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ABSTRACT 

This study, conducted in a large southwestern U.S. city 

during the spring semester, 1997, explored an environment in 

which students in an engineering and technology magnet 

middle school were to work with video and computers to 

produce a series of products. The initial purpose of this 

exploratory-descriptive study was to look for literacy 

events relating to learning about these technologies. This 

study's population included the teacher, her classroom aide, 

the school's principal, and approximately 21 students. 

Students, who were to develop individual 10-step video 

production projects, achieved a mean of 4.55, a median of 4, 

and a mode of 3 based on step completed. Only one student 

finished the project. Expecting each student to produce an 

individual project appeared to restrict the discourse 

necessary for students to learn the literacies of video and 

computers. Other mitigating influences involved materials 

and equipment, teacher health, and outside influences (e.g., 

a death in the family and university course work). Future 

studies should consider: 1) a classroom in which a strong 

collaborative/cooperative group relationship is established 
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among the students and/or; 2) an approach examining several 

video production classes each day for an entire semester. 
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CHAPTER 1 

Introduction 

What does it mean to be literate? In what area, in 

what domain, in what situation? For my purposes, I am 

interested in the changes in literacy as they are occurring 

in our society, particularly in conjunction with 

technologies such as computers and the various media, more 

specifically film and television, as these forces impact 

upon each other and upon the culture; I am also interested 

in the implications such an impact has for the roles of 

students and teachers in the classroom. My early interest 

in educational technology was engaged when, in 1968, I was 

hired by the Kansas City, Missouri, Public Schools to work 

as a computer operator/progrcimmer trainee in one of the 

country's first computer-assisted instruction (CAI) labs, a 

site I left more than three years later as systems manager. 

In those days, the teacher-prepared lessons, were capable of 

simple, rudimentary, monochrome animation, and operated 

using a behaviorist approach, in contrast with the 

construetivist approach emerging from the writings of Kant, 
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Vico, and Hegel, and, later, falling along four major lines 

following the thinking of Frederic Bartlett (cognitive) , 

Jean Piaget (cognitive-developmental), George Kelly 

(personal construct theory), and Nelson Goodman 

(worldmaking) (Spivey, 1997) . Today, technology is playing 

a revolutionary role in the shift from a behaviorist to a 

construetivist approach to teaching and learning (Clark & 

Salomon, 1986; Johnson & Thomas, 1992) . At the same time, 

society is being bombarded by the various media through the 

relatively older forms (e.g., radio, television, and film), 

as well as the newer ones (e.g., CD-ROM storybooks, computer 

games, the Internet and computer animation) . The narrative 

and non-narrative structures presented by these media can 

have a powerful impact on learning, particularly if, as 

Smith (1990) contends, we learn through stories and through 

metaphor. 

Tolstoy's experiences at Yasnaya Polyana over a century 

ago can serve as an example of the importance of story forms 

to learning. Tolstoy encountered problems when he attempted 

to teach decontextualized basic writing skills to the 



16 

peasant children; he quickly discovered that his efforts 

brought on only resistance (Berthoff, 1978) . (For a 

discussion of whether writing skills can be 

"decontextualized," see Wieler, 1985.) However, while 

engaged in an authentic writing activity, in the Tolstoy 

example the creation of proverbs, a story form with which 

these peasant children were familiar, the students achieved 

well beyond the levels that educators had traditionally 

expected of them (Berthoff, 1978). 

Today, technology in the classroom can be manifested in 

many forms and for varied uses; two in particular are video 

and the computer. The use of the computer in education has 

historical roots reaching back to the teaching machines of 

the 1920s. In fact. 

During the 1920s one of our early pioneers. Dr. S. L. 

Pressy of Ohio State University, chose to put his 

automated testing device on the market. The device 

permitted a student to punch a key to designate 

responses to a series of programmed multiple-choice 

items. (Deutsch, 1992, p. 14) 
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By contrast, video technology is a relatively recent 

development; the first videotape equipment became 

commercially available in 1956, but it did not become 

available for use in schools until the 1970s, at which time 

video's arrival virtually rendered obsolete 16mm film as the 

medium of choice in education (Marlow & Secunda, 1991) . 

As for computers themselves, we are entering a 

challenging new era in education as computers become the 

mediating instruments of the Information Age. And while 

computers have served us for decades, first, as devices for 

the storage and manipulation of data and, more recently, as 

instructional deliveiry devices, they have moved beyond 

functioning as mere data-handling devices. Indeed, 

computers have come to serve as support devices for any 

number of discrete functions, some of which relate directly 

to work within the field of film and television production 

such as the generation of graphics, credit rolls, and a 

plentitude of special effects. Working with these new 

technologies requires a new form of literacy (Adams & Hamm, 

1988a, 1989; Eisner, 1991). After all, "literacy serves an 
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important cognitive function: constructing and sharing 

meaning" (Eisner, 1991, p. 121). 

As for the educator's role, Eisner (1991) advances the 

notion that 

What we ought to be developing in our schools is not 

simply a narrow array of literacy skills limited to a 

restrictive range of meaning systems, but a spectrxim of 

literacies that will enable students to participate in, 

enjoy, and find meaning in the major forms through 

which meaning has been constituted. We need a 

conception of multiple literacies to serve as a vision 

of what our schools should seek to achieve, (p. 123) 

In Media and Literacy, Adams and Hamm (1989) suggest that 

one approach to opening up to new ideas about literacies 

would be to "focus on media literacy cutting across 

all...presentation formats from the video display terminal 

to the printed page" (p. 3) . Adams and Hamm's goal is to 

explore media literacy; they seek to generate some "thinking 

about the future of education [and] . . . cross-media 

activities" (p. 3) . Reading these various forms of symbol 
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systems requires focus upon, and development of, new types 

of skills in order to construct meanings. In this regard, 

too, there is no clear distinction between "teachers" and 

"students" since expanding technologies demand that we all 

remain lifelong learners. So, forms in and through which 

information is presented are changing, along with what it 

means to be literate. Further, Berliner (1992) envisions 

students in constructivist classrooms, whether they are 

technologically based or not, as engaged in task- or 

project-centered learning that provides the best opportunity 

for all students to arrive at a full recognition of their 

own individual worth. As Berliner sees it, we must move 

from a notion of teacher-as-manager stance to a more 

collegial, less authoritarian one (see Carey, 1993) . Again, 

this change reflects the Deweyan experiential approach to 

schooling proffered many years ago (Dunkel, 1972; Kliebard, 

1986). For a paradigm shift of such magnitude to occur, it 

will require commitment from parents, teachers, students, 

administrators, and teacher-preparation programs alike (see 

Kuhn, 1970; also Berliner, 1992; Carey, 1993) . 
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Rationale 

The purpose of this study was to explore a classroom 

wherein technology played a key role in the educational 

process. In this study, I examined a classroom where the 

established curriculum called for students to use video 

cameras, camcorders, and computers to produce their own 

narratives. This descriptive study sought to identify 

whether and to what degree students in a techno logy-infused 

learning environment such as that provided by computers and 

video cameras: 

# Teach each other, and, if so, what and how; 

# Develop and leam new literacies (see Eisner, 

1991); 

# Apply conditional and unconditional methods in group 

interaction (e.g., exhibit antagonistic versus 

supportive communication patterns); and 

# Develop patterns of leadership among peers in 

personal areas of strength. 

Also, it is important to examine 

# How the teacher's role changed within the technology 
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classroom being studied as it is compared with the more 

traditional teacher-centered approach. 

•Tustification 

This study is significant because although there are 

numerous articles that report positive anecdotal experiences 

where the use of video and computer equipment occur (e.g., 

Plati, 1988; Wiburg, 1995-96) and many handbooks cuid manuals 

are availaljle for teachers inclined to use video in the K-12 

classroom (e.g., Valmont, 1995), nevertheless, there is an 

absence of reported research. Likewise, there exists a 

paucity of research where video or interactive multimedia is 

a key part of the curriculum (e.g., Hudson, 1992; Hudson & 

Holland, 1992) . No research exists where the students, 

themselves, are the producers of their own video products. 

Despite the fact that the media film, television, 

radio pearmeate our waking moments and present information 

in numerous forms, or genres, no formal research exists that 

addresses the literacies necessary for students who interact 

with these technologies as producers. 

By whatever name ^media literacy, computer literacy. 
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or literacy with technology or in whatever domain, the 

face of literacy is changing. Moreover, the facets of 

literacy are in critical need of change as is the need to 

xinderstand the effects of these new media (Carstarphen, 

1995; Semali, 1994). And as Freire (1991) views it, 

reading, language, and the world are inseparably connected, 

noting that 

Reading...is preceded by and intertwined with knowledge 

of the world. Language and reality are dynamically 

interconnected. The understanding attained by critical 

reading of a text implies perceiving the relationship 

between text and context, (p. 21) 

So, as Freire puts it, we learn to read the world before we 

leam to read the word. 

Similarly, Vygotsky (1978) has argued that the mind 

develops through social interaction, with language moving 

from the interpersonal to the intrapersonal plane and, in 

the process, becoming internalized, self-regulating speech, 

or thought. This certainly squares with the concept of 

situated learning (Brown, Collins, & Duguid, 1989; Goodrum, 
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Dorsey, & Schwen, 1993) wherein students acquire knowledge 

within an authentic context. As Gill (1992) points out, it 

is necessary for education and educators to move beyond the 

reductionist, metaphoric notion that the mind is a computer, 

a mere information processing device. In Vygotskian terms, 

the various forms of technology are mediators, artifacts, 

tools. To emulate these tools is not the goal of learning, 

but to mediate learning thorough their use is the goal (see 

Salomon, 1990; Salomon, Perkins, & Globerson, 1991; also 

Reeves & Anderson, 1991). 

Description of Study 

This study takes the form of an exploratory 

ethnography. Accordingly, I visited a technology classroom 

over the period of a semester, the full length of a 

regularly scheduled video technology production class. 

During daily visits, I compiled field notes. In the 

beginning, these notes were more detailed as I sought to 

discover patterns in the classroom's sociocultrual 

activities. In particular, of course, I was looking for 

patterns that would provide insights and perceptions 
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regarding the literacy development vis-a-vis video and 

computer technology. 

In short order, patterns emerged that indicated that 

the levels and quality of student interactions in dealing 

with the video and computer equipment would be limited at 

best. I sought guidance from the then-chair of my minor 

committee. The result of that meeting was a confirmation of 

the understanding that such is the nature of exploratory 

studies. That which is sought is not necessarily that which 

is found. The driving force becomes the events as they 

unfold. New, additional questions were composed for 

inclusion in interview protocols. These questions were 

composed based on reflections upon in-progress classroom 

events. This composition of new questions am.d reflection 

upon them continued for nearly the entire remaining term of 

this study; certainly, new questions also continued to 

emerge through the interview process. In fact, two separate 

brief interviews were conducted with the majority of 

students {based on these students' time availability) 

following their initial protocol-driven interviews. 



25 

These interviews, along with formal interviews with the 

teacher and the principal that were, likewise, audiotaped, 

were compared for emergent patterns. Toward the end of my 

observation process I asked for and acquired copies of the 

school's Mission and Philosophy Statements, which were 

included as a part of the overall analysis process (see 

Appendices E and F, respectively) . In addition, classroom 

events as compiled in field notes were examined and 

categorized. From this categorization and sxibsequent 

analysis emerged findings that led to the implications and 

conclusions reported here. 
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CHAPTER 2 

Review o£ Iilterature 

Introduction 

Because this research began with one set of questions 

in mind and ended with another, nearly unrelated, set of 

questions, this chapter is segmented accordingly. The first 

segment begins with a review of literature related to the 

initial exploratory inquiry, namely, whether and to what 

degree students in a technology-infused learning environment 

such as that provided by computers and video cameras: 

# Teach each other, and, if so, what and how; 

# Develop and learn new literacies (see Eisner, 

1991); 

# Apply conditional and unconditional methods in group 

interaction (e.g., exhibit antagonistic versus 

supportive communication patterns); 

# Develop patterns of leadership among peers in 

personal areas of strength; and 

# How the teacher' s role changed within the technology 

classroom being studied as it is compared with the more 
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traditional teacher-centered approach. 

The second major segment of this literature review deals 

with a portion of the body of works explored after the fact. 

That is, literature necessitated as a result of events as 

they actually transpired in the field in the selected video 

production class/classroom. On this basis, this chapter is 

divided into two major sections: 1) Literature Related to 

Literacy With Technology and 2) Literature Related to 

Classroom Management. 

Literature Related to Literacy With Technology 

A search of the literature for studies in which 

students operate as producers of their own video products 

indicates that no such research has been published. What 

does exist are reports in the form of anecdotes about the 

use of video cameras and multimedia the classrooms (e.g., 

Plati, 1988; Wiburg, 1995-96). At the same time, excellent 

references exist for teachers inclined to guide students in 

the production of both narrative and non-narrative videos 

(e.g., Valmont, 1995). Research exists in which students 

receive instruction through viewing video or through 
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interacting with instructional multimedia (e.g., Hudson, 

1992), but no foinnal research could be located where 

students have been formally studied in the process of 

creating their own video productions. Because of this, it 

is necessary to consider the theoretical foundations for 

exploratory research within this type of classroom setting. 

Video Product:iozi 

Clearly, video production with its traditional and 

natural division of labor lends itself to a collaborative 

curricular approach. Among the various literacies to be 

encountered and learned in a classroom where a video product 

is the anticipated outcome are those literacies necessary to 

construct such a product. One way television and film are 

examined is in terms of a mise-en-scene, "what is in the 

scene." This requires a content analysis of various aspects 

of the visual image including lighting, costumes, colors, 

shot distance, shot duration, image framing, angle, camera 

and lens movement (to name but a few of the aesthetic 

elements) (Bordwell & Thompson, 1993). Theoreticians have 

attributed a number of meanings to these elements when 
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examined separately or in conjunction with one another 

(Monaco, 1981) . Such analysis, or deconstruction, it has 

been argued, forms a grammar that must be understood for 

students to be able to construct their own products 

(Fehlman, 1992) . Although students may have considerable 

experience as viewers of film and television, just as 

students know how to speak and to communicate without being 

able to cite rules of their language's grammar, so, too, 

must they learn the rules of the language of media. In 

other words, modem media, have a literacy base that can be 

learned and then used to communicate and to construct 

mieaning. 

Also, just as neither language nor culture remains 

static, but, instead, change and grow through use, in a 

similar way, the language and grammar of film and television 

also change. Early films were produced using a fixed camera 

and a set framing that lasted for the entire duration of a 

scene, quite similar in structure to that of a stage play, 

the forebears of these early films. A cursory review of any 

film or television program of recent vintage will show 
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clearly that the old grammar of these media has changed. 

Change occurs with language, culture, and the media alike 

through ongoing discourse among members within discourse 

communities. 

Discourse in the Service o£ Literacy 

Schooling itself consists of discourse communities 

engaged in the business of constructing knowledge. 

According to Hicks (1996), this approach to schooling and 

learning involves mediation through discourse, which 

involves, and impacts upon, both the sociocultural and the 

sociocognitive theories of education. As Hicks notes, "It 

is no secret to teachers and other educators who work with 

children that there is an intimate relationship between 

language, learning and schooling" (p. 1). Children are 

actively engaged in what Hicks calls "discourse contexts" 

(p. 1), attempting to make sense of a variety of social 

environments or settings. Within these environments. 

Children's knowledge of a range of discourses, socially 

appropriate within the intimate contexts of their homes 

and proximal communities, becomes an integral beginning 
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point for their formalized schooling. The child's 

entrance into a larger society is largely mediated by 

discourse, (p. 1) 

Hicks' concepts follow the thinking of Vygotsky (1978, 1986) 

in his reflections on language as a tool for mediating 

knowledge. Additionally, Vygotsky's developmental theory 

encompasses within it both the sociocultural and the 

sociocognitive theories of learning. Langer (1987) supports 

Vygotsky's position, arguing that, from the sociocognitive 

perspective, literacy: "(a) is culturally based, (b) 

involves the higher intellectual skills appropriate to the 

culture, and (c) is learned by children as they interact 

with their families and commxinities" (p. 2; for an expansion 

of these ideas, see Moll, Tapia, & Whitmore, 1993). At the 

same time, attention must be paid to speech fxinctions, the 

"whys" of speech acquisition, because underlying these are 

issues of motivations derived from a number of domains 

including social, cultural, rational, and affective to name 

but a few (Brviner, 1975, 1986; Halliday, 1993, 1994; Ratner 

& Bruner, 1978) . 
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The media, as tools of mediation, communication, and 

discourse are strongly ensconced within our social and 

epistemological milieu. Within this milieu, media literacy 

must be considered. Melamed (1989) and Fehlman (1992), 

among others (e.g., CTGV, 1993), offer multiple frameworks 

for examining media critically and analytically (also see 

Buckingham, 1992, 1993) . Both Melamed and Fehlman emphasize 

within their frameworks that media products are constructed, 

use a constructed reality, are open to negotiated meanings, 

may be examined in terms of ideologies and values along with 

their social and political implications, and apply a unique 

aesthetic based on the particular mediiom involved. Fehlman 

(1992) further links traditional and contemporary 

educational thinking regarding reading with the media as 

text, noting: 

Traditional criticism often considers the reader to be 

a passive agent in the reading process, affected by the 

power of the text, its meanings and insights, and the 

brilliance and creativity of its author. Contemporary 

criticism, however, suggests that the reader and the 
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context of the reading are equally important elements 

in the making of meanings. Reading is seen as a 

transactive process, one in which the reader's personal 

background and knowledge (or schema.) act as vital 

forces in meaning making. Reading is also seen as a 

process in which the reader's personal pleasure and 

enjoyment are as sicfnificant as more intellectual kinds 

of responses, {p. 20-21) 

As regards the activation of background knowledge during the 

learning process. Beck (1986) has effectively argued that 

such activation is essential, asserting: "Readers must use 

background knowledge to fill in gaps, make inferences, 

determine what text infoirmation relates to what, and so 

forth. If a reader does not know enough about a topic to do 

these things, comprehension will be impaired" (p. 14). 

Returning to Fehlman's reasoning, then, along with the 

activation of background knowledge, the affective domain can 

be seen as an integral component within the analysis and 

deconstruction of media products (see Ratner & Stettner, 

1991). Brown (1975) has gone so far as to discuss visual 
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media as having a "gut impact," wherein these media "bypass 

the rational corridors of the mind and confront directly the 

intuitive centers from which arise our emotions, our 

attitudes, and many of our opinions" (p. 28) . 

Situated Leamlnsr 

How does all this play out in an educational setting? 

The groundbreaking work of Brown, Collins, and Duguid (1989) 

has influenced a number of scholars with their proposal that 

students learn best in an integrated, authentic, situated 

environment; what Harley (1993) calls a "knowledge 

community" (p. 46). In Smith's (1990) terms, "Our brains 

are constantly solving problems. Every time we learn, or 

remember, or make sense of something, we solve a problem" 

(p. 17) . But, "different kinds of problems have nothing in 

common, and no particular kind of strategy could solve them 

all" (p. 17-18). Problems can be, for example, technical, 

personal, mathematical, or social; their solutions must be 

arrived at within a context, a situation, for them to be 

meaningful. The various arts that support film and video 

production, then, can provide meaningful contexts. 
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Autlienfcicxty and Cognition as Contescfc 

The peasant children of Yasnaya Polyana where Tolstoy 

taught a century ago, in constructing proverbs (Berthoff, 

1978), drew upon what Moll, Tapia, and Whitmore (1993) refer 

to as "fxinds of knowledge" derived from their backgrovind 

knowledge of the structure and overall nature of proverbs; 

they were more motivated (see Stipek, 1993; Wager, 1992) 

within an authentic context; and they were likely operating 

within their affective domain (see Ratner & Stettner, 1991) 

as well. Smith (1990) explains it thusly: 

We learn in the form of stories. We construct stories 

to make sense of events. Our prevailing propensity to 

impose story structures on all experiences, real or 

imagined, is the ultimate governor on the imagination, 

the regulator that keeps it from flying out of control. 

We even expect our fantasies to make sense. The brain 

is a story-seeking, story-creating instrument, (p. 62-

63) 

So, for Tolstoy's peasant children, a stoiry-centered 

situation resonated with authenticity. 
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Turning to additional issues of context, much 

discussion has entered academic discourse concerning the 

nature of situated learning and cognition following the work 

of Brown, Collins, and Duguid (1989). For instance, 

Streibel (1993) argues that 

learning is not an individual, psychological act, not 

just a change in behavior, not just a change in 

cognitive structure. Rather,...that learning is a 

social act. [With this assxomption in mind, one is] led 

to the conclusion that knowledge itself is the result 

of a social act, that knowledge is socially and 

inteirpersonally constructed, (p. 22) 

Brown and Duguid themselves (1993) have extended the debate, 

noting that 

Reconceptualizing learning, as situated approaches have 

done, requires reconceptualizing prevalent notions of 

teaching, instruction, the learner, subject matter, 

technology, and system, transforming these into 

something quite different and thereby making it 

difficult to phrase new answers in old terms, (p. 10) 
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In part, their argximent reaches back to foundations of 

education, to the foundation of what learning is. 

Media and Learziing' 

What role does media technology play within the 

classroom setting? Clearly, media technology can be seen as 

domains of discourse within the classroom. Students within 

the social-epistemological milieu that is schooling engage 

in a discursive/transactive process with the various media 

they encounter. In doing so, students must activate 

background knowledge in a number of realms: values, 

factual, social, ntimerical, intellectual, logical, and 

affective, among others. Countering the assertion of 

Gvimpert and Cathcart (1985) that "We know that language must 

be acquired in order to think and to communicate" (p. 24), 

Smith (1990) argues that it is not possible to distinguish 

different types of thinking processes, noting, that "Infants 

have exquisitely efficient brains that they use with 

inconspicuous competence to leam about the world, culture, 

social structure, and language into which they are bom, 

largely without formal instruction of any kind" (p. vii). 
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As Smith further notes, "Thinking and learning are also 

social activities, and most of us are greatly influenced by 

the way other people expect us to think and to behave. Past 

experiences can have more bearing on what we think than 

present circumstances" (p. ix) . Harley (1993) expresses it 

this way: 

From the perspective of pedagogy in the classroom, 

situated learning focuses educators' attention on 

trying to understand the "fusion point" between a 

student's previously acquired personal knowledge 

created from the historicity of personal experience 

and new knowledge substantively defined by the 

collective agreement of experienced practitioners in a 

knowledge community, (p. 46) 

So, the activation of background knowledge can also be seen 

as a filtering system through which we humans negotiate 

with, understand, and update, our knowledge of the world. 

Media technologies merely represent aspects of that world. 

The Changing Roles of Teachers and of Media 

Harley (1993) perceives the teacher's role within 
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situated activity, including situations using media 

technology, as "supportive rather than directive of 

learning" (p. 48). Teachers playing such a role must remain 

aware of each learner's "zone of proximal development" 

(Vygotsky, 1978, p. 85) . This zone of proximal development 

rests upon the activated backgrovind knowledge of the 

individual as discerned through active, situated discourse 

between the teacher (or a more competent peer) and the 

individual student. And, certainly, media function as 

surrogate teachers or peers. As Cortes (1992) cautions 

The mass media teach. Yet classroom teachers and 

others involved in schools continue to refer to 

themselves as the educational system. Nonsense! 

Students learn through schools, but people, including 

students, also learn though the societal curriculum 

that massive, ongoing, informal curriculum of families, 

peer groups, neighborhoods, churches, organizations, 

institutions, mass media, and other socializing forces 

that educate all of us throughout our lives, (p. 489) 

So, unraveling, or as Fehlman (1992) terms it 
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"deconstructing," media messages is crucial. After all, 

media systems, whether print or electronic, "xinlike direct 

experience, are symbolically coded" (Adams & Hamm, 1988b, p. 

28) . Accordingly, based on Smith's (1990) ideas concerning 

the power of stories, the need to critically examine media 

messages is intuitively obvious. The conceivable 

implications following from the study by Tiemey, Soter, 

O'Flahavan, and McGinley (1989) on reading and writing, if 

placed in parallel with critical media viewing and media 

construction, are that media provide equally fertile ground 

for cognitive growth. 

Literat:ure Related to Classroom Btanagement: 

This type of exploratojry study can involve, and in this 

case, did involve, surprises as classroom events began to 

occur (see Hammersley & Atkinson, 1983). The principal 

issues became focused as a seeming collision between 

curriculum and classroom management. This section considers 

pertinent literature. 

The Curriculum Versus Classroom Hanagement: 

Although much has been written about classroom 
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management (Jones & Jones, 1998; Smith & Misra, 1992), and 

despite the essential nature of classroom management to 

teaching success (Brophy, 1982, 1983; Covaleskie, 1992; 

Jones, 1979), the reviews continue to be mixed concerning 

the efficacy of teacher training in these essential skills 

(Kaplan, 1992). Historically, classroom management itself 

has passed through numerous manifestations, much of it 

resting on the modal disciplinary practices of each such 

manifestation (Butchart, 1998a) . Continued piiblic outcry 

for discipline at all costs has focused on punitiveness 

rather than on promoting effective discipline (Hyman & 

D"Alessandro, 1984) or on proactive disciplinary practices 

(Gettinger, 1988). Mainstream disciplinary practices, which 

have been described as "dominated by practices derived from 

behaviorist dogma, practices dictated by bureaucratic 

routine, and practices characterized by teachers' "bag of 

tricks'" (p. 4), continue to receive considerable negative 

attention in the face of school reform. Nevertheless, 

incidents characteristic of this "bag of tricks" metaphor 

continue to occur. 
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Punlshmezit and Discipline. Indeed, despite the fact that 

corporal pxinishment, a classroom management technique with 

deep historical roots (Butchart, 1998b), has largely been 

eliminated as an option (Zanella, 1976), other forms of 

pxinishment (Hogan, 1995) continue to be meted out. Quite 

correctly, it has been argued that corporal punishment has 

no place in an educational institution. McDaniel (1980), 

for instance, has noted that "nearly all the extant research 

suggests that corporal punishment indeed, any form of 

punishment is unhelpful at best and at worst is 

counterproductive to good discipline" (p. 455, italics 

added). 

Surely, the efficacy of punishment as a technique to be 

pulled from the teacher's "bag of tricks" must come into 

question (Hogan, 1985) . A number of disciplinary 

alternatives including behavioral-based Assertive Discipline 

(Canter & Canter, 197 6) and Logical Consequences (Dinkmeyer 

& Dinkmeyer, 1976) , have come into mode, and, like novelties 

in so many areas, persist well beyond the point where they 

work effectively. Further, the lingering negative effects 
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of pxinishment on students include "low self-esteem (feeling 

like a failure), negative self-concept (not liking one's 

self), and angry feelings toward others" (Gartrell, 1996, p. 

43). Although no direct causal link can be established 

within the context of this study, several students within 

this study exhibited one or more of these "lingering 

negative effects." 

By the same token, "Teachers who use punishment tend to 

be viewed as 'bosses' who judge behavior rather than as 

'team leaders' who guide behavior. Boss-like behavior 

causes children to be afraid to try new things and share 

ideas" (Gartrell, 1996, p. 43). Authoritarian, or boss

like, behaviors simply make teaching more difficult by 

building walls between student and teacher and establishing 

a climate of resistance (Gartrell, 1996). Further, 

punishment teaches lessons counter to democratic tenets 

(Bolmeier, 1995). This is compounded when consequences are 

improperly applied as when a writing task, for instance, is 

meted out as punishment for wrongdoing. Such an association 

simply instills a dislike for the writing process (Hogan, 
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1985). This type of punishment is akin to running laps for 

multiple misspellings where such a measure "implants the 

notion that writing is both the reason for getting into 

difficulty and the punishment for the error" (Baden, 1981). 

Indeed, according to Jones and Jones (1998), 

Punishment for misbehavior has several serious 

problems. First, and perhaps foremost, it does not 

teach the student alternative methods of behavior that 

can be used to prevent future behavior problems. 

Because schools are educational institutions, it seems 

contradictory that children who have difficulty would 

be punished rather than receive instruction in how to 

behave more productively. Second, and perhaps of equal 

importance in school settings, punishment appears to 

inhibit learning, (p. 276-77) 

P^Inishment is the principal technique rising out of 

behaviorist approaches. 

According to Butchart (1998a), 

Behaviorist and bureaucratic disciplinary regimes 

legitimate a morality of omniscient authority removed 
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from accountability. Such authority generates 

resistance among the inmates of schools, yet it blunts 

the possibility of students practicing socially 

acceptable or politically responsible challenges to 

illegitimate authority, the quintessence of democratic 

life. Few acceptable lessons in justice, community, or 

compassion are likely to flourish xinder such regimes, 

(p. 8) 

Student resistance, then, can be viewed as a possible 

consequence of the exercise of authoritarian power in the 

classroom. The effect can be to drive undergroxind the very 

types of literacy exchanges and discourse necessary to the 

establishing of a climate for learning. 

Student: Resistance euid the Hidden Curriculum. Literature 

exists that specifically addresses resistance theory, 

generally subsumed under Marxist or Neo-Marxist theory 

(McLaren, 1985) . Resistance can certainly take on 

ritualistic or symbolic aspects. Further, pertinent 

literature exists on the hidden curriculum of schools, 

wherein students, through the osmotic process of schooling 
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within matrices of power, become siibsximed within schooling's 

invisible social structure (see Jackson, 1968). More 

recently, Portelli (1993) has argued, on moral grounds, for 

exposure of such factors of the hidden curriculum to the 

degree possible. Also, Madaus (1988) suggests that the 

hidden curriculum's power vector iruns from students to the 

teacher, too. Events can occur where the teacher may leam 

from the students what is acceptable behavior on the part of 

the teacher and what is not. Such activity on the part of 

the students, whether in open concert with each other or 

not, holds the potential for countervailing the teacher's 

effectiveness in achieving curricular goals. In this sense, 

teachers learn lessons from the students, rather than the 

student learning a lesson from the teacher. This denies and 

undermines the traditional moral authority of the classroom 

teacher, and without student "cooperation," schools and 

classrooms cannot fully function (Cothan & Ennis, 1997). In 

the same instant, this action also repudiates any 

consideration of the learning of democratic processes and 

social discourse, two powerful lessons the schools are 
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presximed to be charged with teaching (Greene, 1983, 1993). 

Authenticity zmd the Curriculum. In terms of achieving 

curricular goals, Billett (1994) underscores the necessity 

for orchestrating an essential framework of authenticity, 

one reflecting the nature of the "real world" settings. 

Parallel to this is the need to build authenticity through 

commiinicative discourse (Hardt, 1993), particularly as those 

coinmtmications pertained to the technology systems involved 

in schools (Means & Olson, 1994). The importance of this 

need for communicative discourse cannot be understated and, 

in fact, goes to the heart of the issues that initially 

spurred interest in engaging a study in this curricular 

area. 

To be fully explored and evaluated, the multiple 

curricular elements occurring in classrooms must be examined 

together. Dropping in once or twice a year or even that 

often a semester, as detailed by Acheson and Gall (1997), 

does not facilitate such understanding. Long-term 

explorations of the type involved in ethnographic studies 

become the levels of discourse required. As Eisner and 



48 

Vallance (1974) noted more than two decades ago in 

indicating a need for concurrent examination of both goals 

and values. 

Controversy in educational discourse most often 

reflects a basic conflict in priorities concerning the 

form and content of curriculum and the goals toward 

which schools should strive; the intensity of the 

conflict and the apparent difficulty in resolving it 

can most often be traced to a failure to recognize 

conflicting conceptions of curriculum, (p. 1-2) 

A conflict that would seem particularly critical, as noted 

above, is that between a teacher's stated curricular goals 

and that same teacher's classroom management approach. 

"Modes of Knowing." Recently, a shift has occurred, in some 

quarters, in the methods used to assess and evaluate 

classroom activities and issues from a strictly clinical 

approach (see Acheson & Gall, 1997) to a more ethnographic 

perspective, a shift in which narrative or story plays a key 

role (Carter, 1993; Doyle, 1997; Fenstermacher, 1997; 

Gudmundsdottir, 1997; Marble, 1997; McEwan, 1997; Phillips, 
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1995; also Campbell & Movers, 1988) . Carter refers to story 

as a "mode of knowing" (p. 5; also see Smith, 1990) . 

Certainly, this approach squares with anthropological 

traditions and research methodology (Bogdan & Biklen, 1992; 

Eisenhart, 1995; Kidder & Fine, 1987; Long, 1963; Wolcott, 

1988; Zaharlick, 1992), particularly as practiced in this 

current study. Developing and writing case studies can be 

an enriching process as well (Hansen, 1997). Further, 

stories and narratives have become "a central focus for 

conducting research in the field" (Carter, 1993, p. 5). 

Accordingly, re-telling one particular classroom vignette in 

the final chapter (Chapter 7) can facilitate a more 

comprehensive understanding of the activities, events, and 

outcomes within this study. 

Summary 

This chapter, segmented into two parts, focusing, 

first, on issues of literacy involving technology, and, 

second, on issues of classroom management and the 

curriculxom, backdrops the dual foci of this study. The 

nature of what began as an exploration of literacy 
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opportunities and events in a technology classroom 

transformed to include something almost entirely different. 

The differences that evolved and occurred, which are worthy 

of discussion, required the literature review presented in 

this chapter's second segment. Rather than intertwine the 

literature as if the latter segment had been fully 

anticipated from the beginning of this exploratory study, 

veracity impels that the former and latter segments stand 

separately from each other. The importeince of this 

necessajry segmentation cannot be understated as will be made 

apparent through the remainder of this dissertation. 



51 

CHAPTER 3 

Procedures 

Xntroduction 

The purpose of this chapter is to lay out the 

procedures that guided this exploratory ethnographic study. 

First, a brief description of the setting is provided. (A 

more extensive description of the context of this study is 

contained in Chapter 4.) Following this brief description 

are sections describing the study's general focus, data 

gathering methods, technical methods, and, finally, analysis 

procedures. 

Setting 

The setting of this study was a middle school located 

in a major city located in the southwestern U.S. In the 

classroom observed, the curriculum called for student to use 

video technology to produce video-based products. Computers 

seirved an ancilla2ry role, being used primarily to produce 

the credit roll for the video project including a number of 

graphics and transitions. Additionally, the students 

collaborated to produce the school's morning announcements. 
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As described by the teacher during my initial visit, then, 

within this setting, students were provided the potential 

opportunities to work both collaboratively and individually 

to complete necessary projects as assigned and orchestrated 

by the teacher. 

The particular focus of this study was a group of 

seventh-grade students. There were five seventh-grade video 

production classes to choose from. Accordingly, selection 

of which class period to observe was based strictly on 

convenience and compatibility with my other required 

semester activities. With this criterion in mind, the Sixth 

Period class was selected as the chief focus within this 

study. Although the student population in this Sixth Period 

class changed somewhat over the course of the semester, at 

the end, the final total population was 19. This school 

site itself was selected as a result of several discussions, 

one with a classmate who was at that time engaged in the 

teacher training program at the university, a second with 

the school's principal, and third with the teacher herself. 
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General Focus 

This study began as an exploration of ways students 

construct knowledge, how they draw upon background knowledge 

to build and extend narratives, and how they teach and leam 

from each other. Indeed, this study looked for "framing 

events" concerning literacy in the areas of video and 

computers. It also attempted to examine whether and how 

students used conditional and/or unconditional methods in 

their discourse. In other words, did they exhibit 

antagonistic or supportive communication patterns? Further, 

this study sought to describe whether and how students 

demonstrate patterns of leadership in the context of their 

interactions, how these same students develop and use 

language, and how the roles of the student and teacher are 

expressed in this type of environment. How the teacher's 

role is changed within such a classroom (from a more 

traditional teacher-centered one) was also a point to be 

investigated. 

Data Gathering Methods 

This study employed a number of methods: Because of 
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the nature of this site and its participants, within this 

descriptive study, ethnographic research strategies, 

including field observation (Bogdan & Biklen, 1992; Merriam, 

1988; Miles & Huberman, 1994; Zaharlick, 1992), were used. 

To refine the interview protocols developed during this 

study, a constant comparative analysis method (Bogdan & 

Biklen, 1992) was used to refine the questions. For this 

reason, guidelines set out by Seidman (1991) were considered 

in thinking about inteirview schedule and techniques; and 

this study used some recursive interviews to refine the 

results. 

At the beginning of this study, sufficient familiarity 

was garnered to begin to generate protocols for formal 

interviews with the teacher, the students, and the 

principal. Without sufficient perspective of a site, it is 

not possible to pose anything but the most general 

questions. True enough, as this observation unfolded, a 

number of new, more focused questions arose, some for the 

students, some for the teacher, some for the principal, and 

some for all participants. Accordingly, the interview 
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protocols that developed over the course of this study are 

contained in attachments, below (Appendices A, B, and C, 

respectively). These protocols evolved as events occurred 

during classroom observation (Bogden & Biklen, 1992; 

Erickson, 1985; Evertson & Green, 1986; Hammersley & 

Atkinson, 1983). Because of the adoption of these 

techniques, there arose a clear need to use a different unit 

of analysis one "in which not a sequence of discrete 

events and processes [are] investigated but rather a whole 

dynamic ecology, the building blocks of which cannot be 

easily (or usefully) separated" (Salomon, 1991, p. 12). 

Because of this, considerable overlap can occur in reporting 

the findings within such a unit of analysis. Richer (1975) 

has previously argued for utilizing the classroom itself as 

the unit of focus in research. As a component of the 

analysis process, then, using informal interviewing and 

participant-observation techniques in the beginning stages 

of this exploratory study helped forroulate clarifying 

questions. This guided the development of the formal 

protocols mentioned above that were deemed necessary to help 
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better understand the activities and events as well as to 

grasp the dynamic interplay of the whole classroom. 

Additionally, the processes followed required constructing 

additional questions as they arose based on Seidman's (1991) 

guidelines. 

This study involved several informal intearviews and one 

formal interview with the teacher. A formal interview was 

also conducted with the school's principal. While it could 

prove helpful to interview all students in the target 

classroom, vagaries of time and the failure to return 

parental permission slips (see Appendix G) frequently 

preclude such whole-class interviewing opportunities. Even 

so, of the students remaining on the Sixth Period roster at 

semester's end (12 male and seven female), ten males and 

five females were interviewed. To garner a more complete 

sense of the context, an additional student, William, from 

the Fourth Period version of the same class, was 

interviewed. 

The data gathering approaches described above were used 

to triangulate the information derived from observation and 
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from these interviews (Sevigny, 1981). Indeed, Lincoln and 

Gxiba (1986) consider triangulation an essential element in 

establishing the credibility of a study (an analogue to 

internal validity in quantitative terms). Further, Vockell 

and Asner (1995) define triangulation as: 

The process of using multiple operational definitions 

and/or multiple data collection strategies to measure 

an outcome variable. By zeroing in on the variable 

with different measures or procedures (in a process 

similar to triangulation in surveying or navigation) , 

the researcher is able to more validly measure the 

outcome (p. 454). 

Put more simply, "[t]riangulation involves confirming 

conclusions through more than one data source" (Schloss & 

Smith, p. 93). Triangulation, then, is a broadly defined 

method of qualitative cross-validation wherein the 

researcher uses "different data sources or different data-

collection methods" (Wiersma, p. 263) "to determine whether 

or not there is corroboration" (p. 264). So, as in the 

analogy drawn from navigation and surveying, triangulation 
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involves using two or more perspective viewpoints (or 

strategies) in order to find the apex of the triangle (see 

Denzin, 1978). Therefore, using three disparate groups' 

viewpoints (principal, teacher, students) as data sources, 

as was done in this study, in itself, satisfies the 

methodological requirements for triangulation. 

The other elements of ethnographic research include 

prolonged engagement, persistent observation, peer 

debriefing, negative case analysis, and member checks. With 

the triangulation method, the participants' perceptions can 

be gathered separately and compared to establish wherein 

concurrences and variances lie. Included in this 

triangulation are additional "measures" such as teacher 

perception and data from field notes (Baker, Grubbs, & 

Ahern, 1990; Smith & Kleine, 1986) along with public 

documents such as, for example, the school's Mission 

Statement and its Philosophy Statement (Appendices E and F, 

respectively). The perceptions of the observer play an 

equally valuable role in reaching conclusions concerning the 

site observed. It was initially anticipated that any number 
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of issues of philosophy, method, and practice would emerge 

through the course of this study. This turned out to be the 

case. 

Technical Methods 

All interviews were conducted in privacy and recorded 

on a mini-cassette taperecorder. Three instances of 

interview remarks by the teacher were untranscribable and 

five by the principal. None of these instances, however, 

based on context, seems substantive. One of the school's 

student counselors made her office available for the 

students' interviews. During these interviews, there were 

occasional interruptions, some via the telephone-intercom 

system, some because of someone knocking on the door, and a 

few times because of the school's passing bells. However, 

these interruptions did not affect, in any siibstantive way, 

the flow of the interview process. Follow-up interview 

questions for the students were recorded in the hallway 

adjacent to the classroom. In any case, because this 

qualitative research uses, in part, a method of 

triangulation, similar or parallel questions appear in each 
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of the three protocols. Also, because not all answers, 

particularly from the students, provide much substantial 

information, they have been omitted here. 

Once all interviews and field notes had been 

transcribed, they were saved in a number of word processing 

files. The Field Notes, although maintained in a separate 

file, were appended to an all-question file while conducting 

analyses, also to facilitate the use of the SEARCH 

capabilities of the word processor. 

Analysis Proced\ires 

This is an exploratory-descriptive study, therefore, 

qualitative in nature. As has been stated, "qualitative 

research is very useful for exploratory studies and is often 

used to decide what parts of a system to analyze more 

closely" (Plante, Kierman, & Betts, 1994, p. 52). Most 

qualitative research is interpretive by nature; the 

researcher is attempting to represent the perceptions of 

participants in a given context. Because of this, the 

researcher must gather an exceptional amoiint of data and 

rely on participants to confirm process results (Erickson, 
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1986). Additionally, both flaws and strengths are likely to 

emerge in this type of view of an organization. 

Accordingly, an essential part of the process is a review of 

the draft report once it is completed. 

Interpretive research of this type seeks to give voice 

to those in society who have had little or no voice 

(Erickson, 1986). An ethnographic approach seeks to gain a 

more general or holistic understanding of human activities. 

This being the case, "human events must be viewed in the 

larger contexts in which they naturally occur, and...much of 

the meaning people attribute to their lives is specific to 

their sociocultrual surroundings" (Zaharlick, 1992, p. 117). 

Zaharlick describes the essential characteristics of 

ethnographic research, which involve: social relationships, 

the researcher as learner, firsthand observation, longterm 

observation, participant observation, the ethnographer as 

research instrument, naturalistic observation, an eclectic 

approach, an interactive-reactive approach, a holistic 

perspective, a humanistic perspective, and a cross-cultural 

frame of reference (p. 119-21). Definitions of these terms 
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are generally established, and this study plans to follow 

Zarahlick's guidelines, with one exception. Because the 

classroom studied presented its entire curriculum over the 

term of one semester, the longterm timeframe suggestion of 

one year was not adhered to. 

Because of the exploratory nature of this study, the 

protocol questions used in conducting interviews with the 

participants emerged as a matter of course (Merriam, 1988). 

Additionally, because of the researcher's previous 

experience in a technology-based setting (Webster, 1996), a 

number of the pertinent questions from that research were 

also used in developing the current protocols. 

Initially, inteirview transcripts and field note data 

were coded to determine where similarities and differences 

occurred in the perceptions of the participants as well as 

other ancillary patterns discovered during the process of 

the observation (Bogden & Biklen, 1992) . A number of 

methods have been forwarded for conducting an analytical 

assessment of the data gathered (see Fetterman, 1980; 

Firestone & Dawson, 1982; MacDonald, Newman, Waite, & Potts, 
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1993; Rossman & Wilson, 1991; White, 1992) and were drawn 

upon. Following Sevigny (1981) , this study enabled the 

study of similar instructional events (p. 69) from the 

perspectives of multiple participant-informants. Sevigny's 

ethnomethodology uses a variety of data to examine multiple 

perspectives simultaneously. In this method, the 

"'doings' which constitute the 'social order" of 

particular school encounters" (p. 71) were examined. 

Because of "multiple comparisons of a single phenomenon, 

group, or unit",... "triangulation inquiry offers stronger 

potential for generalization" (p. 73; also see Swanson, 

1992). This method provided a reasonably solid approach 

that yielded rich and informative results. 
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CHAPTER 4 

Context of the Study 

Xntroduction 

Although this research initially sought to focus on 

literacy events in the classroom as they relate to students' 

learning about computers and video production, it soon 

became apparent that this would be difficult to determine. 

One reason for this is that the overall structure of the 

curriculum as constructed, orchestrated, and maintained by 

the teacher in this classroom setting during this semester-

long observation precluded, in large part, the types and 

degrees of student interactions necessary for the analysis 

of literacy events and activities as initially envisioned. 

For instance, students were each expected to produce an 

individual video production without any curricular component 

involving consultation or collaboration with others. This 

fact limited, in crucial ways, this study's opportunity to 

explore and analyze these students' experiences with new 

literacies. As this observation unfolded, a number of new 

questions arose, some for the students, some for the 
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teacher, and some for the principal. Accordingly, the 

interview protocols developed for this study are contained 

in Appendices A, B, and C. 

This research was initiated because of an interest in 

observing a site where students might be projected to have 

the opportxinity, in an integrated way, to use and develop a 

number of literacies concurrently. A colleague had 

previously placed a student-teacher at the site described in 

this dissertation. Following that lead, I made contact with 

the principal of the school and made arrangements to spend 

some time observing the activities in the classroom to 

determine whether it would be suitable for further research. 

Upon that initial visit, I engaged in a chat with the 

teacher. Behind her, students at the computers appeared to 

be helping each other, and two boys were working together 

videotaping a scene containing dinosaurs and a biplane. The 

teacher described the varieties of activities in which the 

students engaged within the context of the semester-long 

curriculum in her classroom. The overall impression at that 

time was of a classroom where collaborative learning was the 
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norm. I believed the potential existed for the development 

and use of a number of literacies within the context of a 

single course including writing, computer use, and 

video/film production. Permission to observe this classroom 

was granted by the local school district as well as the 

school principal and the classroom teacher. 

A Description of the Setting' 

The site where this study was conducted is a middle 

school in a large southwestern U. S. city. The middle 

school itself takes up an entire city block and shares 

grounds and some facilities with one of its feeder 

elementary schools. The buildings are several decades old 

and constructed in a Spanish Territorial style. On a number 

of tables in the classroom, sit various pieces of videotape 

editing equipment, an audio editing station, tuners, and 

other electronic gear necessary for assembling fairly 

complex video productions. Around the room, are positioned 

tables with a series of older Apple lie computers; several 

others sit on tables near the door. In another cojmer of 

the room sits a sophisticated PC with Internet access 
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capabilities used by the aide for various record-keeping 

fxinctions. In the opposite corner is a large supplies area, 

what the teacher calls the "checkout area," utilizing both 

open wooden shelving and lockable cabinets where all clay, 

wire, carbon paper, pipe cleaners, paints, and other tools 

and supplies necessary for the students' productions are 

stored and dispensed. Two two-shelf, roll-around carts 

filled with books stand parked next to this supplies area. 

These books contain numerous and diverse examples of 

characters, buildings, and backgrounds the students can use 

to copy from and/or develop ideas. In a metal filing 

cabinet in the supplies area are stored supporting materials 

such as handouts and other materials and books. Mounted 

nearby on a wall bracket is a television set used for 

various functions including watching infrequently produced 

videotaped weather reports by the students in the science 

class. 

On a table against the windowed west wall sits an 

animation stand with a video camera attachment and equipped 

with high-intensity lights. Along this same wall stand 
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plastic-and-metal-rod, assembled shelves holding numerous 

partially completed project items, including characters, 

buildings, and background sets. On a roll-aroxind cart 

positioned in between are the VCR and a large television 

monitor. Among the items on shelves around the rooms are 

numerous clay characters, some of which appear to be quite 

detailed. Next to the teacher's table stands a shelf upon 

which the students' project folders are stacked and 

organized by period. The ceiling is quite high, probably at 

least 12 feet. Students in this classroom are immersed in a 

setting abounding with art and the elements of, and 

equipment necessary for, video production. With the 

exception of the Apple II computers, most of the rest of the 

equipment is state-of-the-art. However, before moving on to 

a description of my findings, I will first give a sense of 

who the key informants were within this school setting. 

The Principal 

At the time of my interview with her. Dr. BlauS the 

^ Note: Names used throughout this dissertation are not 
those of the actual participants. 
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principal, had been in her position nearly three years. She 

had previously worked at the junior high school level in a 

somewhat smaller city in the same state. Dr. Blau's 

doctorate in education encompassed foci in both middle-level 

schooling and educational administration. Her undergraduate 

education consisted of a bachelor of fine arts degree in art 

education. Additionally, she indicated she has a strong 

interest and background in bilingual, K-8, and technology 

education. She envisioned her role as a principal to be 

that of providing a support function for the classroom 

teacher, responding to the needs of the teachers as best she 

can with the resources available to her. Dr. Blau summed up 

her educational philosophy as one of "Meeting the needs of 

the students" (Principal, Interview). Although admitting to 

the challenge of fulfilling such an ideal given the 

disparate population this magnet school serves, the 

principal viewed those needs as consisting of a clean, safe 

environment wherein the best possible teachers provide for 

the students' physical, social, emotional, and intellectual 

needs. 
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The Teacher 

The classroom teacher, Ms. Martin, who majored in 

Spanish, has taught in the local school district for more 

than 20 years. She decided that if students in her Spanish 

classes were actually going to learn to speak Spanish, she 

would have to engage them in conversational events wherein 

they had to use their Spanish in authentic ways instead of 

simply focusing on learning all the grammar. Her technique 

involved removing herself as the central focus: 

I didn't become the center of attention or the 

teacher no lecture-type class it's the students that 

taught the other students; it was pure teaching. From 

there we went to, in the field, for a field trip; they 

used their Spanish over there, then we went to Kino 

Bay; when we returned, we had a mock wedding, beautiful 

wedding; we actually had the gowns, and we had the 

priest, and we had the tuxedos, and we had the dollar 

dance, and everything that goes with a Mexican wedding. 

From there, later on, we had a divorce; to get a little 

bit of more modern, we had a woman lawyer and a man 
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lawyer; it was fascinating. It was practical, 

conversational Spanish. They also had trips to [the 

closest nearby border town], where they could use their 

Spanish (Teacher, Interview) . 

Here, the teacher described a collaborative Deweyan and 

whole language, whole learning approach to the teaching of 

Spanish. Earlier in the semester, Ms. Martin had also 

described a curricular arrangement or approach where she had 

set up in her classroom a series of various types of "shops" 

where she intended students to learn Spanish through 

different merchant-exchange activities such as buying 

groceries, clothing, or meals in a small cafe. 

During her time as an elementary-school teacher, Ms. 

Martin's then-principal asked her to write up a grant for 

something she might be interested in exploring. The 

application process was successful, and Ms. Martin received 

money to purchase her first video camera and other 

equipment. Despite the acquisition of equipment, Ms. Martin 

confessed, when I asked her to "tell me about your 

background that prepared you to teach this class," that, at 
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the time, she had "None whatsoever." She reported, "It was 

jump in and [pause] hope for the best" (Teacher, Interview) . 

The Students 

Students in this particular classroom were all from 

diverse cultures. One student, Linda, moved away less than 

four weeks into the semester; Mohan entered during the 

second week; and Belen moved to the city from a small town 

in-state with her mother and siblings, arriving two weeks 

after Mohan. A third new student, Sarahi, joined the class 

a month later, at the end of the eighth week of school. No 

further roster changes occurred for the duration of the 

semester, but a few students were absent for extended 

periods or had spotty attendance patterns. One in 

particular, Louise, experienced several in-school 

suspensions; another, Connie, attended infrequently and, by 

the end of the semester, had ceased attending all together, 

it was believed due to family problems. In fact, I 

commented regarding Connie in my field notes: 

[One] of the students, Connie, had very spotty 

attendance. From what she did do in the class, I could 
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see that she is very artistically talented. Neither 

the teacher nor the aide could ascertain why she 

couldn't make it more frequently. On more than one 

occasion, the teacher and I commiserated on how 

disappointing it was that she would not be able to do 

more of her art (Field Notes, undated addendum, p. 85) . 

Raul, who, clearly, was considered a talented, developing 

artist, based both on the treatment he received from the 

teacher and her aide and the products he produced, worked on 

several other assignments as a member of this class. Over 

the course of this observation, I noted that he was assigned 

the task of developing, conceptualizing, and painting 

several backdrops for the news set rather than working 

within the context and the confines of the curriculum 

established for the rest of the students. He continued to 

work independently, and the teacher invariably consulted 

with him concerning each of his projects, always catering, 

the best she could, to his aesthetic sensitivities. 

Smnmary 

In summary, it was within this rich context, then, that 
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my search for computer and video literacy events began. 

With the context as described above in mind, the following 

two chapters describe the events and activities as they 

transpired; the first (Chapter 5) focuses on the teacher and 

her methods, and the second (Chapter 6) focuses on what the 

individual student participants themselves had to say. This 

is done in order to provide the groundwork for the final 

chapter (Chapter 7) focusing on the implications and 

conclusions that, in turn, flow from this exploratory study 

as it actually unfolded as contrasted with the type of 

literacy acquisition expectations that were initially 

envisioned. 
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Chapter 5 

Findings — Part I: 

Focusing on the Teacher and Her Methods 

Xntroduction 

Having laid out the context for this study in the 

previous chapter, this current chapter turns to an 

examination of findings. The controlling question driving 

this exploratory study as it concerns the teacher was: How 

has the teacher's role changed within the technology 

classroom? Accordingly, then, this chapter first discusses 

the structure within which the classroom was organized, its 

academic curriculum. So, in considering the findings from 

this study, it was necessary to examine the filters through 

which the activities in this classroom passed. Principal 

among these filters was the curriculum as orchestrated by 

the classroom teacher. Second, this discussion turns to a 

search for a framework through which to examine the 

curriculum as implemented in the classroom herein discussed. 

This was done in order to compare the curriculum as laid out 

and implemented by the teacher against the underpinnings, at 
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least theoretically, for this classroom. The third section 

looks at the new questions and issues involving the actual 

accomplishments, in practice, of the students involved in 

this curriculum. In the fourth section, then, this 

discussion turns to mitigating issues that, in crucial ways, 

impinged upon or held the potential for impinging upon, 

opportxinities for these students to successfully negotiate 

this classroom's curriculum. Finally, the teacher reflects, 

in hindsight, on her perspective of this semester-long 

class. Because of this chapter's length, discussion of the 

critical perceptions derived through protocol-driven 

interviews conducted with the largest group of key 

informants in this setting, the students, is deferred and 

examined in depth in the next chapter. 

The Academic Curricultim 

As established by the teacher, the curriculum for this 

classroom consisted of 10 steps toward completion of a 

claymation video production. These were: 1) writing a 

story for teacher approval; 2) drawing a storyboard; 3) 

drawing the story's characters; 4) constructing the 
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characters out of clay; 5) building a backgroxind, or "set"; 

6) constructing any necessary props; 7) writing out a script 

in two-column format (one column for visuals; the other for 

audio, in this case, sound effects and/or music); 8) 

constructing a credit roll on the computer into the middle 

of which the videotaped production was to be edited; 9) 

videotaping the actual production; and 10) editing the 

production together. At the beginning of the semester, the 

teacher asked the students to write down the following notes 

pertaining to how the class grade would be evaluated: 

1) Story = 20; 

2) Storyboard = 20; 

3) Characters = 50; 

4) Script = 50; 

5) Background = 100-150; 

6) Materials = 20; 

7) Computer Graphics = 100-150; 

8) Props = 150-200; 

9) Source videotape = 150-200; 

10) Final Production = 200; 
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11) Participation = 60% of the semester grade; 

12) Notes = 100. (Field Notes, 22 Jan. 1997, p. 17-18). 

Later in the semester, the teacher put up a rubric through 

which she indicated it was her intent to score the students' 

final grades (see Appendix C; Field Notes, 20 May 1997, p. 

79). It would seem that, compared with the list above, this 

rubric modified to some extent the fixed, pointwise scoring 

given the fourth week of the semester. In any case, as the 

semester unfolded, several students were given the option to 

discontinue developing clay characters and, instead, to draw 

all characters, backgrounds, and props on paper, creating 

eels similar to the way animated cartooning is done. Using 

this approach did not change the number of steps involved, 

only the technique used in those three steps. In the period 

during which I focused observation, this entire process was 

to be accomplished separately by each individual student. 

This same class occurred four other periods during the 

school day. I assumed from the beginning of my observation 

that each group of seventh graders in these four classes was 

presented the same curriculum. I discovered this to be a 
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mis as sumption through an interview with William, a student 

from the Fourth Period class; that class, according to 

William, allowed partnering-up on projects. As it happens, 

this partnering-up is not an insignificant aspect of this 

study. In any case, this curriculum structure, as sketched 

out, above, provided a reasonable outline of the 

expectations for the project as it commonly occurs in the 

video or film production industry, with one significant 

exception. Video and/or film producers would never be 

expected to accomplish such a series of complex tasks a.lone. 

Such work would be the product of a number of individuals 

and/or teams working together, working collaboratively. 

In any case, the adjustment to the curriculum the 

teacher made was opted for by seven of the students as noted 

in Table 5.1. This table shows a list of students, each 

student's gender, the last step each student fully 

completed, and the technique each student chose (clay versus 

drawing). Using the step number completed as the basis for 

calculation yields a mean of 4.55, a median of 4, and a mode 

of 3. (Linda and Raul are included neither in these 
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statistical calculations nor the percentage calculations, 

below.) Only one student in the Sixth Period class 

completed the assigned project. Nearly 39 percent of the 

students never completed the creation of their characters as 

dictated by Step 4 of the 10-Step process, and two-thirds 

(66.66%) of the students never achieved the halfway point in 

the stepwise curricular tasks the teacher established for 

them. Accordingly, new questions arose, questions that did 

not help to frame the initial inquiry, but that, along with 

some of those original questions, helped illuminate the 

reasons why there was such a conspicuous lack of academic 

curricular goal achievement in this classroom setting. 

These questions and answers, along with data from my field 

notes, will be examined shortly. 

Search for a Philosophical Framework 

There are elements essential to success within a 

curriculum. One such element is the framework through which 

classroom activities are organized and proceed. It must 

also be borne in mind at the same time that this school site 

is an engineering and technology magnet school. In 



Student Gender Step Technique 

Angel M 5 Clay 

Anthony M 4 Drawing 

Belen* F 4 Clay 

Benjamin M 3 Clay 

Carlos M 6 Drawing 

Connie F 4 Drawing 

George M 8 Clay 

Gus M 5 Drawing 

Mohan* M 3 Clay 

Linda F 1 -

Luis M 3 Clay 

Louise F 3 Clay 

Mario M 3 Clay 

Marquita F 10 Clay 

Michael M 3 Clay 

Raul M - -

Renee F 4 Drawing 

Ricky M 3 Clay 

Rickee F 7 Drawing 

Sarahi F 4 Drawing 

Table 5.1 Student Gender/Step/Technique 
- student either left before choosing a 
technique or did a different curriculum. 

* joined class after the semester began. 
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describing the nature of her classroom, the teacher, Ms. 

Martin, commenting to a group of parents with students new 

to the school, remarked, "We have cooperative learning 

skills going on here" (Field Notes, 18 Mar. 1997, p. 52). 

Likewise, there is clear emphasis on the philosophy of 

cooperative or collaborative learning laid out in abstract 

terms in the school's Mission and Philosophy Statements. 

(Copies of the texts of these Statements appear in 

Appendices E and F, respectively.) Further, the school's 

stated purpose within its Mission Statement is to "promote 

self-esteem and academic excellence enabling our students to 

become lifelong learners who are literate, responsible 

members of a diverse society." 

During her interview, when directly asked her opinion 

about collaborative learning, Ms. Martin responded, 

I think collaborative learning is a beautiful thing 

because...it seems to me that two heads are better than 

one. And "collaborative learning," it's in an office 

place, anywhere. Collaborative learning is the key to 

success at all 1 think that if... everything depends 
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on you, then we are not going to get too far at all. I 

think that it's better to collaborate than it is to be 

on your own. (Teacher, Interview) 

During my interview with the principal. Dr. Blau, she 

described how collaborative learning might look: 

Collaborative learning: Perhaps one phase of 

collaborative learning could be where you have smaller 

groups working on a project together. You might have 

three, you might have four or five students working on 

one project where they're sharing; it might be that 

they're sharing ideas and present one project; it might 

be that they' re sharing and each one presents their 

own; so it's learning how to deal and work with others, 

'cause we feel that's very important of the workforce 

later on, also just being able to get along with 

others. (Principal, Interview) 

Additionally, when asked the same specific question as Ms. 

Martin concerning her opinion about "collaborative or 

cooperative learning," Dr. Blau, noted that 

I think they're essential. For our students to be able 
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to get along with each other and, then, definitely for 

when they get into the workforce, they have to be able 

to get along with each other and leam how to work with 

other people. If they can't do that, they're begging 

for troxible. (Principal, Interview) 

To get a more personal perspective concerning how this 

school might operate, the principal and the teacher were 

each asked to describe an overall educational philosophy. 

The principal responded: 

My educational philosophy? Well, the main thing is I 

can put it in one sentence that actually it's "Meeting 

the needs of the students." Now when you go beyond 

that, when you expand it, you have many, many types of 

students here, so you have their physical needs that 

you have to provide for, you want to provide a very 

good environment that's safe, clean; materials that 

they need, so forth; so the physical operation, want to 

provide the best possible teachers that you can, and 

also that the teachers have what they need to be able 

to provide for the students. You look at the social 
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needs of the students, their emotional needs, and you 

get right on down with middle-level education, their 

intellectual and their physical needs, and the 

different learning styles that you're going to have 

providing for; you're going to have exceptional ed. 

students that perhaps have learning disabilities, 

perhaps there are gifted students, there are others, so 

providing for the whole student. We have students who 

have serious emotional problems. Maybe their brother 

was killed last night in a drive-by, or, we've had, 

unfortunately, a number of students this year who have 

lost parents, to death or something, so helping these 

kids along. Perhaps Dad was just thrown in jail; maybe 

they're just coming out of jail; there could be a lot 

different tragic things in their life. We've even 

helped kids get electricity in their home. We had one 

that was living in a car, so we could find a place for 

him to live. But, then, likewise, you have students 

that are coming from million-dollar homes, and so, 

providing challenges but trying to provide what is 
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needed for each and every student, you'd have to assess 

each and every student and try to provide each one what 

they need. (Principal, Interview) 

The teacher, concerning her personal philosophy, remarked. 

Well, the idealistic answer is that every child can 

leam, every child is, uh, to me, actually, mine is 

that every child is intelligent, every young person, 

eveiry individual is intelligent, unless they had an 

accident of some kind, some kind of an accidental 

situation, and that, through their walk in life, they 

find an experience here, they collect it; they find an 

experience there, they collect it; when their hands are 

full, then they file away into the brain, and so that 

this hand is free to pick up the next experience, and 

life is, uh, learning is a step-by-step, and, so, my 

philosophy is that everybody can learn then. (Teacher, 

Interview) 

Later in the interview, when asked to discuss her 

educational philosophy concerning the school as a whole, the 

teacher noted. 
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Okay, I don't know if you can call it my "overall 

philosophy," but let's put it this way: It seems to 

me, talking about, uh, uh, collabor-, collaborative 

work, if I pronounce that correctly, is that, I think 

one main problem that we have in any school with 

teachers is that each one is doing, or is in their own 

area, and doing their own thing. We need, desperately, 

to get together, discuss either their students that 

they have that I have, what's going on in your class, 

what works, what doesn't work, etcetera, and many of 

our problems here would be fixed, just by that alone. 

Our lack of communication is really a horrible thing, 

so my idea is that in a school, we should be together, 

working together, and I think we work the bell rings, 

students, next channel, next channel, we're in 

different channels, many channels. (Teacher, Interview) 

In this vein, Ms. Martin seems clearly to hold the 

perception that the efficacy of the teaching methods as 

practiced by the teachers in her school could be improved 

through collaborative or cooperative consultation. 
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This spirit of cooperation would seem to be carried 

forward within her own classroom as demonstrated by the 

following vignette: 

Teacher: Luis, what are you doing now? 

Luis: Angel's helping me. 

Teacher: Cooperative learning, I like it. Luis, what 

are you doing while Angel is helping you? 

Luis responded, looking blankly toward the teacher. 

Teacher: Are you looking to see how he's doing it? 

At this point in this observation, Luis has already been 

called out of the room for disciplinary purposes on at least 

two occasions, had served an in-school suspension, and had 

been asked to change seats so that he could not "socialize" 

with Angel, another male student. This was only one of 

several occasions when the issue of seating assignments 

arose in terms of separating students. 

Because this class primarily involved the arts, I asked 

Ms. Martin her philosophy in this area. The first question 

was, "Can you tell me what you see as the role of the arts 

in the educational process?" She responded: 
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Yeah, well, again, the arts, I think, gives self 

confidence to the student; the student is able to 

express himself; he realizes or she realizes, "Hey, I 

have something to say, " and art, I think, is the best 

way to get to them, and then, from there, we insist on 

getting the, their for some reason, they are panicked 

about writing because of the amount of mistakes that 

they'll make, etc., etc. I don't know where it comes 

from; now, remember, I'm talking from seventh grade 

on 1 don't teach lower grades at this point but when 

I was in fifth grade, I had the same problem. But I 

notice that through art I was able to get them^ this 

is in fifth grade so way back when. I think it's not 

just the arts; you should also proceed from there, or 

either, either those people who know how to write and 

can get to writing right away, then, then they should 

proceed to art. I think...it's a way of expressing 

yourself and of getting to what they need to learn, and 

that is reading and writing and speaking and all the 

Four Rs that you talk about or Three Rs that you talk 
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about. 

Here, Ms. Martin focused on the importance of the arts in 

achieving educational fundamentals. 

To an earlier question concerning her perception of 

literacy development within this class {"Which forms of 

literacy development do you see as operating in this 

setting?"), Ms. Martin responded: 

Teacher: [pause] Ah, whenever anybody says to me 

"literacy development, " I think art is...very important 

in a child's education because it gives the student, 

all students, a feeling of, ah, having accomplished 

something they are saying something, they are stating 

something, even through it's through art; and I think 

that if we try to do that, uh, it is very possible 

that there's a lot of complaints about students' 

reading and writing, and I think that through art we 

can get them; I think it's extremely important that, 

uh, that we have, uh, more of, uh, this type of, uh, 

setup, that the students are able to express, 

especially with a storyboard idea, because students can 
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write, they can go to the storyboard, then we can get 

to the written part, and I'm sure that would work if we 

start way back when. 

I: Okay. And, what is your understanding of the 

students' perception of this way of learning? 

Teacher: [pause] That's where I have, and make sure 

that I explain, that I try to have them see what 

happened, what is really taking place, because we are 

not aware of these things; you have to make them aware, 

of what it is they're [doing], why they're doing it, 

where they're going with it, and so on. 

Ms. Martin seemed, philosophically, well positioned for the 

classroom activities in which she planned to engage her 

students. 

New Quest:ions and Issues 

What actually did happen in this classroom? Why was 

there seemingly so little curricular achievement? A number 

of factors come into play. These factors were, at once, 

overlapping, interrelated with, and independent from each 

other. One way of looking at this classroom is through the 
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several categories of activities that occurred in this 

class. The categories of activities I observed were: 

1. Classroom. Heuiagement (greetings, direct management 

of the classroom, disciplining students, emphasizing and 

restating rules, emphasizing work or the work ethic, and 

motivating students), 

2. Lemguage Xssues (using metaphors, using stories or 

story fragments, entertaining and using various forms of 

storytelling, and emphasizing comparisons between the 

Spanish and English languages) , and 

3. Izistruct:ion and Production (presenting examples, 

relaying information and/or direct instruction, producing 

various project elements, and generally helping in a 

plethora of ways with the various aspects of the students' 

projects). 

Clearly, however, these factors cannot be examined simply, 

since, as will be seen shortly, following the thread of an 

item categorized under one heading could, first, be 

categorized xinder another, and, second, intersect with 

myriad other categories and issues. For instance, the sub-
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category of "emphasizing work or the work ethic" could have 

been categorized just as well under Instruction and 

Production. Likewise, as can be seen from the 

sxibcategories, above, even these categories involve a 

complex web of interrelated elements. 

Classroom Hemagement 

The first category involving classroom management also 

includes the subcategory of greetings. As an example of 

greetings, on the first day of the semester, Ms. Martin 

greeted the students effusively, offering many hellos and 

welcomes. Following the first weekend, as the students 

entered, she said, "Hello, hello. Welcome back from a long 

weekend" (Field Notes, 13 Jan. 1997, p. 8) . On February 17, 

I noted: 

Benjamin enters the room. 

Teacher: Benjamin, welcome back. 

Luis enters the room. 

Teacher: Luis, welcome back. 

Ricky enters but receives no such welcome from the 

teacher. 
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George enters but also receives no such welcome from 

the teacher. (Field Notes, 17 Feb. 1997, p. 37-38). 

Later, on February 25, as students poured into the room, Ms. 

Martin offered a "Hello, everybody" (Field Notes, 25 Feb. 

1997, p. 39). From that point on, greetings dropped off to 

almost nothing for the rest of the semester. 

Turning to another sxibcategory, one involving direct 

management of the classroom; I noted only peripheral 

evidence of collaborative activities in this classroom. In 

fact, students not in their seats, a student talking without 

visual focus on his or her own work, and/or students clearly 

not headed for the supplies area, as in the vignette with 

Luis, above, would be questioned concerning whether they 

were "on task" or not. Here are a few examples taken from 

my field notes: 

1/13/97: The teacher returns from a disciplinary 

interlude with a student in the hallway and tells the 

students in the class that they must be on task to 

finish the current phase of their projects by tomorrow. 

At the time, some students are tracing and working on 
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their story "copy." 

The teacher makes a general question to the 

class, asking if they are all "on task." 

Later the same day, the teacher, again, asks if 

everyone is "on task." 

2/27/97: Teacher: No talking, no talking at all. 

Teacher: Benjamin, are you on task? 

Teacher (to the class): You will all be assessed for 

daily accomplishments. I am going to keep track of 

everything. 

3/3/97: Teacher: The only way you can complete your 

movie is if you're on task. 

3/18/97: Teacher: Let's be on task, please. 

Teacher: Luis, where are you now? 

Teacher: Renee, are you on task? 

Renee reacts with facial movements, indicating she is 

displeased with having been asked. 

3/20/97: Teacher: You all gotta be on task. 

4/7/97: Teacher: Anthony, are you on task? 

4/23/97: Teacher (to the class): Three weeks. The 
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only way to finish is to be on task. 

Implying or directly asking the "on task" question seemed to 

be one way this teacher maintained control of, and 

authority within, the classroom. 

Another method Ms. Martin used was the mention of a 

home visit. On the fourth day of class, the teacher set the 

tone for the class: "Okay. Production, production, let's 

go, let's go." She then told the students they had three 

chances: "If after three [chances] you are not prepared, 

I'm coming to dinner: Guess Who's Coming to Dinner?" 

(Field Notes, 9 Jan. 1997, p. 7). Ms. Martin, indicated 

that she would visit the student's parents during dinnertime 

to discuss the student's behavior. As far as I know, this 

never happened, even though the possibility was mentioned on 

more than one occasion in similar at-large announcements. 

Another subcategory involved student motivation 

techniques. Oftentimes during the semester, Ms. Martin used 

the extrinsic motivator of grades. To assure that chairs 

were put back in place under the tables at the end of the 

period, for instance, she would indicate that "If the chairs 
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are all in, that table gets an A; otherwise, F." On the 

third day of the semester, for instance, the teacher 

indicated that "the class has earned two As for the day." A 

short time later the same day, the teacher indicated that 

some students were not paying attention, that the class now 

had two As and one F, then said, "Malo, malo, malo" (Field 

Notes, 8 Jan. 1997, p. 4). 

It was in the context of this discussion, too, that the 

issue of neatness and "Sloppy Joe" work first arose. Ms. 

Martin indicated that whenever the students took notes, she 

would not repeat herself, that she would not accept what she 

calls "Sloppy Joes" kind of work or misspellings. She then 

said that the students are to "copy c-o-p-y copy. " 

She told them that the reason the copying is so important is 

because it will be worth 150-250 points. Also, she 

indicated that they would get a surprise sometime during the 

semester (yet another extrinsic motivator) . She told the 

students, "Look at your notes." This is because "I might 

get a nightmare at night if they are too messy" (Field 

Notes, 8 Jan. 1997, p. 4) . This incident underscores a 
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propensity by Ms. Martin to interject humor into her 

classroom presentations. 

An Xssue o£ Classroom Discipline. One issue of classroom 

discipline worth noting occurred on Wednesday, March 12, 

1997. This vignette was taken verbatim from my field notes: 

The teacher says to the class, "Let's go, let's go, 

let's go." Under her breath, I hear Renee mutter, 

"Yeah, yeah." The teacher then asks, "Connie, what are 

you doing?" Immediately, Gus interrupts Ms. Martin, 

asking, "Miss, if we draw it, can we trace it?" To 

this, the teacher responds, "Neat not a Sloppy Joe." 

The teacher then tells the class that they not only 

learn by watching but also by doing. Rickee is writing 

a note on Connie's hand. Rickee flips Connie off, then 

begins writing on Connie's leg. The teacher does not 

seem to notice this activity. At the next moment, 

Connie makes the excuse to the teacher that she doesn't 

know what to do. Gus is looking at drawings of houses. 

Angel suggests to Gus that the house he's interested in 

could be made larger. At this point, the teacher says. 
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"I want absolutely no talking. The next person who 

talks has to write 500 times 'I will not talk in class' 

and get their parent's signature." Within just a few 

minutes, both Marquita and Anthony are hit with the 

"talking" penalty, and within a matter of a few minutes 

later, Luis is hit with the "talking" penalty as well. 

I did not observe the class again until Monday, March 17. 

This occurred because of a half day followed by a non-

attendance day due to the end of the grading period. 

Because I had wanted to observe another class period to gain 

a better perspective of the setting, I arrived two periods 

early, during Fourth Period. The issue of the sentence 

assignment came up in a discussion during the teacher's 

planning period. Fifth Period. As an aside, the teacher 

told me in regard to the "talking" penalty, that "I 

shouldn't deal the first card if I don't have a second." 

(To me, this meant that she shouldn't have threatened to 

have students write sentences if she didn't mean to impose 

it.) As Sixth Period began, Marquita was making faces about 

the writing assignment she, Anthony, and Luis were given the 
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other day. Although Luis had written his sentences over the 

break and had turned them in already, Marquita and Anthony 

both worked in class on writing the 500 sentences. Later 

that class period, Marquita asked the teacher about 

finishing the 500 sentences outside of class with the 

teacher answering, "Oh, yes, certainly you may do so." The 

next day I did no observation because the teacher had a 

doctor's appointment. The day following that, Anthony was 

still not finished with his 500 sentences, so because of 

this situation, the teacher moved him to another table. On 

Wednesday, March 25, two calendar weeks after the "talking 

in class" penalty was imposed, Marquita finally handed in 

her paper with the 500 sentences, which she had finished at 

home (Field Notes, 12 Mar.-26 Mar. 1997, p. 48-58) . I never 

was clear about when, or even if, Anthony finished his 

writing because of the number of intervening weekend and 

teacher cJDsence days (see the section on Teacher Health and 

Other Issues, below) , but he continued to work on them in 

class after Marquita had finished. 

This invoking of a penalty for talking in class, an 
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activity that had not been raised as a punishable offense 

earlier in the semester, ate into the available production 

time for the students so penalized. Ironically, Marquita, 

the one female student hit with the penalty, became the only 

student in the entire class to finish the video project. 

Languasr^ Issues 

Ms. Martin frequently used metaphors when speaking to 

her students. During my observations in this particular 

class, she told a number of stories and used story fragments 

to make her points. One example that falls into both 

categories occurred on the first day of class when she 

related a stoiry that framed the students as workers employed 

by a company, adding that "Time is money." Then she used 

the metaphor, "You don't want to get fired from this 

company" (Field Notes, 6 Jan. 1997, p. 1). This incident 

describes a teacher strategy that operates at several levels 

simultaneously. Ms. Martin, in using this story, positioned 

herself metaphorically as the boss of the company and the 

maker and enforcer of the rules. This showed up again and 

again as a strategy used in attempting to maintain 
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discipline and classroom order, along with her emphasis on 

the world of work. Later on the same day, after giving the 

students instructions to get out paper and pencil, she 

remarked, "In the real world, if you don't follow 

directions, you are fired" (Field Notes, 6 Jan. 1997, p. 2). 

The third day of the semester, Ms. Martin emphasized, "We're 

a team, not a bunch of individuals" (Field Notes, 8 Jan. 

1997, p. 3). Nevertheless, this implication concerning a 

process involving collaborative learning never materialized 

as an essential reality within the activities in this Sixth 

Period class. 

The Metaphor of the "Sloppy Joe." On the third day of the 

semester, January 8, 1997, Ms. Martin introduced, through a 

metaphor, a management technique that she would use 

throughout the semester, that of the "Sloppy Joe." By way 

of introducing this concept, Ms. Martin indicated that when 

the students take notes, she will not repeat herself, that 

she will not accept what she calls "Sloppy Joes" kind of 

work or misspellings. The use of the "Sloppy Joe" metaphor 

to indicate any kind of messy or sloppy work became thematic 
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(Field Notes, 8 Jan. 1997, p. 4). For emphasis, the teacher 

later told the class that some of their work had been turned 

in torn and messy. She was not too keen on messy work and 

used the metaphor of a "Sloppy Joe" at a restaurant, 

describing the sandwich itself in some detail. At the end 

of the period, as the students were putting their project 

folders in the rack behind Ms. Martin's desk, she told them 

that she doesn't want them stacked "Sloppy Joe" either 

(Field Notes, 23 Jan. 1997, p. 19, 21). 

In an attempt to modify Gus' classroom efforts, the 

teacher said to him, "I'm interested in creativity, not 

Sloppy Joe" (Field Notes, 10 Mar. 1997, p. 47). And two 

days later, 

Gus (to the teacher) : Miss, if we draw it, can we 

trace it? 

Teacher (to Gus) : Neat not a Sloppy Joe. (Field 

Notes, 12 Mar. 1997, p. 48) 

The "Sloppy Joe" issue arose later in the semester when Gus, 

after a general admonition to the class that she did not 

want to see any "Sloppy Joe" work, mimicked the teacher to 



104 

Marquita and Louise, so that the teacher could not hear him, 

that his work was "not Sloppy Joe" (Field Notes, 2 Apr. 

1997, p. 61). 

Ent;ertaining and St:oryt:elling. Another tactic Ms. Martin 

used frequently was that of entertainment and storytelling. 

The fourth day of class, the teacher raised her hand and 

called out, "Stand by, " which brought about an immediate 

cessation of all activity. The teacher asked for the 

students ' undivided attention and had her students put 

everything away. At that point, the teacher read a story 

entitled "The Frogs Desiring a King." 

Later during the semester, Ms. Martin told a story 

about a woodsman, a candlemaker, and a baker. In the story, 

the baker wants a whole turkey for himself, so he grabs a 

turkey. (At this point in the story, the teacher grabbed 

Anthony.) The woodsman's name is Macario. It seems Macario 

Wcuats a whole turkey for himself, so he goes out into the 

woods. There he meets a charro with golden loins who is 

really the Devil. There is another person, in white, who is 

God. There is also a character with bony feet and bony 



105 

hands. Death. Death laughs at Macario, who retrieves some 

holy water to use to battle Death. The teacher went on to 

relate an abbreviated version of the full story. Even 

though this storytelling episode was a one-time incident in 

this classroom, I received the clear impression that Ms. 

Martin had made such story presentations in this manner 

frequently, both within and outside this school setting. 

One of the earliest examples of entertainment and 

storytelling occurred on the first day when Ms. Martin 

relayed the fire/fire drill rules. She transitioned by 

expressing, through metaphor, that she was now going to 

"change the channel": 

She then kissed up and down her own arms in turn and 

said, "I love my skin." Her point was to emphasize the 

need to leave the room in a timely manner. She told 

the students that she does not want them to pick up 

their sports equipment, their pencils, or their 

backpacks. She accompanied each of these examples with 

movements, mini-demonstrations, appropriate for the 

behaviors she wished them to avoid. She then recapped. 
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reminding the students that she loves her skin, and 

since she is, by district rule, supposed to be the last 

one out of the room, she does not want to be falling 

over someone who has stopped to pick something up 

(Field Notes, 6 Jan. 1997, p. 1-2). 

Ms. Martin employed these types of storytelling stratagems 

in the class, more frequently early in the semester, but 

only occasionally as the semester wore on. This vignette 

also falls under the subcategory of emphasizing rules in 

terms of classroom management. 

Instruction and Production Issues 

As one technique of instruction, Ms. Martin used both 

professionally and student-produced videos. In this vein, 

Ms. Martin's approach incorporated the presentation of a 

niimber of examples, particularly several "making of" and 

"how to" videos. The first day of the new semester, she 

used several. The first was a videotape entitled On Making-

Movies. She followed this with some direct instruction 

about using clay, then showed an animated video of Don 

Quixote, which used the technique of "Claymation. " 
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Afterward, she introduced the concept of Claymation: The 

animating of a story using clay figures as the characters. 

Claymation was the technique Ms. Martin initially expected 

the students to use in the production of their videos. 

During this discussion, the teacher, by way of offering 

motivation or incentive mentioned that people who could do 

this kind of animation right out of school can earn $35-50K 

a year. Following this comment, she emphasized the work 

ethic and, then, she joked that she will not smack them, but 

that she will drive them home to speak with their parents. 

She also emphasized that learning to make their videos would 

be much like learning how to swim, indicating that they 

would need to pay attention. Next, the teacher showed a 

short video on the various video transitions available 

through the use of the available computer software elements, 

VCR Companion® and Film Library® (Field Notes, 6 Jan. 1997, 

p. 2) . 

Ms. Martin also used video examples from time to time 

throughout the semester. During the first week of the 

semester, the teacher held up a blue head made of clay. 
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quite intricately detailed about 1" tall with white teeth, 

red tongue, and white eyes with black pupils. She indicated 

that the first thing the students were to learn was to make 

the nose (Field Notes, 9 Jan. 1997, p. 4). The next day, 

the students were told that they were going to learn how to 

form a nose with clay and were provided handouts and 

sculpting tools. The teacher interjected, "I love my nose." 

Before the students proceeded to the sculpting of a nose, 

the teacher played a video about creating noses, later 

supplementing the video with drawings on the small 

chalkboard. Included in the video were also some sound 

effects, which the teacher took the opportunity to point 

out. After a period of viewing, the teacher commented, "I'm 

grading that your eyes are on the screen" (Field Notes, 10 

Jan. 1997, p. 7). 

In another instance of video use, on Friday, March, 21, 

1997, Ms. Martin presented The Making of the Hunchback of 

Notre Dame. On the day this was presented, unfortunately, 

only one girl and one boy, Rickee and Angel, were in 

attendance at the beginning of the period; most of the other 
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students were in some sort of school assembly (Field Notes, 

21 Mar. 1997, p. 56). 

Mitigating' Xssues 

This next section discusses a number of factors that 

could have, and, in some ways, did, impinge upon students' 

opportxinities to complete their individual semester 

projects. These include problems with materials and 

equipment, teacher health and other issues, and outside 

influences. 

Problems wxth Materials smd Equipment 

Indeed, the factors that impinged upon the potential 

for successfully completing the video project in this 

classroom are many and varied. First, there were the issues 

of materials, software, and equipment. To begin with, Ms. 

Martin indicated early in the semester that "there is a 

purchase order in the office so I can acquire 'the best clay 

in town' for you to use for your projects" (Field Notes, 8 

Jan. 1997, p. 4). When the clay arrived, however, it was 

neither the brand she had used in previous classes nor of 

the quality necessary for the projects. The problem became 
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apparent almost immediately when students began complaining 

of color "smearing." Because of the smearing, the students, 

when using clay, would have to acquire more of one 

particular color to cover the effects of a second color 

having bled over onto the first. This problem arose as an 

issue in my interviews with several of the students. Gus, 

for instance, when I asked him why he was drawing his 

project instead of using clay, responded, "I tried clay, and 

it's too hard." Gus, who switched to the drawing technique, 

had tried to construct a family of three skeletons from 

white clay. Even though he resisted the seemingly necessary 

technique of using a wire framework around which to 

construct his characters, the fact remained that when he 

applied, for instance, the black eyes, nose, and mouth holes 

to the white skulls, the black would smear, causing him to 

express frustration and to constantly start over on his 

characters' construction. Marquita, the one student who 

finished a project, also commented that "Doing the clay was 

hard" (Marquita, Interview) . One of her characters was a 

ghost, also white, with red eyes and a dark-colored mouth. 
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These other colors also smeared onto the white part of her 

ghost. Likewise, Carlos commented that he decided on 

drawing "'Cause I think drawing is better 'cause clay 

sometimes is difficult, and you take longer to do it" 

(Carlos, Interview) . And although he did not directly state 

the difficulty he had with the clay, I did notice that he 

discovered quite quickly the smearing effect. Also, Renee, 

when asked about her choice of techniques, noted she had 

decided to draw "'Cause, um, clay is hard for me to work 

with; like, when I got started, it wouldn't work right, so, 

I just 1 can draw better, so I just decided to draw, than 

do clay" (Renee, Interview). 

During my interview with Ms. Martin, I asked the open-

ended question, "Have any surprising outcomes occurred, 

anything unforeseen?" to which she replied, "I think most 

students were not able to finish, and for the unforeseen, it 

has to be that clay, period" (Teacher, Interview). This was 

not the first time she had mentioned the disparate clay 

quality. Earlier in the semester, shortly after her 

shipment arrived, Ms. Martin had shown me several packages 
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of the old clay left over from the prior semester and 

demonstrated the clear difference between the two products, 

particularly the smearing factor (Field Notes, 5 May 1997, 

p. 76). 

The equipment and software problems centered around the 

use of the Apple lie computers and the companion products 

used to generate the credit roll for the project, VCR 

Companion® and Film Library®. First, the Apple lie computer 

is no longer manufactured and marketed. Additionally, the 

school district has no one qualified to keep them in repair. 

At the same time, because of the status of the hardware, 

that fact alone places this curricular tool in jeopardy of 

fading into oblivion sooner rather than later. Beyond that, 

because of the computer hardware's status, these software 

products are no longer being produced. At the beginning of 

the semester, Ms. Martin indicated that she had only two or 

three good, non-corrupted copies of the software disks 

available for loading onto the 12 available computers. At 

best, the disks needed to be constantly swapped between 

machines. Fortunately or unfortunately, an insufficient 
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nxiinber of students reached the point in the semester where 

all the logistics of swapping became a problem. This issue 

of swapping only arose on the two or three occasions when 

Ms. Martin made available previously generated, detailed 

step-by-step protocols for her students to use to gain some 

familiarity with the available software. During the 

semester, however, another of the VCR Companion® disks 

became corrupted, leaving the hardware virtually in limbo. 

Another impingement was that, as Ms. Martin indicated 

in her interview, not forming project groups was a mistake: 

Teacher: I think...! just would like to have a class 

with video production and...just students can complete 

it, I mean, can finish it, and they can't alone, they 

can't, can't finish it, so I have to try. 

I: Right. So, that...your thinking, of course, is 

that, if they are [working on] a project basis where 

there's a group assigned... 

Teacher: You have to do it with a group... 

I: Yeah... 

Teacher: No, you have to... 
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I: Um-hiim. . . 

Teacher: ...there's no 1 tried it, I tried it now, 

and I said, "This year I'm gonna try it, and they're 

gonna do it, and they're gonna do it now." Very 

simple. 

In responding to my earlier question concerning 

collaborative learning, Ms. Martin had precursored this idea 

thematically, saying, 

I think that it's better to collaborate than it is to 

be on your own. Uh, that's another thing that I'm 

going to add next year in my classes, my seventh-grade 

classes. Instead of having each individual do his or 

her. . .movie, then I'm going to have, instead, by 

tables: four people. That way, someone can do with 

the computer work and someone can do this, someone can 

do that, and so on, and not one person is depending on 

completing things. That's where I see the problems 

this semester, so what I'm going to do is actually do 

collaborative production. (Teacher, Interview) 

Ms. Martin recognized the limits of the structure of her 
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academic curriculum and had decided, instead, to change the 

organization of the class curriculiam to parallel something 

more in line with the manner in which the film and 

television production industries are structured. She also 

indicated plans to frame her students' future production 

work within a collaborative structure. 

Teacher Health imd Othez- Issues 

Ms. Martin missed class on several occasions because of 

doctor's appointments. She discovered near the middle of 

March that she was potentially facing knee surgery over the 

summer break. Toward the end of the semester, Ms. Martin 

reported that another doctor was going to try a less radical 

approach than joint-replacement. Nevertheless, this factor 

and two days missed because of a death in the family may 

have affected, to some degree, her teaching of this class. 

Outside Influences 

During the semester, I became aware of the fact that 

Ms. Martin's daughter-in-law, who works as her classroom 

aide during Sixth Period, and her daughter, who works as a 

classroom aide elsewhere in the school, were both enrolled 
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in a university class in media theory and aesthetics. On 

February 27, 1997, I entered the room to find a copy of the 

text for the course Bordwell and Thompson's (1993) Film Art 

on the teacher's desk. At that point in my notes, I wrote, 

"Perhaps she is considering a revised approach?" (Field 

Notes, 27 Feb. 1997, p. 40) . Although Ms. Martin was not 

enrolled in the class, she had received permission from the 

professor to sit in on the lectures. Later in the semester, 

I noted, as I entered the room, that Ms. Martin was reading 

Film Art and seemed quite excited about what she was 

discovering (Field Notes, 2 Apr. 1997, p. 60). 

The Disruptive Student emd Classroom Mainagement Philosophy 

Another issue may have denigrated student productivity 

because of the amount of the teacher's attention one 

particular student drew to himself throughout the semester. 

That student was Gus. His behaviors influenced me to ask 

the following question during my interview with the teacher: 

How much does a negative attitude of one student affect the 

behavior of others? To this, Ms. Martin replied: 

Teacher: ...[laugh] I im-, I im-, I immediately call 
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the attention of the student; I try not to let them, 

uhm, let the behavior, hopefully, go too far; I get 

upset; I call the attention of the class; um, one of 

the individuals is not working, I said, "Peter, what 

are you doing?", okay, "What are you doing next? 

What's next?"... 

I: Okay... 

Teacher: ...and I constantly am trying to move them 

and move them and move them. I think that's what your 

question is asking. (Teacher, Interview) 

This seems to reflect Ms. Martin's reliance on a set of 

favorite classroom-management techniques. This would seem 

to be what Gettinger (1988) means when referring to 

"practices characterized by teachers' 'bag of tricks'" (p. 

4) . 

Restricting Student Discourse 

The focus question posed at the head of this chapter 

(How the teacher's role is changed within the technology 

classroom?) would seem to remain, at least in part, 

unanswered. Ms. Martin's approach was one in which 
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individual students were isolated one from another. There 

were, indeed, numerous incidents when Ms. Martin offered 

guidance and assistance to individual students working solo 

on their own individual projects. Working alone was 

reinforced many times throughout the semester. A little 

over a month before the end of the semester, on April 7, for 

example, the teacher commented (to Renee, Louise, Marquita, 

and Rickee): "There's too much talking and not enough 

action in that group" (Field Notes, 7 Apr. 1997, p. 63). 

The next day, the teacher commented, "Gus, I see you talking 

and not working" (Field Notes, 8 Apr. 1997, p. 66). On a 

later occasion Ms. Martin remarked, "I like the way Renee's 

doing it; she's talking, and she's working" (Field Notes, 16 

Apr. 1997, p. 69). Still later, Ms. Martin called out, 

"Gus, production. I don't see any work. Talking is okay if 

you're working. If you can't do it, I'll move you somewhere 

else" (Field Notes, 22 Apr. 1997, p. 71). Toward the very 

end of the semester the teacher, again remarked, "You can 

talk as long as your face is focused on your own work" 

(Field Notes, 2 May 1997, p. 75). Clearly, any kind of 
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discourse among the students was assumed to be xmproductive. 

Based on the one-student, one-project curricular structure, 

there was, likely, no other assumption to draw. So, 

although collaborative moments with the teacher were an 

acceptable operational mode within the curriculxim as 

orchestrated by this teacher, any discourse these particular 

Sixth Period students engaged in appeared to be unnecessary 

and, therefore, unimportant. 

The Teacher's Reflections on the Class 

Near the end of our interview, I asked Ms. Martin what, 

in retrospect, she might have done differently: 

Teacher: Have the students, instead of each person 

doing their own production, working in, uh, cooperative 

learning, which is all four [students at one table] 

have different jobs and then put it all together. 

I: Okay, and what would you have done the same? 

Teacher: I would still be pushing them along, [pause] 

I: Okay... 

Teacher: . . .And I would use other clay. 

I: Okay, [laugh] 
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Teacher: [laugh] 

I also asked, "What do you think accounts for the 

differences in the different classes, say, first, fourth, 

sixth period, for instance?" to which she responded at 

length: 

Well, um, I think it depends on how the class is mixed. 

If you have only, uh, like, uh there are students 

who, who are very hardworking, there are not 

hardworking, and if you put the same level of students 

who are not...hardworking in one class, then you have a 

problem. Also, maybe it's the setup of the class, 

that, you know, they're allowed to talk, and they kind 

of take advantage of the situation, and they don't 

realize that the time is going by. Um, but I think 

it's also whatever class they come from, what did they 

do in the other class, like the classes my classes came 

from. Were they, they did acting, which I think is a 

wonderful means of, uh Oh, God, talk about, uh, 

expressing themselves and their ideas, and so on ^but 

acting is, uh, they didn't need to write per se; they 



didn't have to do that; they just simply got up there, 

and they acted and so on, and I think that you have to 

get both, and, uh, you have to have, again, the 

teachers working together so that you're able to get, 

uh, iron out, correct things that do happen: "Look out 

for this student: You must do this; this is what 

happens here." By the time you realize it, you're, you 

know That's something you don't realize as fast, but 

then, again, . . .it would be so much better because then 

you' re able to get to the problem immediately before 

you even begin. 

Here, Ms. Martin seemed to spotlight the numerous internal 

and external influences, as she saw them, that could have 

impinged upon the potential for success in this class. Once 

again, she underscores her interest in collaboration among 

teachers in knowing how to better manage specific students. 

She also seems to support the use of the arts as an 

important aspect both within an educational system and in 

students' development. 
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Looking' Forwzird. 

In the next chapter, I will present the various 

responses of the student participants who were involved in 

the context of this observation. Thus, the next chapter 

provides a forum in which these students can, in their own 

words, address the numerous issues as they arose from the 

questions asked during their individual interviews. This is 

done in order to help in the triangulation of those 

responses with the responses of other individuals engaged in 

their own separate and overlapping activities within the 

broader common context of this school and this classroom. 
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Chapter 6 

Findings — Part XI: 

Listening to Vlhat Those Involved Have to Say 

Introduction 

This chapter provides an opportunity for participants 

in this observation, specifically the students, to speak for 

themselves (see Nicholls, Nelson, & Gleaves 1995). 

Protocols were developed during the course of this 

observation and interviews were conducted. The student 

interviews occurred beginning April 29, 1997, around three 

weeks before the end of the school year for this one-

semester class, and continued until May 20, 1997. I began 

the interview with each students using the 36-question 

protocol in Appendix A as the framework. (The teacher, Ms. 

Martin, I interviewed toward the middle of May using the 40-

question protocol in Appendix B, and the principal. Dr. 

Blau, I interviewed after the end of the school year, 

sometime in June using the 22-question protocol in Appendix 

C. These protocols were developed over the course of the 

semester as detailed in the chapter on methods.) For the 
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purposes of identification, all students (with the exception 

of Connie, Linda, Louise, and Raul, who had either left the 

school, were absent during the last few days or weeks of 

school or were otherwise unavailable) were asked to decide 

on a "code name." Because of this, a bit of confusion may 

have been introduced for the reader: One student, a male, 

chose "Ricky," and another, a female, chose "Rickee." I 

decided to stay with these students' choices. Additionally, 

the student referred to as Gus chose the actual first name 

of the student referred to as William. To avoid possible 

identification of these students, "Gus" was used instead. 

Responses to tlie Protocols 

As a part of my study, I developed protocols used in 

interview sessions with the principal, the teacher, 15 

students in the Sixth Period class, and one student in the 

Fourth Period class. Not all responses provided interesting 

data for analysis, but a quite nximber did. To help in 

digesting what is presented here, this chapter is organized 

in roughly the same order as that of the previous chapter 

(Chapter 5) beginning with an examination of the curriculum 
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and curricular implication, followed by philosophical 

issues, and, finally, other significant aspects of this 

classroom. Even so, it must be borne in mind that 

distinctions between curriculum and philosophy may not be 

straightforward and clear-cut. Before launching into that 

examination, however, it is important to introduce a 

sampling of the student informants encountered during this 

observation. 

How Z Begiui 

For the students, protocol questions began with an 

open-ended opportunity to provide a self-description: Would 

you begin by telling me a little about yourself and what you 

think about the type of classroom you are in here? 

Anthony: Um, what do you mean like about myself? 

I: Well, just a brief history of yourself; some-, 

something about you I can use to describe you when I do 

my paper. 

Anthony: Uh, lom, um, I'm nice looking let's see, 

what 

else? What else do you need to describe me, like? 
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I: Well, if you want, if you, if you'd like to do 

that. 

Anthony: Um, I got dark hair, urn, iih, trying to 

think... 

I: Give something about the class... 

Anthony [croaky voice] : Um, well, pretty much art, 

pretty much art is my favorite class; I like it real-, 

I like it a lot, so I love art. 

Belen, one of the students who joined the class after 

the semester had begxin, focused more on context and history 

than Anthony had: 

Belen: Ummm, I lived in [a border town in the 

southeastern comer of the state] almost all my life, 

and, uh,... 

<KNOCK AT DOOR OF INTERVIEW ROOM; TAPE SHUT OFF> 

I: All right, continue... Please. 

Belen: Uh, I ha-, have thre-, three months in Tucson. 

Um, hopefully I'm gonna finish school here. Um, my mom 

and dad not together, and I have three brothers, one 

sister; they're older than me, and I love my classes. 
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I: Okay, and what about this class? 

Belen: Um, eh, I like it, sort of... 

Rickee, who was elected student-body president during 

this spring semester, responded like a candidate: 

Rickee: What do you mean? What do you mean? 

I: Uh, well, say, if I, when I write my report, I can, 

uh, describe you a little bit. 

Rickee: Uhm, I'm elected president, [laugh] 

I: You are? 

Rickee: Uh-huh. 

I: Of the class here. 

Rickee: Of student body. 

I: Okay. 

Rickee: Um, I have a 3.5 GPA, and that's pretty 

good,... 

I: Okay. 

Rickee: ...and [pause] the class I'm in is pretty 

good, it's fun.... 

I: Okay. 

Rickee: ...You have to be very creative, [laugh] 
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William, the Fourth Period student, impressed me as 

quite open, ready to ask clarifying questions: 

William: [pause] Okay, like, about myself? 

I: Yeah, something about yourself. 

William: Umm, [pause]... 

I: How would I describe you? 

William: How would I describe myself? 

I: Yeah. 

William: Um, [pause] tall, um, I'm nice to people, so 

I 1 always finish my work, and that sometimes when I 

get angry, I can, I can talk fast. Um, it's easy for 

me, like, to make friends. 

Sarahi, another of the female students who joined the 

class during the semester and who clearly invests time and 

effort in her appearance, by contrast, seemed less 

confident: 

Sarahi: Um, [nervous laugh] what about me? 

I: Well, how would I describe you if I were to write 

about you in my report? 

Sarahi: Well, that's up to you, um. . . [nervous 
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laugh; pause] I don't know. 

I: Okay, well, wh-, why don't you tell me about, a 

little about, about your classroom. What do you think 

about the classroom? 

Sarahi: It's pretty cool.. . 

I: Yeah? 

Sarahi: . . .um, 'cause you get to draw in there, and we 

do stuff. But, I don't know... 

On the other hand, Carlos, who wants to be a doctor, 

was more concise in responding: "Uh, um, I have a family; 

there are four in the house; I have parents, I have fish, 

and I think it's a really good time pass-, xim, going in Miss 

Martin's class 'cause you, you can be creative and you leam 

a lot of animation and making films and all that." 

Luis answered on a more functional basis: 

Luis: I'm Luis, I like to play basketball, collect 

basketball cards, and, watch TV, and sleep. Um, the 

classroom I'm in right now we're teaching about how to 

make videos, like movies and about how to write scripts 

and all that, and how to make, xom, characters move, and 
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just playing with clay, practicing with clay... 

I: Okay... 

Luis: ...and we're supposed to do some sound effects. 

Renee, who seemed to be the most pragmatic of the 

group, answered: 

Renee: Okay. Um, I'm a fxin person. I like to go to 

the mall. And, and my classroom? 

I: Yes. 

Renee: Um, I don't like that classroom too much 'cause 

Ms. Martin pushes real a lot of things. I like it in 

terms of the fact that she wants you to do your best 

there, and that's how I think about it. I know I can 

do my best, but she pushes like right to the edge. I 

can't do anything about it....That's how I look at it. 

Examining these students' responses indicates a wide 

range in terms of their perceptions of themselves and their 

classroom. This sampling of students only begins to exhibit 

aspects of the community observed in this classroom. What 

seems to be more revealing, however, are the students' 

solicited and unsolicited responses concerning the teacher. 
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Ms. Martin. (These responses will be examined in a separate 

section, below.) First, however, I turn to curriculum-

related issues. 

Considering the Curriculim 

Clearing ^ First Misconception. On the basis of my 

brief visit with Ms. Martin during the last class day of the 

previous spring semester, I was interested in determining 

how and why students had chosen to take this video 

production class. I had recalled Ms. Martin telling me her 

class was an elective. Because of that, I asked the 

students whether or not they had chosen to take the class; 

at the same time, I asked each student whether he or she had 

had any expectations concerning the class. It was from the 

former question that I discovered that, although the class 

may fill an elective "slot" in these students' schedules, 

whether to take it was not an option; it is required for all 

seventh graders. The second question, expectations cibout 

learning, provided a bit more insight into the thinking of 

these students. Anthony expected to leam "That...art is 

more than drawing figures on the scenes; it's like a rhythm 



132 

or technique, that you have to leam" (Anthony, Interview) . 

Belen, on the other hand, expected to learn "How to act and 

not be nervous when I'm acting" (Belen, Interview) . With 

Marquita, the question changed slightly and became, "So how 

did you hear about this class?" 

Marquita: Hear about it? What do you mean? 

I: Well, when you heard about this class, you probably 

heard things about it before you took it, right? 

Marquita: Yeah, and they were all bad. [laugh] 

I: Really? 

Marquita: Yes. I was scared about going 'cause 

they're all saying she's (Ms. Martin's) mean, it's not 

a fiin class and stuff. But it's fun. 

I: Okay. Um, so has your attitude changed since you 

started the class? 

Marquita: Oh, yeah, [laugh] 

I: Were you scared at first, then? 

Marquita: No. I was just feeling bad. [Someone] 

talked to us about not getting into that class, but now 

I've got As. (Marquita, Interview) 
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Marquita is the only student in the entire Sixth Period 

class to finish the semester project. 

When I asked Ricky how he had heard about this class, 

he said that friends had told him about it, and volunteered, 

"...they were saying that, they're saying that she's (Ms. 

Martin's) mean and everything" (Ricky, Interview). Although 

no questions were added to the interview protocol based on 

this response (see Student Interview Protocol, Appendix A), 

even so, while analyzing these interview responses, I 

siibsequently did a search of my database for the word 

"teacher" to pull up all responses where that word appeared 

in either the question or the response. A separate 

examination is detailed below. 

S'kudenfcs' Perceptions of tlie Academic Curriculum 

To garner some perspective on student preferences in 

terms of curricular activities, I asked each student about 

his or her most and least favorite. Their responses appear 

in Table 6.1 (with only students interviewed appearing in 

this table). I also asked students about their favorite 

part of school (students' responses appear in Table 6.2). 
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Student Favorite Least Favorite 

Angel Making clay models Backgrounds 

Anthony Making an animated movie Writing sentences 

Belen Seeing the movies; Learning how to do the 
project 

Drawing 

Benjamin Watching the movies Writing 

Carlos Making the animated movie I don't have any 

George Making the clay figures Making graphics on the 
computer 

Gus Drawing Doing the work 

Luis Playing with clay; working with video 
cameras; listening to the radio and sound 
effects; watching movies 

Having to listen to the 
teacher talk 

Mario Making the clay characters Drawing 

Marquita Working on the computer The clay was hard 

Michael Clay Drawing 

Renee Drawing; working on the computer Making the video movie 

Rickee Drawing the pictures Drawing backgrounds 

Ricky Clay models Doing the notes 

Sarahi Drawing and coloring The computers 

William Making little clay figures Painting; Making props 
and backgrounds 

Table 6.1 Favorite/Least Favorite Activity 
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Student Favorite Part of School Why 

Angel P.E. It's fun 

Anthony Seventh Period: Math Like to practice math 

Beien During lunch I get to see all my friends 

Benjamin P.E. Don't have to be in a class/hear 
lectures 

Carlos Playground; the campus outside I get to talk with my friends 

George The girls [snicker] 

Gus P.E. It's interesting 

Luis The athletics Fm athletic; it's an easy A 

Mario Interesting classes like science Get to work with, build things 

Marquita P.E.; Fve got it twice It's fun 

Michael I don't know -

Renee Being with my friends; Language 
Arts 

I'm good at [Language Arts; [the 
teacher's] cool 

Rickee Student Council Fun; they do a lot of stuff 

Ricky Being around my friends It's fun 

Sarahi Parties; the Socials -

William P.E.; Language Arts It's funnest; I like writing the 
essays. 

Table 6.2 Favorite Part of School and Why 
- = Question not asked or not needed. 
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Anthony, one of the students punished for talking in class 

by being required to write 500 times "I will not talk in 

class," was clearly referring to this disciplinary action on 

the teacher's part when he indicated "writing sentences" as 

his least favorite part of the class. At the same time, 

Luis, another of the students who was piinished, may be 

indirectly hinting at the same issue in remarking that he 

does not like "having to listen to the teacher talk." The 

remaining students, however, clearly indicate that some 

aspect or another of the semester project was either their 

most or least favorite part of this class. Even so, 

Benjamin expressed the position that the reason he prefers 

P.E. in school is because he does not have to be in a 

classroom and listen to lectures. Of the students 

interviewed, half indicated directly or indirectly outdoor 

or other physical activity as their favorite part of school. 

Only four indicated academic activities as even a secondary 

choice in terms of a favorite part of school. 

Students' Perceptions Concerning Their Projects. Because of 

expectations that students would form, at least at some 
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level, collaborative relationships, I became interested in 

gauging to what degree students perceived such collaborative 

projects as worthwhile. To get at this, I asked. How would 

you feel about working together on projects with the other 

students here? and If you were to work on a project with 

others in this class, who would you choose to work with? 

Student responses appear in Tables 6.3 eind 6.4 (Questions 23 

and 33 in the Student Interview Protocol, Appendix A) , 

respectively. Additionally, Table 6.4 offers a perspective 

of the social preferences of the students, a sort of 

sociogram. Accordingly, Table 6.5 shows how many times 

each student was named as a potential project partner and 

the number of project partners each student named. I also 

asked students to relate to me "the best part of the project 

you are working on for this class. " Answers to this 

question appear in Table 6.6. 

To begin with, in responding to "How would you feel 

about working together on projects with the other students 

here?", William responded at length, noting: 

Well, I was supposed to work with somebody on my 
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Student 
" 

Question 23: How would you feel about working together on projects 
with the other students here? 

Angel More better, more easier. 

Anthony Well, it would depend if the person would wanna, um, help out, work 
with you, stuff like that, you know. 

Belen rd feel fine. 

Benjamin It'd be a lot easier 'cause people are doing, working together instead of by 
themselves. 

Carlos I feel that, um, would be good. 

George I think it'd be fiin because you would help people and do the same stuff 
that we're doing, but they'd be helping you with the kind of stuff you 
don't know how to do; then you'd do it. 

Gus It would be better. 

Luis I think it's better 'cause you have more help to do it and you'll get it done 
faster if you have, like, more than one person doing the job. 

Mario I think it would be good because we could get more done; it would be, go 
faster. We can all be working on something, instead of one person, it, 
making all the characters and then filming it and the computers and the 
sound effects. 

Marquita It would probably be easier, yeah. 

Michael All right, yeah, okay. 

Renee rd feel fine with it; it really doesn't matter. 

Rickee Good. 

Ricky I think it would be better because Tm used to with someone. 

Sarahi [Unintelligible] 

Table 63 
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Student Question 33: If you were to work on a project with others in this class, 
who would you choose to work with? 

Angel Luis and then Ricky....And Renee. 

Anthony Maybe George....and...what's his name? [snaps fingers twice] Michael. 

Belen Louise, Marquita, Renee. 

Benjamin My friends Luis, Sarahi, Rickee, and Angel. 

Carlos [pause] Um, I think [pause] maybe Renee. 
I: Okay. What about Mario? [A student Carlos often sat and 
worked with.] 
Yeah, and Mario. 
I: ...Anybody else? 
Um, Rickee. 

Luis Benjamin, Angel, [pause] uh, Ricky, and that's all. 

Marquita George; Benjamin 'cause he took the class already before; Louise 'cause 
she's good at clay; she helped me; and Rickee, that's it. 

Michael Probably with, with me and Ricky and Luis. 

Renee Rickee, Angel, and Carlos and Mario. 

Rickee [pause] One other person or more than one person? 
I: Well, if, yeah, probably more than one. 
Um, probably George, Sarahi and [pause] that's probably it. [laugh] 

Elicky Angel because, um, he knows how to make [pause] people and, yeah. 
I: Okay and who else might you work with? 
[pause] Um, Benjamin. 

Sarahi Um, [pause] any person. 
I: Any...name in particular that comes to mind? 
Naw, I get along with everybody. 

Table 6.4 
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Student Times 
Named 

Number 
Named 

Angel 4 3 

Anthony 0 2 

Belen 0 3 

Benjamin 4 4 

Ccirlos 2 3 

Connie 0 X 

George 3 2 

Gus 0 3 

Mohan 0 X 

Luis 3 3 

Louise 2 X 

Mario 2 2 

Marquita 1 4 

Michael I 2 

Renee 3 4 

Rickee 4 2 

Ricky 3 2 

Sarahi 2 0 

Table 6^ Sociogram 
x=Student was not interviewed: 

Permission Slip not returned. 
*=Student would not give any 

names. 
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Student Question 32: Tell me what the best part of the project you are working on 
for this class is. 

Angel Making the clay model. 

Anthony The post-production. 

Belen The production we're doing right now. 
I: Okay, and what's the best part of that? 
Um, you get draw, you get, um, to put the sound in. 

Benjamin Using the computers because I like typing, I like using my hands, and that 
stuff. 

Carlos Working with glitter. 

George The best part is, was, was making the clay figures. 

Gus Drawing. 

Luis Using the video technology. 

Marquita Finding the music. 

Michael Um, [long pause] I don't know, it's fun, so... 

Renee My story, my storyboard; I like working that. I like drawing and working 
real hard on those pretty much. 

Rickee The production, the drawing, stories, movies. 

Ricky Um, trying to make the, make the, the football players and the referee. 

Sarahi Drawing. 

William Um, creating the Fig-, figurines and the little men and the women and all 
the little backgrounds with clay and stuff, that was the best part because 
you can, 'cause, like I say, you can get dirty with it; all you have to do is 
just mold your cl-, those things together zind then you, um, you know, 
like, make them clothes and stuff so they can walk and everything that 
was the best part of that class, uh, my project. 

Table 6.6 
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project, but I dropped out because my story was exactly 

the same as theirs, but they wrote it, and, uh, I wrote 

mine first, but they were writing theirs at the same 

time, and then, like, I was supposed to work with her, 

but I dropped out because I thought I could do a better 

job solo, myself, and, but I was wrong because I should 

have stayed with my partner because we could have been 

got getting two things at one time done instead of me 

trying to get one thing at one time done, so, like, I 

should have just stayed working with a partner. 

As a result of this statement, I became aware that 

curricular structures in the Fourth and Sixth Period 

settings were different in a critical way. In any case, of 

the students interviewed, most favored working with other 

students; only three expressed any ambivalence, but none of 

these three was against such a proposition; and about one-

third offered extended comments that included reasons for 

their favoring such a structure. While several students 

responded to this question focusing directly on the 

affective ("feeling") level, the majority commented. 
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indicating that working together with others would be more 

efficient and effective. 

As for the question "If you were to work on a project 

with others in this class, who would you choose to work 

with?", a number of students offered extended answers. The 

first was from Mario: 

Mario: Um, I believe Carlos "cause he's, like, one of 

my friends, and he, like, he's doing all right on 

drawing it, and he's, like, kinda good with figures, 

and he, like, wants to work. 

I: Okay. Anybody else? 

Mario: Um, maybe Benjamin. I think he's, like, he's 

done this before, and he's good; he can, maybe, help me 

and show me how to do something, that I don't know. 

With Gus, who seemed to cast a pall over the classroom 

and to cause Ms. Martin a number of classroom management 

problems throughout the semester, it required some probing 

to determine whom he might work with: 

Gus: George. 

I: Okay. Just George? 
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Gus: Oh, um, well, [pause] George and... 

I: Say you had a group. 

Gus: Oh, like how many? 

I: Oh, I don't know. Just tell me people you think 

you could work well with. 

Gus: We-, let's see, me, George, and Rickee, and then 

[pause] Mi chae1. 

Throughout his interview, Gus seemed to be closed and 

suspicious about giving too much information. 

Despite the singular endorsement from Gus, George's 

preference did not include Gus: 

George: Uh, I'd probably choose Rickee and, and Louise 

because they're pretty good with this and they, like, 

stick to their projects and they don't get off-track. 

I: Okay. Anybody else? 

George: Naw. 

Gus, Ms. Martin's troublesome student, does not appear on 

anyone's list of preferred project partners. Other students 

not mentioned as potential project partners include Anthony, 

the student who took up class time to write 500 sentences as 
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punishment; Mohan, who entered the school after the semester 

had begun and had somewhat spotty attendance and a certain 

animus toward George and several others; Belen, who also 

moved into the school district after the semester had begun; 

and Connie, who, as mentioned above, because of rumored 

family problems, absented herself from the classroom more 

than any other student. Of the questions asked during these 

students' inteirviews, this particular question drew out the 

widest variety of responses, with most answers focusing on 

one of more aesthetic elements. 

Stories as £m Organizing Framework for Learning. Frank 

Smith (1990) has underscored the importance of stories and 

story structures to learning. Accordingly, I asked two 

questions to see whether, or to what degree, students in 

this classroom were aware of this conceptually. The 

questions were: How important is the concept of story to 

this class? and to learning in general? Answers to these 

questions appear in Tables 6.7 and 6.8, respectively. 

Students' responses were not as easily reduced to a table 

form for these two questions, however. For instance, when 
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Benjamin was asked the first question, the following 

exchange occurred: 

I: How important is the concept of, of a story to this 

class? [pause] You know what stories are, right? 

Benj amin: Yeah. 

I: Okay. And you have to come with a story for this 

class? 

Benjamin: Yeah, because I didn't, I did one from last 

year; I just pulled it out of the computer. 

Because Benjamin's response seemed delayed, I re-cued him 

with my question "You know what stories are, right?" It was 

at this point that he admitted reusing his story. Benjamin, 

it turns out, had taken a version of this class in summer 

school the pervious year. 

Carlos, whose first language is Spanish, struggled a 

bit with these questions: 

Carlos: The concept of a story? 

I: You know what a story is. What is a story? 

Carlos: Um, [pause] 

I: We-, well, what is your video doing? What do you 



147 

do in your video? 

Carlos: Uh, my story? 

I: Yes. 

Carlos: Oh, in my story, it's about a, a kid that, 

that's, that is a swimmer, and he gets to the Olympics. 

I: Okay, and, and, so, is story- important, the concept 

of a story, important to you, what you're doing in your 

class? 

Carlos: Yes. 

Carlos seemed to need a fuller context to understand the 

Student Question 11a: How important is the concept of story to this class? 

Angel Ah, I don't know....[T]his class is all [pause], it's all right, but the teacher's 
not that good. 

Anthony Well, pretty much, I mean, stories, writing them, you know, that's pretty 
much where it's at. 

Belen Umm, very important, umm. 

George Very important. You have to do, like, everything you see,...in the story, 
you have to, like, keep on doing it [using what you know]. 

Gus I don't know; I don't think it's important. 

Marquita It's the whole, it's very important, so it's the whole grade. 

Michael Well, it's important, yeah. 

Rickee Um, important. [laugh] 
I: And why is that? 
Um, like, if you don't have a story, you're lost, like, you know? [laugh] 
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Table 6.7 

Student Question lib: How important is the concept of story to learning in 
general? 

Angel Not that important. 

Anthony Yes, [it is important] 'cause we could leam from other people's mistakes 
in stories. 

Belen [long pause] I don't know. 

Benjamin [pause] Pretty, uh, to be learned, uhm, [pause] you leam about right and 
wrong and all that sh-. 

Carlos I think [they are important]. 

Gus Well, like, maybe later on when we get big we wanna become a movie 
star, at least we'll know how to do it. 

Luis I don't know, but I like them. 

Mario Urn, I think so; I think if you, if, they have, um, [pause], um, th-, they all 
take you [serious] to tell you about something, or... 
I: Okay. Did anyone in your family ever tell stories? 
[laugh] Not really. 

Marquita A lot 'cause you have to know how to write and stuff...and read and 
everything, like, the things you're supposed to leam in school. 

Michael [pause] I don't know. 

Renee They just shows things in life, and it shows, like, show people things in 
life and what you need to get through life and...stuff. 

Elicky Well, it, it depends what kind of stories. 

Table 6.8 
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question. 

I: And, how important is the concept of a story in 

your class? 

Luis: What do you mean? 

I: Um, what, what are the things about a story? 

Luis: The characters [pause] urti, [pause] um [pause]... 

I: Okay... 

Luis: ...your imagination. 

With Luis, what comes out is a halting exposition of story-

building elements or concepts. 

Renee, likewise, required clarification: 

I: How important is the concept of a story to this 

class? 

Renee: What do you mean by that? 

I: Okay, well, in your, is your, is your production a 

story of some type? 

Renee: Oh, yeah, my, it's about some guy winning the 

lottery, like He finds, like, a lottery ticket, and 

then he drops it on the floor and then, like, he wins 

the lottery, and then he takes it, and then he and his 
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girlfriend gets married and have kids and everything, 

like... 

Renee never fully answered the initial question, but, 

instead, provided a synopsis of her story. 

Ricky also seemed unclear on the idea or concept of 

story: 

I: And, how important is the concept of story to this 

class? [pause] You know what a story is? [pause] Have 

you ever read stories? 

Ricky: Do I ever read stories? 

I: Yes. 

Ricky: Yeah. 

I: Have you ever heard stories told? 

Ricky: From her [the teacher]? 

I: Anywhere. 

Ricky: Yeah. 

I: Okay, and so, do you think stories are important to 

doing well in this class? 

Ricky: Yeah. 

The resulting "Yeah" came in response to a somewhat 
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modified, more specific question. 

One of the newer students, Sarahi, seemed nervous 

throughout the interview. Because of this fact, she was 

sometimes hard to hear and seemed to feel put on the spot 

from time to time: 

I: And how important is the idea of a story to this 

class? 

Sarahi: The idea of what? 

I: Uh, the idea of a story. Is story an important 

part of this class? 

Sarahi: [pause; softly] Yeah. 

I: Hum? 

Sarahi: [softly] Yeah. 

I: Don't you, isn't your project about telling a 

story? 

Sarahi: Oh, yeah. 

Her final response seemed like an awakening. 

William, by contrast, answered, once again, in a fair 

amoxint of detail: 

Well, the story is, the sort of, story is the most 
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important part of your movie because that's where you, 

um, you take your mov-, you, that's where you make your 

movie from; you just think of how to make the 

characters in either drawing it or making in clay, 

like, but she says that the story's the most important 

because that's, that's your id-, that's your main idea 

for making a movie. 

Even without considering William's comments, these 

students express a range of understandings, both concerning 

the question and concerning opinions as regards the 

importance of stories in this video production class. 

Most of the students recognize the importance of 

stories to their process in this video production class. 

Angel, however, changed the subject, taking the opportunity 

to express his displeasure with the teacher. With Gus, it 

was unclear whether he was being entirely sincere or was, 

instead, expressing some form of resistance. 

As for the question "How important is the concept of 

story to learning in general?", William wrestled with it as 

well: 
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William: Um, story? Let's see, how important is it? 

I: Right. 

William: General learning, you mean? 

I: Yes. 

William: Well, I don't think that it's really 

important, like, maybe if you're, uh, little, yeah, 

like, you have to read kids, like little stor-, like, 

stories so, like, they can build their vocabulary and 

stuff, but, like, right now, in my grade, they barely 

read their stories, in my Fifth Period, they read a 

lot, but, like, in my other classrooms, they just read 

little paragraphs about pe-, um, about, like, math 

problems; uh, we haven't read any more stories in a 

while. 

William's pattern of extended responses occurred throughout 

his interview, the longest of the study with a student, 

which took around 45 minutes. 

With Sarahi, as with several of the students, I 

attempted to probe further: 

Sarahi: Um-hum. 
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I: Like, is, does anybody at home ever tell stories? 

Sarahi: At my house? 

I: Yeah, or anybody else's home where you've been? 

Sarahi: Not really. 

I: Has anyone ever told you a story and you've learned 

something from it? 

Sarahi: Not really, in school, but. . . 

I: Okay. Like what story can you remember? 

Sarahi: A lot. [pause] I don't know, like stories 

about "The Three Little Pigs" and stuff like that 

[nervous laugh]. 

I: It had, it had, the story had a lesson? . . . 

Sarahi: Um?... 

I: ...Was there a lesson in the story? 

Sarahi: Not really. 

As contrasted with Benjamin's response regarding the 

teaching of right and wrong, Sarahi seems recognize no such 

purpose for stories. Her response of "Not really," once 

again, seemed to cover a lack of confidence. 

In responding to this question, it seems that most 
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students have come to understand the didactic nature of 

stories. Ideas coming from these responses include notions 

of right and wrong, learning from the mistakes of other, and 

understanding that different kinds of stories seirve 

different functions. 

Questions Concerning 2m. Xinproved Classroom Experience. In 

this area, I asked three questions. The first was. What 

could make the classroom activities better? and the second 

was What other kinds of projects like the one in this class 

would you like to do? A third, associated, question 

concerned organizational strategies, specifically whether 

different students should play different roles and whether 

students should be working together or working separately. 

Students' responses to these questions appear in Tables 6.9, 

6.10, and 6.11, respectively. 

William's response to this question concerning 

improvement of classroom activities, as with most others, 

was extended: 

William: Uh, the classroom activities in there? Well, 

they're oka-, they're fine, but, it's just that, the 
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Student Question 25: What could make the classroom activities better? 

Angel I don't know, mister, [laugh] 

Anthony Better? [pause] Well, I don't really know what would make it. 

Belen Um, in a group, helping each other. 

Benjamin People all working together, getting, getting to become friends better. 

Carlos What could make 'em better? By [pause] having more time, in class. 

George Umm, I-, ummm, I don't know, we could work in a group [laugh], it'd be 
better to work in a group, maybe. 

Gus If we could have more fiin, for more, easier things. 

Luis Um, we could have the radio on and you could get more into your work. 

Michael [pause] To do more stuff, like, to have more, like, stuff to do, like I think 
it is in the movies, like be more equipment to use. 
I: More what? 
More equi", equipment. 
I: Equipment? 
Yeah. 

Renee That she gets more materials for, in, more materials for us to use, and 
more, um, cameras, and more TVS for equipment. 

Rickee Um, [pause] probably work in groups because it's better. 

Ricky Um, [long pause] um, [pause] I don't know, by doing, I don't know, um, 
learning about more, um, videotaping. 

Sarahi Classroom activities? Uh, [long pause] I don't know, [long pause] 

Table 6.9 



157 

Student Question 26: What other kinds of projects like the one in this class would 
you like to do? 

Angel [pause] Uh, [pause] I don't know. 

Belen Um, how to work the computer, like the VCR Companion®. 

Benjamin Drawing, clay. 

Carlos I would if, um, just filming. 

Gus [pause] Stay on the videos. 

Luis Like this one in this class? 
I: Um-hum. 
Um, use the videos more active than what we do. 

Michael [long pause] I don't know, like, real movies, maybe. 
I: Real movies? 
Yeah. 

Renee Um, [pause] probably working with, um, computers more. 

Rickee Um, [pause] 
I: No? 
Uh-uh. 

Ricky Um, to videotape? 
I: Yeah, what other kinds of projects like this one in this class would 
you like to do? 
I don't know, um... 

Sarahi [long pause] I'm, like, where I'm, like, my drawing and stuff? 
I: Well, yeah, some project like making a story like this. 
Yeah, I like drawing. 

William Um, projects? Probably, like, painting, making it, art, like using clay and, 
like, cement, like, those art things to make, like, vases, and, like, 
figurines and statues, like those that'd be a good activity in that class. 

Table 6.10 



158 

Student Question 27: Should different students play different roles? Like 
working together or working separately? 

Angel I don't know, um... 

Anthony Uh, no, we-, they should work together to, uh, get the job done. 

Belen Um, working together. 

Benjamin Working together. 

Carlos Working together. 

Gus Work together. 

Luis We should work together [pause] because you could help people out a 
little; you could help them out and they could help you out, whatever you 
need. 

Michael [pause] I don't know really. 

Renee Yeah, I think they should play the same role, a little bit different but the 
same role, so we can work together and stuff. 
I: Uh, what do you mean? 
Uh, um, not do our own thing, but we could do our own thing, but, 
like, put it together as a big story and then work from there, 'cause it's not. 
it's like, in that class, its kinda hard doing stuff by yourself because the 
way she want it. 

Ricky Um, no. 
I: Okay, well, would it be better to work together or work 
separately? 
Um, I think together. 

Sarahi [pause] Not like we're doing now? 
I: Well, how should it be done? 
In groups? 

Tabie 6.11 
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teacher, I don't really like. If we had. a new teacher, 

that was enthusiastic and who took time to listen to 

everyone, that'd be a really good class, but, like, for 

example, Mr. Merrett, he's a nice teacher, he's a good 

teacher for all students 'cause they can listen to him 

'cause he can relate to them 'cause he's, like, the 

youngest, he's 28-years old; he can relate to the 

students here at the time, and when we were in his 

class last semester, he made it easy for us to 

understand. If he was down here in video production, 

it would be easy for us to learn. 

I: What does he teach? 

William: He's, um, creative expression. 

Here, William keys on learning as the most important aspect 

of his answer. As it turns out, at the end of this school 

year, Mr. Merrett transferred to another school. 

Mario, in answering this same question, remarked: 

Um, it, I suppose if we had more time, and, um, to work 

with people, I guess, to get more stuff done, and just 

give quicker time on the editing so it goes faster 
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instead of just one person doing it. 

Mario acknowledged time as one of the factors impinging on 

completion of his project, but, at the same time, recognized 

that working collaboratively might alleviate part of the 

time-crunch problem. 

By contrast, Marquita believed classroom activities 

would be better "If we had less, less students and more 

teachers to help teach, like, teachers to help all the 

kids." Her view focuses on student-teacher ratio, even 

though there were, at the end, only about 17 students on the 

roster and the teacher had a classroom aide. A few of these 

Sixth Period students perceived value in working in groups 

while others believed more focus should be placed on 

learning about the equipment and having more materials 

available. 

George, who was the only other student within reach of 

finishing the semester project, expressed ennui in regard to 

whether he would like to work on a similar project in the 

future: 

George: Um, I don't know [laugh], it's hard, [pause] I 
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don't know. 

I: It's like interesting enough you might want to 

something else like it later, or no? 

George: No. [laugh] 

I: No? [laugh] Okay. 

George: It's boring. 

Notably, it was George who, upon learning that Ms. Martin 

was shutting down her classroom for the simmer earlier than 

normal, expressed his disappointment, commenting, "I should 

have ditched this punk-ass period" (Field Notes, 20 May 

1997, p. 80) . 

With Anthony, the question of What other kinds of 

projects like the one in this class would you like to do? 

led to an exchange: 

Anthony: What other kinds of projects? would I like to 

do in this class? [pause] As opposed to others? 

I: Well, if you were to do another project, how, what 

would you like to do, like this class? 

Anthony: Like doing a mural, doing a mural, for, like, 

um, yeah. 
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I: You mean like, like, um, what's his name? Raul?... 

Anthony: Raul, yeah, like Raul Aguirre... 

I: ... Right.. . 

Anthony: ...Yeah... 

Although it was never specifically stated to the other 

students why Raul was doing these other assignments, Anthony 

indicates he has thought about these activities as an 

alternative to the assigned project. Students, in response 

to this question, indicated a desire to work more with the 

equipment or to do more projects where they had the 

opportunity to draw or do other forms of art. 

To the questions concerning Should different students 

play different roles? Like working together or working 

separately?, George offered a balanced response: 

George: Um, both kinds if they, like, know, know more 

stuff and can, they know more about what they're-, than 

another person and can teach you. 

I: Okay. Should they do that separately and...? 

George: Um, they should show, show us how to do it. 

The, one person should show the group how to do so that 
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they know how to do it the next time they do it. 

George's suggestion sounds like mini-lessons, a seemingly 

integral part of collaborative learning. 

Rickee, newly elected student body president, expressed 

the importance of group cooperation in accomplishing 

goals: 

Rickee: [pause] Like how? 

I: In other words, if you had a project.. . 

Rickee: Um-hum. 

I: ...should you,...should students work together or 

should they work separately on those? 

Rickee: [pause] Probably it depends: If that person 

wants to work in groups, then work in groups; if he 

wants [laugh] to work separately ...I can't, [laugh] 

Although Rickee had seemed to work quietly and steadily 

throughout the semester, completing more than 7 0 percent of 

her project (see Table 5.1), she, nevertheless, recognizes 

the importance of working in groups. Here, the majority of 

students by far believed they should do their work in 

project groups. 
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Clearly, the middle school students in this study hold 

opinions concerning how the curriculum in this classroom 

should have played out. They, likewise, hold a number of 

viewpoints concerning the nature of the classroom in which 

they were engaged. These views, focused through a series of 

protocol questions, are examined in the next section. 

Focusing on Change; Students' Viewpoints 

This section turns to an examination of a number of 

questions that can be considered to evoke responses from 

students concerning how they believed school/classroom 

structure and activities should be different. For example, 

I asked a series of questions to get a sense of what these 

students believe could or should be changed. These 

questions. What would you change about this class?. What 

would you change about your school?, and What would you 

change about yourself?, elicited a number of interesting 

responses (detailed in Tables 6.12, 6.13, and 6.14, 

respectively). Once again, some students had more to say 

than others in response to this series of questions. (As 

noted in Table 6.1, William's response to this first 
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Student Question 7a: What would you change about this class? 

Angel A different teacher. 

Anthony [Answer was rambling and incoherent] 

Belen Umm, try to work harder. 

Benjamin In beginning of the year, semester, less writing and more playing with 
clay, using cameras, using the computers. 

Carlos [pause] I would change, um, the computers. 

George Uh, the teacher. [laugh] 

Gus The teacher. 

Luis The teacher, [laugh] 

Mario Make it longer 'cause it gets kinda hard to finish [the project] and finish 
recording it. 

Marquita Probably make it longer 'cause it's not enough time to do everything you 
need to do. If you're not, a lot of people are not getting finished. 

Michael [pause] The teacher. 

Renee Um, probably now how to draw that [*] and, she has [*] about working on 
video and let us do the news and all that and the weather. 

Rickee Nothing, [laugh] Fun. 

Ricky Um, [pause] the, uh, I like the teacher; she's funny, and... [pause] 
I: Okay. Do you, do you still think she's mean? 
Sometimes I think yes, most of the time. 

Szu'ahi About the class? Um, [long pause] probably, uh, not to work on the 
computers or something? I don't know. 

Table 6.12 
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Student Question 7b: What would you change about your school? 

Angel A different principal. 

Belen [long pause] Make classes a little longer. 

Benjamin The rules. 
I: Which rules? 
The "No chewing gum." 

Carlos I think library should be; I want it a bit bigger. 

George The principal, [laugh] 

Gus The rules. 
I: What rules would you change? 
Well, like, we should be able to chew gum in class. 

Luis The colors. 

Mario Change, um, I like it; uh, maybe some of the classes or, how it looks 
around here. 

Marquita A lot. [laugh] 
I: Like what? 
Make it bigger, change the colors, change some of the teachers. Whew. 

Michael [pause] I don't know. 

Rickee Um, people. 
I: People 
Yeah. 
I: What do you mean? 
Like, people that, kid's, kid's attitudes, and, like, uh, [laugh]... 

Ricky [pause] Meal prices at the, at the lunchroom. 

Sarahi Um, a lot of things, [laugh] 
I: Like what? 
Like, [pause] I don't know, things, more socials [laugh]. 

Table 6.13 
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Student Question 7c: What would you change about yourself? 

Angel Nothing, [laugh] 

Anthony Myself? [pause] Um, nothing really. I always feel good about myself. 

Belen Try to leam more. 

Benjamin My grades. 

Gus My attitude. 

Luis Um, my attitude. 

Mario Um, I always try to like [laugh] do better. 

Marquita Nothing, [laugh] 

Michael [pause] To do better or something. 
I: At what? 
At the working. 

Rickee Nothing. 

Ricky Get good grades. 

Sarahi I don't know. 

Table 6.14 

question will be discussed in the section on Teacher-Related 

Questions and Responses). 

More than one-third of these students expressed 

dissatisfaction with the teacher, Ms. Martin; only a couple 

indicated a focus on curricular change while others believed 

the class too short to finish the project. One student 

indicated a need to do something about the outdated 



168 

equipment. 

When questioned concerning desirable changes for the 

school, a number of student responses center around an 

aesthetic clash with school colors. For instance, when I 

asked this second question concerning change, Anthony and I 

engaged in the following discourse: 

Anthony: Uh, school? Um, the uniform, uh, the colors 

aren't right. 

I: You don't like the colors? What are the colors? 

Anthony: Um, turquoise and tangerine". 

I: Turquoise and tangerine? Okay. 

Anthony: I'd like them to be, like, turquoise-white, 

um, anything with a turquoise background. 

I: Okay, you like the turquoise part but you don't 

like the. . . 

Anthony: Yeah... 

I: ... tangerine? 

Anthony: ...the tangerine is really pretty wild. 

^ Not the real colors; changed to avoid school 
identification. 
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In the same vein, Renee vocalized her opinion 

concerning what should be changed: "The colors 'cause the 

color are ugly. They're turquoise and tangerine. I'd like 

to change them to either blue or white or blue, black, and 

gold." Clearly, a number of students recognize and 

appreciate the aesthetic fiinction of color, particularly as 

it represents their school. 

On the other hand, William's thoughts focused on school 

curriculum issues: 

Our school? [pause] Like, our engineering classes 

that switch off for P.E. this year: If I had a chance 

to change, I would change engineering into an art class 

because only eighth graders have art, and, like, I was 

making art a lot, but we don't have art, so we have 

video production, and exploring communications, or band 

or orchestra or aides, but I wanted art this year, but 

we can't have it until next year. 

Two students, who, when asked what should be changed about 

the school, indicate, "the teacher," here indicated a need 

to change the principal. On the other hand, there were a 
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wide variety of answers overall, focusing on rules, 

aesthetics, curricular issues, facilities, and attitudinal 

and social issues. 

The third question in this series (What would you 

change about yourself?) evoked more extended dialogue than 

any other. Carlos, for instance responded quickly: 

Carlos: My attitudes. 

I: Okay. What kind of attitudes? 

Carlos: That I get really mad. 

I: Okay. That ever get you in trouble? 

Carlos: Yes. 

I: This semester, did it? 

Carlos: Yes. 

I: That what happened? 

Carlos: Yes. [laugh] 

Carlos (an Honor Roll student) had experienced the ignominy 

of serving an in-house suspension for having called a 

teacher in another classroom a "bitch" according to Luis who 

reported the reason for Carlos' absence from class to Ms. 

Martin. Through this dialogue, Carlos became aware that I 
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was aware of the basis for the situation he had experienced. 

Another Sixth Period student, George, who seemed to be 

positioned as having an informal leadership role in the 

school focused on his own academic ability: 

George: Um, um, how I do in school, like, like how 

smart I am or something. 

I: Um, what, you wanna be dumber or smarter? [laugh] 

George: Normal, just normal, [laugh] 

I: Noirmal smarter? Okay, [laugh] 

George: Yeah, [laugh] 

Fairly early in the semester, George had approached me and 

had taken a seemingly threatening stance. I grinned and 

laughed it off. At that point, I believe he decided I was 

"cool" and could be trusted. 

Renee, like Carlos, focused on her attitude, but 

perhaps in a more mature way: 

Renee: Um, my attitude, 'cause I gotta have a real bad 

attitude. That's what I'd change about myself. 

I: What, what is it that's so bad about your attitude? 

Renee: Well, I, like, I get, like, when I'm not in a 
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good mood, I just snap at people; that's it. I'd like 

to control that sometime. 

Throughout the semester, Renee had given the impression that 

she is a leader, someone to be listened to, someone to 

provide council to the other students. A cluster of female 

students at her table frequently heeded what she had to say. 

By contrast, William's response to this question seemed 

to indicate confidence based on his interaction with others 

as well as a determination to maintain the status quo: 

William: Me? 

I: Yes. 

William: Um, nothing, really, because everybody tells 

me, like, before school and, or, like, last year of 

school, they say, "Don't change, don't ever change 

because people like you how you are," so I just take it 

from there and just don't change anything, keep to 

myself. 

Again, William's response indicates a stronger, developing 

linguistic ability. 

With this question, there were also a variety of 
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responses. A number of students clearly indicated that 

there is nothing about themselves they would change; 

several, however, wanted to improve their own attitudes; 

others focused on improving grades, but only one mentioned 

"learning" as a desired change. 

During student interviews, I asked questions drawn from 

a study by Nicholls, Nelson, and Cleaves (1995) . These 

questions. Would you rather discuss and solve problems or 

rather memorize information? What would be more helpful for 

your future?, were similar to those asked in a primarily 

African American school in the Midwest. The Nicholls, eC 

al, study used pictures as visual cues prior to posing their 

questions. I asked these questions without the aid of any 

such visual cues. Students' responses are shown in Tables 

6.15 and 6.16, respectively. 

When posed in terms of student preference ("Would you 

rather..."), students responded 10 to 6 (67.5% to 37.5%) in 

favor of discussion and problem solving. By contrast, when 

asked the utilitarian question ("What would be more helpful 

for your future?"), students believed 10 to 4 (71% to 29%) 
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Student Question 28a: Would you rather discuss and solve problems or rather 
memorize information? 

Angel Memorize information. 

Anthony Discuss and solve problems. 

Belen Discuss problems. 

Benjamin Um, memorize information. 

Carlos Memorize information. 

George Um, discuss, discuss and solve problems. 

Gus What does that mean? 
I: Would you rather sit and, and, and stay at your desk and...try to 
memorize facts or would you like to talk with other people and 
discuss and solve problems? 
Discuss. 

Luis I would rather [pause] discuss and, what was the word? [laugh] 
I: Solve problems. 
Solve problems. 

Mario I think I'd rather discuss with people....! think there'd be this better 
memory instead of memorizing it. 

Marquita Memorize information. 

Michael Discuss and solve problems. 

Renee Uh, rather discuss. 

Rickee Um, memorize information. 

Ricky Di", discuss and solve problems. 

Sarahi Discuss. 

William Memorize information. Um,...like I said, sixth grade, our teacher taught 
us, I still re-, Tm still remembering it from that year. 

Table 6.15 
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Student Question 28b: What would be more helpful for your future? 

Angel Memorize information. 

Anthony Uhm, mem-, memorizing information, 'cause... 
I: You think that's more important... 
Yeah... 
I: ...than, than solving problems? 
Yeah, 'cause you're gonna get a job and you need to memorize all these 
from, oh, where you can't phone and call and you can't, like, go back to 
college and ask 'em a question and something like that. 

Belen Discuss problems. 

Benjamin Discuss and solve problems. 

Carlos [pause] I think the other one 
I: Which one? the problem solving or, uh?... 
The other one, problem solving. 

George Um, discuss and help solve problems. 

Gus [Question inadvertently omitted.] 

Luis Memorizing information. 

Mario Um, probably discussing it, 'cause, like, discuss with people and hear 
what to say, and that's kinda what I think. 

Marquita Solve problems. 

Michael Probably memorizing. 

Renee Uh, discuss, 'cause then, like, you won't have to worry about 
remembering. You can, like, do a review, over and over again; you won't 
forget it. 

Elickee Probably discuss and [laugh] solve problems. 

Ricky Discuss and solve problems. 

Sarahi Discussing. 

Table 6.16 
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that discussing and solving problems is more important than 

memorization; one student (William) pointed out that both 

discussion/problem solving and memorization would important 

for the future. 

Although in answering these questions, William avowed a 

preference for memorization, when asked which technique 

would be better for his future, he spotlighted a problem 

with the questions as posed: 

Well, I think both because, if you memorize, you can 

remember and then just learn how to solve problems, 

like learning how to deal with problems, like, solving, 

like, math equations, like that, learning how to do, 

that's good, but, but you're doing, when you get older, 

like, you need both of those. 

What William points out is that these approaches are not 

polar opposites, one to the exclusion of the other, but are, 

instead, both necessary to the process of learning. 

Students' Perceptions Concerning the Teacher 

I asked a series of questions (Numbers 8, 9, and 10) in 

which I was specifically attempting to elicit students' 
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perceptions regarding the teacher: How do you like the 

teacher? What makes someone a good teacher? Does she help 

you understand the assignments? What part should the 

teacher play in the classroom? Responses to these questions 

appear in Tables 6.17, 6.18, 6.19, and 6.20, respectively. 

Several students' answers were exceptionally long, so they 

are detailed within the body of the text rather than in the 

corresponding table. 

For instance, when asked, how he likes the teacher, 

William, the student from the Fourth Period class, responded 

at length: 

Well, like I say, I don't like her because she's too 

critical, she's hard, and she's always yelling at yo-, 

um, the students, and then when, just because some, 

they don't, just because they feel that they don't need 

to do, they don't wanna do something, she says 

automatically, um, the reply that "You have to do that 

or you're gonna, they're gonna call your parents." 

Like, for example, she told me that I had to do that, 

and she goes, I used all my credits up, and like, "You 
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Student Question 8: How do you like the teacher? 

Angel I don't like her at all, period. 

Anthony She's pretty fun sometimes, though, when she's, like, in a happy mood, but 
when she's in, like, a, a mad mood...lay off a little. 

Belen Um, she's nice. I like her. 

Benjamin She's become a witch sometimes, but she's okay. 

Carlos She's nice. 

George She's mean. 

Gus I don't like her. 

Luis Um, she's mean, and [pause] she's short [Iaugh],...and she nags a lot. 

Mario I think she's nice. She helps us work with the, like,...all the extra stuff... 

Marquita She's okay sometimes. When you're doing your work, she's nice, but 
when you're not, she's mean. [laugh] 

Michael I think she's all right, but she, I don't like her. 

Renee I like her. She's all right. But, like I said, she just push you too much to 
the edge, and then we don't get it done, and she, like, walks around a 
attitude and tells you to sit down and don't get up; go by your seat. That's 
what I don't like about her. 

Rickee She's nice to me. 

Ricky Um, [pause] the, uh, I like the teacher; she's funny, and... [pause] 
I: Okay. Do you, do you still think she's mean? 
Sometimes I think yes, most of the time. 

Sarahi Um, she's nice. She, sometimes she has her little attitude [laugh], but, 
yeah, she's nice. 

Table 6.17 
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Student Question 9: What makes someone a good teacher? 

Angel That's fun, [pause] um, gives you chances and that's, never, is not always 
strict about things. 

Belen When she teaches you stuff, how to do your work and what to use and 
they tell you what to do if it's right and wrong. 

Benjamin They're not as mean; they don't yell at you. 

Carlos They make a, a good teacher not just by teaching you, it's just by giving 
you some help and some examples of how to go on in your life. 

George A teacher acts nice and, but, she has to put in some, like she has to be, 
sort of be, strict, but, like, pretty nice...to the students in there like 
[another teacher in the school]. 

Gus Responsibility, and a good attimde. 

Luis Someone who pays attention to you and listens to what you have to say. 

Marquita They'll help you to work. They just teach you everything you need to 
know. They help you. 

Mario [Question not asked] 

Michael When they're, Uke, when they respond to you, like when they don't yell at 
you, or something. 

Renee Um, not to push at your students and have 'em work where they can work 
out and, um, where they can be where they wanna be, not like, so, like, 
you can push 'em where you want them to be. 

Elickee Personality, the way they get along with people. 

Ricky [pause] Um, when they're helping you at work and are nice to you. 

Sarahi Um, they have to be nice, and, uh, and they have to be nice, and, like, they 
ha-, they have to make you work, and, but they also have to be nice, you 
know? 

Table 6.18 
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Student Question 10: Does she help you understand the assignments? 

Angel No. 
I: Why is that? 
Because she just tells me stuff that I don't know. 

Anthony Yes. 

Belen Yes. 

Benjamin No. 
I: Why is that? 
I don't know; she just doesn't. 

Carlos Yes, she does. 

George Yeah, yes, she does. 

Gus No. 

Luis Sometimes; only when you, she, only, only when you ask her unless she, 
um, say she, uh, gives, uh, instructions. 

Mario Yeah, she tells us separately what to do; we take notes; we have it that we 
could, like, what would go first like the story and what we would do last 
and the sound effects and everything. 

Marquita Yes. 

Michael Yeah. 

Renee Yes, she help-, yeah, she helps us understand the assignments 'cause she's 
[made more?] like other teachers do. 

Rickee Yeah. 

Ricky Yeah. 

Sarahi Uh-huh. 

Table 6.19 
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Student Question 30; What part should the teacher play in the classroom? 

Angel The teacher, [laugh] 
I: Is that the role? 
[nod] 

Anthony It's, uh, like helping us when we, you know, if we need help drawing 
something, you know. 

Belen [pause] Um. [long pause] I don't know. 
I: What part does this teacher play in the classroom? 
Un, the teacher? 
I: Uh-huh, what does she do? 
She helps us do our work. 

Benjamin The way it is. 

Carlos [long pause] As, as the teacher? 
I: Yeah, what should she be doing in that class? 
Um, I think she should be, do, like, helping everybody that she does and 
to give us our best stuff, our best stuff to do. 

George [Question inadvertently omitted.] 

Gus Responsibility. 

Luis Um, a helper; um, teach us how to work the computers better than what 
she did. 

Mario Think she should, like, either, like, helping us and what we need to do, as 
if we, like, how to do something a special way. 

Michael [pause] Um, [pause] the teacher? [laugh] 
I: Uh-huh, what should she do? 
Um, [pause] what she's there now, I don't know. 

Rickee Uh, as what she's been doing, I guess, helping the kids find supplies they 
want to use. 

Table 6.20 
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can call my mom because my mom's gonna say that I do 

it," and, because of that, I got in a little 

argijment ^All the three counselors, and the three 

principals, and her, and they overruled me by, uiii, 

giving me two days of lunch detention 'cause what 

happened, so... [trailing off] 

Several students expressed dislike for the teacher, Ms. 

Martin; others viewed her as "nice"; while two saw her as 

"fun" or "funny" but "mean" at the same time, especially 

when in a "mood" or expressing an "attitude." 

In terms of what makes someone a good teacher, several 

students expressed the notion that good teachers should be 

"nice" and "fun" with a good attitude and personality ("not 

mean") and should help them with and evaluate their work. 

To this same question, when asked about what makes 

someone a good teacher, again, William answered at length: 

Like,...my sixth-grade teacher, out of her five classes 

last year, she was really nice; she, okay, she gave me, 

she gave you privacy time, like, during Fourth and 

Fifth Periods, she ga-, she left time in the class so 
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you can do whatever, you can just sit there and think, 

and do whatever; you can talk to your neighbors; she 

left time in the class so you can do whatever, you can 

just sit there and think, and do whatever, you can talk 

to your neighbors quietly, and, like, I mean, like, 

when we did work, she says, "Try to be as creative as 

you can," and she said she didn't care about mistakes 

'cause she didn't take off: "Just be creative and be 

expressive and to, just get into your work and feel, 

like, how you're working," and then we just took it 

from there. Like, our class was listening to her all 

the time. See, like this year, I wish I had her five 

classes again 'cause she was a really nice teacher; and 

the next year, she might teach eighth-grade science, 

but I don't think that's, that one class is enough. 

I'd prefer having, going, ah, we, if I had a chance, I 

would go back to sixth grade again. 

Anthony, a Sixth Period student, also provided an 

extended answer to this same question about what makes 

someone a good teacher: 
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Like, she helps you out when you need help, or, if you 

need, if you need to answer, to question, a question 

answered, she can help you; she's not the kind that 

would judge at the first time she sees you, like, wants 

to get to know you better, you know, like that. 

Generally, these students seem to have developed a sense of 

what behaviors they perceive as the positive and negative 

behaviors of a good teacher. 

At the same time, most students in the Sixth Period 

class (11 yes, 3 no, 1 conditional) indicated that Ms. 

Martin helped them understand the semester assignment. To 

this question concerning whether the teacher helped him 

understand the assignments, again, William offered an 

extended and qualified answer: 

William: Sort of, sort of, but, like I said, she's 

critical and she makes it hard for you, like when I ask 

her a question, she gives me a hard time. It's like, 

"I don't understand you, miss," and then she says, 

"Well, ask the aide," and then she can har-, she bare-, 

I don't know, she really doesn't speak that good 
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English, so I don't really understand her, but, like, 

in Mrs. Matthews' class, at the [*],... 

I: Right... 

William: ...they have a aide: she speaks, she doesn't 

speak good English, but she can, she tries to make it 

easy for you to understand, but over here, it's too 

hard to understand in this class, like, for example, 

like, there's these boys, um, "cause my movie is not as 

great as theirs; theirs deals with chickens and all 

this stuff, and mine deals with human contact... 

I: Right... 

William: ...like, feelings of people on this and 

that... 

I: Right... 

William: ...and, okay, I was in line, and she goes, 

she told me to come up, and I said, "How come?" and she 

goes, "Because their project is more, of, more 

important than yours." 

When Ms. Martin discovered that I would be interviewing 

William from her Fourth Period class, she remarked, "That 
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one's trouble." Also, Ms. Martin and her aide (her 

daughter-in-law) remarked one day in passing that the 

students in Sixth Period class were "the worst of the day" 

as far as classroom management issues were concerned. 

When asked what part the teacher should play in the 

classroom, Renee engaged me in the following discussion: 

Renee: [pause] Um, what part do you mean? 

I: Well, what, uh, how should she operate in this kind 

of a classroom? 

Renee: She's not operating right. She re-, it's, 

like, that lady, her teacher's aide... 

I: Right... 

Renee: ...is, like, basically the one who's helping 

us. Like, Ms. Martin, she, she's cool and everything, 

but she just goes around not doing what she's supposed 

to do. That's what I don't like about her, but 

anything else, she's all right, but she's not really 

doing what she's supposed to do. 

I: And what do you think she should be doing then? 

Renee: I think she should teach us more and to stop 
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trying to get on people that she knows aren't going to 

work, like, and give 'em something else to do, arJ. 

like, just, like, she think we're supposed to get it 

all, but it's not like that "cause Gus, like, he's slow 

in a lot of things, and that's what mostly our teachers 

do, they just give him extra stuff, but, like, if one 

day her day go wrong, then she could add to it to 

everybody else, but that's what I don't like about Ms. 

Martin. 

In her response, Renee, in a sense, supports Ms. Martin's 

call for better collaboration and cooperation among teachers 

within the school, especially in dealing with one particular 

students, Gus. 

When asked this same question, Ricky required further 

clarification: 

Ricky: [pause] The teacher. 

I: Uh-huh, what should she, what part should she play 

in this classroom? 

Ricky: [pause] Umm, I don't understand the question. 

I: Okay. Ah, in other words, what should she do in 
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terms of the teaching process in the classroom? [pause] 

How would you think she should operate in the 

classroom? 

Ricky: Nothing, really, because she's, she's doing 

what she's supposed to do: Help and gets you stuff you 

need. 

Sarahi also required me to clarify terms: 

Sarahi: What do you mean by "what part"? 

I: What should her role be? What, what part should 

she have? [pause] in that classroom? 

Sarahi: [pause] What part? 

I: Um-hiiiti, what should her role be? 

Sarahi: [meekly] I don't know. 

So, despite an attempt at clarification, either Sarahi did 

not understand the question fully or it was not successfully 

conveyed, or she had not formed an opinion concerning how 

Ms. Martin should operate her classroom. 

For Marquita, only a subtle clarification was 

necessary: 

Marquita: The teacher, [laugh] 



189 

I: Yes. 

Marquita: The teacher? 

I: Uh-huh. As to, what kinds of things does that mean 

she should do? 

Marquita: Like, she should work with all the kids in 

their projects. 

Once Marquita recognized the full import of the question, 

she immediately answered functionally, beyond her initial, 

superficial "the teacher." This question, possibly more 

than any other, seemed to raise confusion among the 

students. Through dialogue, most students indicated that 

the teacher should serve as a guide or helper within this 

classroom. 

Ot:her Significant Aspects 

One of the most important aspects of any classroom 

involves the relationships between the individual students 

and the teacher. Based upon my own insight arising from 

student responses, as noted above, a search of the interview 

database was done looking for the word "teacher." This 

section examines the findings from such a search. 
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A Cluster of Teacher-Related Questions and Responses. Aside 

from the incidents already noted in the discussion and 

tables, above, there were a nxomber of times when students 

referred to the teacher in their responses. These are worth 

noting since it seems to emphasize the degree to which there 

seems to have been a somewhat antagonistic relationship 

between the students and the teacher. Accordingly, student 

responses unframed by the protocol questions are detailed in 

Table 6.21, below. Questions that elicited such responses 

were What would you change about this class?, If you were 

me, what questions should I ask about this class?. Can you 

compare your previous classes in school to this class?, and 

What else can you tell me about this class you think it is 

important for me to know? 

When William was asked What would you change about this 

class? again, he responded in detail: 

William: Um, the teacher. Miss Martin, and the 

teacher's aide. Miss Raymond, because I don't really 

like them; they're kind of mean. 

I: Who is the other person? 
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Student Question/Response 

Angel What would you change about the class? 
A different teacher. 
If you were me, what questions should I ask about this class? 
"How do you like the teacher?" and [pause] "Is this class fiin, or not?" 
Okay. And, what else can you tell me about this class you think it is 
important for me to know? 
To don't get Miss Martin mad or nothing. 

George What would you change about this class? 
Uh, the teacher, [laugh] 

Gus What would you change about this class? 
The teacher. 
If you were me, what questions should I ask about this class? 
"Is the teacher doing her job?" 

Luis What would you change about this class? 
The teacher, [laugh] 
If you were me, if you were in my position, what questions should I 
ask you? 
"How do you like the classroom? What have you learned so far? and, 
how do you like the teacher?..." 
Okay... 
"...similar to what you asked." 

Michael What would you change about the class? 
[pause] The teacher. 

Rickee Can you compare your previous classes in school to this class? In 
other words, in terms of similarity or difference. 
...Ms. Martin is, like, a whiz artwise. 

Table 6.21 Unframed Responses Referring to the Teacher 
* Interviewer Questions and conunents are in Bold Face; 

Student Responses are in Plain Text. 
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William: Miss Raymond, ... 

I: Right, okay. . . 

William: ...she okay, some boy accidentally dropped, 

um, the boy's pieces on the floor, accidentally, he 

just barely's on the table, and it fell, and they st-, 

they yelled, the lady goes, "Um, the, uh, " miss goes, 

"don't be so clumsy," and then he just looked at her, 

and then the aide, she does, she's, all she's doing 

there is helping; she can't yell at this-, the person 

or anything; I don't think she has the right to, and 

she screamed at him, she goes, "Go sit down, " and he 

just looked at her; but I don't think it's just her 

because she can't really do anything. 

In his remarks, William seems to be wrestling with issues of 

power in the classroom. It is also possible that William's 

story is autobiographical. 

St:udexits' Perceptions o£ Abilities, Strengt:hs, Meeuilngs. 

Because of my own initial perception concerning the 

desirability of a collaborative curricular design in the 

construction of video projects and because of an interest in 
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the dynamics of leadership-followership in such a structure, 

I asked the students questions focused on these students' 

perceptions in this regard. Specifically, I asked: 

# Can you tell me what it means to be a leader? 

# Can you tell me what it means to be an expert? 

# Do other students here ever ask you for help or 

assistance? 

# Do you ever ask for help or assistance from any of 

the other students? and 

# Tell me about the areas of this class where the 

other students might think of you as an expert. 

Students' responses to these questions appear in Tables 

6.22, 6.23, 6.24, 6.25, and 6.26, respectively. Longer or 

more detailed answers are described as follows: 

For instance, Rickee, when asked to tell me what it 

means to be a leader, commented: 

Rickee: Um, [pause] not being a follower [laugh]; um, 

I don't know [laugh]. 

I: You want to be the president of the student body? 

Rickee: [laugh] Yes, but, like, I don't know, [laugh] 
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Student Question 18: Can you tell me what it means to be a leader? 

Angel I don't know. Fm not a leader. 

Anthony A leader? Hum? You have to go forward instead of staying back, you 
have to try something that no one else will try, you know. 

Belen Good. 

Benjamin I ain't no leader. Um, [pause] to help people, to help guide people... 

Carlos Well, a leader means that you have to be, lead something and you have to 
do it right. 

George Um, to be a leader is to, like, lead people into good stuff, and, like, you 
just show 'em the right path. 

Gus To lead people, well, not lead 'em, but to, like, [pause] Like if you 
want people to look at you and follow in your footsteps and stuff like that, 
you should be able to do everything good and not bad. 

Luis To [pause] um, to, like, to little kids, like a role model, to be, like, to be, 
like, "Don't get in trouble," to some little kid, "But do good." 

Mario Uh, it, it, to do your work and your responsibility and just try to work 
better to finish the project if you have a good day. 

Michael [pause] Uh, 1 don't know, like, [pause] 1 don't know, [laugh] Hard to 
explain. 

Renee Um, they need to stay in, um, do the proper things, and be there for 
people, and not to, like, let 'em down and stuff. 

Ricky Um, [pause] a leader, like, [pause] umm, helping people do all their stuff, 
like other things, what they're doing. 

Table 6.22 
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Student Question 19: Can you tell me what it means to be an expert? 

Angel Not a expert. 

Anthony Expert? Um, to know something real good, you know, to, um, understand 
something better than others. 

Belen [pause] It means doing something right. 

Benjamin To know a lot about, uh, one specific subject. 

Carlos An expert means, um, that you're a professional at doing something, but 
it's right. 

George To be an expert is to, um, be very good at your, the smff that you do for a 
living. 

Gus To just be really good. 

Luis Like an expert at playing basketball or an expert's, like, um, just very, 
very good at something. 

Marquita [laugh] You're, I don't know, you're better than others do. I don't know. 
Expert is just, like, you know what you're doing at what-, whatever you're 
doing. 

Michael [pause] I don't know. 

Renee It's to be good at something not anybody else no good at, and, like, do 
your best and you know you can do it. 

Ricicee Um, to be really good at something, to enjoy it, umm [pause]... 

Ricky ECnowing the thing that you're doing now, like if doing you're some-, like 
if you're doing clay, you know a lot about it. 

Table 6.23 
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Student Question 16: Do other students here ever ask you for help or assistance? 

Angel Yeah. 
I: What kind of help? 
Like to make shoes or something. 

Anthony Um, SO", a little bit, you know, Mario. 
I: Mario? 
Yes, yeah, well, he asked for some help with his lion, so I helped him. 

Belen Yes. 
I: Who...asks you? 
Louise, to help with the little, the, the leg of what she was doing with the 
clay. 

Benjamin Yeah, sometimes. 
I: Who? 
Like, um, Luis, some-, sometimes, well, not mostly. Angel, but maybe 
sometimes. 

Carlos Yes. 
I: Who might ask you? 
Mario. 
I: Mario? 
My friend Mario. 

George Yeah. 
I: Who? 
Um, Omar just asked me right now. [laugh] 
I: Okay, anybody else? 
Um, Derek now that I'm doing this, the, the video production thing since I 
started it. 

Luis Yeah. 
I: Like what? 
Like making helmets for, for, like, football fields or something, or helping 
them with the clay or drawing. 

Table6.24 Part I. 
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Student Question 16: Do other students here ever ask you for help or assistance? 

Marquita Yes, Louise and Renee and all them when they start working on the 
computer. 
I: Okay. Uhm, have you been helping George? 
Yeah [laugh]. 
I: Does he need help? 
Some, some places he does. 

Michael Sometimes. 
I: Who? 
Like, Gus. 

Renee Yeah,...it'll be, like. Angel and [the name of a student not in the class] 
they help me, they ask me for help, like, what should I do, and I tell them. 
I: Okay, anybody else? 
Nuh-uh, well, a lot of people, but I can't really name 'em, but, like, Louise 
and them. 

Rickee Uh-uhm, no. 

Ricky Yeah, sometimes. 
I: Who? 
Like, um, Luis, some-, sometimes, well, not mostly. Angel, but maybe 
sometimes. 

Sarahi Um, yes, um, drawing or on the clay or something. 
I: Who asks? 
Who? 
I; Yes. 
People from my [laugh] classroom. 
I: Who, who speciflcally? Can you name some names? 
Ummm, [pause] I don't know. Angel, well, I help 'im in [*] and stuff; I 
just help him make something there. 

Table 6.24 Part 2. 



198 

Student Question 17: Do you ever ask for help or assistance from any of the other 
students? 

Angel Yeah. 
I: What do you ask? what kinds of things would you ask? 
To help me tie the goal up. 
I: Who helped you vrith that? 
You. [laugh] 
1: Oh, okay. 
[laugh] 

Belen Unim, yes. 
I: Who is that? 
Renee. 
I: How does Renee help you out? 
She helped me draw some trees. I couldn't draw. 

Benjamin Sometimes. 
I: Who might that be? 
Um, Rickee, Connie, Angel. 

Carlos Yes. 
I: Who? 
Mario, too. [laugh] 

George Yeah. 
I: Who might your ask? 
Um, like, Rickee to pass me the colored pencils and stuff like that. 
I: Did you ask Marquita when you were Hrst learning on the 
computer? 
No. 
I: No? You were sitting next to her a lot, I noticed. 
Yeah, [laugh] 

Luis Yes. 
I: In doing what? 
Helping me with my drawings 'cause I, I don't draw; I'm a failure at 
drawing. 

Table 6.25 Part 1. 
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Student Question 17: Do you ever ask for help or assistance from any of the other 
students? 

Marquita Um-hum. 
I: Who would you ask; who have you asked? 
George; Benjamin 'cause he took the class already before; Louise 'cause 
she's good at clay; she helped me; and Rickee, that's it. 

Michael Yeah. 
I: Who? 
George or Anthony. 

Renee Yeah, I ask from Marquita and Rickee and, like, everybody in that class, 
basically, asks, well, what should they think I should do. 

Rickee Yeah. 
I: Who? 
Um, [softly] Renee and George; George mostly probably. 

Ricky Yeah. 
I: Who? 
Angel. 

Sarahi Uh, not really. 

Table 6.25 Part 2. 

I: What would you do as president of the student body? 

what kinds of things would you want to do? 

Rickee: Let's see, um, probably have my rewards for 

kids who, like, show a positive attitude and have good 

grades; loiti, probably try to get new uniforms "cause 

they're not good, [laugh] 

I: What about the xmiforms, what is it about the 
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Student Qaestion 15: Tell me about the areas of this class where the other 
students might think of you as an expert. 

Angel No comment. 

Anthony Um, in, ahm, just drawing, uh, just drawing. 

Belen Umm [pause] Umm. 

Benjamin The cameras. 

Carlos Um, [pause] I think [pause]... 
I: Huinm? 
Uh. 
I: You wanna bypass that one, then? 
Yeah. 

George Um, probably on the computer because I have been really fast at it; I've 
worked on the computers and that's [another teacher's] first period. 
I: Okay. What is that class? 
Um, ommmm, I don't know. It's, it's, it's a, I don't know how 1 don't 
remember what it is, but it's a computer class. 

Gus [Tape damaged data lost] 

Luis Um, [pause] an expert at what? 
I: Well, what do you thmk you're especially good at, in the class? 
Making people laugh [laugh]. 

Michael [pause] I don't know. 

Renee Um, in drawing, in showing them things, and talking to them about what 
they can change around in their stories, and what they can work on to 
make their, uh, their stories better. 

Rickee Uh, I don't know, none, [laugh] probably. 

Ricky Um, [pause] I don't know, like, [pause] I don't know. 

Table 6.26 
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Rickee: The colors, change the colors to something 

else -

I: What about, you would, you would want to change 

that about your school, wouldn't you. 

Rickee: Oh, yeah... [laugh] 

I: Okay. 

Rickee: ...the colors, [laugh] 

Once again, within another context, the aesthetic issue 

school colors arose. 

To the same question, Sarahi responded: 

Sarahi: Um, [pause] well, [nervous laugh] I'm not 

really a leader. 

I: What, what, what, do you know somebody who is a 

leader? and what, what does it take to be a leader? 

What does that mean? if somebody is called a leader 

Sarahi: What does it mean? 

I: Um-hiim. 

Sarahi: Like, to be looked up to, I don't know, . 

I: Okay. . . 
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Sarahi: ... to be an expert on something. 

Marquita, the one student to finish the semester's 

project, required clarification: 

Marquita: What do you mean like. . .? 

I: What does, when you think of a leader, what does 

that, how does that person behave like? 

Marquita: Like, a leader, they tell you, like, what 

you need to do, they try to help you, uh, they, like, 

you're, like, when you listen to your olders, y-, your 

elders, like that. 

It is worth examining my interchange with William, the 

Fourth Period student, to this same question and the next 

(Can you tell me what it means to be a leader?): 

William: A leader? Like, somebody that has enough, 

like, initiative and responsibility to be, like, 

telling people what to do, and, like, they can do it 

because they, they know what's going on, how to react 

to problems, how to, like, watch their behavior, uh, 

like, um, like, like I said, telling people what to do, 

like, you need to, like, know, how to do that because 



203 

if you're telling somebody to do, what to do, and you 

don't know what to do, like, you don't know what's 

going on, then you can't really be a leader because you 

don't have the responsibilities to do that. 

I: Okay. And, what does it means to be an expert? 

William: An expert, like, you practice at something 

when it, when, when you're small, and you keep on doing 

and doing and doing and doing it until you get older, 

and then by time you're finished it, you would know 

everything, like, for example, like, drawing, like 

painting... 

I: Right... 

William: ...when you're little, you start with, like, 

scribbling, stuff, and you get older, you start drawing 

figures and then painting them, and when you get older, 

you start making things and selling them; that's, like, 

expert because they learn from when they were small 

which they're older, and then they can, like, be, um, 

an expert and that. 

With William, expertise arises as the result of a 
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developmental process. 

The final question in this group dealt with my asking 

students to "Tell me about the areas of this class where the 

other students might think of you as an expert." Marquita 

engaged me once again in a dialogue: 

Marquita: I don't know, like what? 

I: Well, what is it you do where somebody might say. 

Well, Mar-, Marquita's the expert. 

Marquita: Like now on the com-, ah, it, 'cause 

yesterday, well, not yesterday, but the day before, 

when Miss [indicating the teacher] wasn't there and 

there are three effects that I use and 'cause, like, I 

needed help doing the CD player 'cause I was the only 

one that's worked on it so far. 

I: Okay. Ah, was the aide not there that day? when 

you had a substitute? 

Marquita: Umh-uh. . . 

I: Is she never there... 

Marquita: ...we had a special substitute... 

I: Is she never there when you, when there's a 
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sxibstitute? 

Marquita: Sometimes, because she has some different 

classes. I have her Sixth Period, as an aide. 

This exchange seemed to indicate that Miss Raymond, Ms. 

Martin's daughter-in-law and classroom aide, may also be 

cibsent on days when Ms. Martin has a substitute. 

To this same question, Sarahi required clarification: 

Sarahi: Where they what? 

I: Where they might think of you, you as the expert, 

[pause] If you, can you, what do people ask you about? 

Sarahi: Something I could do? 

I: Um-hum. 

Sarahi: [long pause] Draw, I don't know [nervous 

laugh]. 

It seemed that either the interview process made Sarahi 

nervous or she is expressing a genuine lack of confidence. 

All in all, however, this group of students seems have 

a developing sense of which of them are leaders, who are the 

experts, and what type of expertise each possesses. They 

seem to have the requisite knowledge for forming project 
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work groups, if not by themselves, then with the guidance of 

a facilitating teacher. 

St:udent:s' Awsureness of My Process. One last issue has to do 

with the awareness students bring to the observation process 

itself. As an example, Anthony seemed to be aware of the 

sensitive nature of the data collection process from the 

very beginning of the interview. He asked whether he should 

use his real name or his code name when responding to my 

question about giving his name and age. Later, Anthony 

engaged in a telling response to the question (Question 17) 

dealing with whether he ever asks for help or assistance: 

Anthony: Yeah, sometimes. 

I: Who, who might you ask? 

Anthony: Um, "George"... 

I: Oh. . . 

Anthony: "George"... 

I: Okay, that's the code name, right? 

Anthony: Yeah, the, that's his fake name, "George"... 

I: Okay... 

Anthony: ...and, yeah. 
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Follo«r-X]t> Questions 

After the student interview had been completed, I asked 

several supplemental questions. The first dealt with 

students' perceptions of the purpose of stories. The second 

two questions concerned students' perceptions of their 

personal goals and the relationship of education to those 

goals. With these follow-up questions, not all of the 

originally interviewed students were available. 

Accordingly, these students do not appear in accompanying 

tables or discussions. 

Students' Perceptions of the Puzpose of Stories. Because of 

a sense of dissatisfaction with students' responses to my 

interview Question 11 (How important is the concept of story 

to this class? and to learning in general?), I asked. What 

are stories for? Students' responses appear in Table 6.27. 

George engaged me in an extended dialogue: 

George: Stories are to learn about something, um, 

that, that happened or that is false. 

I: False? Okay. No true stories? 
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George: Yeah, sometimes. [laugh] 

I : Okay. What about TV, what about the movies? 

George: That's true. 

I: Okay. 

George: That's something good, too, to listen to to 

see what happens around your city or state or your 

country, [laugh] 

Student What are stories for? 

Angel [laugh] Uh, [long pause] um, there are part of a movie or something that 
happens in your life. 

Anthony Stories? Um, to tell us about how ways used to be, um, to help us leam 
from other people's mistakes, to teach us things that we might need in the 
future, uh, that's it. 

Benjamin To teach kids from right and wrong. 

Carlos Stories are to know, or to entertain you, and to find out, sometimes, find 
out what's going in your life. Find what's up. 

Gus To tell thing to make things fun and to make things interesting. 

Luis Um, to get a point across, and they're imagination. They're, like, you 
write a story when you're bored. 
I: Okay, anything else? 
Um, [pause] if you do something, you have to write something about it. 

Marquita So you can leam you more information, about stuff that you didn't know. 

Ricky Stories? They're for, um, well, like, it depends what kind of stories. Like, 
um, some are for learning, uh-hum, some are for learning, for, teach you 
what's gonna be. 

Table 6.27 
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Here, George acknowledges the equivalence of fiction versus 

nonfiction stories in his learning process. 

Renee, likewise, talked about types of stories: 

Renee: There are two types: There're some stories 

about telling about life. The other ones are, just, 

they're talking about...nonfiction. They're just 

telling it, like, what happens and all that just to be 

having something funny about it, or something. 

I: And what is, what are, what is, what is the purpose 

of telling a story? There may be more than one. 

Renee: To get the point such as somebody talking about 

something, and I'm going to tell a story so you can get 

the point and ideas about what's okay. 

Renee's "what's okay" highlights her understanding that, 

among other purposes, stories are used to convey notions of 

right versus wrong behaviors, similar to Benjamin's 

response, "To teach kids from right and wrong." 

Studexit:s' Perceptions of Their Own Educational Needs and 

Goals. To garner these students' perspective regarding 

their future educational needs, I asked: Have you thought 
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about what it is you would like to do after you finish your 

schooling? and What kinds of education do you think you 

might need for that? Responses to these questions appear in 

Table 6.28. 

While a good number of the students interviewed had 

some notions about what they each want to do in life, 

several did not. Indeed, there was a range of responses in 

this regard. Rickee, the newly elected student body 

responded thusly: 

Rickee: Uh, Unh-uh. [laugh] 

I: You haven't thought about it? 

Rickee: No. [laugh] 

I: You, you haven't given it any thought at all? 

Rickee: Unh-uh. 

I: Alright, thank you. 

Rickee: Alright. 

Mario also expressed uncertainty concerning his future: 

Mario: Um, not really sure, [laugh] 

I: Okay, so you, you wouldn't project what you wanna 

do. 
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Student Have you thought about what it is you would like to do after you 
finish your schooling? 

Student 

What kinds of education do you thmk you might need for that? 

Angel Yeah, I wanna be a doctor and go to college. Angel 

A lot. [laugh] 
I: How much college? 
A lot. [laugh] 

Anthony I was thinking of probably being a mechanic, and, yeah, a mechanic, you 
know, fix cars in a service, helping 'em out when I'm on the road, you 
know. 

Um, I will need shop, probably mathematics, too, 'cause, you know, um, 
ah, other stuff like that, like, I don't know. 

Belen Uh, ah, Tm gonna go to college, uh, Fm gonna go, Tm gonna study for, uh, 
um, for a custom agent or a police officer. 

Belen 

Uh, I want to go to college for about four years. I'm gonna have to go to, 
out of, um, [the state] to go to training, and after I have around six years 
of training and school, then I'll probably turn into a U.S. custom agent. 

Benjamin Be a civil engineer. Benjamin 

Math and science. 
I: Okay. How much education? 
A lot. 
I: Okay. You think you might need to go to college? 
Yeah. 

Carlos I would like to become a doctor. Carlos 

I need medical education and to go to college at a university. 

Table6.28 Parti.  
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Student Have you thought about what it is you would like to do after you 
finish your schooling? 

Student 

What kinds of education do you think you might need for that? 

George Um, I would wanna be in, a baseball player and, something athletic or 
something. 

George 

I might need, I would learn how, I would need to learn how to, um, how 
to do the plays and everything, and something like that. 
I: Is that something you think you need college for? 
Yeah, for baseball and everything... 
I: You think so? 
Yeah. 

Gus Be a car salesman. Gus 

Mathematics classes...engineering classes. 

Renee Ahm, I'm gonna go to summer school this summer, at [a particular 
school], and that's about it. 
I: Okay. You haven't thought about a career choice or anything? 
Um, I wanna be a director, for movies, when I grow up. 

Renee 

Um, [pause] like, presentations so I can figure it out, and [pause] language 
arts, so I can learn the proper words, and that's about it. 

Table 6.28 Part 2. 

Mario: No. 

Sarahi, on the other hand, indicated that she had not 

clearly grasped the intent of my question, and my initial 

attempt at clarification needed to be extended: 

Sarahi: Alright. In the sximmer? 

I: Well, I mean, when you finish...high school. 
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Sarahi: Um, well, I'll get a job and try to get a car 

or something. 

I: Okay. It's the kinda thing, kinda question—what, 

if I were to ask you what would you like to do when you 

grow up, what would you answer? 

Sarahi: Um, [pause] what I'd like to do. Be a dancer. 

I: Okay. And, what additional schooling do you think 

you might need for that? 

Sarahi: [pause] Well, that's what I would like to 

know, [laugh] Well, I would have to go to dancing 

classes I guess. 

Luis also answered in an unanticipated manner, and we 

became engaged in the following interchange: 

Luis: Um, go to California. 

I: Okay, what about education, do you think you might 

need any more; what are you gonna do... ? 

Luis: Um, probably go to summer school when I get 

paid. I do that every year. 

I: Okay. What about a career, after you finish 

sch...? 
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Luis : Well. . . 

I: ...yeah, when you finish? 

Luis: Everything in school or just... 

I: Yes... 

Luis: ...this school? 

I: ...every school. 

Luis: Urn, play basketball in the bigs. 

I: You want, you wanna be an NBA guy? 

Luis: [nod] 

I: Okay. You think you need to go, go to college for 

that? 

Luis: Yeah, I'm going to the [local state university]. 

I: Are you? Well, I hope you make it. Alright, I'll 

see you when you're there. 

Marquita required a different sort of clarification, 

but she asked a specific clarifying question: 

Marquita: After I finish going to school? 

I: Um-hum. 

Marquita: Ah, like what I wanna be when I grow up? 

Like... 
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I: Yeah, that kind of thing... 

Marquita: I don't know, go to college. I wanna move 

out of [this city]... 

I: Okay. What, what... 

Marquita: ...and, I don't know, I-, I either wanna be 

a, a doctor or a secretary. 

I: Okay, and what kinds of education do you think you 

might need for those? 

Marquita: [laugh] I don't know, a lot of education. 

I: Okay, you said college for a doctor, right? 

Marquita: Uh-huh. 

I: Okay... 

Marquita: I would go to college for a secretary too, 

huh? 

I: Yeah, some. 

Ricky required clarification as well: 

Ricky: My schooling? 

I: Your schooling. 

Ricky: Uh... 

I: Going to school. Here. 
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Ricky: Urn, when I-, when I'm finished? 

I: When you, like, when you grow up. What kinds of 

things like that would you like to do? 

Ricky: Like when I grow up, right? 

I: Yes. 

Ricky: I'd like to play professional football... 

I: Okay... 

Ricky: ...um, become, become probably a police officer 

like my uncle... 

I: Okay, okay, and what kinds of schooling do you 

think you might need for those kinds of things? 

Ricky: Uh, probably college, um, then, um, like the, 

uh, law stuff. I could ask my uncle; I don't know what 

kind it is, but I could ask him. . . 

I: Okay... 

Ricky: ...and pro football, go to, uh, do a lot of 

practice... 

I: Okay... 

Ricky: . . .umm, \jm, go to high school then become a 

football player... 
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I: Okay... 

Ricky: ...there, yeah. 

I: Okay... 

Ricky: Yeah. 

The Fourth Period student, William, as with many of the 

questions I asked him, engaged in a lengthy dialogue: 

William: What kind of things? 

I: Like, basically when you grow up. 

William: When I grow up? 

I: Right. 

William: Well, when I grow up, wha-, what, what I 

wanna be when I grow up?. . . 

I: Right... 

William: ...like, for example ^Well, right now, like, 

it kinda seems like, my mom says, she calls it the 

bloom of youth... 

I: Okay... 

William: ...'cause in your thinking, I've thought a 

lot about what I wanna to be in the future, a-, and 

still I wanted to be, well, see, I'm thinking of being 



218 

a nurse's aide,... 

I: Okay... 

William: ...an actor, ... 

I: Okay... 

William: ...a singer, ... 

I: Um-hum... 

William: ...or a model 

I: Okay... 

William: ...or [pause] I don't know, like, maybe a 

lawyer, maybe, but I'm not really into law right now, 

maybe when I get older, but those are, like, my, those 

are like the fields of employment that I wanna be in. 

I: Okay, and how much more schooling do you think you 

might need for some of those? 

William: Like, okay, for lawyer, think it's about 13 

years, something like that... 

I: Okay... 

William: ...so, when I, once I get out of the high 

school, I need, uh, to enroll into universities,... 

I: Okay... 
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William: . . .and then I have to continue law, the law 

field. For modeling, I think you have to go on to 

university and take, like, this modeling class. 

I: Okay... 

William: ...and then, like, they, they send pictures 

of you too big, like, companies that need models; and, 

like, singing, don't really need to go to school for 

it, well, maybe if you want to, you can, but, like, 

mostly you just need a good voice... 

I: Okay... 

William: ...and that you're able to read, like, to 

make, um, like, you can sing to the rhythm, whatever 

the rhythm is;... 

I: Right... 

William: ...and nurse's aide you need to go to school 

for six months to a year... 

I: Um-hum. . . 

William: ...'cause my mom's a nurse's aide... 

I: Okay... 

William: . . .and you do internship for a, a 
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month that's, like, working without getting paid, but 

you're, like, learning how to work with the machines 

and how to react with the people and everything. 

With William's range of career options, he, at the very 

least, has arrived at relative educational time periods, and 

he has some notions of what kinds of training and/or 

education might be required. 

E3q;>loring Biy Initial Questions 

What can be said regarding my initial questions? In 

terms of the first (whether students teach each other, and, 

if so, what and how) , there is evidence that some degree of 

educative interaction occurred. This evidence emerged 

through the questions focusing on expertise and leadership 

(see Appendix A, Questions 15 through 19). Fewer students 

were willing to attribute expertise to themselves than to 

acknowledge that other students asked them for help or 

assistance; or that they, themselves, asked other students 

for help or assistance. These assistance giving/assistance 

asking activities would seem to represent the type of 

teaching interactions among students that I initially 



221 

sought. 

By contrast, questions concerning developing and 

leaiming new literacies were more difficult to approach, 

particularly because of the generally limited framework for 

discourse focused on the processes in which student were 

engaged, and because only a handful of students reached the 

point in the semester project where they needed to use 

computers or video cameras as these technologies were 

related to their projects. The computer mini-lessons 

dealing with VCR Companion® the students worked on earlier 

in the semester may have been offered too early. By the 

time those students who had the opportunity to work on the 

computers reached that point in the curriculum, several had 

to go through the mini-lesson again. However, neither of 

the students (Marquita and George) who reached the 

videotaping phase were allowed to operate the camera; this 

was done entirely by the classroom aide. 

In considering the types of methods students apply in 

group interaction (e.g., exhibit antagonistic versus 

supportive communication), the limited character of group 
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interaction meant that there was little evidence to examine. 

However, twice during the semester, an iinexpected group 

interaction did occur: Clayball fights broke out. It 

seemed clear at the time that very little animus existed 

among the combatants, who were clever with their timing if 

not with their aim (I was hit niimerous times) . There were, 

though, clear friction points among a number of the 

students. These friction points can be inferred from the 

sociogram shown in Table 6.5. For example, nearly no one 

liked Gus. 

The chief data gathered concerning the development of 

patterns of leadership among these student peers in personal 

areas of strength was done using Student Protocol Questions 

15 through 19 (see Appendix A) . Most students offered an 

operational definition of what it means to be an expert 

and/or a leader. Likewise, most students seemed better able 

to discern helpful or assistive behaviors in themselves and 

others than to view themselves as leaders and/or experts. 

(The Tables upon which this section's discussions are based 

are 6.5 and 6.22 through 6.26, which reflect answers to 
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Student Protocol Questions 33, 18, 19, 16, 17, and 15, 

respectively.) 

Conclusion 

Notwithstcinding comments that the Sixth Period students 

are "the worst of the day," the potential and the 

understandings seem to exist among them to perform, at a 

minimiam, with greater success than was exhibited during this 

observation. Accordingly, the following chapter examines 

implications and conclusions coming from this observation of 

this video production classroom. 
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Chapter 7 

Implications and Conclusions 

Xntroductlon 

In this final chapter, I will endeavor to lay out a 

number of conclusions resulting from the observations I 

conducted in this engineering and technology ma.gnet middle 

school classroom. This, in turn, will lead to concomitant 

implications relating to the educational processes, both 

those attempted and those that actually occurred in this 

setting. 

To begin, it is necessairy to list the primary issues 

that were raised by the events occurring in this classroom 

setting. First among these issues is a disjuncture between 

the teacher's curriculum and her classroom management 

techniques. The educational events as they actually 

occurred, for instance, did not achieve the teacher's 

curricular goals. In several instances, punishment was 

meted out rather than students receiving instruction in how 

to behave more productively. Second, although an emphasis, 

at least verbally, was placed upon collaborative or 
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cooperative learning, there was minimal evidence of it at 

best during this Sixth Period class. Third, a lack of 

authenticity vis-a-vis film/video production, particularly 

in a setting positioned as an engineering and technology 

magnet school, in itself limited the discourse necessary for 

students to gain the types literacy development initially 

envisioned as occurring in settings like this one. Fourth, 

the brand of clay purchased for the class was indicated by 

both the teacher and a number of students to be a problem. 

This led to dissatisfaction with the technique of claymation 

and/or to the student's choice to switch to drawing. Fifth, 

a health problem that the teacher developed and other 

personal events occurring during this study may have 

interfered with the instructional activities in this class. 

The teacher's absences may have broken her concentration 

and/or caused her to focus on these outside issues to some 

extent. Finally, the fact that the teacher became 

peripherally involved in a class on the theory and 

aesthetics of film/video production may have had some 

influence on outcomes in this study. 
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Discussion 

This section will bring together my current thinking 

concerning my experiences during this study. First, comes a 

brief focus on the expectations involved in a study such as 

this. Second, I focus on outcomes and the conflicts 

involved. Third, I look at some barriers vis-a-vis 

collaborative learning. Fourth, I consider teacher health 

and personal issues together with other outside influences. 

Finally, I comment briefly on curricular strategies and 

methods used in this classroom. 

E3ipect:at:ions and Disjunct:ure 

Exploratory studies can involve, and in this case, did 

involve, several surprises as classroom events began to 

unfold (see Hammersley & Atkinson, 1983) . Notwithstanding 

many of the findings already presented, it was beneficial to 

examine specific incidents that occurred in the Sixth Period 

class. Such incidents bring into focus the disjuncture 

between the curriculum and classroom management strategies 

as applied in this classroom. The incident involving 

sentence writing has already been described in detail in 
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Chapter 5. Ms. Martin's behavior indicated little more than 

personal regrets on her part but seemingly nothing 

measurable in a positive direction in terms of changed 

student behaviors. 

Outcomes: Looking' at Coziflicts 

One primary issue that arose in considering the lack of 

video products created by the students was a collision 

between the teacher's curriculum and her application of 

classroom management techniques. Authoritarianism, the 

position Ms. Martin established for herself early in the 

semester, made teaching more difficult by encouraging walls 

between students and the teacher. These walls established a 

climate of resistance. 

Overt resistance was clearly exhibited in the behaviors 

of Marquita and, especially, Anthony in response to the 

sentence-writing punishment meted out more than halfway 

through the semester. This resistance is particularly 

evident here where the teacher quickly learned from the 

students' hidden curriculum that assigning sentence-writing 

as punishment worked coxinter to her students effectively 
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achieving the curricular goal. In this sense, the teacher 

learned the lesson from the student, rather than the student 

learning a lesson from the teacher. This denies and 

undermines the classroom teacher's traditional moral 

authority, and without student "cooperation," schools and 

classrooms cannot fully fxinction. 

The teacher changed one of the rules under which the 

classroom had theretofore operated. Under stress, perhaps 

due to various mitigating factors already mentioned, Ms. 

Martin, reacted from an authoritarian stance (see Crow & 

Bonney, 1975), reached into her bag of classroom-management 

tricks, pulled out a "first card" and played it, perhaps not 

realizing or recognizing she had no second card in the bag. 

Based on the other activities going on in the room, it was 

clear that things were somewhat out of control. (Again, a 

fully detailed description of this incident appears in 

Chapter 5). This incident could be looked upon as a fairly 

"break even" kind of event. After all, one student, Luis, 

did exactly as expected: went home, wrote the 500 

sentences, obtained the required parental signatures, and 
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returned the completed work the next school day. By this 

point in the semester, Luis had already been called out of 

the room by the teacher several times and had served at 

least one in-school suspension. However, neither of the 

other two students responded as expected. 

Both students arrived the next class period fully 

prepared to take whatever time it took in class to complete 

the writing assignment. After one period, however, the 

second student, Marquita, suffering ennui, decided to do the 

sentences at home. This took several days to complete, but 

she consumed no more class time with the writing assignment, 

seemingly deciding, instead, that she had made her point. 

And, in fact, Marquita was the only student in the entire 

class to complete her video project. Anthony, however, was 

a different story. He persisted ever so slowly to drag out 

the writing interminably. Ms. Martin never again raised the 

specter of piinishment for "talking in class" the remainder 

of the semester. By the next school day, students were 

again conversing, primarily engaged in social chatter, while 

working on their projects. 
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The time Anthony spent writing drew down the time 

availaJDle for him to work on his video project. From that 

point in the semester, he completed no more steps on his 

project. However, he was not the only student who made no 

further progress. 

It is not evident, either, that any students could have 

accomplished more than they did under the curriculum as 

orchestrated by Ms. Martin. In fact, students attending 

this Sixth Period class were described by Ms. Martin and her 

classroom aide as "the worst group of the day" as far as 

discipline or classroom management was concerned. What 

became evident through an interview with William, a Fourth 

Period student, was that students in his class were allowed 

to "partner up. " The implication I drew from this was that 

isolating the Sixth Period students on individual projects 

was a way of maintaining classroom control, a way of 

"better" managing the classroom. 

By the end of the semester, students in the Sixth 

Period class seemed to have settled into a task they felt 

comfortable doing. Indeed, all seven students who matched 
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the modal score of three were still working on constructing 

their clay characters; interestingly none of them chose to 

draw their character, i.e., using the alternate technique 

available to them. 

These students would have been better served if their 

teacher had been better versed in the processes and 

techniques that are normal or traditional within the 

film/video production industry. Her candor in admitting 

that she had no background whatsoever in the field, while 

refreshing, needs to be examined as it impacted upon this 

particular group of students. Additional questions were 

raised: Why were Fourth Period students allowed to partner-

up? Did it have to do with that class being of a different 

demographic? A different cultural unit? Not having a 

reputation as "the worst of the day"? Was there an 

entrenched attitude that "difficult" students require 

structure more than they require authenticity? Also, how 

much did the teacher's behavioral expectations of these 

students play into her own behavior and her methods of 

classroom management? Further, if the long-term goal was to 
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channel these students into the "world of work" within some 

part of the film/video production industry, would it not 

have been better to authentically represent that world 

within the context of this learning experience? These 

questions arose during the course of the analysis phase of 

this study. Nevertheless, I believe they could have helped 

further clarify events that occurred in this classroom. 

This class was a requirement, not an elective. Every 

year, each seventh grader is required to take it. Required 

courses, especially technologically based classes, are 

usually taught by teachers familiar with the field they are 

attempting to teach. A welding teacher, for instance, 

should know welding. This applies to both the theoretical 

and the practical elements of any given field. As it 

happened, this knowledge base was not available to these 

students. The application of Vygotsky's Zone of Proximal 

Development (ZPD) in an educational setting necessitates, at 

least in Vygotsky's terms, an adult or more competent peer. 

The students in this Sixth Period class never achieved the 

levels of experience necessary to exhibit great competence. 



233 

Even Marquita, the one student to complete the semester-long 

project never operated the video camera herself; her project 

was entirely videotaped by the classroom aide. The teacher, 

the adult in this setting, even if she had had the full 

knowledge base necessary to teach film/video production, did 

not engage in activities that indicated any probing to 

deteimine her students' individual zones of proximal 

development. Additionally, Ms. Martin's classroom aide, at 

the time of this study, was taking a foundational class in 

media theory and aesthetics. 

In a recent conversation with Ms. Martin, she indicated 

that she has received some training since my visit to her 

classroom. She was not specific in her details. 

Barriers to Collaborative Learning' 

The essence of collaborative learning is based upon the 

need of those who are collaborating to discourse with each 

other. The already discussed incident of sentence writing 

was only one way in which discourse was restricted. 

Assigning individual students individual projects allowed 

the classroom teacher to identify any talking as 
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nonessential to their end-products, therefore, extraneous 

and, indeed quite literally, counterproductive. 

The stepwise project curricular design, while 

appropriate, included no component involving the 

establishing of an authentic discourse context. Likewise, 

with regard to the establishing of discourse communities, 

such activity was directly excluded. Establishing such 

discourse contexts/communities form the essential structure 

of collaborative/cooperative learning endeavors. 

Also, movement from place to place within the room was 

challenged by the teacher to confirm whether it was 

necessary. The times when students took risks to actually 

help each other were accordingly limited. The lesson for 

the students was that they were allowed only marginal 

interaction with each other. Forming into project groups, 

as the teacher conceded in her interview would be best, 

would have necessitated students' collaborative/cooperative 

interactions. 

What emerged for Ms. Martin in this class was, 

essentially, a 17-headed beast. Placing students into 
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project groups, on the other hand, would have quartered her 

management issues. She would have been confronted by a 

four-headed beast, at worst. These project groups could be 

envisioned as foinning in such a way that students within 

these groups could select the best fit of participation 

activity for every student involved. 

According to the interviews with these students, 

students at this level seem capable of recognizing 

individual talents and of forming such cooperative/ 

collaborative work groups. At the same time, forming these 

groups would also more closely reflect an authentic 

production environment. I believe structuring the class in 

this manner would serve two purposes: First, it would 

reflect a significant element of collaborative learning; 

and, second, it would support one of the stated and/or 

implied goals of the school's mission statement, the 

teacher, and the principal, that of preparing students for 

the world of work. 

"How to" as a Curricular Strategy 

The availability of "How to" videos or any such show-
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then-do strategy implies a need to assess effect. Showing 

"How to" videos, as was done in this video production class, 

necessitates following up to determine what and/or whether 

students learned. Showing such videos as a strategy does 

not abrogate the teacher's responsibility to confirm that 

learning has actually taken place. In fact, availability of 

videos on course-related subjects is no guarantee that such 

informative videos will have a desired effect. Attempting 

to fill in the teacher's lack of knowledge in a particular 

area with these types of videos is no substitute for 

authentically relating and presenting other information 

concerning traditional methods within a field. Teaching 

methods within the context of this video technology 

classroom, to my mind, relied almost exclusively on the "How 

to" method. 

Student Project Esqpectations 

The expectation that a completed video production 

product would provide the best assessment concerning whether 

learning had taken place, as was done in this class, seems 

somewhat unrealistic. Only one such product emerged. 
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Students in this study needed more guidance than they were 

given. Once a video was shown, the assumption was that what 

had been presented had been leaimed. Although direct 

instruction was conducted in which the teacher showed, for 

instance, what a two-column script format looks like, the 

instruction was done at a time convenient for the teacher, 

rather than at a time during the semester when students were 

on that step, and, therefore, ready for such information. 

Students were, however, expected to take notes and to keep a 

notebook, which they did. For the numerous reasons already 

elaborated upon, most students never arrived at many of the 

project steps. In the end, when the replacement rubric was 

presented, these students' notes were indicated as one of 

the several elements of their semester-long work that would 

be considered in determining their final grades. 

Summary 

It is not possible to derive an absolute "bottom line" 

in the analysis of this study. Yes, the curriculum could 

have been structured differently. My perspective tells me, 

based on my own background in video production, that at the 
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very least, students should have been working 

collaboratively, reflecting the way the video production 

industry works. They were not given this opportunity. The 

types of literacy-expanding experiences involving video and 

computer technology that Eisner (1991) points to were not 

offered. Some of the methods espoused by Dewey in his 

laboratory school (see Tanner, 1991, 1997) wherein positive 

discipline springs from interest and the need to work in 

cooperation with peers in completing a task may have been a 

more appropriate choice. Perhaps then the kinds of literacy 

development I anticipated a la Eisner could have been 

evidenced. If the curricular goal was to train these 

students for vocational positions in the field of video 

production, this setting lacked the essential framework of 

authenticity (i.e., did not reflect the state of the 

industry being taught). It also failed to build 

authenticity through communicative discourse, particularly 

as those communications pertained to the technology systems 

involved. 

In terms of materials, the innovative use of clay to 
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produce claymation videos was to a fair degree confounded by 

a poor quality of the clay actually received. Ms. Martin's 

previous experiences with the better clay established 

expectations that could not be fulfilled when the shipment 

arrived. Because of the students' dissatisfaction with the 

clay, they chose to draw their production instead or 

continued to try to "fix" their characters with additional 

applications of clay. The logistics for exchanging the 

clay would have taken too long, if it could have been 

accomplished at all. 

Teacher frustration at a curricular experiment "gone 

wrong," compounded by Ms. Martin's personal health issues, 

may still not provide a fair and accurate picture. With 

more than 20 years of teaching experience behind her, there 

was no guarantee of success. Although Ms. Martin had 

established a proper framework, including all the 

appropriate steps, for reaching the curricular goal of 

completing a video production, nevertheless, the structure 

of the academic curriculxun was impacted by the classroom 

management aspects of the curriculum; the two were not 
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effectively integrated. Indeed, the classroom management 

techniques used seem to have worked at cross purposes to the 

academic plan. When the teacher recognized this, as 

evidenced by her expressions in her late-semester, formal 

interview that projects must be done in groups, no 

adjustment was made in the curriculum. By this time, Ms. 

Martin had sat in on a course dealing with the theory and 

aesthetics of film/video production and had gleaned some 

information from the course text. Ms. Martin's only change 

occurred toward the end of the semester when the rubric 

under which student grades would be determined was adjusted. 

Suggestions £or Structuring This Type of Class 

I would like to offer a suggestion for improvement. 

Indeed, following the insight of Ms. Martin in her final 

interview, I would like to express my vision for her future 

classes. In future classes of this kind, I would like to 

see an implementation of a collaborative/cooperative video 

production model. In this model, which would be based upon 

a structure reflective of a traditional production 

framework, the teacher would serve as facilitator 
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(producer), not director (or "boss"). The teacher of such a 

class should be fully versed in the elements of the 

film/video production process. As facilitator, the teacher 

would meet and consult with various production groups 

composed of some optimal nxxmber of students, say, three to 

five. These students would organize themselves into 

production teams. Anything a production team needed to know 

would be researched in an inquiry cycle with the guidance of 

the facilitating teacher, who would be available to students 

for consulting. Progress and status meetings would be 

convened on a regularly scheduled basis. In these meetings, 

any production problems would be addressed, with students 

taking the lead to the degree possible. During these 

meetings, the facilitating teacher would assess to gain some 

sense of each individual's and the group's zones of proximal 

development. Working within these zones of proximal 

development, not below them (leading to boredom) or above 

them (leading to fear), learning can take place. Assignment 

without assessment, and high-level presentation without 

sufficient detail, can lead to a lack of follow-through and 
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completion and should be avoided. 

Using a curricular design similar to that just proposed 

would move away from a teacher-as-manager stance. The 

instiructional structure as described would narrow the field 

of focus in terms of classroom management. Essentially, 

there would be fewer points of individual contact, thereby 

allowing more time for quality contact with each group. 

Part of the management needs could be diminished by, in 

essence, dispersing an element of control to the peer group 

itself. The common group goal could be the focus, and 

greater group autonomy would provide the motivation to keep 

progressing toward that goal. Within-group discourse, 

consisting, as it likely would, of transactive dialogue in 

search of solutions (problem solving), would likely produce 

discourse contexts within these natural, relatively 

authentic discourse communities. The result possibly would 

be the evolving development of appropriate literacies 

related to the technologies and processes involved in the 

group's goal achievement. Student resistance could be 

reduced as project ownership shifts to a socially produced 
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product with obligations owed to peers rather than to the 

teacher. The power incxxmbent in the stance of the teacher 

as CO-learner should not be underrated. 

Ideas for Further Research. 

Despite the unexpected results of this particular 

study, another attempt could and should be made to study 

literacy development in conjunction with various media and 

technologies. The questions I sought to answer are worthy 

ones. Recognition of the importance of technology in 

education and its concomitant impact upon teaching, 

learning, and literacy heightens the importance of pursuing 

such research. Accordingly, seeking out a similar site in 

which to conduct this type of research is an open option. 

Further, if time had been available, this study could 

have been expanded in a niimber of directions. First, a 

comparison of multiple classrooms and/or class periods 

within this same school would have provided an expanded 

perspective of ongoing literacy learning events in this 

magnet school. Second, staying strictly within a multiple-

class-period structure for this same class, the focus could 
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have included whether, and to what degree if any, the varied 

and rich sociocultural mixes of the several class periods 

affected teaching/presentation/curricular strategies. 

Third, given the curricular changes being considered by this 

teacher for her future classes, a return to this classroom 

could yield interesting data for comparison with the data 

from the present study. Finally, combinations of the study 

proposals sketched out above could be implemented to add to 

the breadth and depth of data conceiming technology as it is 

intertwined with epistemology. 
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STUDENT INTERVIEW PROTOCOL 

My name is Dan Webster, and I'm a student at the University 

of Arizona. I'm very interested in learning about your 

experiences here in your classroom. This interview is being 

tape recorded because I'm very interested in hearing 

everything you have to say. Let's begin by having you first 

say your name and age into the tape recorder, and then we'll 

play it back, so you cein hear yourself on tape, and we will 

know if you can be heard clearly. (Do that) As I said 

before, this interview is being tape recorded. When I ask a 

question, I'll give you as much time as you need to answer. 

If the tape runs out, I'll ask you to discontinue your 

answer, and then to complete it after I have turned the tape 

over or have put in a new tape. Some of your answers will 

be longer than others, and that's fine. I want you to know 

that you can give me any of your own opinions in confidence. 

That means that if you say something about another person in 

this program, I will not pass it along to that person and 

your real name will not be used. You can also decide that 

you don' t want your answer on tape or that you don' t want to 
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be a part of the interview anymore. Is that all clear? 

Also, I'd like to ask that you not tell any of your 

classmates any of the questions \intil I've had a chaxice to 

interview them all. Okay, let's begin. 

1. Would you begin by telling me a little about yourself and 

what you think about the type of classroom you are in here? 

2. Did you choose to take this class? Why or why not? 

3. How did you hear about this class? 

4. What parts of the activities in this classroom are your 

favorites? least favorite? 

5. What kinds of things did you think you might learn about 

when you first heard about this class, if you did? (prompt 

for details) 

6. What is your favorite part of school? Why? 

7. What would you change about the class? your school? 

yourself? 

8. How do you like the teacher? 

9. What makes someone a good teacher? 

10. Does she help you understand the assignments? 
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11. How important is the concept of story to this class? to 

learning in general? (prompt) 

12. Tell me about your production. 

13. Clay versus drawing? 

14. How is watching movies related to your class project? 

15. Tell me about the areas of this class where the other 

students might think of you as an expert. 

16. Do other students here ever ask for your help or 

assistance? (follow-up) 

17. Do you ever ask for help or assistance from any of the 

other students? (follow-up) 

18. Can you tell me what it means to be a leader? 

19. Can you tell me what it means to be an expert? 

20. What kinds of things have you learned here? 

21. How has this classroom helped you learn about video 

production? art? computers? 

22. Can you compare your pervious classes in school to this 

class? How is it similar? different? 

23. How would you feel about working together on projects 

with the other students here? 



248 

APPENDIX A 

24. Would you have preferred to work on an individual 

production the way you are, or would you have preferred to 

have worked on projects as a group? 

25. What could make the classroom activities better? 

26. What other kinds of projects like the one in this class 

would you like to do? 

27. Should different students play different roles? Like 

working together or working separately? 

28. Would you rather discuss and solve problems or rather 

memorize information? What would be more helpful for your 

future? 

29. What can you tell me about using computers and video in 

your classrooms? 

30. What part should the teacher play in the classroom? 

31. Tell me about the way you encourage other students in 

the class to do their best work. 

32. Tell me what the best part of the project you are 

working on for this class is. 

33. If you were to work on a project with others in this 

class, who would you choose to work with? 
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34. If you were me, what questions should I ask about this 

class? 

35. What else can you tell me about this class that you 

think it is important for me to know? 

36. What questions would you like to ask me? 
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TEACHER INTERVIEW PROTOCOL 

I have a few questions I'd like to ask you about your 

classroom procedures, how they came about, and how your 

background prepared you for this challenging work. Your 

participation in this interview is voluntary, and all your 

answers will be kept confidential. You have the right to 

withdraw at any time. This interview is being taperecorded, 

and you have the right to have me stop the tape at any time. 

1. Would you begin by telling me a little about yourself and 

how you became involved in this type of teaching. 

2. Tell me about background that prepared you to teach this 

class. 

3. What is your opinion or position about the use of 

computers and other types of technology in a classroom 

setting? 

4. What other types of technologies do you think might be 

really important? What kind, other kinds of uses, for 

instance? 

5. What is your overall philosophy of teaching? 
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6. What do you see as the overall educational goals of this 

classroom? 

7. What approaches or methods of teaching do you see as most 

effective in this setting? 

8. How do you use the watching of videos and how is it 

related to the students' class projects? 

9. How much does a negative attitude of one student affect 

the behavior of others? 

10. How does the structure or approach this semester differ 

from past semesters? 

11. What other outcomes do you anticipate from this class or 

what outcomes have you observed in the past? 

12. Have any surprising outcomes occurred, anything 

unforeseen? 

13 . What approaches or methods of teaching do you see as 

most effective in this setting? 

14. What techniques do you use for maintaining order? 

15. What forros of literacy development do you see as 

operating in this setting? 
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16. What is your understanding of the students' perception 

of this way of learning? 

17. From your perspective, can you describe any patterns of 

development within the students in your classroom? 

18. Do the students have any concept of working backwards 

from the whole to the part? 

19. How important is the concept of story to this class? 

20. How important is the concept of a story to learning in 

general? 

21. What are stories for? 

22. How would you describe your role in the classroom? 

23. I know you told me about a classroom where students did 

quite a bit of painting on the walls, so could you do that 

for me on tape? 

24. Could you briefly the paintings hanging in your 

classroom and how those came to be painted? 

25. What is the degree of parental participation in your 

class, if any? 

26. What are your opinions on collaborative and inquiry 

learning? 
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27. Can you describe any instances you have observed where 

the students seem to be instructing each other? 

28. What is your impression of the students' language 

development in this setting? 

29. Have you observed any methods, conditional of 

unconditional, that students use in their interactions? 

30. Can you describe any patterns of leadership that from 

these students' participation in this type of classroom? 

31. Can you describe your overall philosophy concerning this 

educational setting? 

32. Can you tell me what you see as the role of the arts in 

the educational process? 

33. What else can you tell me that may help me better 

understand this program? 

34. What do you see as the ways the students help and 

encourage each other in this classroom? 

35. What do you think accounts for the differences in the 

different classes? 

36. In retrospect, what might you have done differently? 

37. What would you have done the same? 
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38. If you were me, what questions should I ask about this 

class? 

39. If you were me, what questions should I ask about this 

school? 

40. What questions would you like to ask me? 
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PRINCIPAL INTERVIEW PROTOCOL 

I have a few questions I'd like to ask you about the 

classroom in which I am doing my observation. I would like 

to ask you about your background any your understanding of 

the way students work together in that classroom. Your 

participation in this interview in voluntary and all your 

answers will be kept confidential. You have the right to 

withdraw at any time. This interview is being tape 

recorded, and you have the right to ask me to stop the tape 

at any time. 

1. Would you begin by telling me a little about yourself and 

how you became involved at this school? (prompt for degrees 

attained, years of experience, etc.) 

2. Is there a Mission Statement for this school and, if so, 

could I get a copy of it? 

3. What is your opinion or position about the use of video, 

computers, and other types of technology in a classroom 

setting? (types of technology, uses) 

4. What is your level of involvement in the curriculum for 

the video technology classes? 
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5. What do you see as the overall educational goals of the 

teacher in this particular classroom? 

6. What other outcomes do you anticipate from using this 

classroom structure or what outcomes have you observed in 

the past? 

7. What approaches or methods of teaching do you see as most 

effective in this school? 

8. What forms of literacy development do you see as 

operating in the video production classroom? 

9. What is your understanding of the students' perception of 

this class and/or classroom structure? 

10. From your perspective, can you describe any patterns of 

development within the students in this classroom setting? 

11. How would you describe your role or your extent of 

involvement in this classroom? 

12. How about the role of the teacher in this classroom? 

13 . What are your opinions on collaborative or cooperative 

learning? 

14. What is your impression of the students' language 

development in this setting? 
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15. Can you describe your overall philosophy concerning this 

educational setting? 

16. Can you tell me what you see as the role of the arts in 

the educational process? of technology? 

17. What else can you tell me that may better help me 

understand what is going on in this classroom setting? 

18. What do you see as ways the students help and encourage 

each other? 

19. In terms of the stories the students produce, are there 

any restrictions imposed on them, say, by the school or by 

the district, regarding the story's topic or theme? 

20. What are theoretical or philosophical frameworks under 

which this school operates? 

21. What do you perceive as the purpose of such theories of 

philosophies in the educational process? 

21. What other kinds of questions do you think I need to ask 

about this school or this class? 

22. What questions would you like to ask me? 
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Rubric for Final Grade 

I. EVALUATION 

A. QUESTIONS 

1. Name of Student 

2. Period # 

3. QUALITY OF WORK (a grade) 

(a) . ALL AROUND WORK 

(b). FOLLOWED INSTRUCTIONS 

(c). ORGANIZATION 

4. PARTICIPATION (checkmark) 

(a). on task 

(b). not on task 

(c). usually not on task 

* (d). give yourself an overall grade for 

participation 

5. Projects: (characters & background) 

(a) . ATTRACTIVENESS 

(b) . CHARACTER/ABLE TO MOVE & WALK 

(C). THE TITLE 

(d). STORY 
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(e) . STORYBOARD 

(f) . BACKGROUND 

(g) . INDIVIDUAL ART WORK 

6. OVERALL EVALUATION 

(a) . How could the program be better? 

(IMPROVEMENTS) ? Why? 

(b) . What could you have done better? 

(c) . Did you WASTE TIME? Yes or no and 

why? 

(d) . Did you finish your movie, yes or 

no and why? 

(e) . LIST THE things that you learned. 

For example. How to load a disk. 
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Valle Middle School Mission Statement 

Valle Engineering and Technology Magnet Middle School 

provides its diverse population with a comprehensive 

education combining traditional academics with engineering 

and technology. Valle faculty and staff promote self-esteem 

and academic excellence enabling our students to become 

life-long learners who are literate, responsible members of 

a diverse society. 
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Valle Middle School Philosophy 

Valle is a middle/magnet school consisting of students from 

diverse socio-economic and multicultural backgrounds. 

Staff, parents, community partnerships and students work 

together to provide a variety of educational opportunities. 

Students are encouraged to be active participants in this 

ongoing learning process which fosters high expectations for 

all and quality instructional experiences which recognize, 

support, and accept cultural diversity. Our goal is to 

instill a desire to create a positive learning climate based 

upon a caring atmosphere and respect for all modeled by the 

faculty. The Valle curriculum is developed to provide a 

balance in the presentation of intellectual, cultural, 

emotional, social, and individual differences of students. 

Through staff and parent cooperation and communication, we 

promote and encourage student desire for a continuing 

education. 
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PRINCIPAL IKSTRUCTOR CONSENT FORM 

Dear- j 

As a part of my class work coward a PhD degree ac. Che 
ttaiverŝ ô̂ Arizona, I am exploring Che cechnology classroom ac 

Middle School. I am qulce inceresced in uses o£ 
technology in a learning environmenc. I am seeking to answer a 
number of research questions that can be approached by 
observation and by conducting a number of interviews with you and 
students in your school. I believe the results could be 
imporcfuic in euiy future efforCs to in̂ rove and enhance your 
technology program. 

Your participacion in this study will involve: 
(1) A to-be-determined number of short interviews scheduled ac 
your convenience during a time where interruptions will be at a 
minimum. The interview will ask you questions about your life 
and work in the school, your perceptions of the work going on in 
Che cechnology clasa, and your understanding of the sCudents' 
perceptions of the work they do in Che class. No one will read 
any transcripts except the reseeircher cuid the person doing the 
transcribing. During the interview, you will have the right to 
stop the tape at any time, not to smswer any individual question, 
and Co wicĥ aw from Che interview. 
(2) Allowing me to observe you euid/or the class during any or all 
activities. Field notes will be taken during the observations, 
but data from the field notes or interviews will noC be published 
wichout your review. 

Your participation in this study is voluntary. You may 
choose noc to participate or to withdraw from the study at any 
time. The results of the research study may be published, but 
your name will not be used. 

This project has been approved by the School 
District and by the University of Arizona Humeui Subjeccs 
commiccee. If you are willing to participate in this study, 
please sign on the line below. 

Sincerely, 

Daniel P. Webster, MA 
Dept. Lauig., Reading & Culture, Univ. o£ Arizona 

Î ypu hav̂ an̂ ouescions, please feel free Co call me aC ̂ H|| 
H|H|H or If you have any quescions or concerns abouC 
Ŝu? rights as a research participant, please feel free co call 
tĥ tgî ersity of Arizona, Human Subjects Committee office at 

I give my consent to participate in the above study. 

Signature Date 
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PARTICIPANT CONSENT FORM 

Dear- : 

As a pare ot m/ claas woric toward a PhD degree ac die 
Iftî rersî ô̂ Arizona, I am exploring the technology classroom at 
PmmUmUMiddle School. I am quite interested in uses of 
tecSô ĝ î a learning environment. I am seeking to answer a 
number of research questions that can be approached by 
observation and by conducting a number of Interviews with you and 
students in your school. I believe the results could be 
importemt in any future efforts to inqprove and enhance yotir 
technology program. 

Your peurcicipation in this study will involve: 
A to-be-detemined ounber of short interviews (likely no more 
than 2) scheduled at your convenience during a time where 
interruptions will be at a minimum. The interview will ask you 
questions about your acaidemxc backgrotmd and work in the school, 
your perceptions of the work going on in the technology class, 
and your imderstanding of the students' perceptions of the work 
they do in that particular class. Ho one will read any 
transcripts except the researcher and the person doing the 
transcribing. During the interview, you will have the right to 
stop the tape at any time, not to anstier any individual question, 
or to withdraw from the interview. 

Your peurticipation in this study is voluntary. You may 
choose not to participate or to withdraw from the study at any 
time. Results of the research study may be published, but your 
name will not be used. 

This project has been approved by the School 
District euid by the University of Arizona Human Subjects 
Connittee. If you eure willing to participate in this study, 
please sign on the line below. 

Sincerely, 

Daniel P. Webster, MA 
Dept. I>ang., Reading & Culture, Univ. of Arizona 

If you twreanŷ estions, please feel free to call me atflU 
|H|H or If you have any questions or concerns about 
your rlgnt̂ â î reseiurch paurticipant, please feel free to call 
the aniversity of Arizona, Human Subjects Committee office at 

I give my consent to participate in the above study. 

Signature Date 



264 

APPENDIX G 

PAKBMTJVL CONSBNT FORM 

Deeur Petrent/Guardian of , 

As a part of my work toward a doctoral degree at the 
University of Arizona, I am conducting a study of technology in 
the clasaroom. The School District Hm has 
agreed to allow me in action in tn̂  ̂
technology program as Middle School during the 
Spring 1996-97 semester. I believe this study will benefit your 
students and also future students in this program. 

Durî  the Spring 1996-97 seneater while your child is 
enrolled in this program, I would like permission to interview 
him/her during regular hours of scbool attendance. For your 
child's interview, you are welcome to be present if it is 
convenient for you. The interview will tiUce less than a half 
hour and will ask your child his/her opinions and perspectives 
about what kinds of learning that goes on during the technology 
class. The interview will be tape recorded and then tremscribed. 
Yotir child will be given the opportunity to answer or to refuse 
CO answer any question he or she chooses. Your child will also 
be given the right to withdraw from the interview at any Cime or 
CO stop Che tape to ask or emswer a question. No one will read 
Che treinscript except the researcher and the person doing che 
transcribing. When the final report of this research study is 
coiqpiled, no real names will be used. Copies of the final report 
will be available to all the peurticipants. Peurticipants will 
have the opportunity to review and coranent on early drafts of che 
report. 

This project has been approved by the School 
District and by the University of Arizona Hianâ suBjecĈ  ̂
Committee. If you are willing to have your child participate in 
this study, please sign on the line on the other side of this 
form. Please return this form by . 

Sincerely, 

Dainiel F. Webster, MA 
Dept. of Lang., Reading & Cultiure 
University of Arizona 

Î vou have any queation̂ ôlMse feel free to call me at||̂ | 
Ĥ ôr to page me at HHUBi and I will call you back. If you 
nave questions or concerns eUsouc your child's righcs as a 
research peurticipant, please feel frê t̂ call the University of 
Arizona, Human Subjects Committee at 

(OVER) 
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APPENDIX G 

PARENTAL CCMSBIiT 

I give my consent for my child to be interviewed during the 
technology class by a researcher from the University of Arizona. 

Signed 

Child's Name Date 

STUDENT ASSENT 

Your parent or guardian has told me that it is okay for me to 
interview you during the technology class. You will be asked 
several questions about this current class. The interview will 
be tape recorded and will take about 20 minutes. All your 
answers will be kept private. You may refuse to answer any 
questions asked. Do you understand what is e^qiected in this 
interview? Y N Is it okay for you to be interviewed? Y N 

Student's Signature Date 

Please return this for to your instructor by 
Feel free to make copies for your own records. 
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