
can tell its a test. But these aren't the 
questions that are on the test. I'll tell you that 
much. Well what was the main idea of the story. 
Give me a break I don't even know the main idea of 
the story (laughing). You know the little things 
they put on there, grading of the test is did 
they understand what was going on in the story. 
Can they talk to me about the story in a 
conversation that makes sense. Not what does this 
word mean. If you are a really good reader that 
word can mean a lot of different things. It can 
have a lot of little inferences. I must have been 
sleepy. "Can she go in the loft? I bet it was 
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Christina. It's just, it's really hard, I, and 
this is what is really hard for those kids. These 
people who are going to teach. They are so scared 
of what they're saying that they don't know what 
anybocfy^ else is doing and once you reach a 
comfortable level with children and you and I cause 
when they're new student teachers I allow that. I 
mean ... 

C. You're going to have a new student teacher? You 
said you're going to have a student teacher. 

T. M., you know that, TEF. 

C. Oh, one of the TEF people? 
T. She's really good. 

C. Great, great. 

T. The kids think she's a little weird but she's 
comfortable with them. Relaxed with them so she's 
going to be fine. It's going to be a pleasure 
having her this year. And ah so they relax more 
and think that, they know I'm not going to jump on 
them for every little thing. They can talk and see 
what is going on and when you start seeing what's 
going on then you know how to put things in but 
some people just can't free themselves up to do 
that. They cannot. They cannot free themselves up 
to relax. And some just aren't interested. I 
think you have to have an interest in children, I 
think you really have to be interested in what 
people do and I don't have a grandchild. (laughs) 
A grandchild. I know that came out of nowhere. I 
would love to have a grandchild. 

C. Your daughter coming? 

T. I just I want a baby to watch. Just to watch not 
to study. 

C. I wish you could have Matt and Katie. 

Just to I want to see them get from here to here. 
I just want to watch em. But that's the way life 
is. I'll live. Ummmm. copycat. 
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PAGE 5 (4-20-92,#3,E2) 

S. Here's one with picture on it. There's 
more pictures on it but they're on the 
sides and front. 

T. Can you read this to me. 
S. Yeah 

•Copy Cat" by , by ... 
T. Joy Cally 
S. She was on the other book 
T. She wrote all of those books, I think. 

She's the author. 
S. I go up the path. You go up the path. I 

go up the stairs. You go up the stairs. I 
go up in the house. You go in the house. 
What a copy cat. 

T. What's going on with him? Look at his 
tongue hang out even. 

S. He wants to eat them. 
T. He wants to eat the cat? 
S. No, uh huh ... first he was ... 
T. Do dogs eat cats? 
S. No, they chase 'em. 
T. They chase 'em don't they. 
S. First he was saying, you come up the 

stairs to him. Now he's saying you go 
down the stairs. "I go down the stairs. 
You go down the stairs." Aah uhh ...I 
know why, I know why! I know wonder why I 
said that, because crazy little copy cat. 

T. He's mad at him isn't he? 
S. Yeah.And that's a big copy cat. 
T. A big copy cat? 
S. 'Cause that's the big one and that's the 

little one. 
T. So who's talking in this one? 
S. That one. 
T. Right. You got it. 
S. I go down the stairs. You go down the 

stairs. I go down the path. You go down 
the path. I go up the tree. You go up the 
tree. Silly copy cat. 

T. He's teasing him back isn't he. You 
teased me; he's saying that; so I'm 
teasing you. Right. 

C. Is this story a test? You said the other one was, 
but his one's not? 

T. Hhmm, um. Copy Cat's not. Looks like it doesn't 
it. 
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C. Well, I wouldn't have known that there was a 
difference. 

T. I think this is just, it's just ... Here's one with 
pictures so she must have selected it. Usually 
what I'll say is, "Can you go get a book for me to 
read?" Or sometimes I'll have a little pile here 
and so she must have gone and picked one out of my 
pile. Copy Cat. That's an old book. 

C. Even without D. you've continued to have your 
classroom organized so that you read with one or 
two at a time however ... 

T. I don't get through everybody everyday ... and 
sometimes like this year after D. left is when I 
did more literature groups with really good 
readers, people that were more accomplished. I 
didn't do it one on one so much and I think that 
worked out fine because they were ready to do more 
dialogue. Even when we read one on one we may have 
more than one kid there, just for the dialogue and 
the talking. Just start learning that you can talk 
with other people with our class. You know. Even 
though we're mainly working with one child we'll 
have another one here and it's like an assistant to 
help us talk. 

T. Oh, yes, spelling. Good old teitporary spelling. 

PAGE 2 (5-26-92,#1,E2) 

T. Well, that's why we do that "guess spelling." 
That' s the way you leam to spell. It's 
called like tenporary spelling till you leam 
how to spell things that way you get to be a 
good writer. Remember. 

Just important to get the flow. That's the hardest 
thing for children coming from another school to do 
that. To just go ahead and write you know and mess 
it up. I bring things that I write from home and 
you know I'm the sloppiest writer there ever was 
and they're just amazed that I got to be a teacher. 
Me too! 

C. The kids are? 

T. Cause I write so sloppy! But uh I show them how to 
write nicely too. But it's important to get the 



237 

ideas down and if I don't write them down fast I 
forget them lots of time and I leave out words and 
you know. So 

[Taylor reading from rry organizing notes, "...talk 
about organizing your classroom to allow for 
this 

C. You did. Are you getting tired. 
T. That's okay. Whatever. 
C. This is about talk. 
T. You left a word out. 
C. Yah, I did. And this one, see you've answered this 

one for me already. About choices 
[CHOICES/DECISIONS]. 

T. How do you keep it coherent? 

C. That's back to the connections. How do you keep 
all of that stuff together? 
There's so much. 

T. I don't think there's anything unnatural in this. 
I think that what happens in the classroom is what 
happens in life. I think when you start trying to 
do things that other people want you to do, it 
becomes unnatural and then there's no tie to 
anything. I think if you know the children and 
they know you and you're trying to make a dark 
light and find out about things and do a real 
investigation you're just doing natural things. I 
don't think it's unnatural. I think when learning 
is hard is when it isn't natural. When it is 
dictated from the outside, when it is test driven. 
By this day you are going to know this or and 
people have really good intentions in trying to do 
this like the thing with the lessons. We have to 
follow that word for word for word for word and you 
know on health education if you're doing or on drug 
education. We have to do a thing on drug 
education. But there's certain things you can't 
say, certain things you can't think. I think it's 
harmful. I really do because the way that my 
classroom is set-up is that they question, I 
question, and talk, we talk, we work things out. 
You can't do that with a structured test. You 
cannot work like that. I mean all you do is make 
it so boring that you don't care. And I think for 
health issues that I think it's real irrportant and 
I think that you're, I think it's very negative the 
way you do it. 



So because things are what you keep calling 
natural, that's what makes it so easy to keep 
connected? 

Right. You can keep millions of things connected 
in your mind every day and you don't even think 
about it. I mean it's just like I think when I get 
home I have to go get cat food, I've got to do 
this, and I really ought to work on ny paper for 
Vermont you know polish it up. All these things 
are going in your mind and in a classroom of people 
it's even easier because the child triggers you. 
You know, they trigger all these connections. What 
actually happens is that when your classroom is 
working really well it's just like a communal 
brain. What you forget a kid will remind you. You 
know if and I'll say to them, "Now don't let me 
forget to do this, don't let me forget...." And 
everybody gets hysterical. "Oh, you forgot to do 
this." ...it's just a , it's like a, no I'm not 
going to use that, it's not like a machine, it's 
like a whole person. It's like everybody does 
their little thing and everything rolls I guess. I 
don't know. It's just like a family and if it's a 
safe place, if it's a safe place, and everybody's 
respected and everybody is doing their own thing 
and working and trying to leam and trying to be 
what they want to be and do what they want to do 
then you've got a functioning organ there that, 
that really works. That really works. Something 
happens that day. Something really works. You can 
do science and you can do math. And its okay. I 
think that to what you try to do with your 
question, I think is really interesting but I don't 
toow that you are ever able to do it. Because it's 
such a natural thing. I mean the whole question of 
how do you teach. I think it's a natural thing. 
What's comfortable for me, what's comfortable for 
me and comfortable for the kids is to be real 
natural. Actual questions. And it's and I think 
all of education is getting closer to that from 
what I am exposed to. You hear language like 
purposeful and meaningful and I think that's true 
but I think it's more than that. I think if you go 
a step further, it's really what life is all about 
it. How you really act in life is how you act in 
the classroom. I don't think there's any 
difference. You can't, if you're going to come 
down (changed tape sides).... 

END OF TAPE 2, SIDE ONE 
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SIDE TWO 

[conversation about K. Smith and authenticity, and comp 
questions] 

C. That's not a word that you use [authenticity]. I 
don't think it's a word that I use myself. 

T. I don't know. It's just ah, I do think thinking 
aloout things, I think you asking me these questions 
makes this broader and made them more often in my 
mind, made me think about them more. 

C. You said that in that first interview. 

T. I don't think ... well I've never had to verbalize 
it. I might be thinking around stuff but I don't, 
you don't sit aro\ind and verbalize what you're 
doing about education unless you're giving a speech 
or something you know. 

C. What I'm asking you to do, what you've been doing 
Taylor is exactly what you told me the children 
have to do. They have to be able to tell the 
people what they know. 

T. Right. I agree. 

C. And I happen to believe that teachers know a lot 
about kids. 

T. Right. But we're never asked. We're not asked. 
So the only place that it's ever verbalized is 
maybe in the smoking room or the lounge or between 
a couple teachers. I think it's happening more at 
our school just this talk. 

C. I think it's one of those things that's changing. 
I do think that people are beginning to ask 
teachers. 

T. Do you? 

C. What I'm concerned about is whether they're asking 
teachers about kids or are they asking teachers how 
should we teach spelling. 

T. Ah, I agree. That's probably true. 

C. And I'm, you know I just to me they are very 
different. 
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T. Absolutely different. Absolutely. That's that old 
thing. Are you teaching spelling or are you 
teaching the children to find the tool to leam how 
to spell. One thing is saying that child is 
incompetent to leam how to spell because you have 
to tell him exactly how to spell each word and the 
other is, "I'm going to teach you all about how to 
use the spelling and how to use words smd how to 
use language and how ...", we're going to talk 
about it in a conversation. And it is a 
conversation. 

C. You use language a lot. That word language. 

T. I think it's very interesting. I love language. I 
always have. I wish I could leam Spanish 
...[laughs] 
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