
A descriptive study of collaboration: Teacher-
researchers and cross-age students writing to learn

Item Type text; Dissertation-Reproduction (electronic)

Authors Prassas, Lea, 1960-

Publisher The University of Arizona.

Rights Copyright © is held by the author. Digital access to this material
is made possible by the University Libraries, University of Arizona.
Further transmission, reproduction or presentation (such as
public display or performance) of protected items is prohibited
except with permission of the author.

Download date 26/05/2023 09:17:06

Link to Item http://hdl.handle.net/10150/289644

http://hdl.handle.net/10150/289644


INFORMATION TO USERS 

This manuscript has been reproduced from the microfilm master. UMI 

fihns the tect directly from the original or copy submitted. Thus, some 

thesis and dissertation copies are in typewriter &ce, while others may be 

from any type of computer printer. 

The quality of this reproduction is dependent upon the quality of the 

copy submitted. Broken or indistinct print, colored or poor quality 

illustrations and photographs, print bleedthrough, substandard margins, 

and improper alignment can adversely affect reproduction. 

In the unlikely event that the author did not send UMI a complete 

manuscript and there are missing pages, these will be noted. Also, if 

unauthorized copyright material had to be removed, a note will indicate 

the deletion. 

Oversize materials (e.g., maps, drawings, charts) are reproduced by 

sectioning the original, beginning at the upper left-hand comer and 

continuing from left to right in equal sections with small overlaps. Each 

original is also photographed in one exposure and is included in reduced 

form at the back of the book. 

Photographs included in the original manuscript have been reproduced 

xerographically in this copy. Higher quality 6" x 9" black and white 

photographic prints are available for any photographs or illustrations 

appearing in this copy for an additional charge. Contact UMI directly to 

order. 

UMI 
A Bell & Howell Information Company 

300 North Zeeb Road, Ann Arbor MI 48106-1346 USA 
3I3/76M700 800/521-0600 





A DESCRIPTIVE STUDY OF COLLABORATION: 

TEACHER RESEARCHERS AND CROSS-AGE STUDENTS 

WRITING TO LEARN 

by 

Lea Prassas 

Copyright © Lea Prassas 1997 

A Dissertation Submitted to the Faculty of the 

DEPARTMENT OF LANGUAGE, READING AND CULTURE 

In Partial Fulfillment of the Requirements 
For the Degree of 

DOCTOR OF PHILOSOPHY 

In the Graduate College 

THE UNIVERSITY OF ARIZONA 

1 9 9 7  



UMI Number; 9738969 

Copyright 1997 by 
Prassas, Lea 

All rights reserved. 

Lnvn Microform 9738969 
Copyright 1997, by UMI Company. All rights reserved. 

This microform edition is protected against unauthorized 
copying under Title 17, United States Code. 

UMI 
300 North Zeeb Road 
Ann Arbor, MI 48103 



2 

THE UNIVERSITY OF ARIZONA ® 

GRADUATE COLLEGE 

As members of the Final Examination Committee, we certify that we have 

read the dissertation prepared by Lea Prassas 

entitled A DESCRIPTIVE STUDY OF COLLABORATION; TEACHER RESEARCHERS 

AND CROSS-AGE STUDENTS WRITING TO LEARN 

and recommend that it be accepted as fulfilling the dissertation 

requi^renrent for the Degree of Doctor of Philosophy 

— '//s/9 
L. Anders Date 

Z_ 

Dana LT Fox / Date 

;hort Data ! 

v/tf 7 

achy G. Short 

Deborah Anders Date 

Date 

Final approval and acceptance of this dissertation is contingent upon 

the candidate's submission of the final copy of the dissertation to the 

Graduate College. 

I hereby certify that I have read this dissertation prepared under my 

direction and recommend that it be accepted as fulfilling the dissertation 
reattirement. 

Dissertation Director Date 

Patricia L. Anders 



3 

STATEMENT OF AUTHOR 

This dissertation has been submitted in partial fulfillment of 
requirements for an advanced degree at The University of Arizona and is 
deposited in the University Library to be made available to borrowers under 
the rules of the Library. 

Brief quotations from this dissertation are allowable without special 
permission, provided that accurate acknowledgment of source is made. 
Requests for permission for extended quotation from or reproduction of this 
manuscript in whole or in part may be granted by the copyright holder. 

SIGNED: 



4 

ACKNOWLEDGMENTS 

I would like to thank the students and faculty of my elementary 
school for all of theu- support and contributions to my dissertation. Thank 
you to the 23 second graders, 29 fifth graders, and to Edie and Mimi for 
joining me in this collaborative research. Thank you for letting me into 
your classrooms with my microphone and questions. I felt so privilege to 
have had this opportunity to work with all of you. Thank you to our 
Principal, Joel T. Perry, for creating a collaborative community in our 
school. This study was possible because you gave us the respect and 
freedom to conduct action research in our classrooms. Thank you to Paul 
Schroeder for graciously assisting me with all of my computer questions and 
problems. You were a tremendous support. 

I would like to thank my dissertation committee, Patricia L. Anders, 
Kathy G. Short, Dana L. Fox, and Deborah Anders for all of your advise, 
guidance, and endless editing! Thank you for years of collaborating with 
me to assist with my professional development. Your influences have 
enriched the lives of many children and teachers. 

Thank you to my friends and colleagues, Debbie Anders, Phi Pham, 
Monica Taylor, Terry Greene, Barbara Snyder, Barbara Thompson, Karen 
Evans, and Lee Haugen. You were always there for me when I needed 
support, advice and encouragement. Thank you for throwing me that rope 
when things got rough and pulling me to the finish line. 

To my parents, JoAnn and George Prassas, thank you for all of your 
support and encouragement. You were always there to help me take care of 
"the other parts of my life" so that I could spend time on this dissertation 
and my studies. Thank you! 



5 

TABLE OF CONTENTS 

LIST OF FIGLiRES 14 

LIST OF TABLES 15 

ABSTRACT 16 

CHAPTER I LET'S WORK TOGETHER 20 

Theoretical Framework 24 

Cross-Age Collaboration 28 

Collaborative Teacher Research 31 

Teacher Beliefs and Knowledge 32 

Definitions 34 

Nature of the Study 37 

CHAPTER 2 THE SETTING, PARTICIPANTS, CURRICLTLAR 
DESIGNS, AND THE STORY OF OUR COLLABORATION 39 

The Setting 40 

The Population of the School 40 
The District's Staff Development Program 40 
Our Principal 43 
Student and Teacher Participants 46 

Mimi Gromley 46 
Teacher knowledge 47 
Mimi Gromley's writing instruction 50 
Mimi Gromley's social studies and science 



6 

TABLE OF CONTENTS—Conrmweii 

Instruction 52 
Mimi Gromley's second graders 54 

Edie Rostal 55 
Teacher knowledge 55 
Edie Rostal's writing instruction 58 
Edie Rostal's social studies and science 

instruction 60 
Edie Rostal's fifth graders 63 

Lea Prassas 63 
Teacher knowledge 63 
My writing instruction 68 
My social studies and science instruction 69 

The Curriculum of Our Study 70 

Inquiry Cycle 71 
The Writing Process 74 
Writing to Learn Activities 77 

Our Time Together: The Story of Our Collaboration 87 

CHAPTER 3 STUDY DESIGN Ill 

Methods Ill 

Timeline 112 
Data Sources 112 
Teacher Collaboration 114 

Interviews 114 
Transcribed Tapes of Teachers' Meetings 115 
Teacher's Reflective Journals 116 

Artifacts of the teachers meetings, sharing 
and planning products 116 

Planned Lessons/Activity Plans 116 
Student Collaboration 117 



7 

TABLE OF CONTENTS-Co/irmi/efit 

Students' Perceptions, Attitudes and Reflections ... 117 
Teachers' Student Collaboration Journals 118 
Observational Fieldnotes 119 
Classroom Observations 120 
Actual Lesson/Activity Plans 120 
Students' Written Products 121 
Audio Tapes 121 

Researcher's Log 121 

Data Analysis 121 

Student Collaboration Analysis 122 
Analysis of Observation of Focus Group from 

Teachers' Journals 122 
Analysis of Student Reflections From Teachers' 

Joumals/Fieldnotes and Audio-tape 123 
Analysis of Student Surveys from February 15 

and April 15 124 
General Observations from the Teachers' Journals/ 

Fieldnotes on Student Collaboration 125 
Transcriptions of Student Interviews from March and 

May 125 
Results of the First-Level Analysis 126 

Categories for Interpersonal Development 126 
Categories for Student Collaboration and Writing 

Development 127 
Categories for Concept Development 128 
Categories for Creating The Zone and Scaffolding .. 128 
Describing the Focus Group 130 

Teacher Collaboration Analysis 131 

Summary 137 

CHAPTER 4 CROSS-AGE COLLABORATION 138 



8 

TABLE OF CONTENTS—Cow/mttef/. 

Review of the Related Literature 139 

L. S. Vygotsky and the Zone of Proximal Development ... 139 
Scaffolding 150 
The Academic and Social Benefits of Collaboration 153 
The Benefits of Collaboration and The Writing Process ... 155 

Cross-Age Collaboration 156 
Summary 160 

Our Cross-age Collaboration 162 

Procedures for Grouping and Pairing the Children 162 
Descriptions of Student Collaboration Procedures 163 
The Roles of the Teachers During the Student 

Collaboration 165 

The Findings 166 

The Interpersonal Benefits of Cross-age Collaboration .... 166 
Encourage Me 167 
Please Listen To Me 170 
Please Consider My Feelings 172 
Share with Me 174 
Respect My Ideas 175 
Care About Me 177 
Acknowledge Me 178 
Let's Be Friends 179 

Interpersonal Relationships: The Struggle 181 
Creating Zones and Opportunities for Scaffolding 190 
Tools for Learning: Language 192 

Discussion 192 
Asking and Answering Questions 195 
Writing 199 
Reading 202 



9 

TABLE OF CONTENTS-Conrmwe^/. 

The Role of Demonstration and Observation in Creating 
a Zone 206 

Uncovering Misconceptions 208 
Writing and Concept Development 209 

Writing Development 211 
Mechanics 211 
Spelling 212 
Punctuation 214 
Neatness 215 
Fluency 218 

Writing Process 220 
Writing steps and strategies 220 
Corresponding 221 

Writing and Concept Development: Sharing and 
Developing Knowledge 222 

Sharing and developing ioiowledge and ideas 
through comprehension 228 

Sharing and developing knowledge and ideas 
through teaching 229 

Sharing and developing knowledge and ideas 
through correcting 231 

Sharing and developing knowledge and ideas 
by vocabulary development 233 

Sharing and developing knowledge and ideas 
with graphic organizers 234 

Not Helping 235 
Concept Development 236 

Researching 236 
Problem Solving 239 

The Workings of A Collaboration: Making the 
Connections 241 
Connecting the Interpersonal Categories 242 
Creating Zones and Opportunities for Scaffolding .. 244 
Connecting the Tools for Learning 244 



10 

TABLE OF CONTENTS—Con/muet/. 

CHAPTER 5 THE FOCUS GROUP 247 

Ned, Sam, Kemiy 249 

Ned 249 
Sam 251 
Kemiy 252 

The Interpersonal Connection 253 
Creating Zones and Opportunities for Scaffolding .  . 151  
Summary Reflections on the Collaboration of Ned, 

Sam and Kenny 261 
The Boys' Perspective 262 

Jenny and Sally 264 

Jermy 264 
Sally 264 

The Interpersonal Connection 265 
Creating Zones and Opportunities for Scaffolding .. 266 
Summary Reflections of the Collaboration 

of Sally and Jenny 270 
Jermy and Sally's Perspectives 271 

Kevin and Mark 273 

Kevin 273 
Mark 274 

The Interpersonal Connection 275 
Creating Zones and Opportunities for Scaffolding .. 275 
Summary Reflections of the Collaboration 

of Kevin and Mark 281 
Kevin and Mark's Perspective 282 

Anne and Ellie 284 



TABLE OF CONTENTS—Con/mweii. 

11 

Anne 284 
Eliie 284 

The Interpersonal Connection: A Crack in the 
Foundation 285 

Creating Zones and Opportunities for Scaffolding .. 285 
Summary of the Collaboration of Aime and Ellie ... 290 
Anne and Ellie's Perspectives 290 

Michael and Bob 293 

Michael 293 
Bob 293 

The Interpersonal Connection 294 
Creating Zones and Opportunities for Scaffolding .. 294 
Summary Reflections of the Collaboration of 

Michael and Bob 296 
Michael's Perspective 297 

Jill and Vera 298 

Jill 298 
Vera 299 

The Interpersonal Connection 300 
Creating Zones and Opportunities for Scaffolding .. 301 
Jill and Vera's Perspective 310 

CHAPTER 6 TEACHER COLLABORATION 313 

Review of Related Literature 314 

Teacher Knowledge and Beliefs 314 
Definitions and the Relationship of "Knowledge" 

and "Beliefs" 315 



12 

TABLE OF CONTENTS-Cow/mMet/. 

Uncovering Teachers' Belief Systems 
and the Relationship to Professional Development ..316 

Changing Teacher Beliefs: Professional Development .... 322 

Collaborative Teacher Research 330 

The Nature of Collaborative Teacher Research 330 
Issues Involved with Collaborative Teacher Research .... 336 

The Reflective Practitioner 338 

Critical Attributes of a Reflective Practice 341 

Teacher Plarming 343 

Findings 345 

Description of Our Collaborative Teacher Research 345 
Goals for Our Research 345 
The Meetings 346 

Scheduling, Location, Duration 349 
Typical Activities 350 

Roles and Responsibilities 352 
Procedures and Scheduling 353 

Issues 354 
Sharing Professional Knowledge 355 
Research Design 358 

Issues related to collaborative teacher 
research 361 

Leadership 367 
"The Researcher" "The Analytical One" 367 
"Mini-lesson Queen" "The Organizer" 370 
"The Teacher" "I'll Get The Coffee" 371 

Roles and Responsibilities and the Interpersonal 
Connection 373 



13 

TABLE OF CONTENTS-Commwei/. 

Reflective Practitioner 375 

Problem Posing 376 
Observing 399 
Reflecting 415 

Teacher Planning 436 

Teacher Beliefs: Harmony Versus Tension 443 

CHAPTER 7 CONCLUSIONS, CONNECTIONS, REFLECTIONS, 
AND RECOMMENDATIONS 454 

Let's Work Together 454 

What is The Nature of Cross-age and Teacher Collaboration? ... 457 

The Interpersonal Connection 457 
The Children; Cravings for a Classroom 

Community 459 
The Teachers: Our Commitment to Caring 467 

Creating Zones and Opportunities for Scaffolding 476 
Cross-age Students Creating Zones and 

Opportunities for Scaffolding 478 
Discussion 479 
Writing 480 
Reading 481 
Demonstration and Observation 483 

Writing and Concept Development 483 
Writing Development 484 
Concept Development 486 
Teachers Creating Zones and Opportunities 

for Scaffolding 487 
Discussion 489 
Writing 490 



14 

TABLE OF CONTENTS-Conrmwec/. 

Reading 493 
Demonstration and Observation 494 

Collaborative Teacher Research as Professional 
Development 495 

What is the Nature of Teacher/Student Collaboration? 498 

The Interpersonal Connection 498 
Creating Zones and Opportunities for Scaffolding 499 

Discussion 499 
Writing 501 
Reading 504 
Demonstration and Observation 505 

Future Research 506 

Recommendations for Classroom Teachers, Administrators, 
and Teacher Educators 507 

Our Message to Classroom Teachers 507 
Encourage Cross-Age Collaboration 507 
Collaborative Teacher Research 509 

Our Message to Administrators 511 
Our Message to Teacher Educators 513 
A Final Word 514 

APPENDIX A STUDENT INTERVIEW QUESTIONS AND 
ANSWERS 516 

APPENDIX B EXAMPLE OF STUDENT DIALOGUE 
JOURNAL 517 

APPENDIX C EXAMPLE OF OCEAN WEB 518 

APPENDIX D TEACHER INTERVIEW SCHEDULE 519 



15 

APPENDIX E STUDENT SURVEYS 522 

APPENDIX F STUDENT INTERVIEW QUESTIONS 523 

APPENDIX G A PAGE FROM SAM, KENNEY AND 
NED'S SHARK BOOK 524 

APPENDIX H A PAGE FROM JENNY AND SALLY'S BOOK 525 

APPENDIX I A PAGE FROM MARK AND KEVIN'S BOOK 526 

APPENDIX J A PAGE FROM ELLIE AND ANNE'S BOOK 527 

APPENDIX K A PAGE FROM VERA AND JILL'S BOOK 528 

REFERENCES 529 



16 

LIST OF FIGURES 

Figure 1. Teacher knowledge 32 

Figure 2. Activities associated with each month 113 

Figure 3. Benefits of collaborative learning 154 

Figure 4. Writing and concept development 210 

Figure 5. The workings of collaboration 241 

Figure 6. Reflective practitioners 376 



LIST OF TABLES 

Table L Research Questions and Data Sources 114 

Table 2. Interpersonal Categories of Collaboration 167 

Table 3. Tools for Learning 191 

Table 4. What Happened in Our Collaborative Teacher Meetings? . ... j5 1 

Table 5. Teachers' Roles and Responsibilities 353 

Table 6. Ways of Problem Posing, Observing and Reflecting 377 

Table 7. Characteristics/Categories of Teachers' Questions 380 

Table 8. Questions Posed to Facilitate Cross-Age Planning 389 

Table 9. Questions Posed to Facilitate Reflections About 
Student/Activities/Teachers 393 

Table 10. Characteristics/Categories of Teachers' Observations 401 

Table 11. Characteristics/Categories of Teachers' Reflections 416 

Table 12. Teacher Planning for Cross-Age Collaboration in Journals .. 437 

Table 13. Planning in Teachers'Meetings 440 

Table 14. Teacher Beliefs: The Tensions 446 



ABSTRACT 

The purpose of this study was to investigate the benefits of 

collaboration while cross-age students and teachers conducted research. The 

cross-age collaboration investigated ways that students assist each other with 

writing and concept development as they researched a topic. The 

collaborative teacher research explored ways that classroom teachers assist 

each other with their professional development while they are examining 

ways to assist their students. 

This was a participant-observational study which took place over a 

semester. The cross-age students conducted research on teacher selected 

topics. The teachers held meetings to share their questions, observations, 

reflections and plans regarding the cross-age collaboration. Data sources 

included student surveys, student interviews, teachers' reflective journals, and 

transcriptions of teachers' meetings. The methods of analysis were domain 

analysis and constant comparison. 

The findings suggested that students assisted each other with writing 

and concept development when provided the opportunity to collaborate. 

They used language for constructing and reconstructing knowledge as they 
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researched their topics. As they used language for learning, they also 

assisted each other with language development by using scaffolding 

strategies. 

A major finding in this study is that the students and teachers place 

high value on the interpersonal relationship that develops through the 

collaborative process. They found that encouragement, listening to one 

another, and respecting each other's ideas were foundational for igniting the 

collaborative process. 

Findings also suggested that the collaborative process gave the 

classroom teachers opportunities to assist each other with professional 

development. The teachers were able to assist each other by sharing their 

beliefs and knowledge about teaching and learning. Sharing beliefs about 

teaching and learning caused harmony in planning, as well as tensions. 

Variances in belief systems caused tensions which led to rich discussions 

about professional knowledge. The teachers reconstructed their knowledge 

through collaborative research. 



CHAPTER 1 

LET'S WORK TOGETHER 

This study began in a suburban elementary school as two teachers 

stood in a second grade classroom. It began with a question: How can 

second graders be helped with their writing development? It was the 

autumn of 1995 and I was a full time graduate student and on leave of 

absence from my position as a first grade public school teacher. My 

colleague and friend, Mimi Gromley, invited me to her second grade 

classroom to read stories and participate in special activities. I knew many 

of her students because they were either in my class the previous year, or 

they were the children of friends. Mimi asked me for professional advice on 

how to facilitate the writing development for individual students. She was 

feeling frustrated with the writing development of several of her students. I 

asked her questions about those struggling students and the characteristics 

of their writing. As Mimi and I discussed her students, their writing 

abilities, and her writing instruction, I made suggestions based on my own 

professional knowledge. 
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Many of my recommendations seemed to require students receiving 

one on one attention from a co-writer. As I made these suggestions, I also 

included ways to meet students' individual needs in a classroom with one 

teacher and 25 students. I found myself advocating for cross-age 

collaboration, because many of my suggestions would best be implemented 

through this process. 

I am an advocate of cross-age collaboration for social/emotional and 

academic growth of all students involved. I witnessed these benefits as my 

own classes of first graders had participated in collaborative activities over 

the years. I especially enjoyed collaborating with a fifth grade teacher at 

our school, Edie Rostal. The idea to form a collaborative teacher research 

team with Mimi Gromley and Edie Rostal intrigued me. I approached Edie 

to discuss bringing her fifth graders together with Mimi's second graders for 

cross-age collaboration. Edie also expressed an interest in exploring ways 

to use writing to facilitate the learning process in the content areas. I 

decided rather than just describe the benefits of cross-age collaboration to 

Mimi Gromley, I would invite Edie and Mimi to join me in a collaborative 
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teacher research group to explore ways to use writing across the curriculum 

through cross-age collaboration. 

I instigated this research group to address the following questions: 

How will our students help each other with their writing development? 

How will collaborating help our students use writing across the curriculum 

for concept development? How will we, three teachers, collaborate and 

conduct research to address these questions about our students? What is the 

nature of cross-age student research? What is the nature of collaborative 

teacher research? This study describes the collaborative process involved in 

the professional growth of three teachers, and the social and academic 

growth of second and fifth graders. 

Collaboration is the focus of this study. For we teachers, the focus of 

the collaboration was to facilitate our professional development regarding 

writing instruction and practices in the content areas. For the cross -age 

students, the focus of the collaboration was to assist each other in writing 

and concept development as the student researchers used writing in the 

content areas. 



What is the definition of collaboration? Webster defines the word 

collaboration as "working jointly together." The professional literature on 

teacher collaboration offers variations on this definition. Bennett (1992) 

adds to the definition by observing that there is a "genuinely equal 

relationship among all parties." This is an important aspect in our definition 

of collaboration because of the inherent inequalities of our groups. Our 

cross-age students consist of second graders and fifth graders. We did not 

want to communicate to the students that the fifth graders were the 

"teachers" or in any way the superior members of the collaborations because 

they were older. There was also a potentially perceived inequality in our 

teacher team. I was a graduate student and this project was my dissertation 

study. 

During this semester I did not have my own classroom because I was 

on leave from my furst grade teaching position. My position in the group 

probably put me in a superior role. We wanted each member of the 

collaborative process to have equal opportunities to express their 

knowledge, perspectives and questions. We also wanted each members to 
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have the opportunity of experiencing various roles within the group, such as 

teacher and our student. 

Cole and Knowles (1993) use the word negotiation when defining the 

concept of collaboration. Collaboration involves negotiating and 

renegotiating. Collaborators should not plan for equal involvement because 

we naturally negotiate our roles in a collaborative process. It is more 

realistic and natural for individuals' contributions to be negotiated. Herrick 

(1992) considers collaborative research the process of participants mutually 

planning, collecting and analyzing data. We (Edie, Mimi, and I) extended 

this defuiition by defining collaboration as people coming together to 

interact, to share their questions, perspectives, thoughts and ideas. 

Collaboration is to work, think and investigate together. Through the 

collaborative process each person has the opportunity to change and grow 

because of this social learning experience. Each participant shares talents, 

knowledge and responsibilities in our research. 

Theoretical Framework 

The benefits of collaborative research and learning are grounded in 

the theoretical perspectives of psychologists L.V. Vygotsky and Jerome 
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Bruner. This section discusses their learning theories and how Vygotsky's 

zone of proximal development and Bruner's notions of scaffolding set the 

stage for collaboration. 

L. V. Vygosky was a psychologist who began his career in 1917. 

Vygotsky described the role of culture and how it is a part of each person's 

nature. Vygotsky stressed the social origins of language and its relationship 

to thinking. Our individual changes in development are rooted in our social 

and cultural context (Cole, John-Steiner, Scribner & Souberman, 1978). 

Vygotsky's work helps to explain how our language facilitates our 

thinking. Language is used to help us process our social and cultural 

environments and learn from it. Language is a tool for helping us to 

construct meaning and to reconstruct meaning as we continue to interact 

with our social and cultural worlds. Initially we act, then our internal 

speech follows. As we mature we begin to think before we act. In other 

words, there is a stimulus, we use our internal speech to process, and then 

we act (Cole et al., 1978). Vygotsky stressed the use of language for 

cognitive development, and he considered human beings social and cultural 

influences as well. 



26 

Vygotsky's work on cognitive development supports the notion of 

social learning. Language has a primary relationship to learning. Language 

is a social phenomenon. We learn within the context of our social and 

cultural influences. Vygotsky's theories of cognitive development promote 

interactions with others, and have implications for educational practices. 

One important concept is the zone of proximal development. 

The zone of proximal development is the distance between what a 

learner can accomplish independently and what may be accomplished with 

the assistance of an adult or capable peer (Cole et al., 1978). What is a 

students' potential development if the student works independently? What 

is a student's potential development with assistance? The distance between 

the two zones is the zone of proximal development. This theory supports 

the practice of collaborative learning. Collaborative learners may create 

zones for each other as they interact. They may facilitate development for 

each as they share their talents, knowledge and perspectives. 

How does collaboration help to create zones of proximal 

development? Theoretically, students may enhance each others' 

development by using language to share and reconstruct meaning. The 
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process of discussion helps collaborative learners share their inner thoughts. 

As the students bring their inner thoughts to the social arena, they have the 

opportunity to share perspectives and reconstruct understandings. These 

newly constructed meanings are brought back into each student's internal 

thought processes. In addition to talking and listening to one another, 

collaboration provides opportunities for students to use reading and writing 

as tools for sharing and understanding their thinking and the ideas of others. 

Collaborative learners may enhance their development by observing and 

imitating each other. Vygotsky (Cole et al., 1978) discusses how 

observation and imitation help in an individual's development. What we 

observe and imitate today, we perform independently tomorrow. In addition 

to observing and influencing each other, collaborative learners may create 

their own zones by asking and offering assistance to each other when 

needed. 

Jerome Bruner (1978) discussed the use of scaffolding techniques that 

help the learner shift from assisted learning to independent learning. Bruner 

describes scaffolding as a series of strategies that help one learner assist 

another learner. As the zone is created, the student in the role of the 
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assistant makes decisions on how to facilitate the partner's development. 

Scaffolding strategies are designed to gradually take the learner along the 

developmental path so that eventually the learner will make the shift and be 

able to perform independently. The practice of collaboration is foundational 

to creating zones of proximal development and using scaffolding strategies 

to facilitate development. 

Cross-Age Collaboration 

The professional literature presents the benefits of cross-age 

collaboration and the learning process. The benefits are categorized into 

social/emotional benefits and academic benefits (Jeul, 1991; Morrice & 

Simmons, 1991). Bringing multi-age learners together promotes fi-iendships 

and positive interpersonal relationships for the students involved. Cross-

age students tend to form warm, nurturing sibling like relationships with 

each other. This positive relationship leads to positive self-esteem and 

opportunities for academic growth. Cross-age collaborators have the 

opportunity to use language to share and reconstruct their thinking, to share 

perspectives and talents, to create zones of proximal development for one 

another, and to use scaffolding strategies to facilitate each other through 



these zones. The literature stresses that all students benefit academically in 

these collaborative processes as growth is experienced by both the younger 

and older students. Cross-age collaboration has been primarily used to 

facilitate reading development (Samway, Whang & Pippitt, 1995). 

Emergent readers unite with older students to engage in reading activities. 

The older students are often coached on how to use scaffolding techniques 

to facilitate reading development. As a result, all the students in the 

collaboration reap the social/emotional and academic benefits of working 

together. 

Our cross-age students came together to conduct collaborative 

research on a content area topic for a semester. The semester began with the 

students using writing activities in order to get to know each other. These 

writing activities included interview questions and dialogue. Next, the 

students conducted research on teacher selected, and district mandated, 

topics. They studied the ocean in March and plants in April. They were 

engaged in an inquiry cycle (Anders & Pritchard, 1991; Short, Harste & 

Burke, 1996) to help extend their knowledge and facilitate concept 

development. The students studied these topics in their own classrooms 



with their teacher and peers and periodically they would join their cross-age 

collaborative partner to continue their research. 

The writing activities were used by the student researchers to 

facilitate their inquiry. The students used freewriting and brainstorming to 

tap their prior knowledge about the topic. Their classrooms displayed their 

questions that would guide their research. A variety of reference books 

were brought into the classroom to aide in their knowledge acquisition. 

These reference materials included library books and district adopted 

textbooks. The cross-age collaborators used graphic organizers, such as 

webs, to organize the information retrieved from their reading. After 

researching their topic, the cross-age collaborators wrote informational text 

to share with others. These informational texts were in the forms of books 

and charts. After the cross-age researchers ended their study of plants, they 

began their last project, the gameboard. They collaboratively wrote content 

area problems to be solved by using mathematical operations. 

These writing to learn activities gave the cross-age students the 

opportunities to assist each other through the writing process. The writing 

process promoted in these elementary classes is similar to the writing 
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process suggested by Graves (1994) and Calkins (1994). This writing 

process includes prewriting, drafting, proofreading, editing, rewriting, and 

publishing. This study uncovered the ways that second graders and fifth 

graders may assist each other through this writing process. Our first 

research question is: What is the nature of cross-age collaboration? 

The cross-age researchers were supported by three teachers 

conducting their own research. The three teachers negotiated and shaped 

the curriculum that was implemented with the cross-age students. Like the 

cross-age students, the teachers had a research topic: What are the benefits 

of using cross-age collaboration to facilitate all students writing and concept 

development as the students conduct research? We used the collaborative 

process to promote our own professional development and facilitate changes 

in our instructional practices. 

Collaborative Teacher Research 

The structure of our collaborative teacher research was informed by 

the professional and scholarly literature on this method of professional 

development. I chose to initiate a collaborative research group to give each 

of us the opportunity to share our professional knowledge and to use each 



other as resources. Edie, Mimi and I collaborated to share our problem 

posing, observations, reflections, and to plan together as we worked with 

the cross-age students. Our collaborative teacher research group recognized 

that each teacher brings her own teacher knowledge and beliefs about 

students, learning and teaching. 

A teacher's beliefs and knowledge about teaching, learning, and 

curriculum come from a variety of sources. Figure 1 illustrates these 

sources of teacher knowledge. 

Teacher Beliefs and Knowledge 

how we were taught published research findings 

colleagues 

TEACHER KNOWLE JE 

ire-service education 

in-service education staff development 

Figure 1. Teacher knowledge. 

Teacher knowledge and beliefs determine the curriculum and the 

classroom instructional practices (Richardson, 1994). As we see in Figure 



1, published research is one of several sources that teach teachers how to 

teach. The literature refers to research findings as formal knowledge. 

Formal knowledge needs to connect with a teacher's belief system before it 

may be considered by the teacher as valuable (Richardson, 1994). 

Practitioners have reported that one problem with formal research is that it 

is not always transferable to the complex world of classroom teaching. 

Researchers may expect that formal knowledge will directly influence 

practice, but in reality, practitioners "play" with formal knowledge 

(Fenstermacher, 1993). 

In addition to formal knowledge, teacher knowledge consists of 

practical knowledge. This is a combination of knowledge that teachers 

acquire from researchers, colleagues, in-service education, and their 

experiences with their students. This knowledge may or may not be 

articulated by the teacher because it is often tacit and contextual. Practical 

knowledge is not necessarily subjected to public scrutiny and does not 

always have to meet the same truth conditions as with knowledge 

articulated by formal research (Fenstermacher & Richardson, 1993). 
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Our collaborative teacher research team began with interviews to 

uncover our belief systems about teaching, learning and curriculum. These 

interviews also helped us to trace some of the sources of our teacher 

knowledge. The curriculum implemented in this study was negotiated by 

the three teachers during our teacher meetings. The teachers on this team 

are experienced teachers with their own unique teacher knowledge and 

beliefs. Each teacher had a created curriculum which was related to the 

published district curriculum, and based on her teacher knowledge and 

experience. We wanted to examine our existing curricular practices, rather 

than replace it with a curriculum for the sake of this study. We used an 

inquiry approach to professional development by problem posing as we 

observed and reflected on our instruction and classroom practices. Problem 

posing lead to collaborative problem solving, observations, reflections, 

planning, implementation, and the cycle continued. Our second research 

question is: What is the nature of collaborative teacher research? 
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Definitions 

Throughout this document, terms are used that Edie, Mimi and I 

have discussed and defined for the purposes of this study. The following 

sections define these key terms. 

collaboration Jointly working together, genuinely equal relationship 

among all parties, equal referring to each member 

having equal status 

cross-age This term refers to students of different ages coming 

together to leam. The term cross-age is used to 

describe the nature of the students because it is the term 

used in the professional literature. The following terms 

are synonymous with cross age in our study; buddies, 

cross-grade level, "bigs" referring to the fifth graders, 

and "middles" referring to the second graders. 

concept We defined concept as "thoughts and ideas." Concept 

development is when we extend, change, or elaborate 

on our understandings of a thought or idea about a 



36 

teacher 

topic. When we discussed concept development with 

the students, we often phrased it as "learning." 

Edie, Mimi and I wrote our definitions of "teacher." 

We used words such as facilitator, guide, organizer of 

materials, motivator, role model, and sometimes expert. 

The definitions also gave the teacher the role of 

"imparting or delivering" information to children. 

researcher Edie, Mimi and I wrote our definitions of "researcher.' 

teacher 

researcher 

We described a researcher as a person who, "has a goal 

or thesis, organizes and collects data, analyzes the data, 

puts the information together in some order and writes a 

summary for publication." 

Edie, Mimi, and I agreed that teachers are researchers. 

Edie explained, "A teacher is a researcher in that we are 

always looking for ways to spiced up our curriculum. 

We research alone or often collaboratively with a 
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colleague for ideas all the time. A teacher is a 

researcher all day long." Mimi adds, "While teachers 

are researchers, it's done more as a mental process." 

Nature of the Study 

This is a qualitative, participant-observational study (Spradley, 

1980). I am one of the teachers on the collaborative teacher research team. 

I am also the graduate student conducting the study. Edie Rostal and Mimi 

Gromley are collaborative teacher researchers. This is classroom process 

research. We were interested in studying the complexities of the 

classroom life as we engaged in our research. This study was conducted 

from January through June of 1996. 

Chapter 2 describes the setting, participants and curricular designs 

of this study. This chapter concludes with a brief account of what we did 

during our collaborative semester. Chapter 3 is the methodology section. 

It includes the timelines of the study, descriptions of the data sources, and 

the methods used to conduct a detailed analysis of our collaborations. 

Chapter 4 is the description of the cross-age collaboration. First, a review 

of related literature is presented. Next, the findings of our cross-age 
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collaboration are described. Chapter 5 is the presentation and discussion 

of our focus group. We focused on five pairs and one triad during the 

cross-age collaborations. These focus groups present examples of various 

collaborative styles, and how these styles influenced the nature of the 

students' work. Chapter 6 describes the nature of the collaborative teacher 

research. This chapter presents a review of related literature and our 

teacher collaboration findings. Chapter 7 provides conclusions and final 

reflections and concludes with recommendations for classroom teachers, 

teacher educators, and school administrators. 



CHAPTER 2 

THE SETTING, PARTICIPANTS, CURRICULAR DESIGNS, 

AND THE STORY OF OUR COLLABORATION 

The section is designed to provide a sense of the school in which 

this study takes place. The physical characteristics of the school are 

described briefly and demographic data that describes the school 

population is provided. Staff development is a topic relevant to this 

project: hence, the district's definition of staff development is also 

included. Since principals play an important role in any school-based 

project, the principal of the elementary was interviewed and a summary of 

that interview is also included. Next, the three teachers who participated 

in this study are described. This description presents a brief biography of 

each teacher and also a description of her views of writing instruction and 

a description of her curriculum. The two classroom teachers describe the 

nature of their classes during the 1995-1996 school year. This section 

concludes with a description of the approach towards curriculum that we 

agreed to enact during our project. 



The Setting 

The Population of the School 

This study takes place at a southwestern elementary school, a 

suburban, middle class community. During the 1995-1996 school year, 

this elementary school housed 743 students, kindergarten through sixth 

grade. Of the 743 students, 386 were female, 357 were males, 590 were 

Caucasian, 112 were Hispanic, 19 were African American, 6 were Indian, 

and 16 were Asian. 

The District's Staff Development Program 

Edie, Mimi and I discussed the nature of our district's staff 

development program. Each of us has used this program in various ways 

and have gained our unique perspectives on its value. The following 

description is the result of our discussion. 

Our district staff development program is basically a top-down 

model of in-service education. Christine Johnson is our staff development 

coordinator. She has an Educational Specialist degree and her experiences 

include teaching and administration. Christine has been with our district 

since 1986 and she is held in high regard by our teachers and 
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administrators. Each school year and summer we are offered classes on 

a variety of subjects and topics. Experts are brought in, or recruited from 

our faculties, to present information and instructional practices. The 

classes are interactive in nature and we are strongly encouraged to 

implement the practices in our classrooms. In many cases, the district 

provides substitutes for teachers so that they can visit colleagues and 

provided feedback for trying alternative instructional practices. The 

course selections cover a wide variety of topics. For example, we are in-

serviced on curricular issues, interpersonal relationships, and community 

service. After each in-service class, the participants are asked to provide 

feedback on various aspects of the class. The teachers have an open 

invitation to make suggestions regarding the staff development program. 

Teachers may earn credit for participating in these in-service classes 

and move horizontally on our salary schedule. In addition to attending 

district sponsored classes, we are encouraged to attend the university and 

to earn higher degrees. Attending staff development classes and university 

courses are not required by the district. They encourage us to do so by 

compensating us with financial rewards. 



The district's definitions of staff development impacted our study. 

A member of the staff development committee informed us, the teachers, 

that in-service means, "having a presentation, not a teacher work day, not 

teacher collaboration." I approached Christine Johnson to present my 

study to her and to inquire about getting professional growth credit for 

Edie and Mimi's participation. Although Christine appreciated the values 

of collaborative teacher research groups, this form of staff development 

did not meet our district's definition of staff development. Our request for 

professional growth credit was denied. 

In summary, our district supports a top down model of staff 

development. The teachers and administration select topics of interest and 

the teachers or administrations bring forth "experts" to deliver information, 

methods, and curriculum. At this time, our district's definition of staff 

development requires the presence of an expert and the act of delivering to 

the teachers. Collaborative teacher research is not recognized as 

professional development. 
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Our Principal 

The following information comes from two sources. Edie, Mimi and 

I discussed our principal's influence over us both as professionals and in 

regards to this study. I also interviewed Tom Brown in his office in 

August of 1996. I shared our perspectives of him as our administrator and 

I asked him to talk about his education, educational experiences, and his 

role as our principal. 

Tom Brown has been our principal since the school opened its doors 

in 1983. Tom is planning to retire in the spring of 1997 after thirty- three 

years in education. He started his career by becoming an elementary 

school teacher. Tom taught fourth, fifth and sixth grade for thirteen years. 

He also taught one semester of seventh and eighth grade math in a Junior 

High School. Tom continued his career by serving as an administrative 

assistant of an elementary school for six years. In 1983, Tom opened this 

elementary school as principal. 

Tom Brown received his education from the University of Arizona. 

He earned a Bachelor of Arts degree in Elementary Education and a 

Master's of Education degree in Foundations of Education. He went on to 



earn his administrative certificate. Tom reflected on his in-service 

professional development. He read professional literature and attended 

classes at the university. Tom reported that when he was a classroom 

teacher his district did not have a staff development program to offer 

professional growth to the staff. 

Tom Brown shared his perspective of his role in his teachers' staff 

development. He views himself as a facilitator or communicator. Tom 

makes an effort to communicate information on specific classes for his 

staff. For example, he formally observes each faculty member each year. 

If he believes a teacher would benefit fi-om a specific class he will make 

this suggestion. Tom wants to encourage and promote opportunities for 

the teachers, "especially with the quality of our staff development." On 

the other hand, when Tom discussed an area for self improvement, he 

pointed out his role in staff development of his teachers. He would like to 

be more of a curriculum leader. Tom wants to effectively help teachers 

with curriculum development, especially the new teachers. He also 

reported finding it difficult to approach teachers and to firmly recommend 

that they make changes. 



Tom Brown influenced our study in several ways. Tom's 

administrative style and respect for his teachers as professionals gave us 

the fi-eedom to discuss and plan the curriculum without concern for "What 

will Tom think?" Tom is the type of principal who builds a sense of 

community among the staff and among the staff and the families of the 

school. He is warm, supportive and nurturing. There is a strong sense of 

mutual respect and love between the teachers and this principal. Once a 

teacher is hired at this school he or she usually does not transfer. This 

support and respect creates a positive working environment. During my 

interview with Mr. Brown, he commented on how he maintains this family 

type atmosphere. He looks for teachers who are collaborative in nature, 

not competitive. He believes that teachers come to the classroom with 

unique talents and strengths and he allows individuals to make 

professional decisions trusting that each teacher has the children's best 

interest at heart. 

Tom Brown gave us permission to conduct this research without 

asking for the details of the study. We were able to discuss and plan our 

cross-age collaboration with the freedom that Tom would support and 
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appreciate our research! project because he supports and appreciates us as 

professionals. 

Student and Teacher Participants 

The participants in our study consist of 52 elementary students and 3 

teachers. Twenty-three of the students are second graders and 29 of the 

students are fifth graders. Edie Rostal is a fifth grade teacher, Mimi 

Gromley is a second grade teacher, and I, Lea Prassas, am a first grade 

teacher and the graduate student conducting this study. At the time of this 

study I was on leave from my position as a first grade teacher and I did not 

have the responsibilities of my own class. 

The description of each teacher begins with a profile of the teacher's 

knowledge. This information was formulated during our interview 

sessions at the beginning of our study. Next, the teacher's writing, social 

studies, and science instructional practices are described. The section 

concludes with the teacher's description of her 1995-1996 class. 

Mimi Gromley 

Mimi Gromley has been an elementary teacher for 12 years. She 

taught fourth grade for one year, kindergarten for two years, and second 
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grade for nine years. Mimi has taught ail 12 years at the same elementary 

school. 

Teacher knowledge. The concept of teacher knowledge includes a 

description of the many ways a teacher leams how to teach. This 

description describes the teacher's learning history in school and home, 

and the teacher's pre-service and in-service education. 

During the interview at the beginning of the study, Mimi gave 

insights as to how she developed her teacher knowledge. It began during 

Mimi's childhood. Mimi recalled how she valued literacy in her life as a 

young child. She remembers loving to read and being exposed to positive 

role models. Mimi comes from a family of readers. She warmly 

remembers the reading night of the week in her family. They turned off 

the television and her mom, dad and brother read books and ate food. 

Mimi loved it, "It was the coolest night." 

In elementary school, Mimi remembered using the basal to learn 

how to read. "You started at the beginning and went to the end, it had a 

workbook. You'd read a story and you would do workbook 13, 14, 15. 
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And it was comprehension. It was word attack. Every day. Nothing went 

together." 

Mimi also discussed her memories of learning how to write. "I was 

a reader, I wasn't a writer. I hated writing. I still don't... I still don't 

value it." Mimi remembers writing reports in school and being reminded 

to use footnotes. She loved to read as a child, but she did not like to write. 

Mimi shared how she uses reading and writing in her daily life as an 

adult. She enjoys reading to her young children, but she longs for the day 

when she can put Dr. Seuss away and read "adult books." Mimi does read 

informational text, such as the newspaper to keep up with current events. 

As a writer, Mimi writes to communicate with parents, family and friends. 

Professional writing is primarily the writing of lesson plans. 

Mimi's experiences with her pre-service teacher education 

contributes to her teacher knowledge. She earned her Bachelor's of Arts 

degree from the University of Arizona in 1983. Mimi discussed her 

language arts methods classes and how literacy instruction was addressed. 

Reading instruction consisted of examining basal readers. Reading 

strategies were limited to "word attack, phonics, and comprehension." All 
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she could recall was looking at basals critically. Mimi could not recall any 

information about writing instruction. Mimi's student teaching experience 

seemed to extend her experiences in the methods classes. Her cooperating 

teacher used three reading groups and the basal for reading instruction. As 

for writing, Mimi did not remember any type of writing activities or 

instruction other than the use of the English textbook. 

In addition to personal experiences and pre-service education, 

Mimi's in-service education made contributions to her teacher knowledge 

and to her curricular designs. Mimi shared the many aspects of her in-

service education with me during our interview. Mimi began to change 

her reading program approximately five or six years ago when she was not 

satisfied with using the basal. She attended a University of Arizona 

conference which introduced her to the idea of usmg literature sets and 

literature studies. Mimi was impressed with this alternative to basal 

readers and began thinking about ways to implement change in her 

classroom. She continued to talk to peers and to take in-service classes on 

this topic. Mimi acknowledges her colleague in the next classroom for 
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helping her implement this change. Mimi observed her colleagues' lessons 

and discussed with her the use of literature for reading development. 

Mimi's reading program has evolved over the years, as she has 

collaborated with peers and has taken advantage of professional classes. 

Mimi often comments that "she does a pretty good job of teaching 

reading," but her writing program and attitudes toward writing are still an 

area of concern for Mimi. Mimi tells us, "Writing to me is something you 

just have to do." 

Mimi continues to take advantage of our district's staff development 

as her main avenue for professional development. In addition to taking a 

variety of classes on various topics, Mimi is collaborative in nature and 

enjoys exchanging teaching and curricular ideas with her colleagues. 

Mimi Gromley's writing instruction. Each morning Mimi's 

students write in dialogue journals. They are free to write about a topic of 

their choice. Occasionally Mimi will collect these journals and respond to 

the children's writing. The children also take these journals home and 

have their parents dialogue with them. The children may write, "Do not 

read." by selected text for privacy. These journals are spiral notebooks. 



Each morning the children do Daily Oral Language (DOL). Three 

or four sentences are written on the chalkboard. These sentences contain a 

variety of mechanical errors, such as misspelled words, incorrect use of 

punctuation, and misuse of capitals. The children copy these sentences off 

of the chalkboard and make corrections. Mimi collects and grades these 

sentences for an English grade on Fridays. 

In addition to dialogue journals and DOL, the students in Mimi's 

class use writing to make connections between various units of study. For 

example, while studying about Native Americans, the students wrote 

Native American legends. In a unit about Martin Luther King, they wrote 

to discuss their understanding about the concept of "peace." 

Mimi discussed how she implements writers' workshop in her 

classroom. "We write and edit about one book a month about a topic of 

the student's choice. Many students like to relate their books to whatever 

it is we're studying, but they also choose other topics as well." 

Mimi discussed her students' creative writing. She defines creative 

v^iting as students writing about a topic of their choice, rather than a 

teacher selected topic. Mimi assesses writing development by collecting 



writing samples throughout the school year. The writing samples are kept 

in writing folders to demonstrate growth in the student's writing. 

Mimi also uses writing to assess concept development. One way she 

"tests" what the children have learned during a study is to ask them to 

write "about everything they learned." For example, after a dinosaur unit, 

the students wrote a book reviewing each type of dinosaur studied. Each 

page of the book represented one type of dinosaur. 

Mimi Gromley's social studies and science instruction. Mimi 

integrates her reading and writing instruction with her social studies and 

science units of study. For example, if her class is studying Martin Luther 

King, they read literature about Martin Luther King and related concepts. 

Mimi examines the district objectives that she is required to cover in a unit 

and she collects text sets that include information related to these 

objectives. Mimi brings reference books into her classroom from the 

library and from her own collection. 

Students use writing activities to communicate what they are 

learning about the topic. For example, they write definitions for 

vocabulary words. The students also write books about the topic. I 
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remember finding student authored dinosaur books in her classroom. 

When I asked Mimi to tell me about the books she explained that the 

students wrote the books to review what they had learned during their 

study of dinosaurs. 

Mimi begins a unit of study by "seeing what their background 

information is." She leads a discussion to help the children activate their 

prior knowledge. Mimi believes that each student comes to the classroom 

with a unique culture and experiences. She believes that new learning will 

occur when we connect it with prior knowledge. 

Mimi was asked to discuss the relationship between language and 

learning. She responded by explaining that, "I think language is your key 

to communicating everything you do." Mimi discussed how reading will 

help you to "gather information about a topic, and that writing will help 

you to keep a journal of what you are learning as you read. Writing is also 

a means for not only for yourself, but to communicate to others." 

Mimi discusses her role as a teacher in her students' learning 

process. She explains, "My role is to help kids connect what they already 
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know and their background information to what I want to present to them. 

I mean I'm like a facilitator to make connections." 

Mimi also uses till-in-the-blank type worksheets to assess reading 

comprehension and concept development. She takes comprehension 

worksheets that are provided with some literature sets and binds them for 

her students. These worksheets help Mimi take percentage grades. In 

second grade, teachers are required to assess the students using 

percentages. The percentages are translated into E for excellent, S for 

satisfactory, and N for needs improvement on the report card. 

Mimi Gromley's second graders. Mrs. Gromley had 23 second 

graders in her classroom during the course of this study. Mimi described 

her students as very cooperative and compassionate with a desire to 

please. Her students established a sense of team work and they were 

responsible for themselves and for each other. Mimi commented that she 

had not needed to establish individual behavioral plans for discipline 

problems during the year of our study. This indicated that her students 

generally responded to school and classroom rules and procedures, and 

behaved in responsibly and socially acceptable ways. Mimi described this 



group as being academically low as compared to her classes of previous 

years. She had four students who she considered high readers and eight 

students who were categorized as special education, seven of whom were 

diagnosed as having learning disabilities and one student who was 

diagnosed as emotionally disabled. 

Edie Rostal 

Edie has been an elementary teacher for seven years. She taught 

fourth grade for five years, and two years in fifth grade. Edie has taught in 

two different elementary schools. 

Teacher knowledge. Edie Rostal is the fifth grade teacher in our 

study. Our interview at the beginning of the study provided insight as to 

how she developed her teacher knowledge. It began during Edie's 

childhood. 

Edie learned how to read and write at home. She describes how her 

parents and grandparents influenced her literacy development: 

My parents were voracious readers and so was I as a child. And I 

came from a huge family and reading was my only escape from such 

a large chaotic atmosphere so I read continuously and ferociously 
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and I went to the library a lot with my grandmother, from four years 

old to about eight. Then my mom kind of took over and the 

bookmobile would come to our school. Writing came to me through 

my grandfather. He owned a newspaper and he really encouraged 

me to write. 

Edie's recollections of her elementary school literacy programs were 

that they were uneventful. She remembers reading from a basal and she 

"recalls very little writing whatsoever, I mean very little." Edie remembers 

writing at home because her mother use to buy blank books in which the 

children could write. Edie believes that she is a strong writer because of 

her love of reading. She was also on her high school debate team and took 

speech classes. 

As an adult, Edie continues to use reading and writing for multiple 

purposes. She keeps various journals; for example, Edie keeps a historical 

journal chronicling family events for her son Travis. Edie recently 

graduated with her Master's degree and she described how writing was 

used to help facilitate and to assess her learning. 



57 

Edie received a Baciielor of Arts degree in Engiisii and 

Communications from Fort Lewis College in 1986. She completed the 

Teacher Certification program at the University of Arizona in 1988. Edie 

recalls her Language Arts method courses: 

My first reading class was pathetic. I mean it was an absolute joke. 

The person was very, very boring and what he had to share with us 

as vital information, was just appalling. I mean I did not remember 

one thing out of it. And then my second reading methods class was 

very collaborative and the teacher was wonderful. We kind of 

taught each other and we all had to teach a unit having to do with 

literature or with the reading process or with gathering information. 

It could be a content area like a unit on heat and it was everything 

but the basal. So it was really fun to get that information but still I 

left feeling very lost as how to teach reading. 

Edie does not recall writing instruction methods being addressed in her 

Language Arts methods classes. 

Edie's student teaching experience in a fourth grade classroom gave 

her an opportunity to use a variety of methods to facilitate literacy 
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development with her students. The district mandated basal series was not 

delivered to the school on time and so Edie and her cooperating teacher 

used literature sets instead of the missing basals. Edie's cooperating 

teacher had her students write an operetta. This process took place during 

the school year. As Edie describes, "It was phenomenal. And they wrote 

the whole operetta." 

Edie continued her professional development by reading 

professional literature, interacting with colleagues, and attending graduate 

school. Edie graduated with a Master of Arts degree in Special Education 

from the University of Arizona m 1995. Her love of writing lead her to 

making a decision to implement "writer's workshop" in her curriculum. 

She recalls spending a whole summer reading the works of Donald Graves 

and Nancy Atwell to learn about "writer's workshop." 

Edie Rostal's writing instruction. When Edie is asked about her 

writing program, she talks about her writer's workshop. Each day her 

students are given the opportunity to continue working on a piece of 

writing. The writing process begins with discussion. Edie encourages her 

students to discuss their topics with peers before writing. The children 
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write in an interactive environment. The center of the room is the quiet 

zone where writers may compose in a quiet atmosphere. When a student is 

ready to edit and proofread, they may elicit the assistance of a peer. 

Students freely discuss their writing projects away fi-om the inner part of 

the classroom. Finished writing projects are published. 

Edie conducts mini-lessons when needed. Mini-lessons are short 

lessons that address issue that will assist the writers with their writing. For 

example, a teacher may notice that some of the students are not 

remembering to use appropriate punctuation marks in their writing. The 

teacher will plan a mini-lesson to address this need. Mini-lessons are 

tailored to meet the needs of the students. Edie interacts with her writers 

through conferencing and circulating around the room during workshop 

time. She is constantly assessing the group and providing mini-lessons to 

help facilitate the groups writing. Edie uses the mini-lessons to assess 

writing. For example, if Edie does a mini-lesson on quotation marks, she 

will expect the students to make an effort to use them correctly in their 

writings. 
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Edie is also famous among both students and teachers for her 

outstanding job of helping her students do independent research. I 

gathered this information by listening to the continuous stream of positive 

comments from her students and their parents, and other teachers. Edie 

teaches her students to use a wide variety of writing activities to facilitate 

their learning. She teaches her students to use graphic organizers, such as 

webs and KWL charts. In addition, Edie teachers her fifth graders how to 

use two column note taking to help comprehend expository text. In one 

column the students write questions about what they are reading and in the 

next column they write the answers to those questions. According to her 

students and their parents, Edie generates extraordinary enthusiasm for 

independent research and learning! 

Edie Rostal's social studies and science instruction. The fifth 

grade social studies curriculum is History of the United States. Edie uses 

the textbook because, in her opinion, it does a thorough job of presenting 

the historical facts. For science, Edie uses the textbook as a tool in 

addition to other reference books and materials. 
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Although Edie states that she primarily uses the textbook to teach 

social studies, the students are involved in an integrated unit while they 

prepare for "states day." Edie traditionally has her students end the school 

year with a spectacular presentation of each state in the United States. 

This study begins by each student choosing a state to research. Their job is 

to research information about this state. This research involves writing 

questions, reading informational text, using graphic organizers to organize 

information, writing their own expository text about various aspects of the 

state, and preparing a presentation and displaying of information about the 

state. These presentations include, graphs, maps, books, reports, videos, 

art, and food. When I observed Edie Rostal's students during their writer's 

workshop time, the students were working on their state day reports. I was 

able to browse through their note cards and graphic organizers and observe 

their writing in progress. 

One interesting note: During our interview I asked Edie if she used 

writing across the curriculum and she replied, "No." This answer reflected 

Edie's current definition of writing across the curriculum. She viewed 

writing as creative writing projects, such as the work in her writer's 
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workshop. Edie also defined writing as reports written in social studies. 

She did not classify note taking and using graphic organizers as writing in 

her curriculum. 

Edie discussed how she introduces a new concept. She "sells them 

on it." She believes that learning occurs when a learner makes 

associations with what they have experienced. Edie also believes that 

learning should be fun and that students should take ownership of their 

learning. 

Edie also had the opportunity to discuss the relationship of language 

with learning. "Language is our first, it's what we leam first. And through 

language and through experiences comes the whole foundation of reading 

and through the whole foundation of reading comes writing and it's just a 

pyramid and it builds upon each other." She also discusses how 

conversations "help to get your mind going." 

Edie defines her role as a teacher as a facilitator. She explains, "To 

facilitate their learning, to guide them, but I like the facilitator role much 

better than the director role. I think there's a time for direct instruction but 

I'm just the guide. And unfortunately the evaluator." 
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Edie RostaFs fifth graders. Edie was given the nickname, "Mother 

of the Hood" this year by our veteran Physical Education teacher because 

her class had the reputation of being extraordinarily tough. Edie described 

her students inside and outside of the classroom. The students gained their 

reputation outside of the classroom because of their tendency to not respect 

other students and adults on campus. There seemed to be constant social 

conflicts that led to inappropriate behaviors. Moreover, this group of fifth 

graders was not especially athletic; therefore, recess and P.E. time were 

often not used as intended. This group needed behavioral management 

contracts throughout the year to handle the discipline problems. 

Inside the classroom, Edie created an atmosphere that she describes 

as structured, safe, and respectful. In contrast to their behavior outside of 

the classroom, the students developed a team spirit and worked well 

together. Edie remarked that her students were especially good researchers 

and note takers. 

Lea Prassas 

Teacher knowledge. I'm Lea Prassas, the graduate student 

conducting this study. I recently completed my tenth year as a first grade 
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teacher. At the time of this study, I was on leave from my position as a 

first grade teacher. I taught one year in one school and nine years in this 

school. As with my colleagues Edie and Mimi, my teacher knowledge 

began in my childhood. 

My memories of how I learned how to read and write are very vivid. 

1 remember having a collection of Golden Books in my home as a 

preschooler. I do not recall observing my parents reading books, although 

my father faithfully read the daily newspaper, I learned to read in school 

in the first grade. I was a participant in a new reading program called ITA. 

This reading program was phonetically structured and I had the same 

teacher and classmates for first and second grade. I was an average reader. 

My passion was writing. I loved to write. I believe the ITA program 

encouraged us to write freely, using a phonetic alphabet and not worrying 

about conventional spelling. Our teacher gave us time to write and our 

writing became books to treasure. I still have some of the stories I wrote in 

elementary school and I remember the excitement of writing them in class. 

As a child, I wrote at home for various reasons. I loved to write 

letters and lists. I wrote in a diary for years. My diary was that special 



place to tell how I really felt about everything. I also wrote stories at home 

and made books. I recall one experience that encouraged me as a child 

writer. One day I wrote a science fiction story at home. I believe I was 

just a first or second grader. After I wrote it I searched for an audience. 

There was my mom, one baby on one hip and throwing laundry into the 

washing machine. I read my story to her as she did her work. When I was 

finished my mother asked me, in a quite serious tone, if I had copied that 

story from a book. I even got that "I caught you" look from her. I assured 

her that I didn't, and I walked away beaming. My mother believed that I 

copied it, my story was that good! I'm sure my mom will never know how 

her comment impacted me as a writer. 

I loved books and stories, and I savored every memory of my 

mother reading to me. My mom bought me a book of fairy tales that I 

always cherished because it was my book. I still have that book today and 

it lives in my classroom. 

I recall another childhood memory. I really wanted my mother to 

read a particular Christmas book to me. It was a short chapter book 

without pictures and I really wanted to hear it. I kept asking my mom to 



read it to me, but she was too busy. She must have led me to believe that 

she would eventually read it to me because I remember I kept asking her to 

read it now. Finally, she took the book and she was going to read it to me! 

I remember her reading it quickly, even so I remember sitting beside her 

and enjoying every minute. I realized that she was busy and that she was 

reading it quickly to get it over with, but I loved it. My mother was always 

busy attending to her babies and as a result our reading time together was 

sparse. As a classroom teacher, I read to my students several times a day 

and I am never too busy to hear a student read. 

My love of writing continued throughout my schooling. I never 

minded writing reports or essays. Writing was a way that I could express 

myself. I am considered the best letter writer by my friends, and I have 

kept a journal during certain periods of my life. 

I graduated with a Bachelor's of Science degree in Child 

Development and Family Relations from the University of Arizona in 

1983. I entered the teacher certification program in the College of 

Education at the University of Arizona in 1984. My memories of my 

Language Arts methods courses are similar to Edie's and Mimi's. We 
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discussed and examined basal readers. As for writing instruction, I 

remember a man demonstrating how to give a handwriting lesson. That 

was it for writing. My student teaching experience in third grade did not 

offer me a richer understanding of Language Arts methods of instruction. 

My cooperating teacher used the basal for reading instruction. We had 

three reading groups, hardback basals and workbooks. Every story had 

workbook pages that needed to be assigned and graded, corrected by the 

students, and re-graded. I do not remember creative writing or working 

with the writing process. I do remember grammar lessons with worksheets 

and a grammar book that guided us. 

I became a certified teacher in 1985 and began teaching first grade. 

My district had a detailed plan and paper trail for retaining students, but I 

was not offered much assistance on how to facilitate their literacy learning 

development. How do we learn how to read? How do we facilitate the 

writing process? 

I went back to school to search for the answers. In the summer of 

1988 I began my graduate studies at the University of Arizona in the 

College of Education. I graduated in 1989 with a Master of Education 



degree in Elementary Education. My coursework, collaboration with 

peers, and research helped me to expand and change my teacher 

knowledge in productive and positive ways. It was so compelling that I 

continued my studies in the Department of Language, Reading and Culture 

in the College of Education. My research interest always seemed to 

gravitate towards writing and the writing process. I wrote a thesis titled. 

Writing To Learn Science in First Grade CPrassas. 1992). This thesis 

explored the notion that first graders could learn how to write while 

writing to leam. I graduated with a Master of Arts degree in 1992. 

I continued my studies as I entered the doctoral program in the fall 

of 1991. This study is a continuation of my interests in literacy 

development for all learners, especially how we use literacy to facilitaLe 

learning. 

My writing instruction. My students use writing in a variety of 

ways in the classroom. For example, they use writing to communicate 

with friends and family via our classroom mailbox. We also regularly use 

writing to create fictional and non-fictional stories and to express 

ourselves in journals. In addition we use writing to help facilitate learning 
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in our research and to help us make connections as we are reading 

literature. 

Writing is a process in my classroom. We independently and 

collaboratively write and proofread, edit, and share with an audience. 

Individual writers may write, edit and proofread their work, or invite the 

assistance of a peer. I assess student writing by collecting and comparing 

writing samples throughout the school year. 

My social studies and science instruction. My social studies and 

science instruction is integrated in our inquiry cycles. I define inquiry 

cycle as a process the students go through when researching to learn about 

a topic. Each month, my class studies a district mandated topic. We use a 

variety of writing activities to facilitate learning. The children use 

freewriting and/or brainstorming to tap thefr prior knowledge about the 

topic. Next, they formulate questions to be investigated during the study. 

The first graders use a variety graphic organizers to help them integrate 

information from resource materials. My students are encouraged to write 

their own expository text about the researched topic. We write 

informational books to share with other readers. Concept development is 
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usually assessed by comparing pre and post freewritings from the students. 

Freewriting involves giving students a piece of paper and asking them to 

write down everything they know about a topic. 

The Curriculum of Our Study 

Edie and Mimi selected the units of study from the mandated topics 

from the district, and planned a curricular design for the students. We 

wanted to continue to use the second and fifth grade units of study 

traditionally used by both teachers. The two classroom teachers discussed 

their spring plans to come up with curriculum for the cross-age students. 

Edie and Mimi wanted to begin the cross-age collaborations with 

activities to promote interpersonal relationships. Next, the cross-age 

students collaborated on a study about the ocean in March and a study of 

plants in April. The students ended the school year with a gameboard 

project. The purpose of this gameboard was to review content area 

information by writing story problems that required mathematical 

computations. 

The teachers guided the students through an inquiry cycle. Our goal 

for the students was to use writing activities to facilitate concept 
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development as they were engaged in collaborative research. The 

following sections describe the nature of the curriculum, including a 

discussion of inquiry cycles, the writing process, and writing to leam 

activities. 

Inquiry Cycle 

The focus of an inquiry cycle is the process of acquiring new 

knowledge. A teacher who teaches the inquiry cycle is teaching a process 

of constructing and composing new understandings. Inquiry cycles 

promote content literacy, an ability to use reading and writing for the 

acquisition of new content in a given discipline. Content literacy helps 

students extend their knowledge even after a course has ended (McKenna 

& Robinson, 1990) because they are learning a process of research. 

Inquiry cycles may come in different formats, depending on the 

needs of the learner. An example of an inquiry cycle is one designed by 

Anders (1991). This cycle is a negotiated curriculum between the students 

and the instructor. It starts with questions to investigate. Next, students 

make a plan for finding the answers to the questions. The plan helps the 

learners to gather and organize data. The next step is to interpret the data 



through evaluation, analysis, categorizing, mapping, charting, and 

graphing. After interpreting the data, the students present their findings. 

This presentation includes explanations of thinking to create new 

understandings. The cycle integrates content learning with the language 

arts to create meaningful, authentic work. Mini-lessons are taught 

throughout the cycle whenever needed (Anders & Pritchard, 1991). 

Another example of an inquiry cycle was designed by Harste, Short, 

and Burke (1988). This cycle begins with a topic that surfaces from 

experiences, then questions are formulated and research begins. 

Collaboration with other inquirers is an element promoted by this cycle. 

Students think about their learning through writing, peer editing, and 

publishing. Inquirers reflect on their knowledge with others. The cycle 

continues as new questions and experiences come into focus (Short, 

Harste, & Burke, 1996). 

Although there are a variety of inquiry cycles, they share common 

characteristics; (a) They depend on the learner having some prior 

knowledge on the topic to build on (McKenna & Robinson, 1990). The 

inquiry starts when the students want to expand this knowledge, (b) 
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Inquiry cycles involve stages with thinking processes. The learners use 

reflection to monitor their learning through metacognitive strategies 

(Anders & Pritchard, 1991; Anstey, 1988; McKenna& Robinson, 1990). 

(c) Reading and writing are complimentary tasks (Anders & Pritchard, 

1991; Anstey, 1988; McKenna & Robinson, 1990). They are used to gain 

knowledge, write to review, synthesize, and evaluate (McKenna & 

Robinson, 1990). (d) Inquiry cycles involve problem solving and problem 

posing. There are no predetermined solutions or ways to arrive at 

solutions (Anstey, 1988). (e) Inquiry cycles teach students how to become 

independent learners (Anstey, 1988) because they are using a process that 

can be applied to learning any content, (f) Inquiry processes are recursive; 

that is, learners may revert back to, or advance to, any phase whenever it is 

appropriate (Anders & Pritchard, 1991; Anstey, 1988). 

As the students conduct inquiry they use writing as a tool for 

learning. While these writing to learn activities facilitate learning, they 

also engage the learners in the writing process. The students have 

opportunities for learning to write as they are writing to learn. 



The Writing Process 

Edie, Mimi and I discussed our interpretations of the writing 

process. We discussed how the works of Donald Graves, Nancy Atwell, 

and Lucy Calkins have influenced us and our writing programs. The 

following section discusses this writing process. 

Whether writers are six years old or adults, they seem to go through 

the same process (Graves, 1983). The process approach to writing 

instruction focuses on this process rather than just the finished product. 

Graves and others suggest that the writing process consists of prewriting, 

drafting, editing and proofreading, and publishing. 

Prewriting is a time for developing ideas and exploring prior 

knowledge about the topic (Noyce & Christie, 1989; Smith & Dahl, 1984). 

This is a rehearsal time as the writer prepares to write (Graves, 1983). 

Prewriting activities include reading, talking, drawing, brainstorming, 

freewriting, writing questions, and experiencing life (Graves, 1979; 

Graves, 1983; Harste, Short, & Burke, 1988; Noyce & Christie, 1989). 

After engaging in prewriting activities, the writer moves on to 

drafting. The writer's main purpose is to get ideas down on paper (Graves, 
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1979; Graves, 1983; Noyce & Christie, 1989; Smith & Dahl, 1984). The 

writer uses this time to organize ideas and information and to formulate a 

main idea (Smith & Dahl, 1984). 

The writing process also involves editing and proofreading (Graves, 

1983; Noyce & Christie, 1989; Smith & Dahl, 1984). Editing is the 

process of going through the text to make revisions, and proofreading to 

correct grammatical and spelling errors. The purpose is to prepare the text 

for an intended audience, to make the communication more effective 

(Smith & Dahl, 1984). 

There are a variety of ways to accomplish the tasks of editing. 

Editing and proofreading may be done independently, with peers, or 

through teacher/student conference. Peer editing involves students getting 

together to help each other with the editing process (Noyce & Christie, 

1989). Students should be trained to constructively help one another so 

the potential for ridicule is minimized (Graves, 1983). Peers may work 

together in an Author's Circle (Harste, Short, & Burke, 1988). The 

Author's Circle consists of a group of peers who go over a student's rough 

draft to offer suggestions for revision. Teachers may offer suggestions for 
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revisions during a teacher/student conference. The teacher may use 

scaffolding techniques to teach the students how to become more effective 

writers (Graves, 1983). In addition to receiving help from the teacher and 

peer group, a writer also self-edits and proofreads his or her own draft. 

The final part of the writing process may be publishing. Publishing 

involves a finished copy of the text to be shared with the intended 

audience (Graves, 1983; Noyce & Christie, 1989). One way to share a 

finished piece of writing is by using the Author's Chair (Harste, Short, & 

Burke, 1988; Noyce & Christie, 1989). The author sits on a special chair 

and reads his or her text to the group. After the reading, the group may ask 

the author questions and make constructive comments about the writing. 

Children's books and professionally published books should be treated in 

the same manner (Shanahan, 1988). Valuing children's writing helps the 

students develop a pride of authorship. 

The writing process is recursive. Throughout the process the writer 

may revert back to earlier parts of the process. The writing process is a 

personal journey for each writer. Sometimes writers need to distance 

themselves from their writing to gain objectivity. The writer must consider 
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the voice and the audience of the writing throughout the process. Writing 

should have meaning and purpose and the writer must be aware of this at 

all times (Graves, 1983). 

As stated in a previous section, the inquiry cycle gives students the 

opportunity to use writing as a tool for learning, while also developing 

their writing. The following section describes the nature of the writing to 

learn activities that facilitate the development of knowledge. 

Writing to Leam Activities 

Writing activities for this study were chosen to enhance, or promote, 

each phase of the inquiry cycle. These writing to leam activities were 

shared and discussed by the three teachers in the study. We learned about 

these writing activities by reading professional books and articles, and by 

collaborating with our colleagues. These writing activities include: 

freewriting and brainstorming, writing questions, graphic organizers, and 

writing informational books (expository text). Each activity is described 

below in four ways: how the activity relates to the writing process, the 

procedures involved for doing the activity, the theoretical rationale for 
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how this activity promotes learning, and when the activity might be used in 

the classroom. 

The first type of writing to learn activities are classified under James 

Britton's expressive writing (Leahy, 1989) because they are a writer's way 

of thinking on paper. These two types of learning activities are fi-eewriting 

and brainstorming. 

Freewriting may be part of prewriting within the writing process 

described by Donald Graves (1983). The freewriting may be used when 

the writer is creating a finished product to share with others. To begin, 

freewriting procedures and purposes must be explained to the group of 

students. Due to the nature of this activity, students need permission to 

experiment with their writing and make errors. The idea behind 

freewriting is to let the ideas flow. Students write for five to ten minutes 

without stopping to concern themselves with correct punctuation, spelling, 

or grammar (Goggins, 1985; Lindemann, 1987; Thompson, 1983). The 

freewriting is never graded or judged for its content or composition 

(Lindemann, 1987). 



There are three types of freewriting: focused, unfocused and recall. 

Focused freewriting is freewriting on a given topic, for example, when the 

students are learning about a specific concept, idea, or topic in a content 

area. Unfocused fi-eewriting is freewriting about whatever comes to mind, 

there is no direction to the initial assignment (Tompkin & Camp, 1988). 

This type would help a writer in choosing a topic on which to write. The 

third type, recall freewriting, follows a learning experience and helps the 

writer summarize new learnings (Stewart-Dore, 1988). 

Freewriting promotes learning because it is expressive writing. It is 

relaxing and conducive to thinking on paper. The writer is able to 

concentrate on connecting ideas, rather than worry about a flawless 

finished written product (Leahy, 1989). Freewriting encourages writers to 

play with their thoughts on the paper about a topic (Graves, 1983). They 

can make explicit their personal views and inner thoughts about an issue 

and elaborate on it. This is a step to critical thinking (Gmuca, 1987). The 

freewriting taps prior knowledge about the topic (Thompson, 1983) and 

synthesizes new learnings for the writer (Goggin, 1985). 



Freewriting may be used any time during the inquiry process. 

Basically, it can occur whenever ideas need to flow (Tompkin & Camp, 

1988), and to help minimize writer's block. When a new topic is being 

explored, freewriting may be used to record the writer's prior knowledge 

(Gmuca, 1987; Stewart-Dore, 1988). Freewriting may be used as a pretest 

before researching to assess prior knowledge and as a post test to 

synthesize new leaming (Goggins, 1985). 

Like freewriting, brainstorming is part of prewriting in the writing 

process described by Donald Graves (1983). It is a particularly helpful for 

gathering and organizing ideas about a topic (Tompkin & Camp, 1988). 

To begin a brainstorming session, the teacher explains the purpose and 

rules for the brainstorming activity. The teacher should have an abundant 

supply of paper and pencils during this activity to encourage the flow of 

ideas. When the brainstorming is a class activity, the teacher or capable 

student may act as a scribe to record all the students' responses 

(Lindemann, 1987). Given a topic, the teacher or student quickly lists all 

the ideas and phrases that come to the students' minds (Tompkin & Camp, 

1988). All the classmates should feel free to participate without criticism 



81 

from others (Lapp, Flood, & Faman, 1989). The students may want to 

work in groups (Gamberg, Kwak, Hutchings, & Atheim, 1988). The 

teacher and students can discover relationships among ideas after the 

brainstorming session (Stewart-Dore, 1988). 

Brainstorming promotes learning because it taps prior knowledge 

about the topic (Lapp, Flood, & Faman, 1989; Noyce & Christie, 1989). 

When a group of students brainstorm together they increase the group's 

prior knowledge because they are sharing what they know (Lapp, Flood, & 

Faman, 1989). As these ideas surface they become explicit (Tompkin & 

Camp, 1988) and may be recorded for future use (Gamberg, Kwak, 

Hutchings, & Altheim, 1988). Once ideas are generated and recorded, the 

group can make connections and show relationships among the ideas 

(Stewart-Dore, 1989). 

Brainstorming may be used any time a writer or learner needs ideas 

to flow (Gamberg, Kwak, Hutchings, & Altheim, 1988). It may be used to 

remedy writer's block (Tompkin & Camp, 1988), and help the writer 

focus on a topic (Gamberg, Kwak, Hutchings, & Altheim, 1988). 
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Brainstorming may also be used as an assessment tool in a similar way as 

using freewriting. 

After tapping prior knowledge on the topic with freewriting and 

brainstorming activities, the students formulate and write questions to 

investigate through research. New questions continue to emerge as the 

research progresses. 

Writing questions is expressive writing because it is a way of 

thinking on paper. As we study about a topic, we want to not only think 

about what we know, but also what we want to know. The act of writing 

down the questions encourages the learner to think about his or her 

curiosities and interests about the topic. In the writing process, this type of 

writing is part of prewriting. These questions may help to facilitate 

thoughts and ideas as the writer engages in expository text in the future. 

Initially, teachers may need to demonstrate how to ask research 

questions. This may be done by using the think-aloud technique (Lapp, 

Flood, & Faman, 1989). The teacher goes through the process with the 

students and verbalizes the thought process involved in asking questions. 
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The student generated questions set a purpose for reading and 

studying about the topic (Lapp, Flood, & Faman, 1989; Noyce & Christie, 

1989; Stahl, Henk, Brozo, & Sickele, 1985). The questions motivate 

students to seek knowledge because the questions come from their 

interests (Stahl, Henk, & Brozo, 1985). As old questions are answered, 

new questions emerge and students actively read on to find more answers 

(Walker, 1988). Questions keep the inquiry process alive. 

After the students formulate questions to investigate, the research 

continues. The students will use a variety of reference materials to gather 

information on the topic and, hopefully, answer their questions. Content 

area materials contain vocabulary, ideas, and concepts to understand in 

order to comprehend and learn. Using graphic organizers is a way to help 

the learner make connections among vocabulary, ideas, and concepts. 

Graphic organizers are designed to help the learner overcome barriers in 

comprehending the complexity of content area information (Simmons, 

Griffin, & Kameenui, 1988). 

Graphic organizers are a form of expressive writing (Leahy, 1989) 

because they help the writer think on paper. In order to create the graphic. 



the writer needs to make connections among the ideas and concepts (Stahl, 

Henk, Brozo, & Sickeie, 1985; Tiemey, Readence, & Dishner, 1990). 

Graphic organizers may be used during prewriting in the writing process 

because they help to organize information that a writer may use while 

composing content area text. The graphic organizer used mostly by our 

students is the semantic map. The main idea is written in the circle. 

Coming from the topic are the main ideas or the details. The semantic map 

is constructed by the students as uiformation is extracted from the text, or 

other resource materials (Anders & Guzzetti, 1996). 

Graphic organizers promote learning because they help to make 

relationships among concepts more concrete (Noyce & Christie, 1989). 

They break down the comprehension barriers that exist with content area 

texts (Stahl, Henk, Brozo, & Sickeie, 1985). They help the students 

combine information about the topic that is gathered from a variety of 

sources (Cronin, Sinatra, & Medows, 1990). 

Graphic organizers help to develop critical thinking skills as 

described in Bloom's Taxonomy. These thinking skills include analysis, 

synthesis, and evaluation (Cassidy, 1989). In order to construct the 
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graphic organizer, the reader must read analytically to find the relationship 

(Stahl, Henk, Brozo, & Sickele, 1985). Graphic organizers may be used 

throughout the inquiry process to organize information. These graphic 

organizers will become another reference, or source of information, to 

facilitate the writing process as students engage in writing expository text. 

After the students have the opportunity to research a topic, they are 

ready for review writing. During review writing the students write 

expository text about the topic. This writing may lead to a book, chart, or 

display poster. Its purpose is to inform other readers about the topic, while 

giving the writer the opportunity to integrate old and new information for 

their own concept development. 

This writing activity has the potential to touch on every aspect of the 

writing process as described by Graves (1994) and others. The writer will 

want to publish, or share, this finished product with other readers. The 

students will use their reference books and graphic organizers to facilitate 

the writing process (Noyce & Christie, 1989) in pre-writing as they 

compose expository text while reflecting upon their knowledge and work 

emerging ideas (Wason-Ellam, 1987). Next, the students will edit and 
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proofread with their teachers and peers (Clem & Feathers, 1986; Hennings, 

1982; Noyce & Christie, 1989). Finally, students produce a finished copy 

to share with other readers. 

Review writing, the writing of expository text, enhances learning in 

two ways. Based on the theory that writing is thinking on paper, review 

writing gives the learner the opportunity to rethink and to clarify new 

learning (Goggin, 1985; Langer & Applebee, 1987; Noyce & Christie, 

1989). It promotes metacognitive awareness as the students reflect upon 

their knowledge and work out emerging ideas (Clem & Feathers, 1986). 

Review writing encourages vocabulary and language development. As the 

students study and read about a topic they are exposed to technical 

vocabulary and the language structure of expository text. Review writing 

gives students the chance to use the vocabulary and language of the 

content. When students read content area books they are exposed to the 

language and content simultaneously (Clem & Feathers, 1986). The 

students will leam to model what they see in informational books (Fisher, 

1990). 
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Review writing is appropriate after students have had the 

opportunity to activate prior knowledge about the topic, formulate 

questions to investigate, and conduct research. Review writing may also 

be used by the teacher to evaluate students' progress (Goggin, 1985). This 

type of writing will give the teacher insight to how the students are 

processing information. 

Our curricular design encouraged our students to use their inquiry 

when studying a broad, teacher selected topic. To propel their inquiry, the 

students used a variety of writing activities to facilitate their learning. The 

students tapped their prior knowledge about the topic, formulated 

questions to generate their research, used graphic organizers to integrate 

their developing knowledge, and wrote informational books to share with 

other readers. 

Our Time Together: The Story of Our Collaboration 

The next section gives a brief description of our semester together. 

The purpose of this section is to provide a sense of the flow of the 

semester. Chapter 4 and 5 gives a detailed analysis and description of our 

collaboration. 



December 1995: The foundation of this study began in 

December of 1995. Mimi Gromley approached me to discuss ways to 

enhance her writing curriculum. She mentioned that writing was "the 

weakest part of her curriculum," and Mimi had particular concerns about 

individual students. As a frequent visitor to her classroom, I became 

acquainted with her students and suggested writing practices to help 

facilitate writing development. I advocated for cross-age collaboration to 

support my suggested writing activities. I suggested that Mimi start a 

cross-age level relationship with our colleague, Edie Rostal. Further, I 

suggested that we form a collaborative teacher research group to explore 

the ways that second and fifth graders may help each other with the writing 

process and use writing to enhance concept development. Our 

collaborative teacher research group would also give us the opportunity to 

use each other as resources and research and leam together. Mimi 

Gromley and Edie Rostal consulted with their students and they agreed to 

participate in this study. 

January 12,1996: I met with Edie and Mimi to discuss this 

study. Although they agreed to participate in this study, I wanted to 



discuss my vision of our collaborative research team. I also described the 

work involved in collecting data for our research. Although we have 

collaborated in the past, this study would be different. For example, 

writing in reflective journals, recording observation, and lengthy meetings 

would be a part of this study. Edie and Mimi agreed to participate and 

Mimi and I were anxious to start the project. 

January 19,1996: I gave Edie and Mimi a copy of the 

interview questions. The interview questions are provided in Appendix D. 

These questions were influenced by the interview schedule in The Reading 

Instruction Study (Richardson, 1994). The questions were designed to 

facilitate discussion to uncover the teachers' beliefs about learning and 

teaching. The first group of questions asks teachers to describe their 

learning histories at home and at school. Next, they are asked to describe 

their pre-service and in-service educations. The interview questions also 

asked teachers to describe their instructional practices in reading, writing, 

social studies and science. I gave Edie and Mimi the questions before the 

interviews so that they would have to think about the answers to the 

quesations. We scheduled our interview days and times. 
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January 21, 1996: Edie came to my house to be interviewed 

by me. After I interviewed Edie, she interviewed me. We audiotaped each 

interview. Edie and I discussed how much we valued going through this 

process together. Edie commented that every principal should have these 

questions to ask during teacher interviews for jobs. We both agreed that 

articulating some of the information was difficult, such as how do you 

define "concept." The interview helped us to uncover our beliefs about 

teaching and learning, and helped us to make connections as to where 

these beliefs generated from in our lives. Edie expressed her goals for our 

collaborative teacher research. Each interview lasted approximately one 

hour. 

January 22,1996: I went to Mimi Gromley's classroom to 

interview her. Mimi had her interview schedule before her with notes. 

She agreed with Edie and me—it was a powerful interview! Mimi was 

grateful that she had the questions ahead of time so that she could 

formulate her answers before the tape recorder was started. Mimi also 

articulated her goals for our teacher research project. Mimi's interview 

lasted approximately one hour. 
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January 24,1996: Today I went to Mimi Gromley's second 

grade classroom and Edie Rostal's fifth grade classroom to discuss this 

study with the students. I began my visit by explaining my graduate 

program and a Doctor of Philosophy degree. We discussed the dissertation 

and the nature of our study. Our discussion gave me the opportunity to 

answer student questions. I concluded my visit by asking each student to 

give me a writing sample by writing about themselves. 

January 30,1996: At our teachers' meeting we discussed the 

results of the teacher interviews. I pointed out how we had similar beliefs 

about learning and teaching. For example, we all discussed the importance 

of tapping a students prior knowledge as we begin to study a new topic. 

We all see ourselves as facilitators in our roles as teachers. We also 

discussed some of our differences in our educational histories. It was 

interesting how our childhoods shaped who we are as readers and writers. 

We all shared the same perception of our pre-service education, yet we 

differed in our methods of in-service education. The information from our 

interviews gave us a starting point to our planning of the cross-age 

collaborations and our discussions of curricular designs. 



In addition to going over the results of the interviews, I asked Mimi 

and Edie to invite me into their classrooms to observe typical writing, 

science, and social studies instruction. Edie and Mimi made plans to get 

together to group the students into pairs or groups. We discussed possible 

dates and times for the student collaborations and set a date and time for 

our next teachers' meeting. 

February 12,1996: This teachers' meeting gave us the 

opportunity to plan for the student collaborations and to address issues 

involving data collection. First, we brainstormed writing activities for 

student collaborations, and we discussed our interpretations of the writing 

process. This discussion lead us into planning our students' first 

collaborative session. Mimi and Edie wanted the first few cross-age 

collaborations to focus on getting to know one another. Edie suggested 

having the students write interview questions for their new buddy. We 

discussed the activity and the procedures. 

Next, we discussed the nature of our student collaboration journals. 

What do we write in the journal about our classroom observations? I 

suggested that we make observations on the whole group, observations on 
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interesting cases, and write any questions tiiat emerge as we are taking our 

fieldnotes. This meeting concluded with setting dates and times for future 

teachers' meetings. 

February 15,1996: At our first cross-age collaboration 

meeting, the focus was to meet their new buddies and to write interview-

questions to get to know each other. This first meeting was held in the 

second grade classroom so that the second graders would feel comfortable. 

Mimi expressed her students' apprehension about working with the fifth 

graders. After the fifth graders filed into the classroom, Edie and Mimi 

introduced the children to their new buddies. The room was quiet for the 

first few minutes, but before we could finish the pairing the children were 

chatting with their new partners. As the children conducted the interview 

we circulated around the room, writing observations, collaborating with 

students, and making comments to each other. Overall, we were very 

impressed with how well the new buddies worked together. The room was 

buzzing with conversation. The students spent approximately thirty 

minutes asking each other prevmtten questions. Several groups chose to 

write down each other's responses. An example of the students' interview 



questions and answers are provided in Appendix A. The last ten minutes 

of the session was used for whole group reflections and sharing. Students 

were given the opportunity to share what they learned about their new 

partner. Everyone seemed excited to share something about their new 

buddies. The interviews gave the students opportunity to make 

connections with each other. For example, two girls shared that they were 

both Hispanic. The teachers also enjoyed hearing about the students since 

we did not know everyone. At the conclusion of the meeting, I gave each 

student a survey that asked them to brainstorm ways their buddies could 

help them with the writing and learning process and how they might help 

their buddies. I left the surveys with the students and picked them up a 

week later. 

February 26, 1996: I was invited by Mrs. Rostal's fifth grade 

classroom to observe and participate in a Social Studies lesson and 

Writer's Workshop. I was actually a participant observer as Edie invited 

me to participate with the students. 

I observed Edie's social studies instruction during my first 45 

minutes in the classroom. The children were reading from a textbook and 



95 

were constructing webs as a way of taking notes. Tiie class read the 

passages out loud and silently, and Edie stopped occasionally for 

discussions. 

After reading in their social studies books, the children took out 

their writing folders. They were working on their state reports in 

preparation for states day. The majority of the students had just received 

their note cards back with comments from Edie. They were ready to start 

writing the report, using their note cards for organizational purposes. I 

was able to circulate around the room and assist the fifth graders with their 

writing. 

The cross-age collaboration session on this day focused on dialogue 

writing. This activity helped to prepare the students for using dialogue 

journals this semester. The teachers modeled how to communicate through 

writing by role playing at the chalkboard. They wrote back and forth to 

each other about their weekends. Cross-age issues surfaced during this 

time. For example, one student asked, "Should we write in cursive?" This 

was an excellent question. Fifth graders are used to writing in cursive, but 

many second graders can not read it. Another student asked, "What 
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happens if we write something and a second grader can not read it?" In 

this case, we ail agreed that whispering is allowed. The students spent the 

majority of the session writing back and forth to each other. An example 

of a student's dialogue journal is provided in Appendix C. The teachers 

circulated around the room, writing observations, interacting with the 

children, and making comments to each other. Mimi enjoyed writing 

questions and comments in student's journals. The last five minutes of the 

session were used for teacher and student reflections. We explained to the 

children that they were going to be writing back and forth to their buddies 

each Monday in the second graders' journals. 

Our teachers' meeting's agenda reflected our desires to plan future 

activities for the students, and to discuss data collection and our study 

design. We began our meeting by discussing the use and logistics of the 

students' dialogue journals. Edie and Mimi agreed to encourage the 

children to write about themselves and their weekends, rather than write 

about their research topics. After we worked out the procedure of the 

journals, we decided to make plans for future studies. Mimi expressed the 

need for more structure. 
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I presented my writing to leam ideas from my thesis study as a 

possible curricular format. I shared a diagram of my writing to leam cycle 

that I had prepared for past presentations. I brought in my student samples 

and stories to share with Edie and Mimi. Many of the activities seemed 

familiar to them, such as brainstorming, webbing, and review writing. 

They both seemed intrigued with what I call "elaboration writing." This 

type of writing encourages the students to apply information for problem 

solving and creative writing. Mimi and Edie liked this framework and 

Mimi invited me to come into her second grade classroom and lead the 

students into a study on whales. 

Next, we turned our discussion to focusing our student observations 

a select group. What criteria would we use to determine our focusing? I 

suggested that we look at students that demonstrated various collaborative 

styles. Our meeting ended with the scheduling of future student 

collaboration sessions and teacher meetings. 

March 6,1996: I was invited into Mimi Gromley's classroom 

to conduct a session on freewriting, brainstorming, and writing research 

questions about whales. The second graders were beginning their study on 
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the ocean. Muni observed me and made notes in her journal while I 

facilitated these writing activities to activate prior knowledge and set a 

purpose for future research on whales. 

March 11, 1996: The students collaborated to use graphic 

organizers to assist their research on the ocean. First, the students used 

webbing to help pool their prior knowledge about the ocean. Next, they 

did collaborative research to add to their informational webs. An example 

of an ocean web is provided in Appendix C. They used library books and 

various reference materials to facilitate their discussions. 

The teachers began the process of identifying possible candidates 

for our focus groups. We were looking for collaborative pairs or groups 

that represented a variety of collaborative styles. This cross-age 

collaboration gave us many pairs and groups to consider. 

Our teachers' meeting began by discussing the use of mini-lessons 

with the children. How were we using them? When? Why? 

Mini-lessons are short lessons that address issues that pertain to the 

group's needs. For example, Edie likes to have mini-lessons with her fifth 

graders to discuss ways that they may assist the second graders with their 
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writing and reading. Mimi and Edie also conducted mini-lesson to discuss 

productive and unproductive collaborative styles. Edie and Mimi shared 

their mini-lesson about appropriate subjects to address in the dialogue 

journals. (Some fifth graders were writing about kissing and boyfriends 

and we did not believe that to be appropriate.) 

Next, we identified the collaborative pairs and groups of children 

that would be our focus group. We were fascinated by the idea that we 

seemed to chose the same groups to study. The meeting ended with a 

discussion on the concept of "collaboration" and we planned future 

collaborative student sessions. 

March 20, 1996: This collaborative session involved the student 

planning and begirming the writing of their books about the ocean. The 

cross-age collaborators had previously done research on the topic, as well 

as continued the study in their classrooms. The second graders joined the 

fifth graders ui their room. They used their graphic organizers (webs about 

the ocean), and a variety of reference books were available. We also had 

two adjoining classrooms for the students to work in. Edie introduced the 

activity, and I discussed how to use the information on their webs to assist 



100 

with their writing. Mimi demonstrated how to make the ocean books. The 

pages were made with blue paper stapled to a piece of oaktag. Mimi also 

decided that each student would write their own book so that they can each 

take one home. Shortly into the session, we realized that the children were 

not collaborating. They were working independently on their books. We 

discussed this observation with the students and we decided to have each 

group or pair write one book together. Today was the first day to record 

detailed observations of the focus group. 

March 21,1996: The students continued working on their ocean 

books. The children's books represented a variety of organizational styles 

and topics. For example, Victoria and Crystal wrote a topic on each page 

and followed with information about the topic. 

March 25,1996: The students finished writing and illustrating 

their ocean books. 

March 27,1996: Today I conducted our first group interviews 

with a group of second graders and a group of fifth graders. Each grade 

level was interviewed separately. The interview group consisted of the 

children in the focus group plus a few randomly selected students. I took 
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the group of students to the faculty dining room so that we could talk in a 

quiet, private space. My interview questions (see Appendix H) gave us an 

opportunity to discuss our collaborations. Each interview session lasted 

approximately 30 minutes. 

March 28, 1996: The second graders and fifth graders came 

together to share their ocean books. They gathered at our school's outdoor 

stage. The whole group was divided into two groups. The two groups 

took turns reading their books to the rest of their group. 

March 29,1996: This teachers' meeting was used to conduct 

unit planning, and to reflect upon previous cross-age collaborations. We 

also addressed issues and concerns regarding data collection and our 

research design. 

We began the meeting by reflecting on previous student 

collaboration. We shared our perceptions regarding the writing of the 

coean books. This involved problem posing and alternative solutions. 

Issues surfaced, such as off task behavior. How do we deal with off task 

behavior? This discussion led us into addressing Mimi's concerns about 
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assisting children who are having difficulty writing. We brainstormed how 

to facilitate the writing process for students with low writing skills. 

We spent the majority of the meeting discussing data collection and 

the dual role of the teacher as researcher. I read a set of my fieldnotes to 

share my style of observing the student collaboration. I discussed how I 

juggle interacting with children and finding the moments to write about it. 

The meeting concluded with a brief plan for the upcoming plant 

unit. We shared our grade level plant units and discussed ways to have the 

classes connect. With in the unit planning, we began to discuss specific 

activities and the material and procedures involved. 

April 8,1996: We began our plant unit by planting seeds. Each 

student had the opportunity to plant their own seeds in a cup, while using 

the collaborative process to assist each other. Edie gave each student a 

plant book to fill out. The plant book consisted of five pages dealing with 

measuring the growth of the plant, the sequence of planting seeds, and 

what seeds need to survive. 

We did not demonstrate how to plant the seeds because we wanted 

the children to teach each other. Many of the fifth and second graders 
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have had the experience of planting seeds. We did set up various planting 

stations in a section of the playground. Each station had seeds, soil, 

spades, and water. The children were instructed to work in their plant 

books after they planted their seeds. 

April 11,1996: This collaborative session was used to give the 

students the opportunity to use collaboration to facilitate their research on 

plants. Each student came to the group with knowledge about plants. The 

students used butcher paper to make webs that reflecting their prior 

knowledge about plants. Next, they used a variety of reference books to 

research additional information about plants. Edie conducted a mini-

lesson on the research process, and she went over the information in the 

plant books that she designed and distributed during the seed planting 

activity on April 8. 

April 15,1996: The students used the collaborative process to 

label the parts of a plant and a flower. Each pair/group was given butcher 

paper, markers, and a variety of reference books to complete this task. 

Shortly after the activity began, we noticed that many of the students were 

copying a diagram from the fifth grade textbook. We instructed the 
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children to close the books and draw their favorite plant and flower and 

label it. At the end of the session, several groups were given the 

opportunity to share their work with the whole group. 

I gave each teacher surveys for their students to fill out at a 

convenient time. This was the second student survey. This survey asked 

them to discuss how they were using the collaborative process to assist 

each other in their writing about plants, and how they were assisting each 

other in their learning about plants. I asked for feedback on what they did 

and did not like about working with a cross-age buddy. This survey 

concluded with asking the students to tell us, the teachers, how we may 

better assist them with their collaboration. 

April 17,1996: Today we changed the collaborative format as 

the children created and played a game of plant trivia. The children 

worked in large groups of five or six. This gave the students an 

opportunity to collaborate with other students, as well as with their 

partner(s). They collaborated to write questions about plants on game 

cards. The answers were written on the back of the cards. The groups 

worked on their game cards for approximately 20 minutes. Next, the 
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groups exchanged cards and each group played the game with another 

group's question cards. 

April 18,1996: I was invited to observe Mimi facilitate a science 

and writing activity with her class. They had just arrived back to school 

from a plant search. Mimi had sheets for them to fill out about what they 

had observed on their plant walk. 

April 25,1996: This collaborative session was used for buddy 

reading. Each student brought a book to read to their buddy or buddies. 

The books were on the topic of plants. We gathered on the school's 

outdoor stage and lawn area. 

April 27,1996: This teachers' meeting was used to reflect on 

what we've been doing and where we are going. It had been awhile since 

our last meeting because Mimi had to have gallbladder surgery. We 

needed to refocus and make decisions about the remainder of the semester. 

I discussed mformation on teacher beliefs and knowledge, top-down 

vs. collaborative groups of professional development process. I felt a need 

to discuss this again because I was sensing that Mimi was not "getting 

what she wanted." Collaborative teacher research for professional 
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development is different from the process of staff development that Mimi 

is accustomed to engaging in. 

We reflected on previous student collaborations and made our plans 

for future collaborative sessions. We decided to have the students create a 

game board. The students would collaboratively write review content area 

questions that require mathematical problem solving. Our meeting 

concluded with the scheduling of future collaborative sessions for the 

students. 

April 29,1996: Student collaboration—The concept of the 

gameboard and writing content area questions that require mathematical 

problem solving was introduced to the students. They began to brainstorm 

review topics and decorate their gameboards. 

May 2,1996; The students used this session to finish 

decorating their gameboards. The gameboards represented many different 

designs and themes. The children worked together to design and create the 

gameboard. 

May 3,1996: I was invited to Mrs. Rostal's fifth grade class' 

states day. I was able to observe how each student used reading, writing, 
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and research to learn about a state and present it. Each student had a booth 

representing a state. They wrote a report, made posters, made little flags to 

hand out, and had a presentation speech to tell visitors about their state. 

The booths lined the walls of the classroom. Visitors walked into the room 

and went over to each booth to learn about a state. The fifth grader greeted 

the visitors, gave them a brief talk about the state, and asked them a 

question (to see if they were listening!). At the conclusion of the 

presentation, each visitor received a flag of the state. The visitors included 

the classes of the school and parents. 

Each student also prepared a dish representing food from their state. 

The food was brought in and placed on tables in the middle of the 

classroom. The fifth graders served a special luncheon for their parents 

when they came to participate in states day. 

May 9,1996: This collaborative session was used to help 

prepare the students for our field trip to the Tucson Botanical Gardens. 

Mimi Gromley distributed Children's Discovery Guide booklets to each 

child. These booklets have worksheets type pages that correspond to the 

different sections of the gardens. The booklets were provided by the 
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Botanical Gardens. Edie Rostal went over each page with the group. 

Mimi and I role played different ways the students might collaborate while 

on the field trip. We showed some examples of effective and not so 

effective collaborative styles and had the students give us feedback. 

We used the teachers' meeting to collaboratively reflect on previous 

student collaborations, plan future student collaborations, and discuss our 

study design. 

May 10,1996: The second and fifth graders went on a field trip 

to the Tucson Botanical Gardens. This field trip brought closure to their 

plant unit. The children worked with their partners/groups to explore the 

gardens and complete their guide booklets. The field trip concluded with a 

picnic at a local park. 

May 13,1996: The students continued working on their 

gameboards. Edie Rostal conducted a mini-lesson on the four aspects of 

writing a problem solving question. Each student wrote questions prior to 

this meeting. The group/pairs went over each other's questions. They 

checked each other to see whether or not the question made sense. Many 
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students were proud of their questions and wanted a chance to get 

feedback from their partner and teachers. 

May 17,1996: The students played their games. Edie decided to 

abandon her journal writing and to play with the children. Mimi decided 

to abandon her journal and circulate around the room to assist children. I 

decided to sit back and write fieldnotes to capture this wonderful 

experience. The children seemed to enjoy reading and working on finding 

the answers to their questions. I observed children assisting each other by 

discussing and by writing on the chalkboard. When they were finished 

playing their game with their questions, they switched their questions with 

another group's questions. 

I also conducted the second student group interviews with the 

second graders (see Appendix D.) The group included the children in the 

focus group and a few more randomly selected students. We found a quiet 

spot to talk. The interview was audiotaped and lasted for approximately 

30 minutes. 

May 20,1996: We had our end of the collaboration project 

party. The teachers provided the drinks and the students brought in food to 
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share. After the party, I conducted the second group student interviews 

with the fifth graders. 

June 5,1996: We used this teachers' meeting to do 

collaborative reflections on our semester together as teacher researchers. I 

presented my dissertation proposal to the group and asked for feedback. 

Mimi and Edie were given a copy of the proposal to take home and to read 

at their leisure. We concluded this meeting with making plans for future 

meetings to analyze our data. 

The story of our semester together gives a detailed description of 

what we did each time we collaborated. The purpose of the story is to 

provide an overall sense of our activities and how we progressed through 

the semester. The next chapter presents the research design of our study 

and Chapters 4, 5, and 6 present the nature of the cross-age collaboration 

and the teacher collaboration in detail. 

CHAPTERS 
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CHAPTERS 

STUDY DESIGN 

This descriptive study of cross-age and teacher collaboration is an 

enormous venture. There is a wide body of research literature involving 

cross-age students and collaborative teacher research. A study of this 

nature gives us an opportunity to view the wide scope and depth of such a 

complex concept. Hence, the theoretical framework for the study is 

presented in Chapter 1 and in-depth literature reviews are provided in the 

relevant chapters. Chapter 4 discusses the literature related to cross-age 

collaboration, and Chapter 6 presents the literature related to collaborative 

teacher research. The purpose of this chapter is to describe the 

methodology used in this study, which includes the timeline, data sources, 

and analysis. 

Methods 

The focus of this study is on the collaborative process of teachers 

and students researching together. The goal of both the cross-age 

collaboration and the teacher collaboration is to integrate writing into the 

content areas as a means of facilitating learning and writing development. 
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The following sections describe the timeline, the data sources, and the data 

analysis. 

Timeline 

Edie, Mimi and I began working collaboratively years before this 

dissertation study began, and we continued to work together long after the 

tape recorder was turned off. The cross-age students in this study were 

collaborative researchers from February through May of 1995. Figure 2 

illustrates the activities associated with each month. 

Data Sources 

The data sources included teachers' journals, fieldnotes, teacher and 

student interviews, student surveys, teachers' lesson plans, and 

transcriptions of teachers' meetings. These data were used to answer 

research questions posed in this study. The data are listed in Table 1, 

according to their value for addressing the particular question. First those 

that emanated from the teacher collaboration and second those that 

emanated from the student collaboration are described in detail. 
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January teachers' meetings begin, 1/21 
teacher interviews are conducted 
and initial cross-age planning 
begins. 

February teachers' meetings continue, 2/12 
and 2/26 
cross-age collaboration begins 
topic: getting to know you, 2/15, 
2/26 
weekly dialogue journals begin 

March teachers' meetings continue, 3/11 
and 3/29 
cross-age collaboration continues, 
3/11,3/20, 3/21,3/25 
topic: oceanography 
weekly dialogue journals continue 

April teachers' meetings continue, 4/27 
cross-age collaboration continues, 
4/8, 4/11, 4/15, 4/17,4/25, 4/29 
topic: plants 
weekly dialogue journals continue 

May teachers' meeting continue, 5/9 
cross-age collaboration continues, 
5/2, 5/9, 5/10, 5/17 
topic: gameboard, reviewing 
content and mathematical problem 
solving 

June teachers' meetings continue, 6/5 
collaborative data analysis 

Figure 2. Activities associated with each month. 
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Table 1 

Research Questions and Data Sources 

Research Questions 

What is the nature of cross-age 
collaboration? 

Data Sources 

student surveys 
student interviews 
teachers' journals and fieldnotes 
students' written work 
transcriptions of teachers' meetings 

What is the nature of collaborative 
teacher research? 

transcription of teachers' meetings 
teachers' journals and fieldnotes 
student surveys 
student interviews 
researchers' log 
planned and actual lesson plans 
artifacts from the teachers' 
meetings 

Teacher Collahoration 

Interviews 

Each teacher was interviewed at the begiiming of the study. The 

literature on teacher knowledge notes that teachers learn how to teach from 

a variety of sources (see Figure 1). This interview gives each teacher the 

opportunity to articulate how she learned to read and write as a child, how 
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she learned to teach literacy in pre-service teacher education programs, and 

how she continues to educate herself as in-service teachers. The 

interviews also asked the teachers to define reading and writing, how they 

incorporate literacy into their curriculums, and how students' progress 

influences their teaching. Next, the interviews asked the teachers to 

discuss how students learn and how their theories of learning influence 

their teaching and content area curriculum. The interviews concluded with 

an opportunity for each teacher to discuss goals for the study. Each 

interview was audio-taped and transcribed. The interview questions were 

adapted from the interview questions developed for the Reading 

Instruction Study (Anders & Richardson, 1991, as reported in Richardson, 

1994). See Appendix D for the Interview Schedule. 

Transcribed Tapes of Teachers' Meetings 

Each teachers' meeting was audio-taped and transcribed. There 

were eight teachers' meetings which lasted approximately 90 minutes. 

These recorded conversations resulted in 269 pages of transcription. 
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Teacher's Reflective Journals 

Each teacher kept a "teacher collaborative journal." At the 

beginning of each teacher's meeting, we took approximately five minutes 

to write an agenda for our meeting. After we each wrote an agenda, we 

compiled our items to make one agenda for the meeting. Our reflective 

journals also carry the notes that we took during our meetings. At the 

conclusion of each meeting, we wrote what we perceived was 

accomplished in the meeting and listed questions we had at that time. 

Artifacts of the teachers meetings, sharing and planning products. 

AH products produced during the meetings were collected for analysis. 

These products included: handouts of our presentations and diagrams 

produced to illustrate ideas. 

Planned Lessons/Activity Plans 

Our collaborative lesson plans were collected. They were recorded 

during our meetings in two ways. I wrote down our lesson plans as we 

formulated them in our discussions. These orally communicated lesson 

plans are also captured on the audiotapes of our collaborative teachers' 

meetings. 



1 1 7  

Student Collaboration 

Students' Perceptions. Attitudes and Reflections 

We captured our students' perceptions, attitudes and reflections in 

several ways. We distributed two surveys during our study to ask the 

students how they may use, and how they were using, collaboration to 

facilitate writing and concept development. The first survey was 

distributed in February and each student in the study was given the 

opportunity to speculate and respond to how cross-age collaboration may 

facilitate writing and concept development. The second survey was given 

to all the children in April and students were asked how they were using 

collaboration to leam and write about plants. The second survey also 

asked the students to reflect on their feelings about the collaboration in 

general and how we, as teachers, may be of help. See Appendix E for 

copies of the surveys. 

In addition to the surveys, we had two group discussions that were 

audio-taped. The first group discussion session was held in March and the 

second group discussion session was held in May. The fifth and second 

graders had their own discussion sessions. Participants included the 
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children from the focus group and a random sample of additional students. 

I was the teacher that conducted both sets of interviews. The interview 

sessions were held in the faculty diningroom because it was quiet and 

private. We sat around a table to discuss our collaborative experiences. 

The microphone was placed in the middle of the table. The questions that 

facilitated the discussion were questions that stemmed from the teachers' 

reflections and questions. See Appendix F for discussion questions. 

Our third source of student reflections come from reflection 

sessions, which Edie led, at the end of each student collaboration. Edie 

spent the last five minutes of each session sharing her reflections about the 

collaboration, inviting the teachers to share their reflections and asking the 

children to make their comments. These reflections are recorded in our 

journal and fieldnotes. 

Teachers' Student Collaboration Joumals 

Each teacher had two journals, the second journal is our "student 

collaboration journal." This is where we recorded questions, observations, 

and reflections related to the cross-age collaboration (general population 
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and the focus group). We wrote in our journals during class time while we 

worked with the students. 

The written observations and reflections were our least favorite form 

of data collection. We found it difficult to circulate around the room and 

interact with our students while taking the time to write our observations 

and reflections. During the course of the semester, Edie and Mimi 

especially voiced their concerns about the responsibility of writing in these 

journals. They felt that recording observations were often a burden. We 

decided that I would take the lead in recording observations during the 

cross-age collaboration. Edie and Mimi would continue to jot down their 

observations and reflections regarding their focus group participants, while 

I would take the responsibility for writing more detailed observations on 

the cross-age experience. I created a set of "fieldnotes" that will be 

referred to throughout this dissertation. 

Observational Fieldnotes 

Observations were recorded by the three teachers during each 

student collaboration session. Each teacher recorded their observations in 

the "student collaborative journal." We made general observations of the 
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whole group and each teacher had two pairs/groups to focus on. These 

observations captured collaborative style, dialogue, interventions, mini-

lessons, and student reflections. After each student collaboration session 

we reflected on the experience in our journals and wrote down our 

questions. We decided that I would make additional, detailed fieldnotes. 

This is a separate data source that is an extension to our "student 

collaboration journals." 

Classroom Observations 

Edie and Mimi were asked to invite me into their classroom to 

observe a typical time of vmting instruction, science instruction, and social 

studies instruction. These visits were observed and recorded as fieldnotes. 

I was also invited to these classrooms for various activities during the 

semester and I was able to make additional observations during these 

times. 

Actual Lesson/Activity Plans 

The actual lesson/activities implemented during the student 

collaboration sessions were recorded. I wrote the lesson that we planned 
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as a team for the cross-age collaboration. After the cross-age 

collaboration, I wrote the lesson that actually occurred. 

Students' Written Products 

Throughout the study, we collected samples of the students' written 

products. These products included graphic organizers, books and charts. 

We also made copies of the focus group's dialogue journals. 

Audio Tapes 

We have tapes that capture parts of student collaboration and teacher 

reflection sessions. These tapes were transcribed for data analysis. 

Researcher's Log 

I kept a research journal from the very beginning of this study. My 

journal contains my reflections, on-going analysis, categories that emerged 

from the field work and my readings of the literature, questions, and 

concerns. 

Data Analysis 

The main method of analysis was the constant comparison method 

as I looked for emerging patterns (Glaser & Strauss, 1967). Categories 

came from the data and from the professional literature. The first section 
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describes the method of analysis for the cross-age collaboration chapter. 

The second section describes the analysis for the collaborative teacher 

research chapter. 

Student Collaboration Analysis 

The data set, which was analyzed included: observations recorded 

in teachers' journals on the general population and on the focus group, 

student surveys from February 15 and April 15, student reflections during 

and after lessons recorded in teachers' tape recordings, students interviews 

in March and May, and transcriptions of teachers meetings, and students' 

written products (e.g., dialogue journals). 

Analvsis of Observation of Focus Group from Teachers' Journals 

During the course of this study Mimi, Edie and I chose six 

groups/pairs for our focus group. Each teacher observed the same two 

groups/pairs during each student collaboration session throughout the 

study and recorded these observations in the "student reflection journal." 

On April 17 and 18,1 read each teacher's journals to pull excerpted 

observations of each teacher's collaborative group/pair of this focus group. 

I created a running story about each group/pair verbatim from the teachers' 
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observations. I highlighted portions of the text that discussed teacher 

intervention. I also listed other themes or categories that emerged from 

this first analysis of the data. These themes and categories were recorded 

on a separate sheet. 

On June 19, Edie, Mimi and I went over our observations of the 

focus group/pairs, and collaboratively described each student in the group. 

I gave Mimi and Edie a copy of the running account of the student 

collaborations. First, we read about each group/pair to get a sense of how 

their collaboration progressed. We also took this opportunity to ask each 

other clarifying questions, such as, "Did you intervene at this time?" 

"Explain what you mean by ... ?" Next, we discussed the academic, and 

social/emotional background of each child in the group/pair. We also 

recalled why these children were paired for the study. This information 

was audio-taped and I took notes during our discussion. 

Analysis of Student Reflections From Teachers' 

Joumals/Fieldnotes and Audio-tape 

I went through all the teachers' journals and fieldnotes and recorded 

comments made during our student reflection sessions. I recorded the date 
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and comments. If the focus group student was quoted in either a teacher's 

journal or fieldnotes, I put their name next to the quote. 

I listened to our tape (not transcribed) with several student 

collaboration recordings. I recorded the date, topic and comments made 

by the students. In some instances, the students' reflections lead to the 

teachers asking further questions that elicited further student reflections. 

This dialogue was also recorded. 

Categories were pulled from listening to this data and added to the 

categories sheet. These categories were compared to categories pulled 

from other data. 

Analysis of Student Surveys from February 15 and April 15 

I read through the second grade surveys and collected all the student 

responses for each question on a piece of paper. I wrote the question and 

underneath I compiled the responses from the 21 questionnaires. I placed 

a tally mark next to each response, representing how many students made 

this comment. I did the same procedure with the fifth grade surveys. 

I decided to compare the responses for each question from the 

second and fifth graders. On a piece of paper I wrote the date of the 
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survey, the question, and underneath the question I compared the list of 

second grade responses with the fifth grade responses. While transferring 

the comments, I collapsed various responses that were essentially saying 

the same thing. I put the most frequent responses first on the list. 

Categories and themes from the comparison list were and added to 

the category sheet. These categories were compared to the categories that 

emerged from other data. 

General Observations from the Teachers' Joumals/Fieldnotes 

on Student Collaboration 

I examined all the teachers' joumals/fieldnotes and recorded all 

observations on students that did not pertain to the focus group or student 

reflections. I then looked for categories that emerged in other data and 

recorded new categories on the categories sheet. 

Transcriptions of Student Interviews from March and May 

The tape recordings from our interviews were transcribed. I 

compared the responses from the second and fifth graders. From this 

comparison chart I looked for categories that emerged from my previous 

data analysis and recorded new categories on the categories sheet. 
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Results of the First-Level Analysis 

The results from the analysis helped me to create categories of 

interpersonal development, categories of creating zones with opportunities 

for scaffolding and categories of writing and concept development. 

Description of this second-level analysis is described in the following 

sections. 

Categories for Interpersonal Development 

The categories representing interpersonal development were 

uncovered as I did a constant comparison analysis of the data. These 

interpersonal categories appear to be foundational to the collaborative 

process, and through the voices of the students and teachers, it was 

indicated that these interpersonal categories influenced writing and 

concept development. 

I went through each data source and found specific evidence that 

supported that category. The evidence was gathered under each category 

and is presented in Chapter 4. 
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Categories for Student Collaboration and Writing Development 

I made a table that represented all the categories related to writing 

development. The categories were displayed in a table to be used for 

future analysis. Separating writing and concept development categories 

was a complicated and difficult task because they are integrated. I was 

interested in how these writing categories were distributed among the 

responses of the second and fifth graders. Also, to help separate the 

writing and concept development categories and their inherent 

complexities, I decided to make a table representing how the second 

graders perceived the collaboration was enhancing their writing, and how 

the fiftli graders perceived the collaboration was enhancing their writing. 

The students' voices are represented in the two surveys. The students' 

voices were also represented in two sets of student interview sessions in 

March and May. The interviews involved the focus group and a few other 

randomly selected students. I created another table representing the 

categories as discussed by the second and fifth graders on the first survey. 

Another table was created to compare the response of the second and fifth 
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graders during the first and second interviews. These tables were used for 

future analysis. 

Next, I went through each data source and gathered evidence 

supporting each category. I made an effort to select examples that 

represent second graders, fifth graders, boys and girls. Examples were also 

selected fi-om the teachers' observations written in journals. Each category 

is defined and followed with supporting evidence. 

Categories for Concept Development 

My analysis and presentation of the categories of concept 

development are the same as the procedures for categories of writing 

development. 

Categories for Creating The Zone and Scaffolding 

I reviewed my literature review on the zone of proximal 

development and the studies and interpretations of this concept. I pulled 

categories from the literature. Next, I read through all the data on the 

student collaboration and looked for examples of these categories. As I 

read through the data I made a list of these categories in the data and 

followed it with examples. I went through my categories and examples 
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and made a table. I made codes for the categories and went back through 

and coded the data. I chose one or two examples from the data to provide 

evidence of how children created zones of proximal development. I also 

looked for examples of scaffolding strategies that were used to assist with 

language development. 

I then synthesized my data analysis. I discovered three categories 

among the data: Interpersonal, Creating Zones, and Writing and Concept 

Development. The interpersonal categories are represented in a table in 

Chapter 4. Each category is defined and supported with examples from the 

students and the teachers. 

Another table in Chapter 4 presents the Tools for Learning as we 

created zones in the collaborative process. These tools include language, 

demonstration and observation. Each tool is defined and supported with 

examples from the students and teachers. 

The categories of the writing and concept development are presented 

in a Venn diagram, a figure, in Chapter 4. Each category is defined and 

supported by examples from the students and teachers. 
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After the three categories of cross-age collaboration are presented, a 

fourth section discusses the relationship between the three categories. This 

is illustrated in a figure, The Workings of a Collaboration, in Chapter 4. 

Describing the Focus Group 

Edie, Mimi and I collaboratively described the academic and social 

backgrounds of each child in our focus group. Next, we discussed how 

Edie and Mimi grouped or paired the children as they did, and then we 

discussed why they were chosen for the focus group. Edie, Mimi and I 

consistently observed the same two groups/pairs throughout the semester. 

Our styles of observing varied. 

The observations of the focus group were analyzed and presented in 

a format similar to Figure 4 in Chapter 4. First, the interpersonal 

relationship of the pair or group was described. Next, the ways in which 

the students created zones and assisted each other with language and 

concept development were discussed. 

I distributed a rough draft of this chapter to the following 

professionals for their comments: Mimi Gromley, B.A., second grade 

teacher; Edie Rostal, M.A., fifth grade teacher; Patricia L. Anders, Ph.D., 
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professor; Debbie Anders, Ph.D., teacher educator; Barbara Thompson, 

Ph.D., reading specialist; Barbara Snyder, Ph.D., school psychologist. 

Teacher Collaboration Analysis 

These data included transcriptions of eight collaborative teachers' 

meetings, each teacher's student collaboration reflection journals, each 

teacher's teacher collaboration reflection journals, planned lessons and 

activities for cross-age collaboration, fieldnotes (including actual lessons 

and activities). 

I read over the transcriptions of the teachers' meetings, teacher's 

journals, my field notes, and my researcher's log numerous times to get a 

sense of the nature of our teacher collaboration. I made notes of possible 

categories. 

I then did a domain analysis (Spradley, 1980) on each data source to 

get a sense of the categories. 

Next, I read through the transcriptions of our teachers' meetings 

and wrote down categories representing what we addressed during these 

meetings. Next, I counted lines of transcriptions to determine the 

percentage of time we spent engaging in research design, reflections. 
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planning, scheduling, and discussing professional knowledge. A line of 

transcription is defined as a line with one or more words. These 

percentages are represented in a table in Chapter 6. 

This table became the foundation for fiirther analysis. I noticed that 

the table could be divided into Roles and Responsibilities, and The 

Reflective Practitioner. The literature on collaborative teacher research 

discusses the roles and responsibilities of each member, the process of the 

reflective practitioner, and how teacher beliefs and knowledge influence 

these experiences. 

A constant comparison analysis of the data sources uncovered 

categories that represented our roles and responsibilities of our teacher 

collaboration. These roles and responsibilities are represented in a table in 

Chapter 6. Definitions and examples of each role and responsibilities are 

provided. 

The professional literature presents issues involved in collaborative 

teacher research. My analysis uncovered our issues. They are discussed in 

related sections. 
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Approximately 50% of our collaborative teachers' meetings were 

used to enhance our process of being reflective practitioners. This 

collaborative process gave us the opportunity to enrich our Reflection in 

five ways. These five ways of problem posing, observing and reflecting 

are presented in a table. I focused on each phase of the reflective process 

(problem posing, observing, reflecting) and described how the 

collaborative process gave us the opportunity to do each phase in five 

ways. For example, under problem posing, the first way of problem posing 

is by writing in journals. I did a constant comparison analysis of the 

journals and described how we used our journals and fieldnotes to record 

and share our questions. I went through each journal and set of fieldnotes 

and highlighted every question with a yellow highlighter. I read and re

read the journals several times to get a sense of the type of questions we 

asked. My constant comparison analysis of the journals and fieldnotes 

helped me to create categories. I created a table of categories that would 

be used for later analysis. I define the categories and provided examples 

for evidence. 
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Our next way of collaborative problem solving occurred in our 

collaborative teachers' meetings. I read through all the transcripts and 

highlighted every question with a yellow highlighter. Next, I read and re

read over the questions and formed categories. I created a category of 

these categories to be used for future analysis. 

Our third way of collaborative problem posing happened through 

shoulder to shoulder (a term we coined to label the talking we did in the 

classroom) interactions. I went through our journals, fieldnotes and 

researcher's log to collect examples of our shoulder to shoulder questions. 

These examples were counted and categorized in a table to be used in 

future analysis. Each category is defined and examples are provided. 

The fourth way of collaborative problem posing is teacher/student 

collaboration. This collaborative process gave us the opportunity to 

problem pose with our students. I went through our journals, fieldnotes, 

and my research's log and collected examples of teacher/student problem 

posing. These examples were categorized and counted and put into a table 

for later analysis. The categories are defined and examples are provided. 
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The fifth way of collaborative problem posing are phone calls and 

social situations. I read through the journals, fieldnotes, and researcher's 

log to find evidence of problem posing during phone calls. These examples 

were categorized and presented in a narrative. 

The same process was repeated for ways of collaboratively 

observing and reflecting. I used a green highlighter to code the examples 

of observations, and a pink highlighter to code examples of reflections. 

Separating an observation and a reflection was delicate work, as one 

line may represent combinations of observations and reflections. An 

example equals a sentence. I did not count lines of transcriptions, I 

counted sentences. 

Next, I synthesized my analysis of our collaborative questioning, 

observing, and reflecting. A table in Chapter 6 presents the categories of 

questions we asked in the five different data sources. The categories are 

defined and examples are provided. The majority of our questions were 

related to planning for the cross-age collaboration and reflecting about it. 

Two tables present a closer look at the nature of these categories of 

questions. The categories are defined and supported with examples from 
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the data. The section on collaborative questioning concludes with my 

interpretation of the distribution of the question categories, and a 

discussion on how our teacher beliefs influenced our problem posing. 

The section on collaborative observing and reflecting are analyzed, 

synthesized, and presented in a similar way. The categories of observing 

are represented in a table, and categories of reflecting are presented in a 

table in Chapter 6. This table brings together the categories from each data 

source. The categories are described and supported with evidence from the 

data. My interpretation of the distribution of categories, and how our 

teacher beliefs influenced observing and reflection are discussed. 

The section on teacher planning is analyzed using the categories 

presented in the literature review on teacher planning. I looked for 

elements of planning such as, materials, procedures, content, etc. I did a 

constant comparison of our journals and used these elements, or 

categories, to describe the nature of the our planning in the journals. 

These categories are presented in a table. Next, I did a constant 

comparison analysis of our transcribed teachers' meetings and uncovered 

the planning categories in the meetings. The categories and their 
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frequencies are presented in a table. I compared the planned plans, and the 

actual plans. 

The analysis of teacher beliefs was conducted throughout the 

analysis of the collaboration. I provided examples of how our belief 

systems influenced our experiences. I ended Chapter 7 with a section on 

"Teacher Beliefs; Harmonies and Tensions" which summarize the effects 

of our belief systems on our collaboration. 

Summary 

This chapter provides an overview of the methods employed to 

examine the nature of teacher researcher collaboration and second and fifth 

graders collaboration. The methods are descriptive. Several "cuts" of the 

data were made to arrive at the categories, which are descriptive of the two 

collaborations. Most of the categories emerged from the data using the 

constant comparative method (Glaser & Strauss, 1967). Some categories 

were ascertained by using domain analysis (Spradley, 1980), and a few 

were borrowed from the scholarly literature. The next three chapters 

present the results of this analysis. 
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CHAPTER 4 

CROSS-AGE COLLABORATION 

This ciiapter presents the analysis and findings of our cross-age 

collaboration which was designed to promote writing and concept 

development in the content areas. First, a review of related literature is 

presented to build the theoretical framework for cross-age collaboration. 

Next, the procedures we used to pair and group the children and manage 

the classroom are discussed, including the role of the teachers in this 

process. 

The findings are presented in four sections. Section one discusses the 

benefits of cross-age collaboration in interpersonal development. Section 

two discusses how the students created zones of proximal development 

with opportunities for assisting each other with scaffolding. Section three 

discusses how collaboration benefits cross-age writing and concept 

development. The fourth section connects the three previous categories of 

cross-age collaboration as it discusses the integration of these areas. 
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Review of the Related Literature 

The review of the related literature begins with a discussion of 

Vygotsky and his notion of the zone of proximal development. This 

understanding of how we learn and how we may assist each other in the 

learning process is fundamental to this study. In addition to the discussion 

of the zone of proximal development, scaffolding strategies are explored. 

How does Vygosky's work inform cross-age collaboration? How may 

students assist each other in the research process and concept 

development? How will the cross-age collaborative researchers use 

writing to facilitate thinking and how will this collaboration influence 

writing development? 

L. S. Vygotsky and the Zone of Proximal Development 

Lev S. Vygotsky was a Russian psychologist who began his career in 

1917. He sought to develop a Marxist theory of human intellectual 

functioning. "According to Marx, historical changes in society and 

material life produces changes in human nature (consciousness and 

behavior)" (Cole, John-Steiner, Scribner, & Souberman, 1978, p. 7). 

Vygotsky stressed the social origins of language and its relationship to 



140 

thinking. Individual developmental changes are rooted in our social and 

cultural context (Cole et al., 1978). 

Vygotsky's work helps to explain how language facilitates our 

thinking. As we engage in practical activities we are mentally using 

speech as a tool to develop our abstract intelligence. Language arises in 

human beings for the purpose of communication (Cole et al., 1978). 

Babies use language to communicate with adults and as a result babies 

leam to communicate their needs. We use language to help us process our 

world and leam from it. Initially, we act and our internal speech follows. 

As we mature we begin to think before we act. In other words, there is a 

stimulus, we use our intemal speech to process, and then we act 

(Coleetal., 1978). 

Vygotsky stresses the use of language for cognitive development, and 

he considered the human beings social and cultural influences as well, 

because we leam within a social and cultural context. In a collaborative 

learning experience, students are sharing their language and thought 

processes. They use various sign systems to communicate with each other. 

Students share their perceptions using language and receive co-leamers' 
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perceptions through language. Language helps each student internalize 

learning experiences in the collaboration. Vygotsky emphasizes dialogue 

and the varied roles that language plays in instruction and in mediated 

cognitive growth (Cole et al., 1978). 

Vygosky's work on cognitive development supports the notion of 

social learning. Language has a primary relationship to learning and is a 

social phenomenon. We leam within the context of our social and cultural 

influences. Our social and cultural worlds provide the motivation and 

interpretations of our learning. Vygotsky's theories of cognitive 

development promote interactions with others, and have implications for 

educational practices. One important concept is the zone of proximal 

development. 

The zone of proximal development is the distance between what a 

student can accomplish independently and what they may accomplish with 

the assistance of an adult or peer (Cole et al., 1978). Examining the zone 

of proximal development represents the relationship between learning and 

development. Working within a created zone of proximal development 

"defines those functions that have not yet matured but are in the process of 
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maturing" (Cole et al., 1978, p. 86). Students receiving assistance from a 

teacher or capable peer in a collaborative process will have the opportunity 

to develop concepts that are "just beginning to mature and develop" (Cole 

et al., 1978, p. 87). According to Vygotsky, creating the zone of proximal 

development will promote the following learning situation, "What a child 

can do with assistance today she will be able to do by herself tomorrow" 

(Cole et al., 1987, p. 87). 

Vygotsky discusses the role of imitation in the processes of learning 

and development. Previously, psychologists gave little consideration to 

the role of imitation as a reflection of a child's developmental level of 

cognitive development. Imitation was considered mechanical. According 

to Vygotsky, "recently psychologists have shown that a person can imitate 

only that which is within her developmental level" (Cole et al., 1978, p. 

.88). Through imitation in a collaborative learning situation, children are 

capable of doing much more than if they were working independently 

(Cole et al., 1978). Imitation gives children the opportunity to practice 

what they have learned from their partners and internalize these processes. 

Imitation propels the developmental process. 
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What is a student's potential development if the student works 

independently? What is the student's potential development with 

assistance? The distance between the two is the zone of proximal 

development. Clay (1991) discusses the zone of proximal development in 

her work with literacy development. How do we know when a child has 

more to give? Test the zone. She suggests sitting beside a student and 

letting her do all she can by herself The adult, or capable peer, should 

assist the student with tasks that appear to be difficult. With this 

assistance, the student will risk attempting the task because she will know 

that she will receive help if needed (Clay, 1991). "It is educationally 

more informative to know what a child can do with some slight assistance 

than to know what he can do unaided" (Donaldson, 1978, p. 104). 

Vygotsky's notion of the zone of proximal development has 

implications for creating educational experiences for our students. The 

following sections will discuss several interpretations of Vygotsky's work, 

and how these interpretations have influenced the developmental journeys 

of students. 



One study (Dever, Zila, & Manzano, 1994) looked at the benefits of 

multi-age classrooms and mathematics. Multi-age classrooms give 

students the opportunity to work with students at least one year older than 

them. The learning that occurs among the students may be compared to 

siblings learning from each other within a family. Siblings model 

behaviors and siblings imitate behaviors. This study focused on four 

different multi-age classrooms over a two week period. The researchers 

were uncovering how multi-age children used collaboration to facilitate 

mathematical concepts. The results indicated that the students used three 

strategies in their collaborative process. One strategy is modeling. 

Students watch what other students are doing. Students observe each other 

and imitate each other. Another strategy is tutoring. Children who have 

mastered a concept teach students who have not mastered it. All students 

benefit through tutoring because the more able student receives extra 

practice, while the less able student gains assistance. The third strategy is 

pairing and sharing. This refers to the act of verbalizing thinking while 

collaboratively solving problems. The multi-age classroom invites student 

collaboration and sharing. Students have the opportunity to receive 
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assistance as zones of proximal development are created. This assistance 

may come in the form of strategies, such as modeling, tutoring, and pairing 

and sharing. 

Bos (1991) studied the way students use the zone of proximal 

development to make connections between reading and writing. The 

premise is that modeling is an important component to facilitate learning 

because it serves as a mediator. Language provides a means for the 

teacher to describe strategies and processes to the students. Learning is a 

social event that creates opportunities for discussion. This social talk leads 

to inner talk, the inner talk that helps to internalize new learnings and 

promote development. 

Based on these learning theories of Vygotsky, this study examined 

teaching strategies which used quality literature to facilitate writing and 

authoring. One strategy is using literature circles. The students and 

teacher read and share their perspectives on literature. The student 

discusses the author's use of writing to communicate to the reader. 

Students may use writing to write questions for group discussion, or to 

make personal connections with the text. The teacher initially begins the 
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group discussions as the group leader, modeling group leader behavior. 

Later, the teacher becomes a member of the group as students begin to take 

over the lead. 

Student collaboration helps students create zones of proximal 

development for each member of the collaboration. In addition to 

facilitating conceptual development in mathematics and literacy, studies 

have examined how creating zones of proximal development challenge 

"gifted" students, and give additional support to learning disabled students. 

The following two sections presents studies that address these issues. 

Kanevsky (1992) presents several papers that address the benefits of 

curriculum that helps gifted students to create zones of proximal 

development for their own personal development. Gifted students often 

feel frustrated because classroom activities have ceilings, or expectations, 

that are low and leave the students unchallenged. Kanevsky suggests 

creating classrooms with growing room, providing tasks with no ceilings. 

It is argued that the zone of proximal development varies with the 

individual's learning or intellectual ability. The brighter the student, the 

broader the range in the zone. Bright students may be challenged if they 
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are given freedom of choice by writing individual contracts or independent 

studies when regular curriculum becomes un-challenging. These 

independent studies help the students manage their own learning, a 

valuable life sidll. Kanevsky (1992) also provided the characteristics of 

smart activities, activities that help students create their zones of proximal 

development. 

Anderman, Parecki, and Palinesar (1993) examine the zone of 

proximal development as the context for motivation. They focus on how 

the zone of proximal development promotes writing development among 

third and fourth grade learning disabled students. The students were from 

a self contained special education classroom. These students wrote daily 

in free-write journals. The journals gave the students opportunities to 

write on topics of their choice and receive feedback from their teacher and 

peers. All writing was intended to be meaningful for the writer and 

accepted by the class. Students did not receive any formal instruction 

regarding the writing process. Any form of instruction came in the process 

of the feedback sessions. The feedback sessions consisted of the students 

reading their writing to the class. The teacher and students assisted the 
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writer by asking questions and making comments and suggestions. The 

resuhs of this approach gave evidence that the writers benefitted from the 

assistance of their peers and teacher. Over time, the students' written 

products were more communicative as the students wrote more stories and 

letters instead of lists. The quantity of words in their writing increased. 

Peer comments during the feedback sessions seemed to influence future 

writing. Students'perceptions of writing changed over time. They had a 

better understanding of why we write, and they discussed using writing 

across the curriculum. The conclusions of this study discuss how teaching 

in the zone of proximal development is motivating for writing 

development. 

Gallimore, Tharp, and John-Steiner (1992) discuss the attributes and 

relationship of the mentor in the assisted learning process. The mentor has 

the role of helping the student create zones of proximal development and 

"teaching can be said to occur when assistance is offered at points in the 

zone at which performance requires assistance" (p. 14). Creating zones 

and offering assistance are "so mundane and embedded that their profound 

significance is not recognized by the participants" (p. 170). In other 
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words, effective relationsiiips between mentors/students promote 

interactions that naturally create zones and provide assistance. These 

effective mentor/student relationships, or assisted performances, have 

several characteristics. There should be face-to-face interaction and 

mentors and students should share responsibilities. No one is passive. 

Both mentor and students create the zone and decide on the nature of the 

assistance. Students "take an active role in managing the experience they 

have and the assistance they receive" (p. 16). Mutually creating and 

moving through the zone requires modeling, feedback, instruction, 

questioning, and cognitive structuring (explanations). The second 

characteristic is that language plays a role in the creation of the zone and 

the process of assistance. Language helps us to share meaning, it's a link 

between social organizations and individual psychological events. Our 

language takes our thinking and brings it to the social situation. The social 

situation creates new understandings, through the use of language, and 

these new understandings interact with inner thoughts to internalize these 

ideas. 
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The thesis is that cross-age students may use the collaborative process 

to create zones of proximal development for each participant. Each 

member of the cross-age collaborative group brings a unique set of skills, 

abilities, talents and knowledge. As cross-age students work together they 

may assist each other through the learning process. Collaborative leamers 

may use the knowledge of the zone of proximal development to facilitate 

learning. Bruner (1978) discusses the use of scaffolding strategies to help 

the learner shift from assisted learning to independence. 

Scaffolding 

Jerome Bruner (1978) describes scaffolding as a series of strategies 

that help one learner assist another learner with language development and 

learning. The following sections discuss the ways in which educators have 

used and studied the concept of scaffolding. 

Boyle and Peregoy (1990) describe how scaffolding is used to 

promote literacy. They refer to scaffolding as a social context that 

optimizes learning. These literacy scaffolding strategies are temporary 

frameworks that offer students immediate access to the meaning and 

pleasures of print. An example of literacy scaffolding is when a parent or 
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teacher does storybook reading with a child. The adult models expression 

and fluency and the child picks up patterns. Another example of literacy 

scaffolding is when an adult comments and elaborates on a child's speech. 

When a child is beginning to talk, adults often repeat what the child says 

and adds to the message. Collaborative learning helps to implement these 

scaffolding strategies. Sharing knowledge and negotiating meaning helps 

to facilitate learners along developmentally. 

DeBaryshe, Buell, and Binder (1996) describe their study with 

mothers and their children as young writers. They observed and described 

the writing development of children who write alone as compared to 

children who write with the assistance of their mothers. This study 

involved twenty, five and six yesir old children. Their findings indicated 

that children writing with the assistance of their mothers turned out more 

sophisticated products than those children writing independently. Assisted 

children wrote longer messages, used conventional spelling, and included 

more mechanical details than the other group. The researchers found that 

the mothers had a good understanding of the developmental stages of 
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writing and were able to use fine tuning of scaffolding behaviors in 

response to the child's independent levels. 

Lewis, Wray, and Rospigliosi (1994) discuss using scaffolding 

strategies to help make reading and writing informational text more 

effective. Their project is called EXIT (Extended Interaction With Text) 

and it involves elementary teachers and their students. This project trained 

teachers to use the following scaffolding strategies with their students: 

paragraph frames (probes for text recall), pictorial forms (drawing pictures 

as a bridge between reading and writing), text remodeling (graphic 

organizers), and genre exchange (rewrite the information in another genre). 

They concluded that the scaffolding was successful because of the teacher 

modeling. 

Dyson (1990) asks the question. Should teachers scaffold or guide 

children's behavior so that it more closely approximates expected 

behaviors? How much should the teacher, adult or peer intervene? These 

questions may be considered as teacher/student collaboration unfolds. 

Teachers and students need to share a common purpose. What is 
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meaningful and to whom? Tension may develop in a collaborative effort 

as these issues surface. 

Vygotsky's concept of the zone of proximal development and 

Bruner's concept of scaffolding strategies provides a theoretical rationale 

for cross-age collaboration to promote writing and concept development. 

The students will work together, test each others' zone, choose scaffolding 

strategies to facilitate each other's development. The teachers may assist 

students in these process when needed. The professional literature offers 

benefits of the collaborative process for enhancing the learning process. 

These benefits support the theories presented by Vygotsky and Bruner. 

The following section discusses these benefits. 

The Academic and Social Benefits of Collaboration 

According to Figure 3, collaboration helps students view learning as a 

social activity (Grouse & Davey, 1989; Gamberg, Kwak, Hutchings, & 

Altheim, 1988; Power, 1989). Gollaborative learning gives students the 

opportunity to communicate with each other by sharing knowledge, ideas, 

language, and vocabulary (Glem & Feathers, 1986; Gamberg, Kwak, 
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Language to facilitate learning 

learning is a social activity 

knowledge. 

enjoyable 

sharing and developing 

Collaboration 
/ \ 

thinking together 

gain multiple perspectives 

promotes academic, social and emotional growth 

te^hing confirms learning 

Figure 3. Benefits of collaborative learning. 

Hutchings, & Altheim, 1988; Power, 1989; Prater & Terry, 1988). As 

students pool their knowledge they gain multiple perspectives that may aid 

in problem solving and decision making (Grouse & Davey, 1989; Prater & 

Terry, 1988). Students benefit when they have the opportunity to learn 

how to think with other people. Sharing experiences and knowledge leads 

to critical thinking skills and effective problem solving (Thaiss & Suhor, 

1988). Collaboration between teachers and students is an effective 

instructional strategy (Hennings, 1982). For example, teachers can teach 

students how to write expository text by writing it with them. This gives 



155 

the teacher the opportunity to integrate scaffolding strategies to facilitate 

the students' writing process. 

In addition to productive learning, working collaboratively is 

enjoyable. Students report that working with their peers makes them feel 

secure, comfortable and valued (Grouse & Davey, 1989; Gamberg, Kwakk, 

Hutchings, & Altheim, 1988). In a thesis study, Writing To Learn Science 

In First Grade (Prassas, 1992), the students communicated during 

interviews that they preferred working with partners or groups rather than 

individually. The first graders expressed that they preferred collaborative 

learning because "We shared ideas." and "It was fun." (Prassas, 1992). 

The Benefits of Collaboration and The Writing Process 

Collaborative learning may play an active role for a writer during the 

writing process described by Graves (1994) and others. During the 

rehearsal phase, or prewriting, students may work together to discuss ideas 

and activate prior knowledge. Sharing information and ideas produces 

more learning while students are teaching each other (Gamberg, Kwak, 

Hutchings, & Altheim, 1988). During drafting, students may work 

together to organize information, share language, and vocabulary and pool 
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their knowledge. Editing and proofreading may be done with peers and an 

Author's Circle (Short & Harste, 1996), or with the teacher during 

conferencing (Calkins, 1994; Graves, 1994). Students may enjoy sharing 

published work at the Author's Chair (Noyce & Christie, 1989; Short & 

Harste, 1996). 

Cross-Age Collaboration 

A review of the professional literature on cross-age collaboration 

indicates that this type of collaboration is used with an emphasis on 

reading development. In several studies reviewed, both age groups 

improved their reading fluency and their attitudes towards reading because 

they increased their time reading and because they formed socially and 

emotionally enriching relationships with their partners. One study (Leland 

& Fitzpatrick, 1994) was designed to help "at risk" sixth graders in a 

college literacy lab. The sixth graders were paired with kindergartners. 

The older students were taught how to read aloud to younger children, how 

to elicit comprehension, and how to share a book with another person. The 

results indicated that the sixth graders improved their reading skills and 
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their attitudes toward reading, and the kindergartners benefited by the 

experience of sharing literature with their buddies. 

In another study (Morrice & Simmons, 1991), fifth graders were 

paired with primary students to collaborate on activities around Big Books, 

special holiday projects, and outdoor science. Fifth graders reported 

confirming their learning by teaching the younger students. The younger 

students benefitted by getting one on one attention. Everyone benefitted 

by developing relationships that resembled sibling relationships. 

Another cross-age collaborative study (Jeul, 1991) discusses the 

positive results of collaboration between student athletes and "at risk" 

students in a college reading laboratory. The athletes and the children 

formed a special bond between them because they were socially and 

emotionally connected. The athletes were trained and educated to work 

with children to facilitate literacy development. Again, results showed 

evidence that all students benefitted academically, socially and 

emotionally. 

In the book Reading Buddies (19951 Katherine Davies Samway, Gail 

Whang, and Mary Pippitt present their successful program of cross-age 
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reading buddies. They acioiowledged the importance of teacher 

collaboration and reflection to facilitate a successful cross-age 

collaboration program. They explain that many cross-age programs 

usually start, and end all too soon because teachers do not plan together. 

This buddy reading program gives tremendous evidence to support both 

teacher and cross grade level collaboration to enhance literacy 

development. 

Calkins (1994) discusses social, emotional and academic phases that 

second graders and fifth graders typically go through during their writing 

process at these grade levels. Graves (1994), Calkins (1994), and others 

discuss the recursive writing process that writers go through when 

composing. This process generally consists of the rehearsal phase where 

topics are chosen, the editing phase where the topic is revisited, and the 

publishing phase where the piece is prepared for other readers. Cross-age 

collaboration may be used to facilitate each phase of this writing process. 

In addition to the general process of writing, second grade writers tend to 

have special characteristics. They are concerned with doing the "right 

thing," they are not satisfied with their inventive spelling; they want to use 
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the conventional spelling. They pay attention to the rules of language, the 

grammar. They are concerned with procedures involved with writing and 

the writing process. Second graders usually move towards writing text 

that does not depend on pictures. Their editing results in adding to their 

story rather then reorganizing the text. The second graders have an 

awareness that the writing may be for someone else to read. Like second 

graders, fifth graders have particular concerns about writing. Fifth graders 

are aware of peer pressure and peer scrutiny and, therefore, fifth grade 

writers need a socially safe environment to compose. Further, they need to 

trust their audience and feel secure enough to take risks and receive 

feedback. Community building is critical for the fifth grader to make the 

most of the writers workshop. Fifth grade writers especially benefit from 

mini-lessons and conferencing (Calkins, 1994). 

Based on Calkins (1994), fifth graders are potentially beneficial 

writing partners for second graders. The one on one interaction could give 

the second grader a writing partner to help them with their standard 

spelling and grammar rules. Fifth graders may help second graders by 

asking questions about their text to encourage the second grade writers to 
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extend their ideas. The second graders also have the potential to be 

beneficial writing partners for the fifth graders because the fifth graders 

need a socially safe, trusting community to help facilitate their writing. 

The social and emotional benefits of cross-age collaboration may help with 

this situation. The peer pressure and scrutiny may be eliminated by 

collaborating with a younger student. In addition, the second graders may 

help by asking questions that extend the fifth graders ideas during the 

rehearsal and editing phase, and the second grader may be the audience 

during the publication phase. 

Summary 

L. S. Vygotsky and his theories of learning and the zone of proximal 

development provide a foundation for the rationale of collaborative 

learning. Vygotsky promotes the notion that learning is a social, cultural 

phenomenon. He also discusses the link between language and thinking. 

Language is a tool for thinking and learning. Our language connects us to 

our social and cultural worlds and facilitates thinking and learning. This 

understanding of how human beings learn promote the collaborative 

process. The zone of proximal development is the distance between what 



161 

we can accomplish independently and what we may accomplish with the 

assistance of a capable partner. The zone is where individuals leam from 

and teach one another. 

Learning parmers grow in the zone by using scaffolding strategies. 

Bruner (1978), a cognitive psychologist, defines scaffolding as a series of 

strategies, or steps, that guide a learner through the learning process. 

Through the process of collaboration, individuals may scaffold for one 

another, promoting development and learning. 

There are many academic, social and emotional benefits for 

collaborative learning. Students have the opportunity to share knowledge 

and ideas, gain new perspectives, and develop vocabulary and language. 

Collaboration also promotes a fun atmosphere for learning, and helps to 

develop new friendships. 

The professional literature on cross-age collaboration supports the 

academic and social benefits mentioned previously. In a cross-age 

collaboration, all collaborators seem to benefit. The students leam from 

each other and they reached the academic goals of the collaboration, and 

also develop nurturing, supportive relationships. The majority of the 
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studies reviewed used cross-age collaboration to promote reading 

development. 

There is potential for academic, social and emotional benefits by 

encouraging cross-age collaboration. In addition to reading development, 

students may assist each other through the writing process. Calkins (1994) 

presents the developmental stages of elementary school age writers. 

Cross-age writers may be a great support for one another. 

The goal of our cross-age collaboration is to encourage student 

researchers to assist each other through the learning process, while 

assisting each other with their writing development. Our student 

collaboration research question: What is the nature of student 

collaboration? 

Our Cross-age Collaboration 

Procedures for Grouping and Pairing the Children 

One of our first tasks before initiating the student collaboration was 

to pair or group the second and fifth grade students. We decided to have 

the groups or pairs remain consistent throughout the semester because we 

wanted the students to establish a rapport with their buddy or buddies. We 
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believed that it would take time and experience together to promote a 

friendly, respectful, comfortable working relationship. We also decided 

that the classroom teachers (Edie and Mimi, collaborators in this study) 

would pair or group the students because we wanted to combine children 

that might have compatible personalities, and be able to compliment each 

other with their learning styles. Edie and Mimi were responsible for 

making the decisions regarding these pairings and groupings. We 

discussed criteria for making these decisions during one of our teachers' 

meetings. Mimi and Edie decided to form same-sex groups and pairs 

because, from their experiences, same-sex groups and pairs tend to 

collaborate in a positive manner. 

Descriptions of Student Collaboration Procedures 

On the first day of the student collaboration the fifth graders were 

brought to meet their second grade buddies in the second grade classroom. 

Mimi and Edie called off the names and the children met their new 

collaborative research partner or group. The following sections describe 

aspects of our typical student collaborative sessions. 
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During our teachers' meetings we decided where and when each 

student collaborative session would take place. The comfort of the 

students and the nature of the activity would determine the location. The 

locations included the playground, the stage, the school courtyard, and the 

second and fifth grade classrooms. The majority of the student 

collaborations were scheduled to take place in the fifth grade classroom 

because there is a vacant, adjoining classroom that the students could use. 

The second graders would enter the fifth grade classroom and go to 

their fifth grade partner. After everyone was settled, Edie typically 

initiated the discussion of the day's activity. She would give a mini-lesson 

if appropriate, and give directions. Mimi and I would interject during 

Edie's introduction if we wanted to add to what she was saying. Students' 

questions were also addressed at this time. After materials were 

distributed, the students scattered about the room to find a comfortable 

working spot. Some of the students went into the adjoining classroom to 

find a table or carpet space. The students spent the majority of the session 

working collaboratively on their research project. Occasionally the groups 

were interrupted for a mini-lesson or to have directions clarified. The last 
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five to ten minutes of the session were reserved for student reflections. 

The students were asked to find a stopping place in their research and to 

gather together for closure. Edie was our student reflection leader. She 

shared her reflections about the day's session with the students and invite 

them to share their reflections. After the students shared their 

perspectives, Edie invited Mimi and me to make comments. 

The Roles of the Teachers During the Student Collaboration 

We teachers had two basic roles during the student collaboration 

sessions, one role was that of facilitators/teachers, and the second was that 

researchers. Our roles changed as we strived to meet our students needs. 

As discussed, we introduced the day's activities and provided mini-lessons 

as appropriate. Although Edie took the lead in the introduction, Mimi and 

I made contributions as well. We passed out materials and helped the 

students settle into their working areas. While the students were 

collaborating on their research, Edie, Mimi and I circulated around the 

room as teachers and researchers. As teachers, we collaborated with 

students to help facilitate the research process, listened as students shared 

their knowledge and new findings, shared our knowledge, answered 
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questions, and mediated conflicts. As researchers, we made observations 

in our journals that reflected our perceptions of the whole group and of our 

focus group. We audio-taped portions of our activities, recorded student 

reflections and collected students' written work. 

The Findings 

The constant comparison analysis of the data uncovered themes and 

categories regarding the interpersonal, and academic benefits of cross-age 

collaboration. First, the themes and categories related to the interpersonal 

benefits of cross-age collaboration are presented and discussed. Next, the 

ways that the students created zones of proximal development and their 

opportunities for scaffolding are presented. The third section discusses the 

benefits of cross-age collaboration for writing and concept development. 

Section four discusses the connection between the interpersonal 

relationship with the opportunities to create zones for learning. 

The Interpersonal Benefits of Cross-age Collaboration 

The interpersonal benefits of collaboration will be presented first 

because these themes and categories appear to be fundamental to the 

overall benefits of the collaborative process. The values of these 
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interpersonal themes were discussed in the students' surveys, students' 

interviews, students' reflections, and the teachers' observations, the 

observations of our focus group. 

Table 2 

Interpersonal Categories of Collaboration 

INTERPERSONAL CATEGORIES FOR COLLABORATION 

Encourage me. 

Please listen to me! 

Please consider my feelings. 

Share with me. 

Respect my ideas and contributions. 

Care about me. 

Acknowledge me. 

Let's be friends. 

Encourage Me 

The collaborative process gives co-leamers the opportunity to support 

each other with encouragement and compliments and the teachers and 

children placed a value on them for promoting fiiendships, writing 

development and concept development. Encouraging comments help to 
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ignite the groups' level of enthusiasm and make learning creative and fun. 

The children expressed the importance of this category in their 

surveys, interviews and reflection sessions. The first survey was 

distributed in February. The second and fifdi graders were asked to 

speculate how they could assist each other in their writing and learning 

development. Six out of 23 fifth graders discussed how giving 

encouragement and compliments facilitate the collaborative experience. 

For example, one fifth grader explained, "We helped each other with our 

writing by suggesting strategies and complimenting each other." 

The fifth graders continued to discuss the benefits of encouragement 

with the second survey distributed in April. Seven of the 23 fifth graders 

mentioned the importance of encouragement and compliments for 

facilitating writing development and learning. The following is a quote 

from a fifth graders' survey #2. "I'm giving her compliments and showing 

her different things (with writing)." The second survey asked the students 

to list what they liked about collaborative learning and working with a 

partner. The following quote is from a fifth grader "gives me compliments 

and gets busy." The second survey asked the students to suggest ways that 
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they teachers may assist the students in their collaborative process. One 

fifth grader suggested, "It would be good if you could encourage him to do 

his work." 

Two student interviews were conducted during our study. The 

interpersonal themes of encouragement were also uncovered in these 

interviews. During the first and second interview sessions three fifth 

graders and one second grader discussed the importance of encouragement. 

For example, one fifth grade girl encourages her second grade co-worker 

by calming her down when she get too excited, "Well with my buddy, with 

Jenny, and she'll like get hyper sometimes and I like tell her Jenny calm 

down please we're trying to learn." A fifth grade girl, Sally, discusses how 

she encouraged her second grade buddy with her handwriting, 

I think I helped her a lot because, when she said at the beginning 

she said, "You have really good handwriting" and then a couple of 

days later she said she had to ask her mom if she could help her a 

little with her writing, so I don't know maybe like I just encouraged 

her with my writing so she could write better. 
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The constant comparison analysis of the teachers' journals uncovered 

observations of encouragement and compliments with the students. Three 

examples from our teachers' journals discuss the importance of 

encouragement. For example, Edie observed on March 28 during the 

author's chair session, "Compliments were given after each story was 

read." Edie also observed a fifth grader complimenting her second grade 

buddy during a May collaboration, "Cyndia compliments her peer, "These 

are really good questions." 

The students expressed the values of encouragement during our 

student reflection sessions at the end of each student collaboration session. 

On March 11, Lea recorded a fifth grader praising her second grade buddy, 

"Anne was really good at research." On March 25, Edie recorded that her 

fifth grade student made the reflection, "My buddy and I got both books 

finished and Mrs. Gromley was complimenting our book." 

Please Listen To Me 

This interpersonal category refers to the students valuing their partner 

or group members taking the time to listen to them, listen to what they 
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have to say and to contribute to the project. The students mentioned the 

values of listening to each other in their surveys and reflections sessions. 

The first student survey asked the students to speculate how they may 

assist each other with their writing and learning development. The 

importance of listening to each other was revealed. Six of 23 fifth graders 

discussed the importance of listening to each other. The following quotes 

are fi*om fifth graders in survey # 1. 

"I can learn with my partner by inviting any of ideas or feelings and 

listening." 

"I can pay attention and really listen." 

"I can learn with my partner easy, because he listens to me very 

carefully." 

"I can learn by listening and showing that I care and want to learn 

more." 

The importance of listening was mentioned in the second student survey. 

Three of 23 fifth graders discussed the importance of listening to each 

other. The first set of quotes are from fifth graders, "He listens to what I 

have to say and doesn't ignore me." and "Listens to me and suggests other 
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ideas that he might like." "I don't like it when he does not listen and plays 

with things." Two of 22 second graders also discussed the importance of 

listening to each other. The following quote is from a second grader 

making a suggestion to the teachers about ways to assist, "I want the 

teacher to tell my buddy how I feel, I feel mad when you do not listen." 

The importance of listening to each other was mentioned during a student 

reflection session on March 11, "I like the way my buddy listens and keeps 

giving information." 

Please Consider Mv Feelings 

Students discuss the importance of considering their partners feelings 

during the collaborative process. Consideration of each others' feelings is 

essential for learning and working together. This message was expressed 

in the student surveys. 

Our furst student survey asked the students to speculate how they 

could assist each other with their writing and learning development. 

Consideration of each others' feelings was mentioned by 2 out of 22 

second graders and 1 of 23 fifth graders. The following quote is from a 
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fifth grader, "I can learn with my parmer by inviting any of his ideas and 

feelings." 

The following quotes are ft-om second graders, "I can help my partner 

learn by being a peacebuilder." "We can leam together by being 

peacebuilders." 

In response to a question on the second student survey, 2 of 22 

second graders discussed the importance of being considerate with other's 

feelings. One second grader expressed his frustration over his buddy's lack 

of consideration for his feelings. The students were asked to list what they 

didn't like about working with their buddies and this second grader wrote, 

"gets a drink while I'm talking." Another second grader responded in the 

second student survey, "I'm not helping her with plants, but with 

peacebuilding." 

During the first student interviews in March, one second grader 

expressed that it was fun to work with her partner because, "I like it 

because my best buddy is nice to me." 
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Share With Me 

The students discuss the values of sharing within their collaborative 

groups. This sharing includes the sharing of materials, responsibilities, 

roles, and ideas. This message was expressed in the student surveys and 

teachers' general observations. 

The first student survey asked the student to explain how they may 

assist each other with their writing and learning development. The values 

of sharing were discussed. One of 23 fifth graders mentioned the 

importance of sharing with each other. The following is a quote from a 

fifth grader, "We could share ideas with each other or we can take turns 

writing something... 

The second survey uncovered the values of sharing and the fhistration 

over dealing with a partner who does not want to share. Four out of 23 

fifth graders mentioned the importance of listening to each other. The 

following quotes are from fifth graders, 

"I like it when my buddy lets me have a chance." 

"I don't like it when my buddy just hogs all the time and won't let me 

do what I want." 
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"I don't like it when my buddy is off task and wants to do his ideas." 

"I don't like it when my buddy writes the whole time." 

During the second survey a frustrated second grader suggests that one 

way the teachers may help with their collaboration is to, "tell my buddy to 

stop keeping me out of the drawing." 

Mimi mentions this category of sharing in her student observations. 

On February 15, Mimi wrote, "All kids seem to want to share with others." 

Respect My Ideas and Contributions 

As the collaborative process unfolded the students began to express 

the values of respecting each others ideas and contributions. This category 

began to emerge in the second student survey, the student interviews, and 

the observations of the focus groups. 

One of 23 fifth graders discussed this category when asked what she 

liked about working with her buddy. She wrote, "I like when my buddy 

gives me facts that I do not know, and when I think of a fact she doesn't 

say that's not good." 

The students discuss the interpersonal category of respect during our 

interview sessions. During our March interview a second grader discusses 
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how he shares information with his buddy. He explains, "Whenever I get 

an idea he don't care, just goes, sure. I think that two brains are better than 

one." The second graders also discuss how it feels when your 

contributions are not respected. One child says, "My buddy won't stop 

writing. We did a fish tank and I came up with an idea and she was 

already done." A fifth grader expresses a similar frustration. 

My buddy, she's really nice but she does like, sometimes she'll want 

to talk to me but then sometimes she'll just like go and just start 

working and I'll try to help her but she sometimes just won't take my 

ideas and stuff . .. 

The second interview session continues to explore the interpersonal 

category of respect. A second grade boy discusses the lack of respect for 

his ideas and contributions in a particular activity. 

That's because a lot of time they don't help me they just go off on 

their own and they work on their own and Chris never works with us 

and then Bob never helps me and he says I can't do stuff, and he 

says we're going to do it my way, that's what they both do and then I 

don't get to do anything. 
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The teachers' observations of the focus group show evidence of 

students being respectful of each others ideas and contributions. For 

example, on March 21, Edie observes that Ned, Kenny and Sam are having 

trouble getting started. She writes, "Ned finally contributes and Sam 

nicely accepted." On March 25, Sally and Jenny are collaboratively 

illustrating their book. Stacy tells Jenny, "You can draw the next page." 

On April 11, Edie observes that "Sally does a nice job of writing 

everything down and acknowledging her input." Michael and Bob provide 

another example of respecting each others ideas and contributions. On 

March 25,1 recorded, "There is a good sense of give and take with the two 

boys. They are very respectful of each others contributions. 

Care About Me 

This category deals with students caring about each other as fellow 

human beings, helping each other when needed, and not hurting each other 

in any way. This category gained importance as the collaboration 

unfolded. The students discuss caring for each other in the second student 

survey, and the teachers' general observations. 
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Four of 21 second graders expressed the value of this category in the 

second student survey. For example, one second grader wrote, "I like it 

when my buddy is nice to me, helps me leam, praises me." The second 

graders gave the teachers suggestions for assistmg them in the 

collaboration, "Stay by us so she can't do bad stuff to me." "Make sure he 

doesn't hurt me." 

Mimi recorded a student's comment reflecting this category in her 

student observations on March 11. She wrote, "Alyson told her mom, my 

buddy is so nice to me." 

Acknowledge Me 

This interpersonal category also gained importance as the 

collaboration unfolded. As the children began to develop friendships with 

each other they began to discuss the values of acknowledging each other. 

Three of 21 second graders and I of 23 fifth graders discussed this 

category in the second surveys. It was also mentioned in the teachers' 

observations. The following quotes are from two second graders, 

"I like it when my buddy says bye but she always does." "I like it when 

my buddy puts marker prints on me, gives me hugs good-bye." One 
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second grader expressed frustration by the lack of acknowledgment and 

attention, "I don't like it when my buddy doesn't write back to me in my 

journal." A fifth grader adds, "I don't like it when my buddy doesn't 

answer my questions in the journal." 

My fieldnotes show evidence that the second graders worried about 

being acknowledged by their fifth grade partners. On February 26, the 

second graders asked their teacher as they entered the fifth grade 

classroom, "Will they remember us?" 

Let's Be Friends 

This last interpersonal category, and perhaps the most powerftil, is the 

development of an authentic fiiendship. The children began to discuss the 

notion that learning about each other on a personal level will enhance their 

collaborative learning process. This category was uncovered in the first 

student surveys, the student interviews, and the teachers' observations. 

In the first student survey the students were asked to speculate how 

they may assist each other in their writing and learning development. Two 

of 22 second graders and 2 of 23 fifth graders mentioned that learning 

about each other and being a fiiend will enhance this process. The 
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following quotes are from the first survey in response to the question. How 

can we leam from each other? "Learn about each other." "I can be a good 

friend to him." "He can teach me how second graders work and act." 

The concept of friendship was discussed in the May student 

interviews. Christie, a second grader, valued the dialogue journals, 

"because that we get to know each other better." Kevin, a second grader, 

agrees with Christie. He liked the journals, "because like I didn't know 

Mark that much and he told me about himself." A fifth grader found that 

the dialogue journal helped her get along with her buddy, "I thought that 

was good because like, me and my buddy we don't get along that well, but 

when we just write to each other that seems like better." Sam, a fifth 

grader, valued the dialogue journal because he could discuss non-school 

issues with his second grade buddy, "In the journal like before we get the 

time to talk to hem and so we could like tell them about our weekend and 

stuff." Sam also mentioned that the best part of this collaboration was that 

his buddy was now his friend! 

A teacher's observation also show evidence of friendships developing 

as the collaborations progressed. Edie made an observation during our 
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May 10 field trip that during the picnic, many collaborative 

partners/groups chose to sit and eat together. 

Interpersonal Relationships: The Struggle 

The children and teachers agreed that the collaborative process 

enhanced if the participants develop a comfortable, supportive 

relationship. This relationship is built with mutual respect, 

encouragement, listening to each other, acknowledging each other as 

human beings with feelings, and the desire to get to know one another on a 

personal level. Positive collaborators often develop authentic fiiendships. 

The struggle involves the collaborators and the task at hand. 

Collaborators come together for a purpose, a task. The task is defined as 

the goal of the collaborative session. What are we here to accomplish? 

The participants in this study found the interpersonal aspects of the 

collaborative process to be necessary and valuable to achieve or 

accomplish the task. On the other hand, working with friends may also 

distract collaborators from attending to the task. In other words, positive 

interpersonal relationships may have positive and negative influences on 

the task completion. The same comfort levels that enhance each 
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participant's ability to contribute to the completion of the task may also 

stray participants from the task at hand. Friends may tend to discuss other 

topics of interest while neglecting the project. This off task behavior may 

last for moments or larger blocks of time. Depending on the participants 

perceptions, this off task behavior may create a problem. 

What do we mean by "on and off task" behavior? This concept was 

discussed frequently by the participants of our study. We define on task 

behavior as participants focusing on their activity. Off task behavior is 

when the students are discussing topics other than the one related to the 

day's activity. For example, if the students were sharing information about 

sharks, off task behavior would include conversations about weekend 

plans. Naturally, collaborators will stray from the topic, but when off task 

behavior continued for a lengthy time, it was considered an issue among 

the children and teachers. 

The constant comparative method of analyzing our data uncovered 

examples of off task behavior. The examples come from the February 

student survey, the April student survey, the March student interviews, the 
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May student interviews, the students' reflections, the teachers' general 

observations, and the observations on our focus group. 

The attention to on task behavior began to emerge on the first student 

survey in February. Two of the 23 fifth graders related staying on task to 

promoting concept development. When asked, "How can I learn with my 

partner?" two fifth grade students responded, "Get her on task, keep her 

on task ..and "I can pay attention and really listen not fool around... 

The second survey distributed in April continues to show evidence 

that the students connect on task behavior with writing and concept 

development. Three of the 21 second graders and 3 of the 23 fifth graders 

shared made these connections. For example, when asked, "How are you 

helping your partner with learning about plants?" one fifth grade girl 

responded, "I think that I'm always getting her on task too much of the 

time." Three second graders connected on task behavior with writing 

development. When they were asked to discuss how their partnership 

helped with writing development, one second grader responded, "He 

doesn't do much because he talks." Another second grader's response, "I 

am helping her with not goofing off." A third second grader adds, "I'm 
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helping my buddy concentrate on his work and not talking and playing." 

The April student survey asks the children to complete the sentence, "I like 

it when my buddy. ..Several second and fifth graders completed this 

sentence with reference to on task behavior. One fifth grader writes, "I 

like it when my buddy tries really hard to get his work done." Another 

fifth grader explains, "I like it when my buddy is staying on task and 

listening to information." A second grader writes, "I like it when my 

buddy helps me and sticks with me." Another second grader adds, "I like 

it when my buddy does not goof off." They were also asked to complete 

the sentence, "I don't like it when my buddy...." Twenty-one of 45 

second and fifth graders completed this sentence with a reference to off 

task behavior. The following three quotes are from fifth graders, "I don't 

like it when my buddy doesn't work and talks about other things." "I don't 

like it when my buddy is off task and doesn't like to work." "I don't like it 

when my buddy goofs off." The next three quotes are from second 

graders, "I don't like it when my buddy gets side tracked by friends." "I 

don't like it when my buddy talks to people instead of work." "I don't like 

it when my buddy fools around." The last section of the April student 
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survey asked students to suggest ways that the three teachers may 

intervene to help their collaborations. Again, the issue of off task behavior 

was addressed. One fifth grader makes this request, "I would like it if you 

would come by more often to see if we are doing it right and if she is 

paying attention." Another fifth grader suggests, "You can walk by us 

more often and make sure that we are on task." This fifth grader explains, 

"You can come around to me and my buddy so my buddy will participate 

better. She only participates when a teacher is around." 

Our student interviews gave the students the opportunity to discuss 

this issue in relationship to their collaboration, the writing process, and the 

learning process. The first interview was conducted in March. Two 

second  graders  d i scuss ,  " I  l ike  to  work  wi th  my buddy ,  on ly  normal ly  I 'm  

working alone because he's normally talking to his friends. And he's 

trying to talk to me, but I still write while talking." Another second grader 

explains why he would rather work with a fifth grader than another second 

grader, 

I kind of like working with the buddy more because like if I start 

really talking or really need to be working my buddy like stops me 
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from talking and says, "Let's get to work." But if this were a second 

grader doing this we could keep talking and talking and talking and 

talking. 

Two fifth graders also discussed the on and off task issue during the March 

interview, "I like meeting with them, but we don't really get that much 

done really, we do but not much because she likes stories like about what 

she's done and what she's done at home and...." Another fifth grader 

reflects on the benefits of having a second grade partner, "They help you 

like think and stuff, they get you on task more because like they don't 

always talk to their friends, they're like more on task than even we are 

sometimes, sometimes they're not and...." The final student interview 

session in May continued to uncover the students' focus on task. A second 

grader discusses why he liked the concept of communicating in a journal, 

I like it because we, well sometimes instead of, because like Chris 

he'll walk away sometimes and then we're writing in our journals he 

can't because he has to, and he has to write in it instead of just 

walking away. 
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When this student was asked if he had a problem with Chris not being 

involved with what they were doing, the second grader responded, "uh 

huh." Another second grader expressed a negative aspect of working with 

a partner, "Because sometimes he wouldn't really help me, he'd talk too 

much to other people." The May student interview asked the children if 

they thought that being fi-iends was important to the collaborative process? 

A fifth grade boy responded, "You probably would get off task if he 

wasn't your friend." 

In addition to the student surveys and the student interviews, the 

children of our study had the opportunity to share their reflections during 

reflection sessions. These student reflections were recorded in the 

teachers' journals and on audiotape. These student reflections provide 

further evidence (three examples) that the children valued on task 

behavior. On March 21, Edie's student journal has a recording of this fifth 

grade reflection, "Yesterday my little was going off, today she work a lot 

better and paid attention." My fieldnotes on April 8, record another 

reflection from a fifth grader in regards to the seed planting experience, "It 

was fun to be outside, but it wasn't fun to have people not paying 
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attention." From the transcriptions of our audiotape on student reflections 

we read how the students relate asking questions during reading to staying 

on task. When a teacher asked the group how asking questions helped 

during buddy reading, one student replied, "I thought it helped us all stay 

on task." 

The teachers also addressed the issues of on and off task behavior in 

their fieldnotes. There are two examples in my fieldnotes and Edie 

provided five examples in her reflective journals. For example, on May 2, 

Edie writes in her student reflection journal, "Kids are working and 

collaborating beautifully. They are totally into this." "Andrew and partner 

very excited and on task, beautifully." On May 15, Edie writes in her 

student reflection journal, "A very on task day! Kids worked hard. A gold 

day for all." On March 20, Edie writes in her teacher reflection journal, 

"Lea and I noticed many kids off task when we required them to do 

separate books. A dumb idea on our part. Once the books were made they 

finally got on task. I felt some of my boys were just sitting around wasting 

time." "The girls I was observing really stayed on task." My fieldnotes 

also mentioned on task behavior. On February 15, my student reflections 
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state, "The room is buzzing with conversation. Everyone seems 

comfortable, involved." On April 25, during the buddy reading session, I 

observed, "Little intervention was needed to keep kids on task." 

To summarize, the student surveys, the student interviews, the 

students reflections, the teachers observations of the children, show 

evidence that the children were concerned with the notion of on and off 

task behavior. On task behavior was appreciated by the students and off 

task behavior caused problems. Positive, comfortable, interpersonal 

relationships were valued as part of the collaborative process, but being 

too social may distract from completing the task, the purpose or focus of 

the collaboration. 

The children and the teachers stressed the importance of having a 

good interpersonal relationship to facilitate collaboration, while a good 

collaboration helps to develop a positive collaboration. It is a cycle. 

When collaborators establish a trusting, respectful relationship they create 

zones of proximal development and provide opportunities for scaffolding 

for each other. 
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My interpretation of the interpersonal categories is that our students 

and teachers valued positive interpersonal relationships in the learning 

process. Members of this classroom community strived to connect with 

each other as individuals as they became a part of a collaboration. As 

students made connections with each other on a personal level, they were 

concerned about achieving their perceived task of the cross-age session. 

The students understood that they had a "task" for the day, and personal 

talk distracted from their academic talk. The struggle between the personal 

and the academic sides of collaboration were evident in this study. 

Creating Zones and Opportunities for Scaffolding 

The cross-age students had the opportunity to use language as tools to 

help create zones of proximal development with each other. As zones 

were created they used a variety of scaffolding strategies to assist each 

other. Edie, Mimi and I discussed our interpretation of the term 

scaffolding. Our interpretation of the term scaffolding included 

descriptions of strategies that may be used to assist with development. 

During our teacher collaboration meetings we discussed our observations 

and reflections regarding scaffolding strategies that the children were 
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using during the cross-age collaboration, and scaffolding strategies that the 

teachers and students were using. These "strategies" may be consciously 

selected, or unconsciously implemented as we collaborate. Table 3 

presents the use of language as tools and the types of scaffolding strategies 

that were articulated and used to help assist with development. 

Table 3 

Tools for Learning 

Learning Tools Scaffolding Strategies for Language 
Development 

Discussion Speaking, listening 
Asking and answering questions 

Writing Writing to learn while learning to write 

Reading Reading to learn while learning to read 

Demonstrations and 
Observations 
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Tools for Learning: Language 

Discussion 

Our students frequently discussed how interactions and discussions 

played a role in facilitating the learning process. The role of discussion to 

facilitate writing development and learning with cross-age students was 

discussed by the students and the teachers in the first and second student 

surveys, the second student interview sessions, the students' reflection 

sessions, and the teachers' observations of the students. Discussion is 

defined as students talking and listening to each other in the collaborative 

process. 

In the first student survey, two fifth graders discussed the role of 

discussion in their cross-age collaborative writing. One fifth grader 

speculated that two writers may help each other, by "discussing the things 

we need to." Another fifth grader wrote, "writing and talking." The 

students were also asked to speculate how they may learn together in the 

first student survey. Fifth and second graders mentioned the use of talk. 

One fifth grader wrote, "I can learn with my partner by talking to her." 

Another fifth grader wrote, "learn and talk, try to make them understand 
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and listen." A second grader suggested, "By talking to him and asking him 

questions." 

During the second student interview sessions. Vera, a fifth grader, 

shared how she and her second grade buddy used discussion to facilitate 

writing. She explained, "She'd tell what to write and then we'd spend two 

or three minutes discussing it." 

In addition to the student surveys, the children made the connections 

between discussing and learning during our student reflection sessions 

following each cross-age collaboration. On May 9, the students were 

being prepared for the field trip on May 10. They were going to be given 

little guide booklets to fill out while touring the Botanical Gardens. When 

the students were asked how they may help each other with the booklets, 

one student commented, "discuss." 

The teachers' observations of the cross-age students provide further 

evidence that the children used discussion to assist each other with writing 

and learning. For example, on February 26, Edie recorded in her student 

collaboration journal, "Mimi commented on how much her kids wrote. 

Great conversation between all." On February 15, the cross-age 
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collaborative writers were interviewing each other for the purposes of 

getting acquainted. I recorded in my fieldnotes, "Pairs begin discussing 

each others' questions before directions were given by the teachers. 

Students are verbalizing their responses and the interviewer is writing the 

answers down." On April 11, the cross-age collaborative writers were 

planting seeds in planters and writing in a teacher created plant journal. I 

recorded in my fieldnotes, "The students were encouraged to share what 

they wrote down on each page. Edie is asking the children if they know 

what plants need to grow. They discuss vocabulary and concepts." 

The teachers' observations also provide evidence that the cross-age 

students used discussion to facilitate the leaming process. On February 

26, Edie recorded in her student collaboration journal, "Great conversation 

between all." On February 26,1 recorded in my fieldnotes, "Second 

graders reading books about Africa to fifth graders. Kids were looking at 

illustrations and discussing too. Lots of conversation...." On March 11, 

the students were researching and webbing information about the ocean. I 

recorded in my fieldnotes, "Group of three boys, one boy writes, the other 

two boys read the books aloud and discuss information." On April 8, the 
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students were collaboratively planting seeds and filling out a plant journal. 

I recorded in my fieldnotes, 

I noticed that the children seemed to be working on their books 

independently, rather than discussing and working collaboratively. I 

verified my observation with Edie. She agreed. She also points to a 

large group of girls that are sitting in the distance, writing, discussing 

and collaborating. 

Asking and Answering Questions 

Discussions include asking and answering questions to help create 

zones. Our cross-age collaborators seemed to use questions to create 

zones in several ways. One way was to directly ask for help. A fifth 

grader explained how he helped his second grade buddy leam about plants. 

He wrote, "If he asks a question, I will answer if I can." Students often 

create their own zones and elicit the assistance they need to further 

develop. 

Another way the students used questioning to create zones was to ask 

questions to figure out how to give assistance. One student attempted to 

assess another students independent level (what the student can do 
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independently) by asking questions to see how they may assist in further 

development. For example, a fifth grader wrote how she helped her 

second grade buddy, "I'm telling her stuff to do and asking her questions." 

A second grader wrote how she is receiving assistance from the fifth 

grader, "She asks me what I know." Questions were also used to probe 

and expand the zones. Questions were asked to challenge each other. For 

example, Jenny, fifth grader, shares how she decides when to assist her 

buddy, "I'm helping her by asking her questions like do you know what a 

stomata is?" 

The students and teachers discussed how they used questioning to 

facilitate writing development. Several students mentioned that asking and 

answering questions helped to facilitate the writing process in their cross-

age collaborative writing. The recordings of the student reflections after 

each cross-age collaboration activity indicated that the students used 

questions to facilitate writing. On March 3, Edie recorded one student's 

reflection, "I like doing the questions." The comment was a response to 

the question, "What did you like about this session?" The students had 

been researching and webbing information about plants. 
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The teachers' observations of the students contained evidence that the 

students used questions and answers to facilitate their writing. On March 

28, Edie recorded in her student collaboration journal questions that the 

students were asking each other during a plant trivia game. These 

questions included, "How about, where is the piston?" "Can a plant grow-

in water?" 

As the students asked questions to facilitate their writing 

development, they also asked questions to facilitate their concept 

development. Students and teachers made the connection to this learning 

process in the student surveys, the first student interview sessions, the 

students reflections, and the teachers' observations of the children. 

In the first student survey, fifth graders and second graders speculated 

how they could learn with their cross-age partners by asking questions. 

Three of the 23 fifth graders and 3 of the 21 second graders mentioned 

asking and answering questions. For example, one fifth grader explained, 

"If we both work together maybe he could be just as smart as me and give 

me answers." One second grader wrote, "Every time I see her I'll ask a 

question." 



198 

In the second student survey, the children discussed how they were 

helping their partners learn about plants, and how their partners were 

helping them. One fifth grader offered, "If he asks a question I will answer 

it if I can." A second grader wrote, "She asks me what I know and I tell 

her." 

The first student interviews gave the students the opportunity to 

continue discussing the role of asking and answering questions in the 

learning process. A second grader shared why he liked working with his 

fifth grade partner, 

I like Sam because I didn't know that there was such a thing as a tiger 

shark, and he like wrote it down and he said. Did you know that there 

is such things as a tiger shark?' And I said, 'No.' and I learned. 

The recordings of student reflections after each cross-age 

collaborative session also provides evidence that the children valued 

questions in the learning process. On March 11, the students were doing 

collaborative research on the ocean. Edie recorded in her student 

collaboration journal the following student reflection, "I like doing the 
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questions." On April 25, the students were doing buddy reading wit books 

about plants. The following conversation was audiotaped. 

Lea: "How does asking questions while you read help you with the 

reading? 

Students' responses: "It helps me understand the story more." "I thought it 

helped us all stay on task." 

The teachers' observed the process of questioning while observing 

the students collaborations. On March 11, the students were researching 

information about the ocean. I recorded in my fieldnotes a "second grader 

asking questions in a wondering tone to the fifth grader." I observed 

another pattern, "Fifth grader reads, second grader listens, fifth grader asks 

questions." 

Writing 

In addition to discussion, students used writing to share and create 

meaning by creating zones of proximal development for each other. 

The students and teachers make the connections between writing and 

learning in the student surveys, student interviews, student reflections, and 

teachers' observations of the students. 
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In the first survey, students were asked to speculate how they may 

help each other with the learning process. Four of the 23 fifth graders 

suggested that writing facilitates learning. This fifth grader suggested, 

"talking, asking questions, writing letters." Another fifth grader explained, 

"I can leam with my partner by writing down her ideas." In the second 

student survey, the students were asked to discuss how their partners were 

helping leam about plants and how they were helping their partners. Two 

of the 22 second graders and 7 of the 23 fifth graders made the connection 

between writing and learning. A fifth grader shared, "She helps me find 

important things to write and helps me to understand." Another fifth 

grader wrote, "I give him facts to write about." A second grader wrote, 

"He's helping by drawing roots." 

The first student interview sessions gave the students the opportunity 

to explore how the collaborative process was assisting them in the learning 

process. As second grader told us, "I told her to write." The recordings of 

the student reflections continued to provided evidence that the students 

connected writing with learning. On March 11, Edie recorded in her 

student reflection journal a comment made by a student, "My buddy did 
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the web just like we did." The teachers' also connected writing and 

learning in their comments about the student collaboration. On March 11, 

Mimi WTOte in her student collaboration journal, "drawing pictures 

together, sharing writing." These observations were made while the 

children were researching about the ocean. I recorded in my fieldnotes on 

March 11, "One boy writes, the other two boys read the book aloud and 

discuss information." 

The students used a variety of scaffolding strategies to assist each 

other with the writing process. For assistance with writing development, 

one strategy was letting someone copy an example. Vera explained that 

she used this method of helping Jill with writing. Vera writes the words 

above the line or space and lets Jill copy them. Another scaffolding 

strategy is letting a more experienced writer do the writing for fluency. 

Letting someone else write for you allows you to let the ideas flow without 

having to worry about the mechanics of writing. Students commented on 

this benefit of collaborative writing in the students reflections. One 

student says, "You wrote really fast for me!" Other students found that the 

collaborative process gave them the opportunity to slow down their vmting 
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and work on quality. One second grader speculated that one way to cross-

age collaboration could help with writing development is that it could, 

"help them go slower, get better." In addition to writing fluency, the cross-

age students assisted each other with spelling. A second grader 

appreciated the spelling assistance she received from the fifth grader, "My 

buddy helps me by telling me how to spell then I write." 

Reading 

Our students also used reading to help create zones for learning. As 

they used reading as a tool for learning, they also were able to assist each 

other with reading development. The students and teachers made the 

connection between reading and learning in the student surveys, student 

reflections, and teachers' observations of the children. 

In the first student survey, students made the connection between 

reading and learning when they were asked to discuss how they may learn 

with their partners. Two second graders responded to the questions by 

writing "read." One fifth grader mentioned reading by suggesting, "I can 

learn with my partner by reading to him and helping him read." The 

second student survey asked the students to explain how they are helping 
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their partner learn about plants. Three fifth graders felt that they were 

helping their partner by reading. One fifth grader wrote, "showing her 

advanced books like our textbook." Another fifth grader explained, "I'm 

helping her read science books and helping her leam what the hard words 

mean." 

The students also mentioned the role of reading in the learning 

process during the student reflection sessions. On March 11, the students 

were researching and webbing information about the ocean. At the end of 

the session, the students were asked to reflect on how they helped each 

other. Edie recorded one fifth graders comment in her student 

collaboration journal, "We took turns reading." On March 25, Edie 

recorded this fifth graders reflection, "She understands more, at first she 

didn't know what to do, and she had a better time reading books." On 

April 25, the cross-age collaborators spent a session sharing books about 

plants. I asked the group, "How did you help each other with the reading." 

Two fifth graders responded, "I helped her with some of the words, but 

most of the time I didn't know the words because they were hard to 

pronounce so she helped me." The other fifth grader added, "I really 
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didn't need to help him this time, he helped me. When we didn't know the 

words we helped sound them out." 

The teachers' observations of the students continue to show 

connection between reading and learning. On March 11, the students were 

researching and webbing information about the ocean. My observations 

began to focus on different collaborative styles of the groups. I recorded 

in my fieldnotes, "Students reading aloud and reading silently." On April 

11, the students were collaboratively planting seeds and working in a 

teacher made plant journal. Edie recorded in her student collaboration 

journal, "Today's collaboration went well. The kids webbed plant 

information from background knowledge and their notes, tradebooks and 

textbooks." On April 25, the students were buddy reading books related to 

the topic of plants. Edie recorded in her student collaboration journal, 

"Dylan and buddy: Dylan did a great job of checking second graders 

understanding ... he asked him to discuss the book as they read." 

Our students used a variety of reading strategies to assist each other 

with reading to learn. The collaborative groups/pairs were able to use a 

variety of scaffolding strategies to assist each other with the process of 
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reading. One strategy was choral reading. On April 25, Ned and Kenny 

were buddy reading. Ned was having difficulty reading the text and Kenny 

was trying to find appropriate, effective ways to assist him. One teacher, 

Edie, suggested choral reading. She modeled this strategy for the boys and 

they continued doing it. 

Another way the students assisted each other was through shared 

reading. On April 25, Edie made the observation in her student 

collaboration journal, "Many students using the shared reading approach." 

This gives the second graders the opportunity to read more advanced text, 

with the assistance of their more capable buddy to gain information. 

Collaborative partners also used a strategy of alternating pages to 

read. On March 11, Edie recorded students reflections in her student 

collaboration journal. One student found it beneficial that, "We took turns 

reading." Students have the opportunity to create zones as they listen to 

each other read. The students assisted each other by pointing to each 

word. This strategy helped readers track and it helps with fluency. Some 

students chose to help their partner sound out a word instead of telling 

them the word. For example, our transcriptions of the students reflections 
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recorded a students comment on April 25. After buddy reading, this 

student shared, "When we didn't know the words we just helped sound 

them out." 

The Role of Demonstration and Observation in Creating A Zone 

The collaborative process provided opportunities to create zones of 

proximal development because the students were able to observe each 

other. Demonstration and observation helped create zones because they 

lead one student demonstrating and one student having the opportunity to 

imitate. For example, when the students were asked to discuss how their 

partners were assisting them in writing development and learning, several 

students mentioned "watching." One second grader learns and develops 

because, "I watch her write." Another second grader explains how she 

learns, "I watch my buddy most of the time." Through demonstration and 

"watching" students expand their skills and knowledge in various ways. 

What they observe their buddy doing may lead to imitation at a later time. 

As Vygotsky (1978) explained, you will only imitate what you are 

developmentally ready to imitate. Imitation is part of the collaborative 

learning process. 
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The students discussed the role of demonstration and observation in 

writing development in their student surveys, student interviews, and in 

their student reflection sessions after collaborative sessions. 

In the first student surveys, three fifth graders speculated how writers 

may demonstrate for each other. One fifth grade girl wrote, "write 

something then have her trace it, and then have her write it." In the second 

student survey, students were asked to explain how they were helping each 

other with their writing about plants. One fifiii grade girl shares how she 

helped her second grade writing partner, "I make her write it and I will 

write it somewhere and she copies it." Two fifth graders share how their 

fifth grade partner is helping them with the writing, "I watch her write." 

The first student interview sessions provide ftirther evidence that the 

students used forms of demonstration to help them with their writing. A 

second grader shares how her fiflli grade buddy may learn by observing 

her draw, 

My buddy has better handwriting than I do and since she thought that 

I have good pictures, so she writes and I draw the pictures and my 

other buddy, she watches me draw the pictures so she can learn. 
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Records of the students' reflective comments provide evidence that 

the students valued demonstration, or copying, as a way for collaborative 

writers to assist each other. On May 9, Vera, a second grader, response to 

the question, "How can we help each other with the writing?" Vera 

shared, "Write the word above the line and let them copy it." 

Uncovering Misconceptions 

In addition to imitation, observing gave students the opportunity to 

assist one another by helping each other uncover misconceptions. 

Collaborative writing gives students opportunities to create zones for 

revision, editing and proofreading. Recorded observations of the students 

provide evidence that writers assisted each other by offering corrections. 

For example, on April 15 Jenny and Sally were drawing and labeling the 

parts of a plant and flower. "Jenny noted that pollen wasn't on the flower 

so they put it there." In another example, a fifth grader explained how 

observations during collaborative writing is helpful, "My buddy will tell 

me if I made a mistake." 

The collaborative process gave the cross-age students the 

opportunities to use language, demonstration and observation to help 
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create zones of proximal development. As zones were created, the 

students used a variety of scaffolding strategies to assist each other. The 

focus of this study was on the collaborative process, however; the focus of 

the collaborative process was to explore how cross-age students may assist 

each other in writing and concept development. 

Writing and Concept Development 

This next section presents how the cross-age collaborators assisted 

each other in writing and concept development A constant comparison 

analysis of the student surveys, the student interview sessions, the 

teachers' journals and meetings uncovered the categories of writing and 

concept development are presented in Figure 4. 

According to Figure 4, the data analysis resulted in over lapping 

categories of writing and concept development. The students and teachers 

discussed how the collaborative process gave them opportunities to share 

and develop knowledge, which assisted them with writing and concept 

development. According to Figure 4, the students and teachers found that 

the cross-age collaboration provided students with opportunities to assist 

each other with the writing process and the mechanics of writing. In 
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Writing Development Concept Development 

Sharing and Developing Knowledge 
— comprehension 
— teaching each other 
— correcting 
— vocabulary development 
— graphic organizers 

Mechanics 
— spelling 
— punctuation, paragraphs 

Researching 

Problem Solving 
— neatness 
— fluency 

Writing Process 
— strategies, steps 
— corresponding 

Figure 4. Writing and concept development. 

addition to the opportunities to share and to develop knowledge for writing 

development, the children discuss how the collaborative research process 

assisted them with concept development. Alternatively some children 

believed that their collaborative experience did not assist them with 

writing or concept development. 

Not Helping 
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The discussion of writing and concept development is presented in 

the following format. First, the categories of writing development are 

defined and supported with examples firom the data. Next, the overlapping 

writing and concept categories are defined and supported with examples. 

Finally, the concept development category of researching is defined and 

supported by examples. 

Writing Development 

The second graders, fifth graders, and teachers had experiences with the 

writing process. When we discussed writing development the categories in 

Figure 4 emerged. Our definition of writing development includes the 

mechanics of writing, such as spelling and punctuation, also how we 

develop ideas and content to write about. Our students and teachers also 

had various experiences with writers' workshop. They were able to 

articulate how they assisted each other with writing development by 

sharing their strategies and steps to writing. 

Mechanics. This category refers to the mechanics of writing such as 

spelling, punctuation, paragraphs, neatness, and fiuency. These categories 
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emerged from the student surveys, student interviews, student reflections, 

teachers' general observations and observations of the focus group. 

Spelling. The children discussed how the cross-age collaborative 

process may be used to help with spelling. In the first survey the students 

were asked to speculate how they could help each other with writing 

development. Four of the 23 fifth graders and 3 of the 21 second graders 

mentioned that they could assist each other with spelling. One fifth grader 

responded, "We can help with spelling, capitalization, punctuation, 

complete sentences and to make sense." One second grader wrote, "help 

tell him how to spell words." Assisting one another was also mentioned in 

the second interview. One second grader mentioned, "My buddy is telling 

me facts and tells me sometimes spelled it wrong, or how to spell it." 

Another second grade girl told us her fifth grade buddy is helping her with 

her writing because, "She helps me spell." 

The student interviews gave the students another opportunity to 

discuss how they were helping each other with writing development. In 

the first interview session, six second graders discussed how the 
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collaboration will help with spelling. A second grader explained why he 

enjoys working with the fifth grader, 

Like, um, I help him because he wasn't here last year and I like tell 

him what to say so he can write it and if he doesn't know how to spell 

it I just look at a book and tell him how to spell it. 

Jenny, a second grade girl, explains her writing relationship with her 

buddy. 

Well, I don't have too good handwriting so, she helps me with my 

handwriting and I like help her with words that she doesn't know how 

to spell because some of the words she doesn't know to spell, we had 

it in spelling words. 

The children continued to discuss spelling during our second student 

interview session. Jenny, restated, "Well she helps me like with my 

handwriting because I have very sloppy handwriting and I helped her with 

her spelling." Sally, a fifth grader, recalled how her second grade buddy 

helps her with spelling, "Yea, sometimes like, one time I didn't know how 

to spell something and it was one of our words and she told me how." 
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In addition to the surveys and interviews, the students mentioned 

spelling in the student reflection sessions during the cross-age activities. 

On May 9, we were discussing how the students may help each other with 

the activity books that were to be distributed on the field trip. Two 

students responded with, "Help with the spelling" and "Help them try to 

sound it out." 

The teachers observed the students assisting each other with spelling 

during the writing process. On May 13, Edie recorded in her student 

reflection journal, "Lots of kids helping with spelling." The observations 

on the focus group indicate that on March 25, "Ned asked group how to 

spell plant." On March 11, "Jenny spelled each ocean while Sally wrote 

the next sentence." 

Punctuation. The children also discussed how the collaborative 

process could help determine where punctuation marks belong in the text. 

In the first student survey, 6 of the 23 fifth graders mentioned how they 

could help each other with punctuation. A fifth grader speculated how he 

may be able to assist his partner, "We can help with the spelling, 

paragraphs, capitalization, and punctuation...In the second student 



survey, there were two examples of second graders discussing how the 

collaborative process helped writers with punctuation. A second grader 

explained how her buddy helps her with her writing, "I don't do the 

writing, my buddy helps me with the punctuation." Another second grader 

writes how she helps her fifth grade writing partner, "to put punctuation 

marks and fix things in her sentences." 

Our first student interview session gave the students the opportunity 

to discuss how collaboration promotes writing development. Jenny, a 

second grader, shared, "Well, I'm not too good at where, like periods and 

stuff like that...." I clarified her response with, "Okay, so punctuation 

marks, grammar?" Jenny nodded her head yes. 

Neatness. This category is defined as neat handwriting. The 

children in our study valued neat handwriting and made the connection 

between cross-age collaboration and the potential for neater handwriting. 

In our first student survey, 2 of the 23 fifth graders and 1 of the 21 

second graders mentioned the category of neatness. The fifth grader 

shared how he may be able to help their second grade buddy with his 

writing development, "writing and talking and help him with his neatness." 
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Another fifth grader shared how he hopes his second grade buddy may 

assist him with his handwriting, "I don't have very good handwriting so he 

could teach me better handwriting." In the second student survey, 2 of the 

23 fifth graders and I of the 22 second graders explained how their 

buddies were helping them with handwriting neatness. For example, one 

fifth grader wrote, "fine, but he does cause I use to write sloppy but he 

helps me now. I write better because he helps me write neat." "I like it 

when my buddy helps me with my handwriting." 

The children continued to discuss the neatness of their writing during 

the first student interview. There are six examples of second graders 

connecting neatness and writing development in their cross-age 

collaboration. One second grade girl told us, "Well, I don't have too good 

handwriting, so she helps me with my handwriting." A second grade boy 

explained, "My buddy, I'm more better at like getting ideas and he's more 

better at handwriting and in spelling." Another second grader told us how 

he is helping is fifth grade writing partner, "I can help him get better 

handwriting because I always do the writing, he can look at my pencil 

writing and see how I write so he can leam about handwriting." Another 
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second grader shared why he enjoys working with his writing partner, "I 

like working with my buddy because he helps me spell words and 

handwriting because I write big and he writes small." The second student 

interview sessions continue to provide evidence that the children valued 

neat handwriting. There are two examples from second graders and two 

examples from fifth graders. A second grade girl shared, "Well she helped 

me like with my handwriting because I have very sloppy handwriting and I 

helped her with the spelling." One second grader told us that she avoided 

writing, "Well I think that I had very bad handwriting, so, and she did the 

writing." Our second interview sessions gave the students the opportunity 

to reflect on writing progress. Two fifth graders noticed improvement with 

the second graders handwriting. Jean and Jenny commented on how they 

noticed that Christie's handwriting improved. Sam tells us, "I noticed that 

his writing got a little better. Before I couldn't read it at all and now I can 

read it, some of the words." 

The teachers' general observations and observations of the focus 

group continue to discuss handwriting neatness. On March 26, Edie wrote 
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in iier student reflection journal, "The handwriting was very impressive 

between middles and bigs." 

Fluency. This category is defined as how fast or slow a writer can 

put their ideas on paper through the writing process. Some second graders 

felt a sense of freedom and excitement as their fifth grade writing partners 

wrote fast for them and, therefore, they could express themselves in a 

speedy manner. Other second graders felt that their fifth grade writing 

partner could help them slow down and become better writers. The 

teachers and the fifth graders looked at the cross-age writing collaboration 

as a time for helping the second graders put their thoughts on paper at a 

faster rate. 

In the first student survey, 4 of the 21 second graders speculated that 

the cross-age collaboration would help them with writing fluency. For 

example, one second grader wrote, "write slow." Another second graders 

wrote, "I'll write more slowly." Another second grader speculated, "help 

them go slower, get better." 

Writing fluency was also mentioned by a second grader during the 

first student interview sessions. The children were discussing how this 
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collaborative project was helping with writing development. I clarified a 

second graders statement with, "She writes, makes it go quicker when 

someone writes for you?" The second grader nods yes. 

Students mentioned writing fluency when they shared their reflections 

with us after collaborative activities. On March 11, Edie recorded a 

student reflection in her student reflection journal, "The fifth graders 

helped out and wrote fast for me." On March 11, Mimi recorded a student 

reflection in her student reflection journal, "He wrote really fast for me." 

Two of the 23 fifth graders speculated that they could help each other 

with writing development and fluency through practice. In the first student 

survey, one fifth grader wrote, "write each letter 20x each or just practice." 

Another fifth grader suggested, "We can help each other by working on it 

and practicing it." 

The children and teachers suggested and observed many ways that 

cross-age collaborative writers may help each with writing development. 

The previous section discussed the mechanical aspects of writing. The 

children were able to assist each other with spelling, punctuation use, 

handwriting neatness, writing speed, and practice. In addition to the 
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mechanics of writing, the student were able to assist each other with 

content. 

Writing Process 

The cross-age collaborative writers discussed how the collaborative 

process may help students share their perception of the writing process. 

This may be accomplished through writers demonstrating and observing 

one another. Students discuss how they may show each other the steps of 

writing and various strategies. In addition to demonstrating and offering 

steps and strategies, students may help each other with offering 

corrections. Students may assist each other in the editing and proofreading 

process. 

Writing steps and strategies. This category is defined by students 

sharing their version of writers workshop and writing strategies. Two fifth 

grade students suggested this category when they were asked to speculate 

how collaborative writers may help each other with the writing process in 

the first student survey. One fifth grade boy wrote, "I can help him 

because we do writers workshop." Another fifth grader suggested, "We 
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can help each other with our writing by suggesting strategies and 

complimenting when we do it right." 

Corresponding. Fifth and second graders made the connection 

between writing to each other, corresponding, as a way to encourage 

writing development. Correspondence was mentioned in the first student 

survey and second student interview sessions. 

In the first student survey, one fifth grader responds to the question, 

"How can we help each other with writing?" with "letters, notes." Two 

second graders wrote, "by making notes to each other." and "by writing to 

him and him writing to me." 

During the second student interview session, the students had the 

opportunity to discuss the value of the dialogue journals. Two second 

graders share with us why they liked the dialogue journals. One student 

shared "I like it because instead of just talking to each other we could 

communicate in a different way." Another second grader adds, "Well I 

like writing in my journal because it's a different way of talking to people, 

instead of having to use your mouth and hands." A fifth grader shared 

how the journal helped with interpersonal relations, "I thought that was 
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good because me and my buddy we didn't get along that well, but when we 

just write to each other and that seemed better." 

The cross-age students and the teachers discussed how sharing 

developing knowledge and ideas facilitated writing and concept 

development. This section discusses the overlapping categories of Figure 

4, and describes how the students used the cross-age collaboration to share 

and develop knowledge. 

Writing and Concept Development: Sharing and Developing Knowledge 

The students and teachers discussed how the cross-age collaborative 

process assisted them with writing and concept development by providing 

opportunities for sharing and developing knowledge. Under the category 

of sharing and developing knowledge the students and teachers discussed 

six ways that they shared and developed knowledge. These sub categories 

are: comprehension, teaching each other, correcting, vocabulary 

development, and using graphic organizers. 

In the first student survey, 2 of the 22 fifth graders speculated how 

cross-age collaboration would give opportunities to share knowledge and 

ideas and assist with writing development. On fifth grader suggests, "by 
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giving ideas...Another fifth grader wrote, "We can help by giving 

ideas and learning." The second student survey also reveals evidence that 

cross-age writers share information and knowledge for writing content. 

Ten out of 22 fifth graders responded to the question, "How is you buddy 

helping you with writing about plants?" On fifth grader wrote, "He is 

giving me new facts I didn't know." A fifth grade girl writes, "She is 

helping by thinking of ideas to put on paper." Both fifth and second 

graders agreed that they were helping their partner by contributing ideas 

and knowledge. In response to the question, "How are you helping your 

buddy with writing about plants?" Six of the 23 fifth graders responded 

with sharing ideas and knowledge. For example, one fifth grader wrote, 

"I'm helping my buddy by helping her write better and give more 

information. Three of the 22 second graders responded that they were 

helping their buddy with writing by sharing ideas and knowledge. For 

example, one second grade boy writes, "by coming up with ideas." 

In addition to the student surveys, the first student interview session 

provided evidence that the children developed ideas and exchanged 

knowledge for writing content. The transcriptions of the interviews 
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provided 6 examples of how the children linked sharing ideas and 

knowledge to writing development. For example, Ned, a second grader, 

explained why he likes writing with his fifth grade buddies, "I like how we 

give each other information, I think I give the most, I'm not sure." 

Another second grader shared, "She gives me all the ideas." One fifth 

grade girl reflected, "and she also like reads me the topic and then she'll 

tell me information." Jim, a fifth grade boy, shared, "They help you like 

think and stuff...." 

The recordings of the student reflections after each cross-age 

collaboration also show evidence to support that the children 

collaboratively selected content to write by sharing ideas and knowledge. 

On April 18,1 recorded a fifth grader's reflection, "She gave us ideas, like 

the seeds, the stems, the flower...." 

The teacher's general observations recorded evidence that the 

children were collaboratively developing knowledge and ideas as they 

were writing. On March 28, Edie wrote in her student collaboration 

journal, "The pride that was shown was wonderful. The second graders 



could read their books well. They contained a variety of information, over 

flowing with facts." 

The cross-age students and teachers made the connection that sharing 

and developing ideas assisted in writing development, as well as concept 

development. A constant comparison analysis of the students' surveys, 

student interviews, and teachers' journals uncovered the connection 

between sharing and developing knowledge and concept development. 

The next section describes how the students and teachers made these 

connection. 

In the first student survey the children were asked to speculate how 

they may learn by working together. Six of the 21 second graders and 6 of 

23 the fifth graders mentioned sharing knowledge and ideas. For example, 

one fifth grader wrote, "We could share ideas with each other and we can 

leam by each other's ideas." The second student survey asked the children 

to discuss how the cross-age collaboration was helping each partner leam 

about plants. Nine of the 22 second graders and 9 of the 23 fifth graders 

mentioned that they were helping their buddy with learning by sharing and 

developing knowledge and ideas. Five of the 22 second graders and 11 of 
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the 23 fifth graders stated that their buddies were helping them learn by 

sharing and developing knowledge and ideas. For example, 1 fifth grader 

writes, "My buddy is helping me learn by giving me information." 

Another fifth grader commented, "We trade off information." A fifth 

grade girl shared, "I show her things she didn't know and she wants to 

learn about it." A second grader wrote, "She tells us a lot of stuff about 

plants." Another second grader responds, "By telling her things about 

plants." 

The students discussed sharing knowledge and ideas in their cross-

age collaboration during both sets of interviews. During the first set of 

interviews in March, 8 fifth graders and 5 second graders made the 

connection between sharing knowledge and ideas and learning. One 

second grader shared with us, "She gives me all the ideas. Well, because 

we both know a little about oceans, we can get some done." A fifth grader 

reflected why it is fun to work with a second grader, "Well, I think it's 

pretty good since we went through second grade, it's fun to tell them what 

we learned, so they can learn more about it then they'll learn." A fifth 
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grader remembered a specific piece of knowledge shared by her second 

grade buddy, "She told me that, whales have two blowholes." 

During the second student interview sessions, 3 fifth graders and 3 

second graders discussed how sharing knowledge assisted them with 

learning. For example, a second grader told us how her fifth grade buddy 

helped her learn on our fieldtrip, "I learned the most, that I knew that~ 

wasn't the smelly one, I knew like cilantro, I knew a little bit, they knew a 

little bit more stuff than me but I knew a little bit more than them. Another 

student shared, "They told me stuff I didn't know." 

In addition to the student surveys and interviews, the connections 

between sharing knowledge and ideas and learning were also made in the 

student reflection sessions after each student collaboration. On April 11,1 

recorded in my fieldnotes this student's reflection, "My buddy helps me 

leam about all the trees." On April 15, a fifth grader was audiotaped 

saying, "She gives us ideas, like the seeds, the stems, the flower " On 

April 18 the students were writing questions for the plant trivia game. One 

student reflected, "I like it because people work together and they take 

everything they know and put it together." 
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The category of "sharing and developing knowledge and ideas" for 

writing and concept development was further analyzed by creating 

categories, which are in the following sections. 

Sharing and developing knowledge and ideas through 

comprehension. This category is defined as the students helping each 

other understand information, reading materials, and teacher directions. 

Fifth and second graders discussed this connection to writing development 

and learning in the student surveys. 

In regards to writing development, 1 second grader and I fifth grader 

mentioned in the second student survey that sharing knowledge and ideas 

facilitated comprehension, which also assisted in writing development. 

For example, one fifth grader wrote, "I explain it and give information and 

make it understandable." 

Four fifth grade students make the connection of sharing knowledge 

and ideas for comprehension and concept development in their responses 

in the first student surveys. One fifth grader wrote, I can help when they 

don't understand something." On the second student survey, 2 fifth 

graders responded that their second grade buddy was assisting them with 
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learning by helping them comprehend. For example, 1 fifth grader wrote, 

"She helps me find important things to write and helps me understand." 

Sharing and developing knowledge and ideas through teaching. This 

category is defined by the sharing of knowledge and ideas by teaching 

each other. The students and teachers discuss how teaching helps to share 

knowledge and is used to facilitate writing and learning. 

In regards to writing development, the first student survey, 3 of the 23 

fifth graders responded to the question, "How can we help each other with 

our writing?" One fifth grader speculated, "By listening to directions and 

teaching them if they don't understand what it means." 

The students and teachers made the connection between sharing 

knowledge and ideas to facilitate learning by teaching. In the first student 

survey, the students speculated that teaching one another would help each 

other in the learning process. Three of the 21 second graders and 1 of the 

23 fifth graders made this connection. For example, 1 fifth grader 

responds to the question, "How can we learn together?" The fifth grader 

wrote, "by listening to directions and teaching them if they don't 

understand. A second grader suggested, "Help them and teach them." 
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This second grader believes, "I can learn by I teaching him stuff and he 

teaching me stuff." In the second student survey, students were asked to 

explain how they were helping their buddies learn and how their buddies 

were helping them leam. Four of the 22 second graders wrote their 

buddies were helping them share knowledge and ideas by teaching, 5 of 

the 23 fifth graders wrote that their buddies were helping them and that 

they were helping their buddies by teaching knowledge and ideas. For 

example, 1 fifth grade boy shared, "I taught him a lot cause how 

everything I know I teach him." A second grader explains how her 

buddies helping her, "She was teaching me the parts of a plant." 

During the second student interview session, students continued to 

discuss the role of teaching and the process of leaming. Three fifth 

graders discussed the connection on cross-age teaching and leaming. For 

example, 1 fifth grader shares, "I think it's nice because we can teach her 

and she can teach us." Another fiflJi grader reflects on what she likes 

about cross-age collaboration, "Teaching, knowing that you're teaching 

someone." 
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The teachers' general observations of the student collaboration also 

shows evidence that the students used teaching to share knowledge and 

ideas to promote learning. On March 11, the students were researching 

together. My observations began to focus on various collaborative styles 

among the groups. "Fifth grader was asking questions in a quizzing voice 

to his second grade buddy." I also observed many "patterns of reading and 

teaching." On May 17, the children were playing the problem solving 

game with their gameboards. I recorded in my fieldnotes, "We were 

impressed with the involvement of all students. They seem to be enjoying 

this time together. They are using the slates and the chalkboards to "teach" 

each other how to solve the story problems. 

Sharing and developing knowledge and ideas through "correcting." 

The students and teachers also discussed how the collaborative process 

gave cross-age students opportunities for "corrections," or the uncovering 

of misconceptions in concept development. This connection to learning 

was made by students and teachers in the student surveys, second student 

interview sessions, and the teachers' observations of the students. 
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In the first student survey, this fifth grader shared speculations on 

how the cross-age collaborators may learn from each other, "Correct each 

other, ask questions, correct again, ask if they understand." In the second 

student surveys, this fifth grader wrote how she and her second grade 

buddy are assisting each other in learning, "My buddy will tell me if I 

made a mistake, and she'll tell me what she learned in her class about 

plants." Another fifth grader shared, "She is always correcting me when I 

do a mistake." This fifth grade boy wrote how he is helping his second 

grade buddy learn, "I'll tell him if he's right or wrong and we help each 

other write." 

During the second student interview session, students continued to 

discuss the role of making corrections for one another and the learning 

process. A fifth grader explained, "I like how she always corrects me 

because sometimes I forget and she can't read cursive, sometimes she tells 

me. 

The teachers' observations on the students collaboration also provide 

evidence that the children assist each other with learning by correcting. 

For example, on May 13 I wrote in my fieldnotes as Mark and Bob are 
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working on the questions for their gameboard, "The boys use each other to 

check over their work. They are writing word problems separately, then 

check them over together to make sure that they make sense." 

Sharing and developing knowledge and ideas bv vocabulary 

development. This category is defined as students assisting each other by 

defining new words as they are reading and writing to learn. Our students 

perceived that this cross-age collaborative writing helped developed 

vocabulary as they were researching. 

In the first student survey, students were asked to explain how the 

cross-age collaboration assisted them with writing development. One of 

23 fifth graders wrote that they are helping each other with vocabulary, "by 

helping her in her writing if she is stuck or can't pronounce or know the 

meaning of a word." In the second student survey, 2 of 23 fifth graders 

responded to the question, "How are you helping your buddy with writing 

about plants?" with making a connection between vocabulary development 

and writing development. For example, one fifth grader believes, "I think 

I'm helping by telling her new words for the words she's using." A fifth 
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grade boy writes, "I am helping my buddy learn by telling the definitions 

of new words for him and telling him what certain parts of the plants do." 

Sharing and developing knowledge and ideas with graphic 

organizers. The next category of sharing and developing iaiowledge and 

ideas for writing and concept development is using graphic organizers. 

This category is defined as the use of graphic organizers, such as webs, 

diagrams and charts, to organize researched information to use for writing 

content. Students perceived that creating graphic organizers with their 

writing partner was helpful for creating content to for writing. 

In the second student survey, 2 of the 23 fifth graders mention how 

using graphic organizers are helping with learning and writing about 

plants. For example, one fifth grader wrote, "My buddy is helping me with 

good ideas about plants that would be good to label and web about." The 

other fifth grader explained how he is helping his second grade buddy with 

his writing about plants, "I am teaching him about plants and how to web." 

The next sections discuss how the students and teachers describe how 

cross-age collaboration facilitated concept development in addition to the 

categories of sharing and developing ideas and knowledge. 
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Not Helping 

The students and teachers discussed situations where the cross-age 

collaboration did not seem to facilitate writing or concept development. 

This issue emerged during the second student surveys. In regards to 

writing development, 2 of the 22 second graders wrote that they were not 

helping their cross age buddy with writing, and 4 of the 22 second graders 

wrote that their buddies were not helping them with their writing 

development. For example, 1 second grader wrote, "She doesn't help me, 

not one bit." There were also fifth graders that mentioned that they were 

not assisting their second grade buddies with writing development. One 

fifth grader wrote, "I try to help him as much as I can but he doesn't let 

me. 

The teachers also observed children not helping their partners during 

writing activities. Anne and Ellie are members of our focus group. On 

April 11, the students were continuing their study of plants. "Anne did 

web by herself and Ellie talked to Kathym about plants. Anne asked Ellie, 

"I need you to help me." Ellie turned towards Anne and worked with her 



236 

for about two minutes, then she went off and started talking to a boy across 

the room. 

The second student survey asked the students to discuss how they 

were helping their partner leam, and how their partner was helping them. 

Nine of the 22 second graders wrote that they were not helping their 

buddies leam. For example, one second grader wrote, "I'm not." Three of 

the 22 second graders wrote that their buddies were not helping them leam. 

One fifth grader of the 23 wrote that they were not assisting their buddy 

with leaming, and I of the 23 fifth graders mentioned that his buddy was 

not assisting him. For example, one fifth grade boy told us his second 

grade buddy is not helping, "He isn't." 

The next section discusses the ways that the cross-age collaboration 

gave the students opportunities to leam together. According to Figure 4, 

these two concept categories are researching and problem solving. 

Concept Development 

Researching. The students and teachers discussed the role of cross-

age collaborative researching and leaming. The values of collaborative 
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research are discussed in the second student survey, first student interview, 

student reflections, and teachers' observations of the focus group. 

In the second student survey, the students were asked to discuss how 

doing research is helping each other to leam about plants. Five fifth 

graders shared how the cross-age collaboration was assisting them with 

learning through research. For example, 1 fifth grade boy responded, "He 

is looking up information and telling me what to write." Another fifth 

grade boy writes, "I give him lots of information from my fifth grade 

textbook." A fifth grade girl wrote, "She is getting information out of 

books and I didn't know all the facts." Another fifth grade girl wrote, 

"Getting information from books and trying to know as much as she can." 

The first student interview sessions also provided students 

opportunities to discuss the benefits of cross-age collaboration and 

learning. A second grader discussed how she and her two fifth grade 

buddies do collaborative research. 

Well we think about, we like look it up in some books and she tells us 

and we like, I ask my other buddy and she says, "That's fine, do you 
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want to do it?" and she asks the other buddy and then we all agree on 

stuff and we get a lot of information." 

During the second student interview session, another second grader 

discussed the benefits of having an experienced research partner in 

collaborative research, "I sort of like it because it was hard like to look up 

things... ." 

In addition to the surveys and interviews, the children made 

comments about collaborative research during student reflection sessions. 

On March 11, the students were researching and webbing information 

about the ocean. Edie recorded this student reflection, "I like how my big 

found information in books." Mimi recorded this student reflection, "She 

gathers information so well. Anne was good with research." I recorded 

this fifth grade student's reflection, "My buddy scans through books to 

find information." 

The teachers observations of the student collaboration reflected upon 

cross-age collaborative researchers at work. On March 11, during a 

research session, I recorded in my fieldnotes, "students are browsing 

through books to find information." I also recorded this student's 
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comment, "My buddy looked up information from books." My fieldnotes 

also read, "Ellie and Arme very collaborative in decision making. Ellie 

asks Anne if there is any other information. On March 15, Sally and Jenny 

were making a diagram. "They are looking through the text to add 

information to their diagram. On March 20, Ned was fascinated with 

sharks as they were researching about the ocean. "Ned turns to shark page 

for more information." 

Problem Solving 

This category is defined as students sharing knowledge and ideas to 

help collaboratively solve problems. Students and teachers connected this 

category to the learning process in the student reflections, and the teachers' 

observations of the students. 

The students discussed using the collaborative process to solve 

problems in the student reflection sessions. On April 18, the students were 

collaboratively creating a plant trivia game. They were writing review 

questions and answers about plants. One shared student her reflections on 

this activity, "Well, it was fun because we got to use our knowledge and 

all, but like one of ours really stumped us." One May 17, the students 
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were playing their problem solving game. One fifth grader reflected that 

the collaborative process helped because, "We figure out the problems 

together." 

The teachers observed problem solving while recording observations 

of the students. On May 13, the students were problem posing while 

playing with their gameboards. Edie recorded in her student collaboration 

journal that Cyndia and Allison, "They used paper and pencil to solve and 

see if their problem worked." I recorded in my fieldnotes, "They are using 

each other for occasional how do you spell... ? or reading a problem for 

an okay. They also ask each other procedural questions such as, "How 

should I hold the card?" On May 17, the children continued to play with 

the gameboard. I recorded in my fieldnotes, "They are using the slates and 

the chalkboard to teach each other how to solve the problems." 

The cross-age collaboration gave the students opportunities to form 

and develop interpersonal relationship that create opportunities for 

learning. When the interpersonal relationship is in place, the students 

create zones of proximal development with opportunities for scaffolding. 

Cross-age students may use language as tools for assisting each other with 
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learning, while assisting each other with language development. The 

concluding section of this chapter describes the connections between the 

workings of a collaboration. 

The Workings of A Collaboration: Making the Connections 

The findings section of this chapter described four categories of our 

cross-age collaboration. These categories are Interpersonal, Creating 

Zones with Opportunities for Scaffolding, and Writing Development and 

Concept Development. Although these categories were separated for 

description and discussion, they are interrelated to the workings of the 

collaboration. This section discusses their integration. Figure 5 illustrates 

this connection. 

^ Positive Interpersonal Relationship"^ 

^— Collaboration ^ ^ 

NL 
Creates opportunities for Zoning and Scaffolding 

NL' 
Facilitates 

u V 
Writing development Concept development 

Figure 5. The workings of collaboration. 
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The connections made in Figure 5 are results of the analysis and 

synthesis of the data in our study. The discussion of the following 

connections will be based on the voices of the cross-age students. Their 

responses to the surveys, their discussions in the interviews and their 

insights during reflective sessions provided rich sources of understanding 

how the collaborative process facilitates interpersonal and academic 

growth. The children's voices provided substantial evidence for our 

findings. 

Connecting the Interpersonal Categories 

As discussed in the interpersonal section of the findings, positive 

interpersonal relationships ignited the collaborative process. The children 

made this connection as they yearned for partners who would encourage 

them, listen to them, respect and acknowledge them, and be a fiiend. This 

was important for a positive collaborative experience. In return, a positive 

collaborative experience strengthened the interpersonal relationship. 

The children mentioned the category of interpersonal relationships 

when they were asked to discuss how they could assist each other with 

writing development. In the first student survey, 6 of the 21 second 
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graders and 3 of the 23 fifth graders explained the importance of a positive 

interpersonal relationship with your buddy for writing development. In the 

second student survey, 6 of the 22 second graders and 9 of the 23 fifth 

graders mentioned categories of interpersonal relationships as ways that 

the cross-age collaboration was assisting with writing development. In the 

first interview session, there were 12 examples of second and fifth graders 

making the connection of a positive interpersonal relationship and writing 

development. During the second student interview, there were 14 

examples of second and fifth graders mentioning this connection. 

In addition to making the interpersonal connection to writing 

development, our students connected the interpersonal categories to 

learning. In the first survey, 19 of the 21 second graders and 7 of the 23 

fifth graders wrote that a positive interpersonal relationship assisted with 

learning. During the first student interviews, there were 7 examples of 

second and fifth graders connecting a positive interpersonal relationship 

with their buddies and learning. 

In short, the interpersonal categories were integrated throughout the 

students' data. They perceived it to be a intricate part of their learning 
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process. The cross-age students communicated the importance of a caring, 

trusting relationship for collaboration to be effective. 

Creating Zones and Opportunities for Scaffolding 

When a positive interpersonal relationship existed, the collaborators 

had the opportunity to create zones and use scaffolding strategies to assist 

each other in accomplishing their goals. There comfortable relationship 

encouraged them to use language as tools for sharing and reconstructing 

meaning. They were also able to demonstrate and observe each other in 

the process. The children used language as tools for learning and as a 

result, they were able to facilitate language development. For example, the 

cross-age students used writing to learn, and in the process they assisted 

each other with writing and concept development. 

Connecting the Tools for Learning 

The second and fifth graders made the connection between language 

and learning. When they were asked to discuss how they used the 

collaborative process for learning, they mentioned the use of language. 

When they were asked to discuss how they used the collaborative process 
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for writing development, they mentioned language and concept 

development. 

In the first student survey, 4 of the 23 fifth graders mentioned the use 

of language (discussion, reading) when they were asked to speculate how 

they may use the cross-age collaboration to assist with writing. During the 

second student surveys, two fifth graders discussed the role of discussion 

in facilitating writing development. 

The responses of the first survey also cormected the role of language 

with the learning process. Five of the 21 second graders mentioned that 

collaborative discussion and reading would facilitate learning. Fourteen of 

the 23 fifth grade responses were related to discussion, reading and writing 

to facilitate learning in a collaboration. During the first student interviews, 

a second grader discussed the role of writing to facilitate the learning 

process. 

The children articulated the connections among our categories as they 

described the benefits of the cross-age collaboration. The interpersonal 

foundation opens the possibilities for creating zones for learning. A 

positive interpersonal relationship facilitates the use of language as tools 
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for learning. As collaborators assist each other with learning, they have 

opportunities to use scaffolding techniques to assist each other with 

language development. 

The workings of the collaborative process are illustrated in Chapter 5, 

The Focus Group. Throughout the semester, Mimi, Edie and I closely 

observed five pairs and one triad. Their experiences illustrate the 

workings of a collaboration. 
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CHAPTER 5 

THE FOCUS GROUP 

Throughout our study we made general observations during the 

student collaboration sessions as indicated by both fieldnotes and teacher 

student reflection journals. We decided to focus on a select number of 

pairs and groups to make detailed observations of the collaborative 

process. We did a theoretical sampling to select the children that would 

become a part of this focus group and we sampled unique styles of 

collaboration. On March 11, Edie, Mimi and I began to vmte down the 

names of groups or pairs that would qualify for each focus group. We 

discussed the children who we selected and found commonalities among 

our lists, and explained why we selected a particular pair for the focus 

group. Five pairs and one group of three were selected. After our 

selection, each of us made observations on two sets. Throughout the 

semester we consistently observed the same two pairs/group; however, on 

occasion we would jot down observations for each other. 
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Mimi, Edie and I also discussed the academic and social profiles of 

each participant in the focus group. These descriptions were 

collaboratively created by Edie, Mimi and myself during our June 19 

meeting, which was audiotaped and transcribed. 

The discussion of the focus group follows a format. First, each 

participant of the pair/group is introduced as we present his or her 

academic and social profile. Next, we explain why they were grouped or 

paired at the beginning of the study. This section is followed by the 

rationale for including these students in our focus group. 

Each group or pair's collaborative experience illustrates discussions 

on the categories of collaboration presented in the findings. An analysis of 

the data on the focus group gives insight into the nature of their 

interpersonal relationships and how this affected their collaboration. The 

presentation of the focus groups is organized by the model in Figure 5 in 

Chapter 4. The nature of their interpersonal relationship is described and 

how it affected the collaboration in regards to opportunities for zoning and 

scaffolding to facilitate writing development and learning. Each focus 
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group's section concludes with a presentation of the participants' 

interpretation of their experience. 

Ned, Sam, Kenny 

Ned 

Ned is the second grader in the group. He is currently Mimi's 

student. Edie worked with Ned on a project to help him with his literacy 

development. Academically, Ned is described as a non-reader and a non-

writer. Edie estimated that he was reading at a preprimer level. He 

enjoyed the Language Experience Approach to reading. It is hard for him 

to remember, remember letters, remember sounds, remembering words. 

His main strategy for reading print is guessing and attempts at using 

phonetics. Edie described Ned's reading as "imitating emergent readers." 

Ned will pick up a book and read like a new reader, sounding out words, 

pausing, and repeating words, but his attempts to read the print do not 

match the print in any way. His teachers believe that he is imitating his 

peers. 

Ned also has challenges with his writing. He is called a non-writer 

because his writing resembles scribbles. His teachers can't read it and he 
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has difficulty reading what he writes. He uses drawings to express 

himself, but he does not read his own drawings. When his teacher asks 

him to explain a drawing, he does not. When Ned attempts to write with 

conventional spelling, he will ask questions such as, "What's a g?" 

Although Ned may have challenges with his reading and writing, he 

is very verbal in expressing himself. Ned is bright eyed and inquisitive 

about the world around him. He never seems shy to raise his hand to offer 

answers to questions posed, or to share his own wonders. Throughout the 

semester, Ned expressed his own interests in the broad research topics. 

For example, Ned seemed to love to learn about sharks. During the ocean 

unit, his attempts to read and write typically centered around this topic. 

Ned was diagnosed with Attention Deficit Disorder and is taking 

medication. His teachers describe him as stubborn and if he doesn't get his 

own way he shuts down. Ned has a habit of aggressively joining groups of 

his peers instead of waiting to be invited. His teacher believes that his 

peers avoid him because of his academic struggles. His classmates are 

kind to him and will help him, but they do not befriend him. Ned is 

socially more accepted by older children apparently because of his 
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appearance. The older students seem to like the way he dresses and gels 

his hair. 

Sam 

Sam is a fifth grade student. He qualifies for the district's gifted 

program, but chooses not to attend. Edie believes that his lack of 

participation in this program is because he does not want to stand out fi-om 

his peers. His teacher describes him as very articulate, a high level thinker, 

a problem solver. Sam is cooperative with his peers and with his teacher 

in the classroom setting. Sam is usually the student who is sitting back, 

absorbing the events of the classroom and his teachers report often 

wondering what he is thinking. He usually contributes to the conversation 

when he is asked to give his opinion. 

Socially, Sam is very well liked and accepted by his peers. He is shy, 

but he became more outgoing during the third and fourth grading periods 

of the school year. His teacher believes that he let his grades drop because 

he did not want his peers to think he was too bright. Sam is sensitive and 

quite an athlete. 
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Kenny 

Kenny is a fifth grader. His teacher describes him as very bright, 

creative and highly energetic. Kenny is very oral and loves to analyze and 

discuss everything! His teacher reports that Kenny is often off task and 

needs to be redirected constantly to the task at hand. 

Socially, Kenny has difficulty keeping friends. His teacher believes 

that he is not popular with his peers because of his analytic personality. 

Kenny is the product of many therapy sessions and he addresses issues 

with his peers using the language and skills of therapy, which his teacher 

believes is not a popular means of communication among fifth graders. On 

the other hand, Kenny's peers are usually amused with him because they 

appreciate his creativity. For example, the fifth grade class was anxious to 

see what Kenny would invent for the annual invention fair. 

The three boys were grouped by Edie and Mimi. Edie decided that 

Kenny would be a good group member for Sam because Kenny would 

balance Sam's shyness. Ned, Sam and Kenny share strong oral language 

skills. Their teachers believed that "discussion" would be a common tool 

for learning in this triad. In addition, the teachers hoped that the 
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collaborative process would give Sam and Kenny the opportunity to assist 

Ned with his reading and writing development. 

Edie and I selected Ned, Sam and Kenny for our focus group. My 

research log reads, "We chose this triad because of their collaborative style 

and because of their academic make up. Ned is an extremely bright and 

articulate second grader, but has challenges with reading and writing. 

Kenny and Sam are two gifted fifth graders. They are good collaborators 

because they recognize a task and accomplish it. For example, during the 

research session, Ned and Sam looked through reference books and 

discussed information while Kenny wrote the web. All three boys were 

involved in the discussion and it appeared that all three boys were 

respectftil of each other." 

The Interpersonal Connection 

Ned, Sam and Kenny illustrate the ways that a positive interpersonal 

relationship ignites a collaboration, and a negative interpersonal 

relationship extinguishes the collaborative process. When the boys met a 

conflict or disagreement that they could not resolve on their own, the 

collaboration ended abruptly. As the boys learned to resolve conflicts and 
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encourage each other, the collaboration continued and opened possibilities 

for creating zones. The following examples illustrate this point. 

On March 20, the students were collaborating on the planning and 

writing of their books about the ocean. They had their webs representing 

information about the ocean and whales, as well as reference books. The 

books were to be created using construction paper. The pages were the 

waves and the back cover was to be the body of the whale. The session 

began with an introduction by Edie. She explained the nature of the 

writing activity. Mimi discussed the construction of the book. Initially, 

the students were each told to make a book. Approximately ten minutes 

into the session we decided to ask each group to collaborate on one book. 

The switch in directions created a conflict for the three boys. They 

had already started making their own books independently. They had 

designed and cut out the waves for the pages of the book. Ned wanted to 

use his "rapid waves" for the book cover and Kenny wanted to use his 

straight waves for the cover. There were folded arms and no signs of a 

compromise. I was observing this conflict in the collaboration. I realized 

that the boys may benefit from teacher student collaboration. I suggested 
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that they boys guess a number from one to twenty that I had written down 

and the closest number would get to use their waves for the book cover. 

After a few minutes of arguing about it they decided that my suggestion 

would be a solution to this impasse. Kenny picked the number twelve, the 

number that I had written down. They would use Kenny's straight waves. 

Ned's rapid waves lost and so Ned turned his chair from the other two 

boys with his arms folded and announced that he didn't know what they 

were suppose to be doing. The two fifth grade boys sat in silence while I 

called Ned on his behavior and suggested that the two fifth grade boys 

continue working on the book without Ned until he decided to join the 

group again. At that time, Edie came over and assisted the fiflJi graders by 

suggesting that they invite Ned back into the group. She also suggested 

that Ned sit between the two fifth grade boys and ask Ned his opinion 

about what should go into the book. Kenny said, "Come on Ned, we need 

you ... without your research we would be lost without you!" The 

invitation resulted in Ned returning to the group and participating. Edie 

continued to collaborate with the group and initiated a discussion of the 

word compromise. 
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During this collaboration session, Sam and Kenny apparently learned 

that encouragement and acknowledgment were effective ways to 

strengthen a positive interpersonal relationship, and effective in helping 

Ned's participation in the collaboration. Following this incident, the fifth 

grade boys used this strategy frequently with Ned. 

The three boys continued to use encouragement and acknowledgment 

to fuel their collaboration. The next day, March 21, the boys' purpose for 

collaboration was to continue working on their ocean book; however, they 

had a hard time getting started. When Ned finally made a contribution, 

Sam used positive reinforcement and encouraged Ned to continue his 

work. Eventually, Kenny joined the group and the three boys formed a 

circle so they could hear each other. Ned continued to research 

information about sharks because of his interest, especially "prey 

information with sharks." At the end of this session, Sam reflected that 

"Ned worked better today." An example of the boys' writing is provided 

in Appendix G. 



257 

Creating Zones and Opportunities for Scaffolding 

Once the boys mastered ways to strengthen their interpersonal 

relationships, they created opportunities for zoning and scaffolding. The 

boys used discussion, writing, and reading as tools to share and to develop 

knowledge while researching, and a variety of scaffolding strategies to 

assist each other in developing their language skills. 

As predicted by their teachers, the three boys loved to discuss their 

topics. For example, on May 2 the boys were creating their gameboards. 

They collaboratively decorated these boards and wrote story problems that 

required the use of mathematical operations to find the solution. They 

used discussion to help them decide what to write on the boxes of the 

gameboard. As a result, their work was very detailed and reflected their 

creativity. Through their discussions they were able to compromise and 

come to agreements about what to do with their board. 

The boys' collaborative research gave them many opportunities to 

use writing to learn and at the same time improve their writing. Sam and 

Kenny were aware of Ned's tendency to avoid writing his ideas on paper. 

On March 25, the students were finishing their books on the ocean. Sam 
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was absent so Ned and Kenny were working together to finish the project. 

Ned was excited because he had some awesome thoughts to share. Ned 

said, "I do the ideas and you write." Ned was negotiating the roles he 

would play with Kenny apparently based on his comfort zone. He might 

have thought if Kenny does the writing, I will have the freedom to express 

myself quicker than if I were to do the writing. Kenny compromised, 

"Actually we both do the ideas." Ned agrees, "Yea." The negotiation 

process was also evident when the boys were ready to do the illustrations. 

The boys assessed each other's strengths and decided who would do which 

illustrations. They asked each other, "Can you draw good scuba divers?" 

Another example came on April 15 when the students were 

diagraming and labeling the parts of a plant and the parts of a flower. 

They were provided with butcher paper, markers, and a variety of 

reference books. The boys had a hard time getting started because they 

had a difficult time dividing the paper into two parts. They wanted to use 

one side of the paper to draw and label parts of a plant, and the other side 

to draw and label parts of a flower. Kenny was apparently aware that Ned 

preferred not to write; however, Kenny encouraged Ned to write with his 
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assistance. Kenny told Ned, "write plant and flower" on the paper. Ned 

attempted to meet the challenge, but asked how to spell the word plant. 

Approximately 10 minutes into the activity, the whole group was 

asked to close their textbooks and draw their favorite plant and flower and 

label its parts. This change was made because the teachers observed the 

students copying out of the fifth grade textbook. Ned was excited about 

this change because he wanted to draw his favorite plant, the Venus fly 

trap. Kenny encouraged Ned by responding with, "Yea, that's good." 

In addition to using learning tools such as discussion and writing, the 

boys had opportunities to use reading to share and develop knowledge and 

ideas while creating opportunities to assist each other with reading 

development. As we recall, Ned had challenges with his reading. His fifth 

grade buddies were there for him when he needed assistance. 

This first example of reading to learn and assistance in reading came 

on March 25 after the boys finished writing their shark book. Ned was 

excited to read his book from the begirming to the end. Ned made the 

request, "I want no pictures, I want them to have a good imagination." 

Ned needed assistance reading his book. He turned to Kenny and handed 
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him the book to read. Edie observed this interaction and intervened to 

suggest a scaffolding strategy for reading. She encouraged the boys to use 

choral reading and shared reading so that Ned could receive the support he 

needed to read through his text. 

Choral and shared reading strategies seemed to be a successful way 

for Kenny and Sam to support Ned in his reading to learn. On April 25 the 

cross-age students were meeting to share books about the plants. Each 

student chose a book to bring to this session. The classes met outside and 

chose a comfortable spot to read. Ned began to read his book to Kenny. 

Edie observed that Kenny assisted Ned with sounding out the words. 

Instead of telling Ned the words, he was teaching him how to blend. 

Perhaps this was a strategy that Kenny had learned as an emergent reader. 

Edie was impressed with the amount of patience that Kenny allowed for 

Ned as he attempted to sound out each word. This process became too 

frustrating for Ned. Edie predicated that the book was probably at Ned's 

fhistration level and he needed more support from his partner. Again, Edie 

suggested that the boys use choral reading to read and enjoy the book 
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together. Edie took a moment to demonstrate this strategy. The boys 

continued to choral read the book. 

In another situation, the fifth graders had difficulty reading Ned's 

writing and needed assistance from a teacher. This event took place on 

May 13, as the students continued to work on their gameboards. The boys 

were working on writing their word problems. Ned gave Sam feedback on 

one of his problems, "That's not a math problem." Sam was trying to 

discuss the work with Ned and was very patient at trying to redirect him. 

Finally, Edie decided to assist the boys. She helped Ned explain his 

answers to Sam because Sam could not read what Ned wrote on his cards. 

Summary Reflections on the Collaboration of Ned. Sam and Kenny 

Ned, Sam and Kenny used the collaborative process to assist each in 

the research process. They used language to bring their irmer thoughts and 

thinking to the group. Through this process of social learning they were 

able to construct meaning together. The boys also shared their strengths 

and talents and assessed how they could each assist each other. For 

example, Ned realized that he has terrific ideas and is quite knowledgeable 

about various topics. He also knows where to find additional information 
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to expand his knowledge. Ned also realizes that reading and writing are 

challenging for him and through the assistance of his older buddies, he is 

able to express his thoughts and read reference books beyond his 

independent reading level. Sam and Kenny learned that Ned needs 

assistance with reading and writing and that encouragement helps him to 

continue to participate. The fifth grade boys also realized that Ned excels 

in his oral language and the older boys were assisted in their concept 

development by interacting with Ned through discussion and researching. 

Through collaboration, the boys gained experience in creating zones 

of proximal development for each other and for themselves. As zones 

were created, the boys learned several effective scaffolding strategies to 

help facilitate development. 

The Boys' Perspective 

Ned, Sam and Kenny have positive feelings for this collaborative 

experience. In the March student interview sessions, Ned explained why 

he liked working with fifth graders. "I like mine because that's take stuff 

apart like me and my other buddy he like, they're both smart and well 

they're both fun." Ned enjoyed working with other students that 
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approached learning in a similar way. "Take stuff apart" means that Ned 

noticed that they were analytical in their approach to discussing topics and 

doing research. He also recognized that collaboration is fun. Ned adds, "I 

like them how they like give each other information and I think I give the 

most, I'm not sure." Ned appreciates how the collaborative process gives 

them the opportunity to share knowledge, and he believes that he may 

contribute heavily in this area! Several times in the interview Ned referred 

to his smart partners, "At times they were too smart!" "I'm feeling really 

good because they're smart." "When you're with someone bigger than you 

get sort of more information." 

Sam also expressed positive feelings for engaging in this cross-age 

collaboration. He enjoyed making a new friend and learning, "I think it's 

nice because we get to see what they learned in class, how much they've 

known since the last time we've seen them." Sam made a profound 

comment during the last student interviews sessions in May. We were 

discussing whether they would rather work independently or with a 

partner. Sam offered this insight, "I think if we do the work by ourselves 

we can do it faster but if we do it with a buddy then we'll learn more." 
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Jenny and Sally 

Jenny 

Jenny is the second grader in this collaborative pair. Her teacher 

describes her academically as very bright and quick. She was tested and 

qualified for the district's gifted program while she was in second grade. 

Jenny is described as having an "attitude." If she dislikes what is being 

done or said she will roll her eyes (not a popular trait with teachers!). 

Jenny comes from a Hispanic family. Her family is grieving the death 

of Jenny's five year old brother, and her teacher believes that Jenny is 

accustomed to getting her own way at home. At school she is a leader 

among her peers. Her teacher speculates that Jenny does not realize that 

other people have opinions. She is stubborn and not cooperative, 

independent and self directed. 

S^lly 

Sally is the fifth grader in this collaborative pair. Her teacher 

describes her academically as very bright and that she grasps things easily. 

She is a good student without an attitude. 
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Sally comes from a Hispanic family. Socially, Sally tends to be shy. 

Her teacher praises her for having the ability to make good choices when it 

comes to selecting her friends. Sally is neither a leader or a follower. Her 

teacher uses the words "wonderful" and "well adjusted" to describe Sally. 

Sally and Jenny were paired by their teachers for two reasons. Edie 

felt that Sally would work well with anybody. Mimi felt that Jenny is a 

difficult child because of her stubbornness and lack of cooperative skills. 

The teachers felt that the girls could potentially form a positive 

partnership. 

Mimi chose Jenny and Sally for our focus group. The rationale was 

recorded in my researcher's log, "These two girls were interesting because 

their style of collaboration changes ... sometimes they are strong 

collaborators, working well together, and other times it's a disaster." 

The Interpersonal Connection 

Jenny and Sally's interpersonal relationships may be described as 

easy and warm. They seemed to have a comfortable rapport with each. 

They were described as "cooperative." We did not observe any remarkable 

conflicts or disagreements during the semester. With a positive 
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interpersonal foundation in place, the girls found opportunities to create 

zones of proximal development. 

Creating Zones and Opportunities for Scaffolding 

Due to their "cooperative nature" the girls tended to negotiate roles 

within their collaboration. They also had areas that they wanted to work 

on with the assistance of a collaborative writer. For example, Jenny 

articulated that she didn't have very good handwriting and she was hoping 

that this cross-age experience would help her develop in this area. 

The girls use of writing as a tool for learning while facilitating 

writing development was illustrated on several occasions. For example, on 

March 20, the students were collaborating on the planning and writing of 

their books about the ocean. They had their webs representing their pooled 

prior knowledge and researched knowledge about the ocean and whales, as 

well as reference books. The girls began their work session with a joke 

that had both girls laughing. They each began to make their own book 

until the directions changed and they were told to work on one book 

together. 
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Sally and Jenny shared their knowledge about the oceans of the world 

as they named each one. Jenny's job was to spell each ocean while Sally 

wrote sentences. The girls continued to share knowledge and information 

as one girl asked the other, "How about giant seaweed is called kelp? The 

girls seemed very organized. They organized their book so each page had 

a different topic, such as a page for ocean, a page for fish. An example of 

the girls' writing is provided in Appendix H. Mimi commented that the 

girls demonstrated great cooperation as they shared a great amount of 

knowledge. 

Another example of Jenny and Sally writing to leam and assisting 

each other with writing development came on April 15 as the girls were 

collaboratively labeling plant and flower parts. When Edie began 

observing Jenny and Sally at work, they had a very detailed diagram 

showing the plants and flowers. Jenny noted that pollination wasn't on the 

flower so they put it on the diagram. As the girls worked on their diagram 

they were looking through the text to add information. Jenny had an idea, 

"We could add what's in a leaf We have to make some open leaves." The 
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girls were sitting side by side, working together, with opportunities for 

demonstrating and observing each other. 

Sally and Jenny often let demonstration and observation guide them 

in creating zones. By demonstration and observation the girls could 

imitate their buddy, and provide corrections if needed. For example, on 

March 25, the students finished writing and illustrating their books about 

the ocean. Both girls worked collaboratively on the illustrations. Sally 

and Jenny often complimented each other and shared the markers. They 

also made an effort to take turns. Sally assured Jenny that, "You can draw 

next page." Jenny adds, "We gotta do first page." Sally acknowledges the 

correction with, "Oh ya, we forgot that page." 

Today the girls demonstrated how compliments and sharing are 

encouraging in the collaborative process. As they worked together they 

were able to observe each other as they worked towards their goal. Sally 

was aware that she needed to share the job of illustrating with Jenny. 

Jenny was observant and noticed that the first page was neglected. They 

seemed to appreciate each others' input and observations. The warm 

rapport enhanced their collaborative process. 
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The next example of Sally and Jenny's collaboration demonstrates 

how they used questions in their discussions to facilitate writing. On April 

11, the students use collaboration to facilitate their research on plants. 

The students used butcher paper to make webs that pulled their prior 

knowledge about plants. Next, they used a variety of reference books to 

research additional information about plants. Edie conducted a mini-

lesson on the research process and she went over the information in the 

plant books that she designed and distributed during the seed planting 

activity on April 8. 

Sally and Jenny went to work on their collaborative research. They 

shared their knowledge of plants, such as, "Plants eat insects." Jenny and 

Sally began a discussion on how plants make seeds. Sally created a zone 

for Jermy through questioning, "Do you know plants make seeds?" Sally 

displayed it visually. A good example of using writing to share and 

recreate meaning in a social learning situation! Jenny responds to this 

demonstrations with, "cool." Next, the girls decide how to condense this 

information. 
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For a moment, Jenny appears to be off task. Perhaps Jenny was 

processing information because she declares, "There are many different 

types of plants." As Jenny is sharing her knowledge, Sally does a nice job 

of writing everything down and acknowledging her input. Sally went over 

many diagrams. Again, the discussing and the writing and the creating of 

diagrams illustrates how language is used to share and reconstruct meaning 

in a collaboration. 

Summary Reflections of the Collaboration of Sally and Jenny 

Jenny and Sally had the benefits of a positive interpersonal 

relationship for their collaboration. They had a warm, comfortable rapport, 

and they were cooperative. This good foundation gave the girls 

opportunities to create zones for each other. They were observed using 

discussion and questioning strategies as tools for learning. In addition to 

conversation, Jenny and Sally were writing to learn and assisting each 

other with their writing process. Due to their cooperative nature, the girls 

worked side by side, using demonstration and observations as tools for 

learning. They were able to proofread and edit for each other and assist 

with corrections. 
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Jenny and Sally's Perspectives 

Jenny shared her feelings about her collaborations with Sally during 

our March student interview sessions and the May interview sessions. In 

March, Jenny told us, "I like it because my buddy is really nice." Jenny 

explained how she perceived the collaboration was assisting with concept 

and writing development. She recalled how they shared information about 

the ocean, "Well because we both know a little bit about oceans, we can 

get some done." Jenny believes that she needs assistance with her 

handwriting. She also learned that she can assist Sally with spelling, 

Well, I don't have too good handwriting, so she helps me with my 

handwriting and I like help her with words that she doesn't know how 

to spell because some of the words she doesn't know how to spell, we 

had it in spelling words. 

Jenny also mentioned that she prefers working collaboratively with a fifth 

grader "because they are like more mature." 

Jenny continued to discuss the benefits of cross-age collaboration in 

our May interview session. We began this session by discussing the value 

of the dialogue journals. Jenny explained why she liked the journals. 



"Well, I like writing in the journal because it's a different way of talking to 

people, instead of having to use your mouth and your hands." 

Sally also had the opportunity to express her perceptions of the cross-

age collaboration in our March and May student interview sessions. In the 

March interview, Sally addressed the off task issue, "I like meeting with 

them, but we don't really get that much work done really, we do but not 

that much because she likes stories like about what she's done and what 

she's done at home." During the May interview session, Sally discusses 

how the collaborative process assisted each of them in writing, 

I think I helped her a lot because, when she said to the beginning, she 

said, "You have good handwriting" and then a couple of days later 

she said she had to ask her mom if she could help her a little with her 

writing, so, I don't know maybe like I just encouraged her with my 

writing too so she could write better. 

Jenny wanted assistance with her handwriting and she communicated this 

to Sally in their collaborations. Sally believes that Jermy is using 

observation and imitation to facilitate her writing development. Sally 

mentioned that she liked the dialogue journals because she "noticed 
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Jenny's writing became neater." Sally confirmed Jenny's perception of 

Jermy helping Sally with spelling. Sally tells us, "Sometimes like, one 

time, I didn't know how to spell something and it was one of our words 

and she told me how." 

Kevin and Mark 

Kevin 

Kevin is the second grader in this collaborative pair. Academically, 

Kevin made great progress over the school year. He went from a C student 

to an A student. His teacher commented that Kevin is not very creative 

and not a deep thinker. Kevin's academic strength is mathematics and oral 

language, he loves to talk. Kevin receives academic support at home from 

his parents. They help Kevin with his school work and communicate the 

importance of responsibility. 

Socially, Kevin is well liked by his peers. He is easy going and 

described as a follower. Kevin's teacher believes that he will follow 

anyone to be "cool." 
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Mark 

Mark is the fifth grader in this pair. Academically, Mark's teacher 

describes him as being average in all subject areas, typical C student. He 

is considered a "low reader" because he has trouble with reading 

comprehension. Mark's strengths are his oral and listening skills. 

Socially, Mark is well liked by his peers. His teacher describes his 

temper and how it gets him into trouble outside of the classroom. Mark 

has a tough side of his personality and will "go to bat" when he wants to 

stand up for himself 

The boys were paired because of their strong personalities and 

because they both love to talk. The teachers were interested in observing 

how these two boys would collaborate. 

Mimi chose Kevin and Mark to be members of the focus group. My 

researcher's log recorded why she selected them, "Mimi chose these two 

boys because they seem to love to talk about any topic at hand. They 

spend more time in conversation than with reading and writing. They 

seem to be collaborative in nature. 
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The Interpersonal Connection 

The combination of the boys' personalities created a harmonious pair. 

Mark tended to have a temper when he was frustrated. On the other hand, 

Kevin was a mild mannered person with a tendency to want to please other 

people. When Mark had frustrations and his temper flared, Kevin was 

there to calm Mark and help him along. This harmonious dynamic did 

provide the boys with a positive foundation for creating zones for each 

other. 

Creating Zones and Opportunities for Scaffolding 

The nature of Kevin and Mark's relationship and it's effect on their 

collaboration begins with this example on March 20. This session 

involved the students collaborating on the planning and writing of their 

book about the ocean. They had their webs representing information about 

the ocean and whales that they created during a previous research session. 

They also had a variety of reference books available, and like the other 

groups, books were initially to be created individually, but then we 

suggested that they change and write one book collaboratively. Mark and 

Kevin decided to continue working on two books and to assist each other. 
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Mark was observed cutting out Kevin's waves on his book while Kevin 

talked about what he wanted in his book. Mark seemed frustrated with his 

task and wadded up the pages and threw them on the floor. Kevin went 

and got another paper and made Mark a book while Mark talked to 

Thomas. Kevin's tendency to take care of Mark emerged as a theme 

throughout their collaboration. 

Kevin and Mark often used writing as a tool for learning and in turn, 

assisted each other with the writing process. Mark had experiences with 

writers workshop and peer editing. The following examples represent how 

Mark assisted Kevin with his writing about the ocean. On March 21 the 

students continued to work on their ocean books. As they worked together 

they were able to check over their work and make corrections and 

revisions. Mark tells Kevin, "This area doesn't make sense. Figure out 

what you want to say." This critique suggested that Kevin rethink what he 

is trying to communicate through writing. Mark makes a suggestion, 

"Let's get more information out of your web." An example of Kevin and 

Mark's writing is provided in Appendix I. 
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Mark seems to be frustrated with this process because he ripped up 

the web. Kevin tried to smooth it out, once again trying to fix things for 

Mark. This time Kevin also says, "Mrs. Gromley will get mad." Again, 

Kevin assists Mark in regaining his temper. After this upset, Mark and 

Kevin seemed to work well. Mimi estimated that they were on task for 

approximately 90% of the time. 

The next day the ocean book writing continues. Kevin and Mark 

collaboratively wrote Kevin's book and then Mark copied the text into his 

own book. Kevin drew details on Mark's shark picture. They both wrote 

and illustrated the books together. 

Another characteristic of Mark and Kevin's collaborative process is 

the use of demonstration and observation. The boys often negotiate their 

roles according to their strengths. As they carry out their roles, they are 

available to assist each other. The following section illustrates this point. 

Mark started helping the group next to him draw a picture of a whale. 

He told his fifth grade friend Thomas, "If you write for me, I'll draw your 

whale." Mark drew bubbles and told Kevin to cut through them. Mark 

said, "If you need help with bubbles, tell me." Michael asked if he could 
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borrow Mark's scissors. Mark said he could get it out of his desk. Mark 

was telling another group how to make a blowhole and spray. He and 

Kevin stopped making their book and started drawings of blowholes and 

spray. 

The next example illustrates the boys use of demonstration. In this 

example, the boys negotiate roles and re-negotiated their roles as their 

work progressed. On April 15, the students used the collaborative process 

to label the parts of a plant and a flower. Each pair/group was given 

butcher paper, markers, and a variety of reference books to help complete 

this task. At the end of the session, several groups were given opportunity 

to share their work with the whole group. 

Kevin and Mark worked with Jacob and Richard today. They had 

trouble deciding which direction to place the paper. They decided to work 

on the carpet. Mark suggests, "How about I draw things below the ground 

and you draw the top part? The two fifth graders decided to copy a picture 

of a plant in the fifth grade textbook. Jacob and Richard started talking 

about movies instead of plants and flowers. 
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As the boys worked on their diagram, Mark asked, "Mrs. Gromley, 

can we share these when we're done? I really like ours." All four boys 

started working on roots. They decided to make some long and some 

short. The second graders made the short roots and the fifth graders made 

the long roots. 

Towards the end of the semester Jacob, a new fifth grade student, 

joined Kevin and Mark's group. Kevin and another fifth grade boy, Jacob, 

also had used reading as a tool for leaming, while they assisted each other 

with reading development. In the following example, Jacob uses 

encouragement to reinforce Kevin, and Kevin has the opportunity to assist 

Jacob with vocabulary development. On April 25, each student brought a 

book to read to their buddy or buddies. The books were on the topic of 

plants. Kevin and Jacob read together today, Mark was absent. The boys 

decided to read Miss Rumphius first, then Jacob read his textbook. Kevin 

decided he would read and Jacob would help out when Kevin didn't know 

a word. Kevin arranged for the type of assistance that he may need. 

Jacob asked Kevin, "Did you like this book?" Kevin answered, "It's 

okay, it made Mrs. Gromley cry." Jacob responded, "Why? It's a dumb 
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book." Kevin used voices of characters. For example, he used a high 

voice for the kid's voice and a deep voice for an old lady's voice. Jacob 

complimented Kevin, "I like your voice when you read." Kevin came to 

the word Bapa Raja. He asked Jacob, "Do you know what that means?" 

Jacob answered, "No" Kevin assisted Jacob in vocabulary development, 

"It means a king of a tropical island and you say it this way." Jacob was 

impressed! 

Jacob and Mark loved to discuss what they were studying. They used 

discussion as a tool for learning by asking questions. The following 

example illustrates how Mark and Kevin asked questions to facilitate their 

learning and understandings. On May 13, the students continued working 

on their gameboards. Edie Rostal conducted a mini-lesson on the four 

aspects of writing a problem solving question. Each student wrote 

questions prior to this meeting. The groups and pairs went over each 

others questions. 

The three boys are working together today. Each boy rewrote their 

questions on yellow game cards. They did not discuss their questions with 

each other. After approximately five to eight minutes, Mark decided to 
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make an answer key for every card. He said, "When you're done, hand the 

cards to me and I'll answer them and put them on the answer key." Kevin 

asks for assistance, "Can I read all my questions to you to see if they are 

right?" Mark showed Kevin how to do a multiplication problem, 175 

times 21. This was a new concept for Kevin. 

Mark really wanted everyone to hear his questions. He kept asking 

Jacob and Kevin if they thought they were fiinny questions. Mark was 

asking his collaborative partners for encouragement! Jacob asks for 

assistance, "I don't get this one. What do you want me to do, add or 

subtract?" The three boys continued to share their questions. Kevin 

needed his two buddies to help him write down operations. Jacob told 

Kevin how to word the problems. Jacob decided it would be easier to 

erase Kevin's misspelled words and rewrite them himself rather than tell 

Kevin how to spell them. 

Summarv Reflections of the Collaboration of Kevin and Mark 

Kevin and Mark's personalities gave them a foundation for 

collaboration. Mark needed a partner that was understanding and calm 

because he was easily fiiistrated. Kevin offered assistance when needed 
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and avoided conflicts. Kevin and Mark's collaboration provided 

opportunities for creating zones and scaffolding. The boys used 

discussion, writing, and reading as tools for learning, while assisting each 

other in language development. Mark and Kevin negotiated their roles 

within the collaboration and used demonstration and observations as ways 

to learn from each other. 

Kevin and Mark's Perspective 

Kevin discussed the benefits of their collaboration during the two sets 

of students interviews. During the March interview, Kevin explains how 

Mark assisted him with concept development and how he assisted Mark 

with writing development. He shares, 

I like Mark because I didn't know that there was such thing as a 

tiger sharks. And he like wrote it down and he said, "Did you 

know that there such thing as tiger shark?" and I said, "No." and I 

learned. 

Kevin also perceives that he contributes to Mark's concept 

development as he shares his knowledge and understandings. He also sees 
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how they both assisted each other with writing development. Kevin 

reflects, 

I help him because he wasn't here last year and 1 like tell him what to 

say so he can write it and if he doesn't know how to spell it I just look 

at the book and tell him how to spell it. 

Kevin also shares, "I like working with my buddy because he helps me 

spell words and handwriting because I write big and he writes small." 

Kevin believed that the dialogue journals were beneficial in getting to 

know Mark. We discussed the journals during the May interview. Kevin 

tells us, "I liked it because like I didn't know Mark that very much an he 

told me about himself." 

Mark had the opportunity to discuss his experiences during our 

student interview sessions. Apparently Mark chose not to participate in 

this discussion, although he was present in the group interview. We do not 

have documentation on his perspective. 
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Anne and Ellie 

Anne 

Anne is the second grader in this pair. Academically, Anne is 

considered a high student. Her teacher describes her work as "beautiful 

and detailed." Language arts are Anne's academic strengths. She excels 

in reading and writing and seems to enjoy her work. 

Socially, Anne is well liked by her friends. She is extremely sensitive 

and often handles frustrating situations by crying. Anne is a perfectionist 

and will become upset with herself in the classroom. Her teacher believes 

that Anne's sensitivity caused her peers to treat her with "kid gloves" so 

that Anne would not cry. 

Ellie 

Ellie is the fifth grader in this pair. Academically, Ellie is described 

as high average. Her teacher also described Ellie's work habits as poor. 

Socially, Ellie's teacher described her as, "One of the most boisterous 

children in my classroom, in a very negative way." Ellie was disrespectful 

of her teacher and classmates and would often do and say inappropriate 

things in the classroom for shock value. Her teacher described her 
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friendships, "She was constantly the web, I mean she was constantly in a 

web of four to five girls in chaos all year long." 

The girls were paired for a particular reason. Mimi and I chose them 

to be a part of our focus group. My researcher's log recorded, "We chose 

these two delightfiil girls because they seem to be good collaborators. 

Both girls are cooperative, bright, and discuss information as equals." As 

we will see in the description of the girls' collaboration, my initial 

assessment of the situation was not accurate. 

The Interpersonal Connection: A Crack In the Foundation 

The collaboration of Anne and Ellie is an example of how a poor 

interpersonal relationship effects the collaborative process. Ellie did not 

appear to be interested in forming a collaborative partnership with Anne. 

Instead, Ellie chose to socialize with her peers and spent a great deal of 

time away from Anne and their work in progress. Anne, a diligent second 

grader, was typically observed working independently. 

Creating Zones and Opportunities for Scaffolding 

The first example of Anne and Ellie's collaboration illustrates the 

lack of interaction between the girls. On March 20 the session involved 
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the students planning and beginning the writing of their books about the 

ocean. They used their graphic organizers (webs about the ocean), and a 

variety of reference books. 

Ellie walked around flicking her hair while Anne made the book by 

herself Anne asked another fifth grade buddy for help. Ten minutes later, 

Ellie continues to walk around the room talking to boys. 

Mimi did not intervene with the girls collaboration because she 

wanted to see how Arme would handle this situation. Anne realized that 

Ellie was not available to assist her so she asked someone else for help. 

During the next collaborative session on March 28, the second 

graders and fifth graders came together to share their ocean books. They 

gathered at our school's outdoor stage. The large group was divided into 

two groups. The students took turns reading their books to their group. 

The girls sat in the back of the group. Anne and Ellie started leaning 

against each other while they waited their turn. They were the last pair to 

share the book. The girls did a good job of sharing their book. See 

Appendix J for a sample page of the book. Anne read in a loud voice and 

seemed really proud of her story and her pictures. She wanted to discuss 
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each picture and why she drew it. Anne told Mimi Gromley, "I'm proud of 

my book. Do you like it Mrs. Gromley?" 

Anne did make efforts to create zone with Ellie by directly telling her 

that she needed help. On April 11, the students were collaborating to 

research plants using butcher paper to make webs that recorded their prior 

knowledge about plants. Next, they used a variety of reference books to 

research additional information about plants. Edie conducted a mini-

lesson on the research process and she summarized the information in the 

plant books that she designed and distributed during the seed planting 

activity on April 8. 

Anne made the web by herself while Ellie talked to Kathryn about 

Easter break. Anne asked Ellie for help, "I need you to help me." Ellie 

turned towards Anne and worked with her for about two minutes (on the 

flower names) then she went off and started talking to a boy across the 

room. Anne worked independently until she was joined by another fifth 

grader. Vera joined this group today after her buddy, Jill, left the room. 

Vera and Anne worked collaboratively together. They wrote the branches 

of ideas off of the web. Ellie came back from her socializing and joined 
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the group. She didn't say anything, she just sat and listened. After this 

collaborative session, Anne told her teacher, "I like working with that 

other girl, she even helps me." 

When Ellie did interact with Anne, she used questioning in a way that 

seemd controlling rather than helpful. That is, Ellie's questioning seemed 

to leave Anne asking permission to contribute to the work. For example, 

on April 15, the students worked collaboratively to label the parts of a 

plant and the parts of a flower on butcher paper with markers, and used a 

variety of reference books to complete this task. Ellie worked with Arme 

on this assignment by asking questions. For example, Ellie asked Anne, 

"How thick do you want your plant? You can decide today. Do you want 

the branch of thick or thin? You can sit down in a minute if you want." 

Arme responded, "I want to draw a few leaves." Ellie let Anne draw three 

leaves. Ellie asks Anne, "Do you want any more leaves or is this enough?" 

Anne asks, "Can we have three more leaves?" It seems as if Anne felt that 

she needed to ask permission. 

After 15 minutes Ellie, stood up and Anne sat down and drew. Ellie 

went to the bathroom and Anne drew the flower top. Anne didn't like her 
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flower so she erased it and started over. Ellie observed Anne's corrections 

and told her, "I liked it, you should keep it, now we have many eraser 

marks." Anne gave up with the lack of encouragement. She responded by 

telling Ellie, "You draw it." Ellie responds, "I'll erase and then you can 

draw it again." Apparently the eraser markers were not acceptable for 

Ellie. Four minutes later Anne drew the same flower. 

Eventually, this negative interpersonal relationship eroded the 

collaboration. Anne finally stopped sharing and asking for assistance. At 

times, Anne rejected invitations to contribute. For example, on April 17, 

we changed the collaborative format as the children created and played a 

game of plant trivia. The children worked in large groups of five or six. 

They collaborated to write questions about plants on game cards. The 

answers were written on the back of the cards. The groups worked on their 

game cards for approximately twenty minutes. Next, the groups 

exchanged cards and each group played the game with another group's 

question cards. 

Ellie initially wrote for her group, but then gives the job of writing to 

Anne, "You can write." Anne responds, "I don't want to." 
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Ellie reminds the group to say their questions aloud while they are writing 

it to get the group's approval. The group discusses the answers to confirm 

the information. 

Anne decides that she wants to write the next question. Ellie decides 

that she wants to write it too. Anne gives into Ellie, "I don't care." Ellie 

asks, "Do you want to write about how a seed grows?" Again, Ellie is 

controlling the activity. 

Summary of the Collaboration of Anne and Ellie 

Our data on Ellie and Anne's collaboration is limited because the 

girls frequently were absent during collaboration days. Their pattems of 

collaboration were disturbing to us. Anne either worked alone or was 

dominated by Ellie's commands. Ellie was interested in socializing with 

her peers, especially the boys in the class. 

Anne and Ellie's Perspectives 

Anne and Ellie discussed their collaboration during our March and 

May student interview sessions. They shared their perspectives with us. 

Ellie explained why she was not perceived as available to assist Anne. 

Ellie tells us, 
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My buddy, she's really nice but she does like, sometimes she'll want 

to talk to me but then sometimes she'll just like go and just start 

working and I'll try to help her but she sometimes just won't take my 

ideas and stuff and she'll just work and sometimes she's all, I'll go 

off and ask, because she'll just start writing and then I'll ask her to 

help and she said, "No." and then she goes, "Why aren't you over 

here?" and I just say "because you said you didn't need me." 

In retrospect, I wished that we had assisted Ellie in effective ways to 

collaborate with a partner. Ellie needed to be physically with Anne, 

interacting and working together. She needed to be sharing with and 

listening to Anne. Perhaps Ellie felt that she was suppose to help Anne 

only if Arme asked for assistance. If Anne was working independently, 

Ellie could leave the project and socialize with her fiiends. 

During the May interview, Ellie gave us additional insight to her 

relationship with Anne. Ellie liked the dialogue journals because this type 

of writing gave the girls the opportunity to get to know each other better. 

Ellie reflects, "I thought that was good because like, me and my buddy we 

don't get along that well, but when we just write to each other that seems 
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like better." The lack of collaboration due to the poor interpersonal 

relationship between her and her buddy was also evident in these 

comments, 

Well, I realize that we should have been friends, me and Arme were 

sort of Mends but we're not the bestest of Mends because we're like 

really different and so we don't like always agree on stuff and I think 

we could have got our work done faster, for some reason. 

Ellie did give credit to Arme for keeping her on task. She told us, "I'll like 

be tired and I'll miss certain things, but she'll tell me." 

Anne discussed her perceptions of her collaborations with Ellie 

during the two interview sessions. During the March interview, Anne told 

us, "I feel good about it, but sometimes we just don't get a lot done." 

When we asked how the collaboration was helping with learning, Arme 

replied, "I don't know." Anne appreciates collaboration because she 

knows that receiving assistance helps her to develop. She reflects, "When 

I work alone I always have to come up and ask somebody how to spell 

words and stuff." Perhaps Anne is referring to Ellie's lack of interactions 



293 

when she made this comment, "My buddy, she knows a lot and stuff but 

she just likes to talk." 

Michael and Bob 

Michael 

Michael is the second grader in this collaborative pair. Academically, 

Michael is very bright and independent. He was tested and qualified for 

the district's gifted program when he was in the first grade. When Michael -

entered first grade, he was assessed to be reading and writing at a fifth 

grade level. His mathematical skills are also a strong point. Although he is 

considered a high student. His teacher describes his work habits as "fast 

and sloppy." 

Socially, Michael is well liked by his peers. He is competitive and 

enjoys sports, especially soccer and soflball. His teacher described him as 

a "leader" and one that "goes with the flow." 

Bob is the fifth grader in this pair. Academically, he is described as 

bright, with excellent work and study habits. He is always prepared and 
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eagerly participates in class. Bob is Asian and is well liked by his peers. 

He is sensitive towards his classmates and often compliments them. 

The boys were paired because they had the temperaments that would 

permit them to work with anyone. Both boys are academically high 

achievers. 

I chose Michael and Bob to be in our focus group. My researcher's 

log records, "Michael is an extremely advanced second grader and Bob a 

bright, above average fifth grader. I chose to focus on these two boys 

because they are collaborative, they treat each other as equals. They 

probably are equal intellectually and academically." 

The Interpersonal Connection 

My observations of this collaboration describe Michael and Bob as 

developing a calm, compromising, respectful, conflict free collaboration. 

This easy rapport gave the boys opportunities to negotiate roles and assist 

each other at various points in their learning. 

Creating Zones and Opportunities for Scaffolding 

Michael and Bob included other groups in their discussions about the 

topic being researched. The following example illustrates how Bob and 
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Michael used questions to facilitate their writing and learning. On March 

25, as with the other groups, students were illustrating and finishing their 

books about the ocean. The boys were working in an area with several 

other groups. There was interaction between Michael and Bob and 

interaction in between groups. The boys worked in a calm, productive, 

conflict free collaboration. 

As they worked on their books the boys referred to their web which 

lead to discussion. Michael writes but they are both orally constructing the 

sentences together. Information is being confirmed around us, groups are 

intermingling, "Do whales have backbones?" Someone says, "Yes, they 

are mammals." 

There are interesting waves of off task behavior. Two or three of the 

students will talk about something else for a moment, then go back to the 

task at hand. The off task behavior does not seem to interrupt the flow of 

the research. 

There is a good sense of give and take with Michael and Bob. They 

are very respectful of each other's contributions. Their discussion has a 
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questioning tone, almost like "I'll say it but if you disagree its okay." 

They are constantly looking back at their web for information. 

When time to draw, Michael and Bob discuss the illustration before 

Michael begins to draw. As Michael draws. Bob takes his little off task 

breaks, but looks back at the illustration and reminds Michael, "Don't 

forget this part...." They discuss the diagram of the whale periodically. 

The pattern of on and off task behavior continues. 

As Michael and Bob work together, they use demonstration and 

observation as a tool for learning and a way to correct each other. For 

example, on April 15, during the labeling of the plant and flower, 

Michael begins the drawing while Bob looks on. At one point, Michael 

hands the pencil to Bob and he continues the illustrating. Bob initiates a 

discussion with Michael, "Let's see what do we add?" Michael responds, 

"The roots." Bob corrects Michael, "This is just a flower, it doesn't have 

roots." The boys continue to discuss the illustration of the flower. 

Summary Reflections of the Collaboration of Michael and Bob 

Michael and Bob developed various patterns during their 

collaborations. They seemed to assume roles constantly using discussion 
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to share these roles and reconstruct meaning. For example, Michael may 

have been the writer, but Bob discussed the content and was available for 

assistance. They worked side by side, providing opportunities for 

demonstration and corrections. The boys also had a tendency to interact 

with other groups to discuss ioiowledge, ask questions, or chat about other 

topics. 

Michael's Perspective 

Michael discusses his perspective of the collaboration with Bob 

during the two student uiterview sessions. During the March interview, 

Michael explains why he likes working with a fifth grade partner, "I like 

the drawings and he's writing for me sometimes." Michael expressed a 

desire to work on the neatness of his handwriting. He appreciates this 

assistance from Bob. Michael continues to discuss why he likes 

collaborating with Bob, "Because he's been in school a lot longer and has 

been in more classes to learn oceans." Michael did notice that "once in 

awhile he fools around." 

Michael continues to discuss the benefits of cross-age collaboration 

during the May interview. He liked the dialogue journals "because instead 
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of just talking to each other we could communicate in a different way." 

Again, Michael addressed the issue of off task behavior, "Sometimes he 

wouldn't really help me, he'd talk too much to other people." 

Jill and Vera 

m 

Jill is the second grader in this pair. Academically, Jill has many 

challenges. Jill was retained in first grade and was diagnosed as Learning 

Disabled and Emotionally Disabled. One of Jill's challenges involves her 

poor motor skills. She has difficulty holding onto objects, especially 

writing instruments. Jill's writing resembles scribbling. It is very difficult 

for Jill to physically create these scribbles, therefore; she often chooses not 

to write. Jill is also challenged by her gross motor skills, often falling 

while trying to walk. Jill recently started receiving district sponsored 

occupational therapy. Her teacher described Jill as an average reader. 

Socially, Jill is described as "barely functional." She does not have 

many friends, but her classmates are compassionate and help her in many 

ways. Jill's teacher believes that Jill's multiple physical and emotional 

challenges make her an "outcast" among her peers. 
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Vera 

Vera is the fifth grader in this pair. Academically, Vera's teacher 

describes her as medium high. She is organized and has very good work 

and study habits. Vera is outgoing and seems to enjoy participating in 

class. Socially, Vera is well liked by her peers. She is sensitive and 

nurturing. 

The teachers paired Vera and Jill because they felt that Vera would 

provide a nurturing role in the collaboration. Edie, Mimi, and I chose Jill 

and Vera for participation in our focus group. My researcher's log 

recorded our rationale for selecting these girls, "Jill is a child who has 

many learning and emotional problems. Cognitively she is fine, but she 

has a hard time reading and writing. Vera is a bright fifth grader. Jill 

usually sits with her fingers in her mouth and stares away from Vera. Vera 

does basically all the work and tries to pull Jill in as much as possible. 

Vera is sensitive and kind and does not intimidate or degrade Jill in any 

way. It takes a lot of teacher intervention to help facilitate collaboration 

with these two and to encourage Jill to participate." 
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Perhaps the most dramatic benefits of cross-age collaboration are 

illustrated by Jill and Vera's story. I iescribe in my fieldnotes Jill and 

Vera's behavior during those first few student collaboration sessions. Jill 

sat with her back to Vera with her fingers in her mouth. Vera patiently 

tried to find the right words to draw Jill into the activity. Through teacher 

student collaboration and cross-age collaborations, Jill and Vera were able 

to create many zones of proximal development and use various scaffolding 

strategies to promote writing and concept development. The girls built a 

relationship of trust and respect. This positive interpersonal relationship 

was the foundation for many learning and growing experiences for both 

girls. We will see how both girls evolved into active researchers. This is 

their story. 

The Interpersonal Connection 

The road to developing a positive interpersonal relationship was 

complicated. Initially Jill did not respond to Vera. Vera handled this 

situation with patience and kindness. Over time, Jill began to work with 

Vera and a trust and understanding began to exist with the girls. 
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Creating Zones and Opportunities for Scaffolding 

Jill and Vera's collaboration is described day by day to illustrate the 

changes in their collaboration. 

March 20: This session gave the students the opportunity to plan and begin 

the writing of their books about the ocean. They used their graphic 

organizers (webs about the ocean), and a variety of reference books. 

Jill sat staring into space with her fingers in her mouth. Vera began 

asking Jill questions about information that may be included in their book. 

Vera wanted to give Jill the opportunity to participate and she did this 

through questioning. Questioning strategies also help co-leamers create a 

zone of proximal development. Vera asked Jill, "Do you want the waves 

to be wavy or straight? Jill responds, "Wavy." Vera respects Jill's 

contributions and proceeds to make the wavy waves. 

A few minutes later, Jill's attention turns to Vera as she watched her 

make the book. Vera's demonstrations and Jill's observations are effective 

scaffolding strategies for Jill. Jill starts to ask Vera questions. Jill tells 

Vera that she wants to write about whales. Jill is beginning to feel safe 
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enough to share her thoughts and opinions with her partner. Perhaps it was 

Vera's respect for Jill's ideas that encouraged her to continue participating. 

Vera and Jill developed a little pattern during this writing session. 

Vera asks Jill a question and Jill answers Vera. Vera writes the answer, 

then asks Jill another question. Vera's direct questioning is encouraging 

.11 to continue to express her ideas and knowledge. Vera realized that 

writing is a challenge for Jill. For now, Vera accepts the role of the writer 

so that Jill will be willing to express her ideas freely. After Vera writes the 

sentence using Jill's ideas she reads the sentence to Jill. Jill nods her head 

to agree with Vera. While Vera is writing the sentence, Jill stares into 

space. Vera's questions seem to pull Jill back to the task. 

I was impressed with the scaffolding strategies that Vera was using to 

help with Jill's development. I decided to collaborate with the girls and 

help create a new zone for Jill. I wanted to go beyond this pattern and 

assist Jill with making decisions about the content of their book. I asked 

Jill, "Jill, why don't you pick a topic for the next sentence?" Jill 

immediately looks at the ocean web and points to the words, "velvet 

swimming crab." Great! Jill demonstrated that she knew where to go to 
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find a topic and she made a decision. Our next step with Jill was to 

encourage her to construct a sentence about the velvet swimming crab. I 

asked her, "Can you give me some information about these crabs." Jill 

responds, "No, she can." She points to Vera. Jill was asking for assistance 

and she knew where to go to find it, Vera. She knew that Vera could 

provide this information because she had been doing this during their 

collaboration. I asked Vera to give us some information about the crab. 

Vera answered, "They live in water and they can't stay out of the water 

very long." I asked Jill to create a sentence using that information. Jill 

was able to create a sentence and Vera wrote it on the page. See Appendix 

K for an example of the girls' writing. 

March 25: The students finished writing and illustrating their ocean 

books. Jill and Vera were sitting on the floor with their books and their 

web. Today they were clearly interacting. Jill was facing Vera and 

initiating conversation about their writing project. Jill was attempting to 

draw sand. Writing and drawing are challenging for Jill because of her 

weak fine motor skills. Although it is a challenge, we observe as Vera 

encourages Jill to the best that she can do. Jill complains, "It's hard to 
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draw sand, I don't know how to." Jill has the pencil in her hand and it 

attempting to draw the sand. It does seem that Jill is waiting to be rescued 

from this task. Vera waits and lets Jill figure out how to draw the sand! 

Vera encourages Jill, "Just try." Jill tries again, "It's hard to." Jill went to 

hand the pencil to Vera, but Vera didn't take it from her or offer to help 

her. Vera continues to scaffold with encouragement, "You try to make it." 

Jill goes ahead and attempts to draw sand and describes what she is doing 

as she draws! 

Vera takes the pencil when Jill finishes and adds to the picture. She 

makes a little sand crab. Vera attempts to create another zone for Jill. 

Vera suggests, "How about you write?" She turns the paper towards Jill. 

Vera had been the writer of the pair and now she was giving Jill the 

opportunity to write the text. Jill is not ready for this challenge, she knows 

her limitations! She quickly makes a compromise. Jill suggests to Vera, 

"How about you write and I'll tell you what to write." Jill recreates an 

appropriate zone for herself Perhaps the writing of the text will be a 

future challenge. 
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Vera turns the book towards her and takes the pencil from Jill. Jill 

began to do exactly as she planned, she took the web and began to discuss 

the topic. Jill seemed attentive and involved. Jill continued to refer to 

their web as she decides, "Let's write about eels." Vera continues to 

question Jill to probe her thinking, "What do you want to write about 

eels?" Jill pauses, then offers this information, "Eels can hurt you." Vera 

writes this information down. Jill watches her write the topic eel at the top 

of the page. Jill tells her, "Don't forget to underline it." Jill was paying 

attention to the structure of the pattern of the text that they had established 

for their book. Jill was not writing, but she was involved with the 

organization of the book. 

This pattern continues with the girls. Jill initiates a topic and expands 

on the information. Vera writes. The girls pause for discussion. Each 

page of their book represents a topic, underlined and discussed. 

Teacher student collaboration was not necessary during this session. 

Jill and Vera were collaborating to create zones and to implement 

scaffolding strategies. The were using language to share their thinking and 

reconstruct meaning. 
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April 11: This session gave the students the opportunity to use 

collaboration to facilitate their research on plants. The students used 

butcher paper to make webs that pulled their prior knowledge about plants. 

Next, they used a variety of reference books to research additional 

information about plants. Edie conducted a mini-lesson on the research 

process and she went over the information in the plant books that she 

designed and distributed during the seed planting activity on April 8. 

Jill and Vera were sitting at a desk. Vera seemed to be the leader, she 

had the pencil and paper. Vera negotiates roles with Jill. Vera asks Jill, 

"Do you want to write?" Jill does not respond. Vera rephrases the 

question, "Do you want me to write?" Jill nods her head yes. 

Jill announces that she needs to go to Mrs. Green's room now. Mrs. 

Green is Jill's special education teacher. "The big hand is on the six." I 

told her to ask her teacher if she should go. Mrs. Gromley said no, not just 

yet. Jill spent the next few minutes fi-ustrated because she could not leave. 

Jill announces to Vera, "My hand is tired of writing." It is clear that 

Jill does not want to participate in today's collaboration, perhaps because 

she knows that Mrs. Green is waiting for her. Vera huffs and takes the 
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pencil from Jill and continues the writing. Vera begins to do the direct 

questioning scaffolding with Jill that has proven to be effective. Jill offers 

answers to the questions with pauses. Eventually there is conversation. 

When Jill doesn't know the answers to the questions, Vera provides the 

answers. 

April 15: Today the collaborative groups/pairs labeled parts of a 

plant and parts of a flower. Jill and Vera are sitting side by side drawing 

together. Jill asked Vera, "Do you like my picture?" Vera nods her head. 

Vera asked Jill, "Okay, are you ready, right here, do you want to write 

petals?" Jill writes the word petals on the diagram! It is spelled correctly 

and legibly! Jill has made a shift. She is taking the risks and is writing. 

Vera draws the flower and labels it. Jill draws the rest of the plants and 

labels each part. 

April 25: The students used this session for buddy reading plant 

books. Jill is working with Jean today because Vera is absent. Jill is given 

the choice, "Who reads first?" Jill decided that Jean will read her book 

first. Jean reads the book and hold it so that they both can see the print. 

Jean is fluid with expression, providing an excellent model for Jill. Jill 



308 

appeared to be listening. She quietly looked around. It was Jill's turn to 

read; however, she chose to not read today. 

April 29: The concept of the gameboard and writing content area 

questions that require mathematical problem solving was introduced to the 

students. They began to brainstorm topics and to decorate their 

gameboards. 

Vera began to brainstorm topics on her paper. Jill sat observing Vera 

for a few minutes. Slowly Jill takes a pencil. The girls are not engaging in 

conversation. I told Jill that she may draw pictures. Jill stares at the 

people at her table. Vera continued to work independently. She was 

brainstorming her fifth grade topics to review for the game. 

May 2: The students used this session to finish decorating their 

gameboards. Both girls were holding pencils and discussing their 

gameboard. Vera asked Jill, "Okay, what do you want to do there?" Jill 

tells Vera and she writes down Jill's idea. 

May 13: The students continued working on their gameboards. Jill 

and Vera were writing their problems separately and used the collaborative 

process to check each others work. They were writing side by side without 
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talking. Jill is on task and writing independently. Jill wrote a problem 

back in her classroom and is copying it on the gameboard cards. 

May 17: The students played their games. When they were finished 

playing their game with their questions, they switched their questions with 

another group's questions. 

Edie called me into the other room to observe Jill. This young lady 

has made remarkable progress over the course of this semester and Edie 

wanted me to share in this experience. Edie was playing the game with 

Vera and Jill and Edie announced that Jill was winning the game. Edie 

and Vera had Jill working the math problems. We all learned that Jill's 

strength was in her mathematical abilities. Edie used scaffolding strategies 

to assist Jill through this process. For example, Edie read the math 

problems to Jill and asked her, "which operation?" Jill accurately tells 

which operation is needed to solve this problem. Next story problem, Jill 

listens to Edie read it and she wrote the entire problem on the slate and 

solved it. Vera, Edie and I gave Jill positive reinforcement. Jill seemed 

happy and productive. 
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Jill and Vera's Perspective 

Jill discussed her collaboration with Vera during our two student 

interview sessions. During the March interview, Jill explained how Vera 

assists her with learning and writing, "My buddy writes for me. She gives 

me all the ideas. I told her what to write. I like working with my buddy 

because she doesn't go anywhere." During the May interview, Jill told us 

she liked the dialogue journals because "it was fun." She mentioned that 

Vera helped her with her handwriting, "Well I think that I had very bad 

handwriting so and she did the writing." 

Vera also had the opportunity to discuss her collaboration with Jill. 

During the March interview. Vera gave Jill credit for her contribution of 

ideas, "She read me the topic and then she'll tell me information." During 

the May interview, Vera discussed the consequences of becoming too 

socially and emotionally bonded to your collaborative partner. Apparently 

Jill was sharing personal information about her family and this made Vera 

uncomfortable, "and she like, since we became really good friends, she 

told me like stuff about her family and it made me feel uncomfortable... 

Vera also shared the positive sides to their collaboration. She noticed an 
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improvement with Jill's writing, "I think since we've been writing together 

she writes a lot better now." "I'd tell her what letter and then she'd like 

just go ahead and write all the rest of it." Vera mentions how they used 

writing to facilitate discussion, "She'd tell me what to write and then we'd 

write, two or three minutes discussing it." 

Throughout the semester Vera and Jill established a positive 

interpersonal relationship. This relationship ignited the collaborative 

process and opened opportunities for both girls to create zones of proximal 

development and assist each other with scaffolding strategies. The 

assistance was reciprocal as the girls worked together to write text about 

their research topics. 

Our observations of our focus group gave us a closer look at the 

workings of collaboration. All the children in our study contributed to our 

understandings about the benefits of cross-age collaboration; however, our 

focus group provided us with illustrations of how the categories of 

interpersonal relationships, creating zones, and using language as tools for 

learning while developing language, are connected. 
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Embedded in the cross-age collaboration was the teacher/student 

collaboration. Edie, Mimi and I interacted with students in a similar 

collaborative experience. We established an interpersonal foundation with 

the cross-age students so that we may create zones of proximal 

development with opportunities for scaffolding. We conducted 

collaborative research with the students to explore the nature of cross-age 

collaboration, with an emphasis on how students may assist each other 

with writing and concept development. In addition to the cross-age 

collaboration and teacher/student collaboration, there was a third 

collaborative team formed. Edie, Mimi and I conducted collaborative 

teacher research. 

The broad topic for our research was to examine the benefits of cross-

age collaboration for social and academic growth. We were particularly 

interested in investigating the ways that cross-age students may assist each 

other with writing development. We formed a collaborative team to 

research and plan together. Chapter 6 describes the nature of our 

collaboration. 
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CHAPTER 6 

TEACHER COLLABORATION 

In this study, the goal of cross-age collaboration was to facilitate 

writing development and concept development for students involved in the 

research process. In addition, the three teachers involved in this project 

also formed a collaborative research team, which focused on furthering our 

professional development about how to assist children with their writing 

process. We explored this goal by initiating the use of writing in the 

content areas with our student collaborators. Our teacher research team 

used the collaborative process: to discuss obs.ervations and reflections 

about our students, to share our practical and professional knowledge 

about teaching and content, and to plan activities for facilitating the 

research process for our cross-age students. 

This chapter presents our experiences in the following format. The 

first section presents a review of professional literature related to teacher 

knowledge and beliefs, collaborative teacher research, the reflective 

practitioner, and the nature of teacher planning. The second section of this 
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chapter presents the findings of our collaborative teacher research 

experience. 

Review of Related Literature 

Teacher Knowledge and Beliefs 

How may teacher educators assist practitioners in developing their 

knowledge about teaching and learning? How may practitioners assist 

each other in developing their professional knowledge? These are 

questions that guide the research on teaching and teacher education. How 

do teachers acquire their professional knowledge? How do they leam how 

to be teachers? What roles do beliefs play in their teacher knowledge? 

This section on teacher knowledge and beliefs begins with the definitions, 

comparisons, and relationship of the terms "knowledge" and "beliefs." 

Next, recommendations gleaned from the literature about how teachers' 

beliefs may be uncovered and measured are discussed. In addition, the 

process of changing teachers' beliefs to facilitate change in instructional 

practices is explored. The conclusion of this section discusses 

implications from this research for teacher knowledge and beliefs in the 

field of teacher education. 
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Definitions and the Relationship of "Knowledge" and "Beliefs" 

Teachers are decision makers. Each day teachers make countless 

decisions dealing with the complexities of classroom life. Teacher 

knowledge is used to inform the practitioner as he or she makes these 

decisions. A teacher's belief system is an organizer of knowledge and the 

filter of new knowledge. The professional literature on teacher knowledge 

and beliefs offer a wide range of definitions for these terms. In some 

cases, these terms are interchangeable, but other researchers have made 

distinctions between the two terms. 

According to Pajares (1992), knowledge is based on objective facts. 

He claims that knowledge changes as we construct, leam, and reconstruct 

knowledge. Knowledge is cognitive and emotionally more neutral when 

compared to beliefs. Knowledge structures are meaningful chunks that are 

constructed through experiences. Professional knowledge acquired by 

experiences in the field are categorized instead of remaining in isolated 

chunks. Beliefs influence these knowledge structures (Roehler, 1988). 

How do belief systems influence knowledge? Beliefs are based on 

evaluation and judgements (Paijares, 1988). An individual's beliefs 



316 

influence knowledge acquisition and interpretation, task definition and 

selection, and course content (Nespor, 1987). Beliefs are static, eternal 

truths, schools of thought, more emotionally based than knowledge, a 

matter of right or wrong, and more focused on the affect than the cognitive 

(Roehler, 1988). A teacher uses a belief system to help make sense of the 

complex world of teaching (Nespor, 1987). 

Uncovering Teachers' Belief Systems 

and the Relationship to Professional Development 

This discussion indicates that an individual teacher's belief system 

is pivotal to professional development. How can we uncover and measure 

a teacher's belief system? This is not an easy task or an easy subject to 

study (Pajares, 1992); nonetheless researchers and teacher educators have 

attempted to elicit and structure teacher beliefs. Teachers' beliefs may be 

elicited through the use of open ended interview questions and discussions. 

Teachers' responses and discussions may represent underlying beliefs 

about teaching and learning. 

Nespor (1987) describes the structures of beliefs. Teacher's 

statements may be categorized under these four structures. One belief 
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structure is existential presumptions. These presumptions are entities 

thought to be embodied by students, for example, the belief that students' 

learning is based on maturity. "A child will learn how to read when he or 

she is developmentally ready," is an example of this type of belief. This 

belief indicates that the learning process is beyond the teacher's control or 

influence. 

The second belief structure is called alternatively. This is when a 

teacher tries to create a classroom different from the classroom of a past 

experience. The teacher has an overriding concern to have an alternative 

reality from their own. For example, a teacher statement, "My teacher 

would never help me edit my writing and I hated writing. I want to instill 

the love of writing in my students, therefore; I will edit every piece of 

writing with each of my students." 

The next belief structure is affective and evaluative. A teacher's 

feelings about a subject will influence how it is taught. For example, one 

teacher in this study believed that the study of plants is boring, so she 

structured the lessons very carefully. She explained that students are not 

naturally curious about plants because it is a boring subject. 
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The fourth belief structure is episodic storage. We learn a lot about 

teaching from our experiences as students. Personal experiences and 

critical episodes or events from our past will influence our teaching. We 

may recall an episode from our days as a student and either desire to 

recreate that experience or want to avoid it. For example, one teacher 

remember a reading program that involved tedious and boring worksheets. 

This teacher believed that this was not an acceptable approach to reading 

instruction in his classroom. 

Unlike knowledge systems, beliefs are not usually open to outside 

evaluation or critical examination. Teacher educators can help a teacher 

uncover and examine his or her belief system. This process will help the 

teacher become aware of why they teach the way they teach, and to begin 

to explore ways to change beliefs and promote change. How may we assist 

teacher in uncovering their beliefs? 

Kagan (1990) reviewed other ways of assessing teacher beliefs. 

Teachers may be given short answer tests that question their beliefs about 

teaching and learning. One problem with this method is that teachers may 

not be honest with their answers because teachers, like others, may be 
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hesitant to express unpopular beliefs. Another issue is that beliefs may be 

unconsciously held and not easily accessed through this type of test. 

A third problem with this method is that beliefs are often embedded in 

contexts. Hence, paper and pencil test void of context are likely to 

produce unreliable responses (Hoffinan & Kugle, 1982). 

Another way to analyze teacher beliefs is through an analysis of 

teachers' descriptive language. This method may be criticized because it is 

highly inferential. Self reflection may be used to assess belief systems. 

Teachers may keep journals describing the why's behind the decisions they 

make in their classrooms. 

The practical argument (Fenstermacher, 1993) may be used to 

uncover and examine a teacher's belief system. The process of the 

practical argument begins with the videotaping of the teacher involved in a 

classroom practice. Next, the teacher views this videotape along with an 

"Other," a dialogical partner for the teacher. There are two phases to 

involved in a practical argument. The first stage is called the elicitation 

phase. In this phase the Other asks the teacher questions that press the 

teacher to discuss the reasoning behind his or her actions. This experience 
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gives the teacher the opportunity to reflect and talk through the reasoning 

behind his or her actions. As a practical argument is created for 

instructional practices, he or she uncovers his or her belief system 

regarding teaching and students' learning is uncovered. 

The teacher's reasons for the actions are categorized into four 

premises. The value premise is a statement that describes that something is 

good and moral for a student. For example, a teacher may justify giving a 

collaborative group two books to work on because, "Each student should 

have a book to take home at the end of a day." The teacher made this 

decision because it is a good thing to have each student have his or her 

own book. 

Another premise in the practical argument is called stipulative. 

This category includes a teacher's definitions as they try to make meaning 

out of his or her work. For example, a teacher may justify the action of 

assistmg a group with a mini lesson because, "one of my jobs as a teacher 

is to facilitate the group's activity." This teacher justifies her actions by 

how she defines her role as a teacher. 
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The third premise is called empirical. These statements, or 

justifications, are testable. For example, a teacher may justify encouraging 

peer editing because, "Students are capable of making suggestions 

regarding the editing and proofreading of a peer's writing." This teacher is 

backing her actions by describing a justification that is observable and 

measurable. 

The fourth premise is called situational. This argument describes 

the context in which the teacher's actions take place. For example, a 

teacher in this present study justified her actions by saying, "I gave the 

children a guide book because we were on a field trip that involved a topic 

that wasn't very interesting to the children." This justification for the use 

of a pre-made guidebook was the situation, a field trip that was perceived 

by the teacher as boring. 

After the elicitation phase and the uncovering of belief statements, 

the teacher and the Other move into the phase of mutual reconstruction. 

This is a time when the teacher and Other may make evaluations of the 

justifications for the teacher's actions. The teacher and Other engage in 

critical dialogue as they step back and reflect on the teacher's beliefs and 
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instructional practices. Through this process teachers are able to 

strengthen, alter, or adopt new premises. This process may challenge a 

teacher's belief system and create the opportunities for change and 

professional growth. Through collaborative reflections and discussions, 

the teacher and Other may share alternative methods and instructional 

practices to implement in the classroom. 

To review, teacher educators and staff developers should consider 

the belief systems of practitioners because beliefs influence knowledge 

acquisition and interpretation, task definition and selections, and course 

content. Beliefs can be hidden and unexamined. The professional 

literature suggests that professional development and teacher change may 

begin with uncovering and examining these beliefs. Our next step is to 

consider the question, How do we change beliefs? 

Changing Teacher Beliefs: Professional Development 

The following section describes studies that illustrate the 

effectiveness of uncovering and examining a teacher's belief system about 

leaching and learning as a foundation to professional growth experiences. 

Teacher educators report compelling evidence that assisting teachers in 
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considering their beliefs influence teacher change and growth (Anders & 

Richardson, 1991; Fox, 1996). 

The power of the practical argument and its effectiveness for 

professional growth is illustrated in the Reading Instruction Study (Anders 

& Richardson, 1991). These researchers investigated the question. What 

are the barriers to teacher's use of research based practices when teaching 

reading comprehension? The uncovering and examining of the teacher's 

belief system was pivotal in this study. This was accomplished by 

interviewing each teacher before and after the study, and by engaging the 

teachers in the practical argument process. 

This study involved fourth, fifth and sixth grade teachers in two 

schools. This professional growth experience included teacher meetings to 

discuss and share classroom practices, and individual meetings with each 

teacher and the staff developers (Anders and Richardson) to engage in 

practical arguments. The teacher meetings gave the group the opportunity 

to share instructional practices, experiences, and ask questions. For the 

individual meetings, the teachers were videotaped in their classroom 

engaging in reading instruction. As described in the phases of the practical 
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argument, the staff developers assumed the role of the Other and became 

critical dialogical partners for the teacher. The teacher had the opportunity 

to reflect about and articulate the reasoning for his or her actions. The 

staff developers interjected alternative premises and research based 

practices into the discussion. The teacher left the session with new 

practices to consider and to implement into his or her practice. 

The results of this study suggest that this staff development process 

encouraged shifts in the beliefs of the teachers, and teacher change 

occurred. Changes in teacher beliefs and the effects on practice were 

measured by comparing the pre and post staff development interviews of 

the teachers. For example, in a pre staff development interview, one 

teacher defined reading as practicing discrete skills and that the meaning 

was in the text. During the post interview, this teacher believed that it was 

important to use the whole text, and that meaning of a text is within the 

reader. This finding shows evidence of a shift in this teacher's beliefs. In 

addition to using pre and post interviews, the teacher's shifts in beliefs 

were measured through videotaping in the classrooms. These videos 
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provided visual evidence of teachers using more research-based reading 

instruction practices than they used in previously videotaped lessons. 

In summary, The Reading Instruction Study exemplifies the 

importance of uncovering and examining a teacher's belief system for 

professional growth. If a teacher's belief system is the filter for new 

professional knowledge, then this filter needs to be acknowledged. The 

professional growth process in this study provided opportunities for 

teachers to collaborate with colleagues, as well as work individually with 

staff developers to uncover and reflect upon their decision making in the 

classroom. 

Other studies support the relationship of teacher beliefs and 

professional development. One way to change teacher beliefs is to 

challenge those beliefs- prove them to be unsatisfactory (Pajares, 1992). 

When belief systems are uncovered and examined, teachers may decide to 

try an alternative practice and observe its effect. If the teacher observes 

that an alternative practice promotes student achievement and success, the 

alternative practice becomes a part of the teacher's repertoire. For 

example, O'Brien and Norton (1991) studied practitioners finishing a 
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Master's program in reading. These practitioners made connections 

between theories and strategies learned in their course work and their 

practices. They made records in their reflective journals describing this 

integration of alternative practices. The findings of this study indicated 

that if the teacher personally believed the practice to be successful, it 

became a part of the teacher's practice. 

Fox (1996) shares her approaches to teacher education programs that 

encourage education majors to put forth their own personal inquiries of 

what it is means to be an English teacher. Fox studied secondary English 

majors as they shift from English major to English teacher. Fox supports 

the belief that pre-service teachers should uncover and examine their 

beliefs about teaching and learning so that they may conduct personal 

inquiry into their practices. In her study, pre-service English teachers 

were asked to find their voice in their inquiry, in other words, to write and 

speak personal thoughts, feelings, questions and experience. By finding 

their voice they had the opportunity to uncover their beliefs about learning 

and teaching by getting in touch with their past learning experiences. The 

pre-service teachers were encouraged to keep portfolios in which they 
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collected their writing, to reflect their growth and explorations into these 

histories of their learning, school experiences, visions of their roles as 

practitioners, and ways to monitor their own progress. The pre-service 

students responded to think pieces (speculative writings) that helped to 

tear down old beliefs, and to transition themselves to new understandings 

and beliefs about their profession. These English majors were encouraged 

to ask their own questions, to come up with their own answers and to 

create their own theories. 

One of the English majors in this study shared her reflections on this 

approach to teacher education. She walked into an education course 

expecting answers, strategies, and ways to do it. This style of professional 

growth encouraged this student to dig deep to find her own answers. She 

used the metaphor of a salad bar, "The salad bar theory of education." We 

may walk into an educational course and want to order the house salad. A 

simple basic salad. However, teachers should be encouraged to go to the 

salad bar, to make choices, to experiment. 

In another study by Fox (1994), English majors were asked to 

uncover their beliefs about teaching and learning in a literature course. 
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The students were asked to conduct autobiographical inquiries into their 

schooling and learning histories to make connections between how their 

past experiences shaped their beliefs. The students were encouraged to 

uncover and examine their beliefs as they experience new ideas in the 

teaching of literature. The education majors worked collaboratively with 

other professionals in the schools and in their class. The questions for this 

study were two: What are the future teachers beliefs about literature and 

the teaching of literature before the course? How did the course influence 

their attitudes and beliefs about literature and the teaching of literature? 

Fox developed two case studies representing one future teacher who 

showed no change in beliefs and one who demonstrated a change in 

beliefs.The findings compared the professional growth of these two the 

English majors. Fox reported that the former resisted self-exploration, was 

reluctant to participate in autobiographical inquiry, and continuously 

wanted strategies and recipes for teaching literature. In contrast, the latter 

was willing to uncover and examine his own school and learning history 

and he was open to new ideas and to change. 
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In summary, research on teacher knowledge and beliefs provides 

insight to the relationship between these beliefs and professional growth. 

What are the implications for in-service teacher education? Nespor (1987) 

suggests that teacher education pay attention to the teacher's goals and the 

subjective interpretation of the classroom processes. Teachers need to be 

involved in their own learning as they reflect and examine their beliefs 

(Anders & Richardson, 1991). Teacher educators should interact with the 

teachers and discuss their beliefs about teaching and learning. Teacher 

educators should model the kinds of teaching that are encouraged (Fox, 

1994). 

Teachers should be involved in meaningful learning experience that 

encourage continuous inquiry. As teachers uncover and examine their 

belief systems, alternative practices and new beliefs should be available to 

try in the classroom (Nespor, 1987). Teacher educators may assist teachers 

in reflection, problem posing, and problem solving by encouraging 

collaborative teacher research groups. This leads us to the next section on 

the nature of collaborative teacher research. 
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Collaborative Teacher Research 

Collaborative teacher research is an effective way to promote 

teacher change and professional growth (Cochran-Smith & Lytle, 1990). 

Teacher researchers share their research with other practitioners and 

contribute to the professional knowledge of their field. The first part of 

this section describes the nature of collaborative teacher research, and the 

last part discusses the issues involved in this form of teacher education. 

The Nature of Collaborative Teacher Research 

Collaborative teacher researchers conduct action research in their 

own classrooms (Sardi-Brown, 1992). The research starts with a teacher's 

questions that reflect issues that are cared about (Cochran-Smith & Lytle, 

1990). The teacher researchers design the study, collect the data, analyze 

the data, and make interpretations. Teacher researchers are continuously 

problem posing and problem solving (Klassen & Short, 1992; Lester & 

Onore, 1990). As they reflect and examine their classroom practices, they 

may uncover their belief systems on how children learn and how they are 

teaching (Anders & Richardson, 1991; Bennet, Ishler, & O'Laughlin, 

1992; Klassen & Short, 1992, Lester & Onore, 1990). Through this 
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process, teachers may try new methods and ideas in their classrooms and 

reflect on the instructional practices and the students' development. 

Teachers usually ask questions that challenge discrepancies between their 

theories and their practices (Cochran-Smith & Lytle, 1990; Short et al., 

1992). Through action research, classroom teachers may uncover evidence 

that support theories that they (the teachers) are questioning. This process 

provides opportunities for teacher changes, curricular changes, and for 

changes in belief systems. In this continuous process, teachers and the 

students are creating and using knowledge (Cochran-Smith & Lytle, 1990; 

Herrick, 1992; Klassen& Short, 1992; Lester & Onore, 1990). 

Collaborative teacher research may involve a group of classroom 

teachers, or a group of classroom teachers with a university researcher. 

Regardless of the make up of the group, collaborative research groups 

benefit by having the following attributes. First, all members of the group 

are involved in the research process (Cardelle-Elawar, 1993; Cochran-

Smith & Lytle, 1990; Glesne, 1991; Lester & Onore, 1990; Samuels & 

Pearson, 1988). This includes the formulation of questions, study design. 
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data collection, data analysis, interpreting of the findings, and writing and 

presenting the study. 

Another attribute of successful collaborative teacher research groups 

involve roles and responsibilities of the members. Roles and 

responsibilities are continuously negotiated because each member unique 

talents, skills and knowledge to the collaboration (Cole & Knowles, 1993). 

A third attribute of collaborative teacher research is that problem posing 

and problem solving are continuous. Members involve themselves in the 

classroom experiences, then gain distance to reflect on their observations 

and experiences. The group may bring case studies to be collaboratively 

discussed and analyzed (Dana, 1995). Knowledge is reconstructed as 

alternative practices are implemented, and as teachers dialogue by 

collaboratively reflecting on their experiences and by examining the data 

collected in their classrooms. The collaboration has the capacity to be a 

support system in that professionals are working to share ideas and 

discovers. 

The concept of the teacher study groups illustrates these attributes of 

collaborative teacher research. In two studies, Klassen and Short (1992) 
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and Short, Crawford, Kahn, Kaser, Klassen, & Sherman (1992) discuss 

their study of a "Teacher Study Group." These teacher researchers share 

the complexity of their collaborative teacher research experience. This 

collaborative teacher research project was studied and presented to the 

local school board. The participants hoped that this type of professional 

development would be accepted and supported by the district. This group 

was formed by inviting educators who were interested in investigating the 

broad focus of literature and implementation of literature-based 

approaches in the classroom. The group consisted of elementary teachers, 

a principal, a librarian, and two university teachers. They met biweekly for 

approximately 90 minute sessions. These sessions typically followed the 

format of sharing classroom experiences, discussing the session's topic, 

and planning the next session's topic. Dr. Kathy Short from the University 

of Arizona was both facilitator and a participant m the group. She was 

available to work with teachers in their classrooms, team teach, work with 

students, and observe classroom experience. This collaborative teacher 

research team worked together over the school year. Four teachers, and 
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two university teachers analyzed the data over the summer. They 

presented their analysis to other participants for their responses. 

The findings of this study enriched the professional literature on the 

collaborative teacher research process. The participants answered the 

question. What did the study group experience mean to you? The 

participants created several categories with the responses to this question. 

First, this collaborative process helped the teachers build community and 

relationships. The educators valued the process of sharing and having 

other professionals reply. They felt like a team trying practices together in 

a supportive manner. There was communication between primary and 

intermediate teachers. This collaboration also brought conflict and 

disagreement out in the open for the participants to discuss. The 

participants reported that this process changed the nature of their 

professional conversations (Short et al., 1992). 

In addition to building community among professionals, this team 

had the opportunity to make connections across theory and practice. The 

participants shared their understandings of theories. They shared their 

observations of changes in students as they implemented new practices. 
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Some teachers had the theory, but needed to explore ways to put theory 

into practice. This experience provided them with these opportunities 

(Short etal., 1992). 

This collaborative teacher research team also found that they were 

living the process through the study group (Short et al., 1992). This group 

wanted to move away from rote-like instruction with their students. They 

wanted to place their students at the center of the learning process by using 

meaningful, holistic and collaborative approaches to literacy instruction 

(Klassen, 1992). These teachers found themselves involved in their own 

learning as they used reflection to examine their own beliefs about 

teaching. The educators were working together to think, analyze, and 

create conditions for change as they were producing and using knowledge. 

The teacher study group experience provides the educators 

opportunities for critical dialogue about their practices with other 

professionals. It is a supportive environment that gives the participants the 

time to step back and look critically at those practices. The participants in 

this study found that they assumed various roles throughout the process as 

they interacted and learned together (Klassen & Short, 1992). 
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Issues Involved with Collaborative Teacher Research 

The professional literature provides growing evidence that 

collaborative teacher research is an effective method for teacher education. 

The literature also discusses the issues that have emerged from this process 

of research. The remainder of this section discusses these issues. 

Although collaborative teacher research and action research are 

gaining respect in the field of teacher education, many school districts and 

teachers are accustomed to the top-down method of professional 

development (Anders & Richardson, 1991). Top-down is less time 

consuming than collaborative teacher research and teachers report finding 

it hard to manage the time for teacher research collaborative meetings 

(Herrick, 1992). 

In addition to the possible lack of support from many school 

districts, classroom teachers report fioistration over the lack of training in 

research methodology (Cole & BCnowles, 1993; Herrick, 1992). Classroom 

teachers who lack the research training may benefit from working 

collaboratively with a university teacher (Anders, 1995; Bennett, Ishler, & 

O'Loughlin, 1992; Herrick, 1992; Sardi-Brown, 1992), The university 
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researcher will be able to share the role of formulating questions, 

designing the study, collecting data, analyzing and interpreting the data. 

All members of the group will be part of the process and will gain 

experience in research methodology. 

University researchers and practitioner teams have their own set of 

issues. There is the issue of parity (Anders, 1995; Smith, 1992) because of 

the inherited inequality of the two positions. This may be an issue when a 

collaborative research group is striving for equal voices and equal status 

among members. At first a partnership may co-exist before they develop 

trust (Anders, 1995; Smith, 1992). As the university researcher and 

practitioner begin to work together the issue of parity should be addressed. 

Both the university researcher and practitioner will benefit by working 

together in a collaborative research project. University researchers will 

benefit because they will learn what issues and questions are important to 

the classroom teacher (Cochran-Smith & Lytle, 1990). University 

researchers will experience the workings of practical knowledge and how 

new knowledge is filtered by the belief systems of individual teachers. In 

return, the practitioner benefits by working with a university researcher 
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because they will share experiences with research methodology and 

alternative classroom practices (Anders & Richardson, 1991; Herrick, 

1992). 

Teacher researchers have the potential to use the collaborative 

process to enhance many aspects of their professional lives. Collaborative 

teacher research groups engage in reflective practices to examine beliefs 

systems and to consider making changes in their practice. The following 

sections briefly describe the nature of the reflective practitioner and the 

nature of teacher planning. 

The Reflective Practitioner 

Teacher researchers have the opportunity to enhance the 

development of their own professional knowledge and facilitate change in 

their own practice through the process of collaborative reflection. The 

professional and scholarly literature presents the theory that practitioners 

engage in a reflective process that enables them to critically examine their 

practice. The following sections describe the nature of the reflective 

practitioner and how the collaborative process may enrich this process. 
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Reflective practitioners are professionals who develop their practice 

by constructing and reconstructing knowledge based on their problem 

posing, observations and reflections. Schon (1983) refers to this process 

as knowledge-in-action. Practical knowledge is often tacit and situational, 

but through the reflective process, professionals are able to describe this 

knowledge. Reflective practitioners are not merely the recipients of 

knowledge developed by researchers (Adler, 1991), they are the 

constructors and re-constructors of professional knowledge. Further, 

reflective practitioners do not strive to find "one right way," rather, they 

search for alternative methods and possible solutions (Adler, 1991; 

Copeland, Birmingham, DeLaCruz, & Lewin, 1993). 

Reflective educators use critical thinking to examine various aspects 

of their practice, such as curriculum on student achievement, and their role 

(teachers') in the process of planning and implementing instruction (Adler, 

1991; Copeland et al., 1993). The following sections discuss the attributes 

of problem posing, observing, reflection, the nature of the solutions to the 

problem, and the role of the teacher. 
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Problem posing is central to this process of reflection (Schon, 1983; 

and Copeland et al., 1993). Copeland et al., (1993) define the word 

"problem" as it is used in discussions of the reflective process. The word 

problem refers to the challenges, curiosities, questions, uncertainties, and 

phenomenons of classroom life. Problem posing is situational and relevent 

to practitioners as they examine their practice to look for areas to improve. 

Meaningful problems often include a broad range of issues that are derived 

from one concrete situation in practice. Practitioners examine these issues 

to make decisions on how to intervene to make improvements (Copeland 

etal., 1993; Reagan, 1993; Schon, 1983). 

The practitioner implements change and observes. Observations 

lead to reflections as the practitioner interprets and makes sense out of 

these observations. These observations and reflections assist the 

practitioner in reconstructing knowledge. This is a continuous process 

(Copeland et al., 1993; Schon, 1983). 

Solutions to problems are mentally selected, implemented, 

observed, and weighed. If a valued solution is uncovered, it becomes part 
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of the professional knowledge. Observable solutions to problems are 

tentative and perhaps situational. 

Throughout this reflective process, the role of the teacher is 

considered. Hov/ did the teacher's actions contribute to the problem and 

the solution? The solutions are grounded in a teacher's theories. 

Practitioners should be aware of the underlying reasons for their actions, 

methods and practices. There should be a focus on the thoughts behind the 

actions (Copeland et al., 1993; Reagan, 1993, Schon, 1983). 

In summary, Copeland et al. (1993) describe the attributes of a 

reflective practice. They addressed the question. What does a reflective 

practice look like? 

Critical Attributes of a Reflective Practice 

1. A reflective practice is a process of problem solving and 

reconstructing meaning. Problems are confronted and understandings are 

reconstructed as practical knowledge. 

2. Reflective practitioners have a stance towards inquiry. They are 

continuously asking questions to help them understand classroom life. 
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3. Reflection exists on a continuum. The reflective practitioner's 

degree of reflection varies. They may be involved in conscious, rational, 

logical reflections one moment, and in another moment their reactions are 

instinctual (Reagan, 1993). 

4. Reflective practice occurs within a social context. Teachers and 

students are involved in this process. 

How does collaboration enhance reflection? Schon (1983) promotes 

coaching and dialogue among professionals and students. Teachers and 

students may think and observe together. Each step in the process of 

reflection may be enhanced by the collaboration with other inquirers. Pre-

service teachers will benefit by working with a reflective practitioner in a 

practicum situation (Shon, 1983). As collaborative teacher researchers 

engage in continuous reflections, they may facilitate changes in their 

curriculum and planning by sharing their knowledge and ideas. 

As teachers engage in continuous reflections, they may facilitate 

changes in curricular designs and planning. This leads us to the next 

discussion on teacher planning. How do teachers plan? How may the 

collaborative process enhance teacher planning? 
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Teacher Planning 

The professional literature describes the nature of teacher planning 

from novice teachers' and from experienced teachers' perspectives. 

Classroom teachers are involved in several levels of planning, for example, 

yearly planning, monthly planning, unit planning, weekly planning, and 

daily lesson plans (Shavelson, 1983; Yinger, 1980). Yearly plans are 

usually very sketchy and flexible because teachers need to adapt to the 

needs of the students. Teachers value unit planning because it is a chance 

to integrate subject areas and problem solving into the curriculum 

(Glatthom, 1993). 

Experienced teachers do a majority of their planning mentally. 

There are two sets of lesson plans. One set is the written lesson plans that 

are often submitted to the administration, or are on hand should a 

substitute teacher be needed. These written plans may include elements of 

planning that are required by the administration, such as objectives, 

materials, and ways of assessing the students. The second set of lesson 

plans are the mental plans. These mental plans are the ones that the 
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teacher actually uses (Glatthom, 1993). They are tentative, detailed, and 

contain elements of value to the teacher. 

Although objectives are part of a teachers mental planning, they are 

not the starting point, or the foundation, of planning (Glatthom, 1993; 

Shavelson, 1983). Teachers tend to think about the activity and the 

content first, not a set of objectives. This differs from the way many pre-

service teacher education programs advise future teachers to begin 

planning. In- service teachers begin their planning with consideration of 

content, materials, social climate, management, and the activities 

(Shavelson, 1983). Management issues are frequently considered during 

teacher planning. The way in which management concerns influence the 

planning of activities is reflected by the individual teacher's belief about 

the importance of management on student achievement. In other words, 

teachers who put high value on classroom management when planning 

tend to have more elaborate lesson plans (Fuchs, 1994). In general, in-

service teachers do not refer to their written plans during the lesson; rather, 

they refer to their mental plans throughout the lesson, making decisions 
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and adjustments based on the students. Planning and re-planning is an on 

going, interactive process (Glatthom, 1993). 

Glatthom (1993) offers suggestions for effective teacher planning 

based on evidence from his research and experiences as a principal and 

staff developer. He concludes that teachers benefit from using a team 

approach for planning. Principals should provide classroom teachers with 

the time and support to do yearly, monthly, and unit planning together. A 

team will share knowledge, ideas and experiences as they are developing 

plans. Glatthom also recommends that the novice teacher take the 

opportunity to write detailed lesson plans with the "development 

assistance" of an experienced teacher. This is a form of team planning to 

support the novice teacher. Experienced teachers should plan together, but 

not be required to submit a plan book. Plan books are useless because 

experienced teachers' written plans do not reflect the actual plans. 

Findings 

Description of Our Collaborative Teacher Research 

Edie Rostal, Mimi Gromley and I formed our own collaborative 

teacher research team to explore ways to help our cross-age students 
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facilitate writing and concept development while they conducted their own 

research. The following sections describe our unique collaborative teacher 

research team. This description includes: each teacher's purpose for 

researching, our procedures for scheduling meetings (frequency, location, 

length), and typical activities. This description concludes with a 

discussion of our issues, obstacles, restraints, and "pot holes" that 

challenged our efforts. 

Goals for Our Research 

Each teacher in this team had her own goals for participating in this 

collaborative research. We articulated our goals during our interview 

sessions in January of 1996. Edie Rostal shares what she hoped to 

accomplish during our study. 

I want my kids to really see the importance of writing and the 

writing process. I want my students to be aware of their writing 

development and be able to help someone else with his or her 

writing development. For me, I want to explore ways to motivate 

my students in regards to their writing process. I find that it is 

difficult to learn concepts and transfer them into their writing. 
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In addition to working on the writing process, Edie mentioned that 

she wanted to continue finding meaningful ways to integrate writing into 

her social studies and science curriculum. 

Mimi also shared her goals for our study. Mimi recognized her 

personal dislike of writing and realized that her attitude influences her 

classroom practices. She articulated, "I want to learn to value writing so 

that my students will value writing." Mimi also wanted to build on the 

interpersonal relationship aspect of cross-age collaboration. She 

explained, "I want the kids to be able to appreciate those older kids and to 

be able to have fun and maybe leam from them." Although learning to 

value writing and working on interpersonal relationships were the primary 

goals for Mimi, the notion of using writing across the curriculum was 

appealing to her, as evidenced by her participation in this study and her 

initial question that initiated this study. 

I also had my set of goals for this collaborative teacher research. In 

my interview I shared, 

I want to see how three educators can influence each other and help 

each other with professional development in reading and vmting, 
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and concept development in social studies and science. 1 also want 

to see how second and fifth graders may assist each other through 

the development of writing and concept development. I hope that 

we can add to the professional literature on teacher collaboration 

and student collaboration. 

Edie, Mimi and I shared similarities in our personal goals for our 

research. Our primary focus seemed to be on the writing process, and on 

exploring ways to encourage cross-age students to assist each other. Edie 

wanted to help her students in their awareness of their own writing process 

so that they may celebrate their development and in turn, assist other 

writers with their process. Mimi's main emphasis for herself and her 

students was exploring ways to value writing. Mimi's belief was that the 

cross-age collaborative experience would provide opportunities to address 

this issue, as well as encourage interpersonal relationships. I shared Edie 

and Mimi's goals of focusing in on the writing process, and how cross-age 

writers may assist each other. I expressed my curiosities of how the 

teachers will collaborate to share and accomplish our goals. Although our 

primary goals seem to be on writing development, we also negotiated to 



349 

explore ways to integrate writing across the curriculum to facilitate 

concept development. 

The Meetings 

Scheduling. Location. Duration 

Initially, we decided to meet approximately twice a month to discuss 

and plan activities for our cross-age collaborations. The consensus among 

us was that twice a month would be frequent enough to accomplish our 

goals. We compared our schedules and decided that Monday was the only 

day that we could consistently get together. We decided to hold the 

meetings at our elementary school in one of the teachers' classrooms. 

Mimi and Edie made that decision because they wanted to meet after 

school andthen pick up their preschoolers at a near by preschool. We did 

have one meeting at a restaurant, and our summer meetings were held at 

our homes. Our meetings typically lasted 90 minutes to two hours in 

length. I usually brought food and we made our meetings into an informal, 

casual, social event. 
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Typical Activities 

Our meetings began with the creation of an agenda. Initially, I came 

with and agenda for the group and Edie and Mimi were invited to add to it. 

Edie and Mimi expressed gratitude that I came with the agenda because 

they reported being too tired to think about making a collaborative one. I 

believed that eventually they would want to contribute to a collaborative 

agenda as they became more involved in this process. After we settled 

around a table, we each spent five minutes writing a proposed agenda in 

our teacher reflection journals. After a few meetings, Edie and Mimi wrote 

out their agendas with issues and items that had personal significance to 

them. I made a collaborative agenda by asking each teacher to read off her 

items. I assumed the role of teacher leader and I recorded these items. 

Our agenda items suggested the nature of our discussions and 

activities during our meetings. A constant comparison analysis of the 

eight transcribed teachers' meetings reveal seven categories that describing 

the events that took place during our meetings. These categories are 

represented in Table 4. 
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Table 4 

What Happened in Our Collaborative Teacher Meetings? 

(Eight Meetings. 8270 Lines of Transcription) 

No. Of Lines 
in the 

Transcriptions % of Lines Focus 

2049 25 Planning for cross-age collaborations 

1665 20 Reflecting on children and activities 

1536 20 Research design 

1321 16 Sharing professional knowledge 

1102 13 Procedures and scheduling 

448 5 Off task 

149 2 Reflections about ourselves as teachers 
and people 

These categories set the stage for presentation of the analysis of the 

data on our collaborative teacher research. These categories are presented 

in detail in the following sections: Roles and Responsibilities, and The 

Reflective Practitioner. The professional literature suggested issues 

involved in collaborative teacher research that I also found in our data. 

Each issue is discussed within the appropriate sections. 
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Two topics, teacher beliefs and teacher/student collaboration are 

discussed within each section of our findings. Edie, Mimi and I each 

brought our own set of beliefs that enriched our conversations as we 

shared our perspectives of how children leam and how we create our 

curricular designs. In addition to enhancing our research, our belief 

systems also caused tensions for us as we attempted to reconstruct and 

negotiate meaning. 

Roles and Responsibilities 

The constant comparison analysis of the transcripts of our teachers' 

meetings, fieldnotes, and teachers' reflective journals, indicated that each 

teacher shared and negotiated roles and responsibilities within the teacher 

collaboration and the cross-age collaboration. These roles and 

responsibilities are represented in the following table. 

According to Table 5, we shared several roles and responsibilities 

throughout our collaboration. Each of us brought our own unique talents, 

strengths and knowledge to our collaborative team. Our roles and 

responsibilities were never assigned to us and they were not static. 
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Table 5 

Teachers' Roles and Responsibilities 

ROLES AND RESPONSIBILITIES 

Procedures and Scheduling 

Sharing Professional Knowledge 

Research Design 

Leadership 

Procedures and Scheduling 

This category is defined as the process of bring two complex class 

schedules together for the collaborative experience. Procedures and 

scheduling also includes the process of bringing three teacher's schedules 

together to find a time for lengthy meetings. Procedures refer to the 

logistics of our collaborations. Where will we meet? What do we need to 

bring? A constant comparison analysis of the transcripts of the 

collaborative teachers' meetings, the teacher collaboration journals, and 

my fieldnotes uncovered that 13% of our collaborative teachers' meetings 

were spent on discussing procedures and scheduling, 8% of our teacher 

collaborative journals were used to record procedures and scheduling 
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matters, and 4% of my fieldnotes on the cross-age collaboration discussed 

procedures. 

Issues. The issue of time was discussed in the professional 

literature (Heroic, 1992 ), and was confirmed by this study. Our meetings 

typically lasted for 90 minutes to two hours. It is not the norm for us to 

plan and to attend these lengthy meetings after school. Mimi and Edie had 

young children in a preschool program and they were anxious to pick them 

up after a long day. 

In addition to the time factors, we had a few other obstacles and 

challenges along the way. Although our commitments to collaborative 

research meetings were sincere, real life presented a few hurdles, which we 

often referred as our "potholes." Our first challenge was to find a common 

day to meet after school and Monday was the only available day for us to 

meet consistently. Approximately one month into our study, Edie found 

out that she was pregnant. Edie's high risk pregnancies required her to see 

her doctor weekly and the only day she could make her appointments were 

on Mondays. Edie announced her pregnancy to us by saying, "I have good 

news and bad news, what do you want first?" The good news was she was 
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having a baby, the bad news was that her Monday appointments would add 

to our stress of finding common meeting times among three busy teachers. 

We stumbled into our biggest pothole in April when Mimi found out she 

had a gallstone. Mimi was in pain for awhile and finally had surgery. The 

gallstone situation lasted for approximately three weeks. During those 

weeks, we stopped having collaborative meetings and discussions, and our 

planning and faith in our project were in crisis. Edie and I were not sure 

what the second graders were accomplishing in their classroom with the 

substitute. Perhaps this particular pothole taught us all the values of 

communication and collaboration. Mimi's speedy recovery put us back on 

track. 

Sharing Professional Knowledge 

One of the exciting aspects of collaboration is the opportunity for all 

participants to share their knowledge, talents and skills. Our collaborative 

teacher research gave us the structure to become resources for one another, 

and for the students. This category is defined as times when we discussed 

our practical and professional knowledge, not included in reflecting about 

our cross-age students and their activities, and not including times when 
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we were directly planning for the cross-age collaborations. The constant 

comparison analysis of the transcripts of our teachers meetings and teacher 

collaboration joumals uncovered that 16% of our collaborative teachers' 

meetings and 25% of our teacher collaboration joumals involved the 

sharing of professional knowledge. 

During our teacher collaborations, Mimi, Edie and I shared 

information as we problem posed, shared observations and reflections and 

eventually created curricular designs for our students. For example, Mimi 

shared ways to use writing to facilitate the interpersonal connections 

between the children. Mimi discussed this use of writing at our January 30 

meeting, "But you know, social studies is for your self esteem, your 

peacebuilders kind of attitude, I mean you can write for days on that." 

Edie also provides examples of sharing content with us during our 

teachers' meetings. At our February 12 meeting, Edie shared the concept 

of the instructional paragraph. 

Well one thing we could do with a demonstration, that would be real 

exciting, with where they come up with a demonstration that they do 
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together, something they like to do. I mean it could be easy like 

How to make... . 

I also contributed from my teacher knowledge to the group. For example, I 

presented the writing activities from my Master's thesis to Edie and Mimi 

at our February 26 meeting. 

Mimi, Edie and I also shared our knowledge as we worked with our 

cross-age collaborators. We conducted mini-lessons before, during and 

after the student collaboration meetings. For example, my fieldnotes from 

March 20 indicate that Mimi gave a mini-lesson on how to make a whale 

book with ocean pages to the cross-age group. My fieldnotes also indicate 

that Mimi and Edie collaboratively gave a lesson on writing problem 

solving questions on May 13. Edie also shared her knowledge with the 

children through mini-lessons. My fieldnotes recorded that on March 21 

Edie gave her students a lesson on effective collaboration, and on April 15, 

Edie gave a lesson on the parts of a plant and of a flower. I shared my 

knowledge about the writing process as I collaborated with the students to 

share scaffolding strategies. I showed a fifth grade girl how to assist her 

second grade partner with writing development by doing interactive 
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writing. On May 9, Mimi and I demonstrate various forms of 

collaboration by role playing. 

We also shared content knowledge as we suggested scaffolding 

strategies to the children. This was an opportunity to share our belief 

systems about development and learning with our students, and with each 

other. Our fieldnotes on our focus group indicate that Edie collaborated 

with Steve, Kenny and Ned on March 20 to help them solve a conflict on 

cooperation and collaboration. On April 15, Edie collaborated with the 

boys to teach them the scaffolding technique of choral reading. This was 

necessary after Edie observed a student in the group reading with 

frustration. On February 26, Mimi and Edie provided a demonstration on 

how to dialogue in a journal. The cross-age students observed as they 

dialogued about their weekend on the chalkboard. On March 20,1 

demonstrated how to take information from a web and generate text for an 

informational book. 

Research Design 

This category includes the various phases of designing and 

conducting research, such as defining the purpose of the study, formulating 
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questions, data collection and analysis, and methodology. A constant 

comparison analysis of the transcriptions of the collaborative teacher 

meetings uncovered that 20% of our meetings involved the discussion of 

the research process. 

Each teacher, second grader, and fifth grader came to this 

collaborative research project with various experiences with the research 

process. We each had our own belief system about what is research and 

how it should be conducted. Each teacher was involved with the research 

design of this dissertation. 

I created the large blueprint for the study. I suggested that we 

engage in a collaborative teacher research group to facilitate professional 

development, rather than create another top-down model. The literature on 

collaborative teacher research makes suggestions about the nature of this 

process, and I brought these ideas to the study. I informed each teacher of 

the research design before they agreed to participate in this study. I also 

made suggestions about methodology and data collection. As the study 

progressed, Edie and Mimi made suggestions pertaining to the 

methodology and data collection. 
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Details of the methodology were negotiable. For example, on May 9 

Edie, Mimi, and I collaboratively generated questions for the last student 

interviews. Edie wanted me to address the interpersonal relationship 

aspect of collaboration with the students, and Mimi wanted the children to 

discuss the purpose of the journals. On April 27, Edie discussed her desire 

to change the way she was making observations. Rather than continue to 

make detailed observations on her students in the focus group, she 

preferred to walk around the room and record language and events from 

the large group. 

In regards to our cross-age collaboration, we all contributed to our 

understandings of the research process. By sharing our beliefs about how 

students leam and conduct research we were able to negotiate a curriculum 

to present to the children. We planned the nature of their activities within 

our interpretation of an inquuy cycle. For example, Edie, Mimi and I 

agreed that children should begin the research process by tapping their 

prior knowledge about the topic. With this understanding, we planned to 

have the children spend time at the beginning of the study webbing their 

prior knowledge. 
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Issues related to collaborative teacher research. The professional 

literature discusses issues involved with collaborative teacher research. In 

regards to our research design and implementation, we found ourselves 

involved in issues related to lack of support from the district, to lack of 

research training, and to our dispositions towards inquuy and equality 

among members. 

We experienced lack of support from our district. Our district's 

definition of staff development did not include collaborative teacher 

research, therefore, we did not receive professional growth credit for the 

work that we did on this project. As suggested by Anders and Richardson 

(1991), many school districts are accustomed to the traditional top down 

method of professional development. Teachers are familiar with this 

procedure and are compensated for participating. Edie and Mimi were 

given the message that this project was not valued as an opportunity for 

professional growth and they were not compensated for their efforts. Our 

building principal gave us permission to conduct our research but he did 

not show an interest in the nature of our study. Perhaps this lack of district 

support gave the "dissertation requirements" a stronger focus. The effects 
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of this lack of support may have impacted many aspects of the 

collaboration. 

In addition to lack of district support, we experienced issues with 

lack of research training. This issue is discussed in the professional 

literature by Cole and Knowles (1993) and Herrick (1992). Research 

design and data collection were new experiences for two of our teacher 

researchers. The stress of wondering if we are doing what "we need to do" 

for the dissertation was a considerable factor. The dual role of teacher and 

researcher was a new and challenging experience for Edie and Mimi. This 

issue appeared on our agendas on several occasions. During the March 29 

teacher's meeting, Edie was asked to share her agenda items with us, "I 

have a whole bunch here, one of the things that I really want to discuss is 

the role of... while the kids were together, I am torn between a teacher 

and the research role we are playing." I asked Edie if this was challenging 

and she added, "Very much so and it is a problem." This issue resurfaced 

during our April 27 meeting while we were reflecting on our students' off 

task behavior. Edie and Mimi believed that their responsibility of taking 

fieldnotes interfered with their ability to circulate around the room and 
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interact with the children. To clarify their feelings I asked, "So you're 

finding that your role as a researcher and teacher in this project is 

conflicting?" Edie responded, "Very, yes, very much so." Mimi added, 'i 

just can't do both well." This lack of research training and experience 

placed me in the role of lead research designer. I was able to share my 

experiences with them as a teacher researcher and how I juggled 

interacting with the children and concentrating on data collection. 

Edie, Mimi and I agreed that teachers are naturally researchers, but 

their methodology and data collection differ from the ways that they were 

expected to conduct research for this study. The written observations and 

reflections were a chore, and at times a burden. Mimi often commented 

that she would "rather tell Lea what she is reflecting rather than write it 

down." Although Edie agreed that she reflects all the time as a teacher, 

she commented at our June 5 teachers' meeting that, "We were forced by 

you Lea, mind you. I want to get this on tape, reflecting." Mimi agreed 

with Edie, "Reflection was totally driven by you." I responded to these 

comments with, "Let me pose this question, my theory is that you two 

reflect all the time. I just asked you to reflect in a different way." Edie 
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and Mimi responded with, "exactly." Mimi compared her natural form of 

reflections to her methods of reflections for this study, "Writing slows me 

down, but I think to orally do this is cool. It really helps me." 

The purpose of our collaborative teacher research was discussed 

often. For example, during our May 9 teachers' meeting, Mimi 

communicated her belief about the purpose of our research. She says, "If it 

wasn't for you this wouldn't be happening. So you are in a little different 

position." Edie quickly responded, "It would be happening but it would be 

in a much less scaled down, casual way." 

We also dealt with the issue of equality among members. As 

suggested by Smith (1992) and Anders (1995), parity may be an issue 

when university researchers are collaborating with practitioners. In our 

situation, I may be classified as a university researcher because the 

definition of university researcher includes graduate students conducting 

research. Although we strived for equality among members of this group, 

several factors caused an unbalance. At one level, we had equality because 

we were each classroom teachers. We each brought our unique teacher 

knowledge and understandings of classroom life to our group. On the 
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other hand, I had a unique position in the group because this research was 

my dissertation. The fact that our district did not recognize this study as 

professional development and the fact that Edie and Mimi were not 

compensated put a strong focus on the dissertation. I was not an equal 

player because Edie and Mimi were aware that I was in the process of 

meeting a significant requirement in a lengthy graduate program. They 

realized that this study was important to me for various reasons. My 

suggestions and comments in our collaborative discussions were not 

always interpreted as suggestions by Edie and Mimi. They wondered if my 

suggestions were what they were really suppose to be doing. Mimi 

illustrates this point during our April 27 teachers' meeting. She tells me, 

"I also want to do what you're expecting of us. See I told Edie, I thought 

we had to stick to your writing model." I constantly stressed that my 

suggestions were just that,.. suggestions. Mimi stated during the April 

27 meeting, "But that's where you'll never have a true triangle. You'll 

never have a true triangle because we need to, granted I have my own 

things I've got to cover, but I mean I want to make sure we are doing what 
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you want us to do." Mimi continues to communicate her feelings during 

our May 9 teachers' meeting. 

And we have a product and our product is to help you, I mean I 

always wondered the whole time, the whole time are we suppose to 

do her cycles, and it's like, I mean, there's a purpose, otherwise we 

would just be doing hey, let's draw a picture today. 

Although I strived to have equality among our members, I always 

had a sense that I was in a unique position. I was constantly asking Mimi 

and Edie to document their reflections and questions. I was also aware 

that the collaborative teacher research way of professional development 

was not the norm for us. I felt the tension, especially from Mimi, of not 

delivering curriculum and classroom practices as in the top down model of 

staff development. I wrote this in my researcher's log on March 29, "I'm 

torn between this process of staff development and what Mimi keeps 

wanting. She wants delivery. Her model of professional development is 

different." 
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Leadership 

Although we negotiated and shared roles and responsibilities, each 

teacher took various leadership position in regards to these roles and 

responsibilities throughout the semester. The leadership category is 

defined as times and tendencies when we each took the lead on a particular 

role and/or responsibility. A constant comparison analysis of the 

transcripts fi"om the teachers' meetings and my fieldnotes on cross-age 

collaboration uncovered that 2% of collaborative teachers' meetings and 

15% of my fieldnotes were involved with discussing our roles as teachers, 

researchers, and human beings. 

Throughout the semester, we discussed our tendencies to take on 

certain roles and responsibilities. During our June 5 meeting, Mimi gave 

us titles that illustrated how she perceived each of us in our group. Edie 

and I agreed that we tended to take on these leadership roles. 

"The Researcher" "The Analvtical One" 

The fact that this was my dissertation had an enormous influence 

over research designs. Although Edie and Mimi made decisions regarding 

the study, they usually deferred to me to make sure we were doing this 
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"right." As Edie stated, "We needed to have all of our ducks in a row." I 

took the role of research leader because of my experiences and education 

as a doctoral student. I shared my knowledge of research design with Edie 

and Mimi as we discussed ways to document our experiences. In addition 

to my natural tendency to want to focus on data collection and 

methodology, Edie, Mimi, and I decided that this would be my primary 

role during our April 27 teachers' meeting. Edie and Mimi were 

expressing their frustrations over balancing the role of teacher and 

researcher. There were times when they needed to be interacting with 

students and recording thoughts and observations at the very same 

moment. Our negotiated solutions was that Mimi and Edie would take the 

role of teacher over researcher and I would take the role of researcher over 

teacher. In other words, Mimi and Edie should abandon the notebook and 

pen when a student needs their undivided attention. I would continue to 

collect data until I am needed by a student. Above all, the students' needs 

would have furst priority. 

I became the "researcher" in the cross-age collaboration. I wanted 

to have detailed observations in my fieldnotes, so I was usually the one 
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sitting against the wail writing. Edie commented on my role as researcher 

to Mimi during our June 5 teachers' meeting. 

You and I were astonished in how quiet she was in the classroom, 

she was quiet. And she sat back, I mean you helped a lot. You were 

really kind of the quiet one because you were the researcher. 

Perhaps Mimi labeled me the "analytical" one because I was 

constantly asking, "Why?" Mimi compares us during our June 5 teachers' 

meeting, "She is so analytical and I am the most un-analytical person." 

Mimi continues, "But I mean, just, it's just the approach you took. You are 

just so analytical. You look for things." "Well, Lea you're always looking 

for the why and did it work." The transcripts of the May 9 teachers' 

meeting shows Mimi continuing this discussion. She explains, "You're the 

questioner, you are the "information giver" and I am the "hunt for the 

materials" woman." I agree with Mimi to a certain extent, asking the why 

questions seemed to be my way of facilitating our discussions and sharing 

and uncovering our beliefs about teaching, children and learning. 
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"Mini-lesson Queen" "The Organizer" 

Edie naturally took on the role and responsibility of conducting 

mini-lessons with the students before, during and after the cross-age 

collaborations. She also introduced the day's activities. The cross-age 

collaborations were usually held in Edie's classroom. After the second 

graders entered, Edie would begin introducing the day's activities with a 

mini-lesson. Our fieldnotes document her mini-lessons. These mini-

lessons included: March 1 l~Edie interrupts the groups to discuss the 

ocean floors, March 21—Edie gives a lesson on effective collaboration, 

March 25~Edie discusses illustrations, April 5~Edie review the parts of a 

plant and the parts of a flower. 

Edie always invited Mimi and I to contribute to these mini-lessons 

or introductions. Mimi and I did interject if we wanted to add. 

Occasionally, Mimi and I would initiate a mini-lesson, but we all agreed 

that this seemed to be Edie's "job." 

Mimi also perceived Edie to be the "organizer" of our group. In our 

June 5 meeting, Mimi mentioned, "See, and Edie is so organized. She's 

got all her ducks in a row, and it's like I want to be like Edie." Again 
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Mimi comments^ "You are so into organization." Edie responded, "No I 

don't." Mimi explained, "Yes you do, Edie. You just want everything to 

run smoothly, and that's valuable to you." 

"The Teacher" "FIl Get The Coffee" 

Mimi seemed to enjoy the role of "teacher." In our teachers' 

meetings Mimi shared her curricular ideas with us as we problem posed, 

reflected and planned. She always initiated taking on the responsibilities 

of gathering materials and preparing for the cross-age collaboration. For 

example, on March 20, Mimi had all the whale/ocean books prepared for 

the children. She passed out the materials and went over how to assemble 

the books. Mimi also initiated and organized our fieldtrip to the Botanical 

Gardens in May. Mimi arranged to have the aides prepare the gameboards 

for all the students. 

During the cross-age collaboration, Mimi usually discussed 

procedural information with the students after Edie's mini-lesson. While 

the students did their activities, Mimi enjoyed circulating around the room 

to assist individual students, or groups when needed. While I preferred to 
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sit bacic and take detailed observations, Mimi gladly tossed her journal 

aside when a teacher was needed to assist the students. 

"I'll get the coffee" was Mimi's way of describing her role within 

our group. On June 5, Mimi shared this perception with us during our 

meeting, "Even if you put the three of us in a whole different profession, 

you'd still be the analytical one, you would still be the organized, with it 

person, and I'd be the one getting everyone coffee." Mimi assures us, "I 

do a good job. There's a place for me serving coffee." My interpretation 

of this role is that of a supporter. Her comment during the May 9 meeting, 

"I am the hunt for the materials woman," may indicate that she felt like the 

supporter as compared to the initiator, although she was always willing to 

lead in preparing for our collaborations. Perhaps this is a role that Mimi 

tends to feel comfortable with in a collaborative process. 

We acknowledged that we shared many roles and responsibilities 

with each other. Edie summarized this negotiation of roles and 

responsibilities during our May 9 meeting. We were reflecting on a 

successful lesson where we had used demonstration and role playing to 

illustrate various styles of collaborations. She stated, 
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I mean we bounced off each other so brilliantly that if somebody 

else was sitting there watching us they would have thought that we 

team taught for a very long time. I mean we just added things in, we 

weren't side stepping each other. It was brilliantly done. 

Roles and Responsibilities and the Interpersonal Connection 

The professional literature on collaborative teacher research 

discusses the nature of negotiating roles and responsibilities within the 

group. These roles and responsibilities are continuously negotiated 

because each member brings their own talents, knowledge and skills (Cole 

& Knowles, 1993). Our findings indicate that our teacher collaboration 

mirrored this belief. Edie, Mimi and I also recognized that we were able to 

accomplish this process because of our established positive interpersonal 

relationships. We concur with our cross-age students, positive 

interpersonal relationships are a foundation to the collaborative process. 

Edie, Mimi and I are colleagues and personal friends. Mimi and I 

began to work with Edie in the fall of 1994. Edie and I had a positive 

experience working collaboratively because we did a similar project during 

the 1994-1995 school year. Mimi and I have been colleagues and close 
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personal fiiends for 10 years. The three of us went into this collaboration 

with established warm, respectful relationships. 

Throughout our teachers' meetings, we discussed the values of our 

trusting, comfortable relationship as a critical factor in a successful 

collaborative teacher research group. Edie shared her comfort level with 

our collaboration on several occasions. At our March 11 teachers' 

meeting, Edie shares with us, 

The reason why I said that too, the social activity, this goes back to 

collaboration and this goes back to you and I for a full year last year, 

and half the reason why you and I collaborated, Lea, is we liked 

each other. That started the whole thing. If we were forced 

together, Mr. Brown said I want your classes together.... 

And she was one of the few people that were really nice to me here 

at DeGrazia and happy and friendly to me all the time. 

How did our belief systems influence our negotiations of our roles 

and responsibilities? Edie, Mimi and I came to this collaboration with 

belief systems about collaborations with colleagues. As discussed in a 

previous section, we value the positive interpersonal aspects of 
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collaboration. We believe that collaborators should be respectful, caring 

individuals in order to accomplish the goals of the collaboration. Our 

findings regarding our roles and responsibilities indicate that Edie, Mimi 

and I gave each other the opportunity to assume the roles that are 

comfortable for us. While we worked within our comfort zones, we were 

also invited and assisted in trying out new role. For example, I had the 

leadership role in research methodology and data collection, but all three 

teachers carried these responsibilities. I was able to assist and support 

Mimi and Edie as needed. When Edie and Mimi initiated curricular ideas, 

they assisted and supported the group in understanding the nature of the 

activity and how it facilitated interpersonal relationships and concept 

development. 

Reflective Practitioner 

The collaborative process gave each of us the opportunity to 

collaborate on each phase of being a reflective practitioner. Figure 6 

illustrates the process of being a Reflective Practitioner. 

The process of problem posing, observing, reflecting, and planning 

is constant and continuous. The following sections discuss each aspect of 
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problem posing— observing —^ 

t J 
planning reflections 

Figure 6. Reflective practitioners. 

being a reflective practitioner in our collaborative research team. The 

constant comparison analysis of the transcriptions of the teachers' 

meetings, the teachers' journals, our fieldnotes, and my researcher's log, 

indicate that our collaborative problem posing, observations, and 

reflections were accomplished in several ways. Table 6 illustrates our 

ways of using collaboration to enhance the reflective practitioner process. 

The following table referenced during the discussions of each phase of this 

process. 

Problem Posing 

The professional literature defines problem posing as the nature of 

asking questions. As we interact with our students we ask questions about 
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Table 6 

Ways of Problem Posing. Observing and Reflecting 

WAYS OF PROBLEM POSING, OBSERVING, AND REFLECTING 

Writing in journals 

Discussion during teachers' meetings 

Shoulder to shoulder during cross-age collaborations 

Discussions with students during and after cross-age collaborations 

Telephone conversations 

our curriculum and how our students are developing and learning. 

Problem posing includes the issues and questions that teachers wonder 

about as the are teaching. Reflective practitioners do not strive to find 

"one right way." They search for alternative methods and possible 

solutions (Adler, 1991; Copeland et al., 1993). Mimi, Edie and I used our 

time together for problem posing. As suggested by Schon (1983) and 

Copeland et al. (1993), we each addressed problems that were situational 

and relevant to each of us. 
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According to Table 6, the collaborative process gave us 

opportunities to share our questions in five different ways. We recorded 

our questions in two reflective journals; one was to record questions, 

observations and reflections about the student collaborations and one was 

to record questions, observations and reflection regarding the teacher 

collaborations. Our written questions served several purposes. First, the 

process of writing helped us to compose our inner thoughts about our 

students, curricular designs, and learning. Our written questions helped us 

to document our inquiry at various points of the research. The written 

questions could be shared and discussed with the group. 

We also shared our questions in our teachers' meetings, during 

shoulder to shoulder interactions, collaborations with our students, and on 

the telephone. The shoulder to shoulder interactions are defined as 

teachers' discussions while circulating around the classroom. As we 

passed each other we would make comments regarding our questions, 

observations, and reflections. 

The constant comparison analysis of our teachers' collaboration 

journals, transcripts of the teachers' meetings, and researcher's log 
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uncovered the categories in Table 7. The discussion of the nature of our 

questions will be described in the following format. First, the categories in 

Table are discussed with definitions and example. According to Table 7, 

the majority of our questions were asked during our teachers' meetings. 

These questions initiated discussion of our observations and reflections. 

As is evident in our discussion of collaborative observations and 

reflections, the majority of our observations and reflections were related to 

planning for cross-age activities, and the nature of the student 

collaboration. The questions asked during our teachers' meeting related to 

activity planning and reflections are highlighted so that we may take a 

closer look at the types of questions we asked to initiate these discussions. 

According to Table 7, 20 of our 46 questions addressed issues of 

plarming for our cross-age collaboration. This category is defined as 

questions regarding the nature of the activities, time, date and location of 

the cross-age collaboration. For example, on February 26, Mimi's agenda 

items included, "What to do for activities?" Mimi's February 12 agenda 

included discussing "more creative and deeper journal writing" and the 

desire to have the cross-age students "produce actual books about plants 
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Table 7 

Characteristics/Categories of Teachers' Questions 

Characteristics/ 
Categories 

Shoulder to Teacher/ 
Shoulder Student 

Journals Meetings Interaction Collaboration Phone 

Related to planning for 
activities 20 155 

Related to scheduling or 
procedures 153 2 3 

Related to research 
design 5 93 

Related to initiating 
reflections about students 
and activities 15 86 

Clarification 71 

Related to professional 
knowledge 47 

Related to concept 
development 29 

Related to writing 
development 24 

Related to interpersonal 
development 25 

Invitations for general 
reflections 12 

Related to refreshments 
served at meetings 3 

Related to teaching 
practices 2 

Related to definitions & 
integration of writing 1 3 

Purpose of collaboration 2 
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and oceanography." Edie's agenda items also reflected her questions. On 

February 26 she writes, "I would like to get a better idea of new activities 

that we are planning to do." In another example, I recorded questions in 

my fieldnotes as I observed the children interacting on our fieldtrip at the 

Botanical Gardens. I wrote, "What is the purpose of this collaboration?" 

In addition to asking questions in our journals, we shared our 

questions during our teachers' meetings. According to Table 7, the 

majority of our questions, 155, were related to planning for activities. 

These 155 questions were categories and will be discussed in a later 

section. 

Our problem posing was not restricted to the classroom. We 

continued our discussions on the telephone. For example, when we were 

feeling frustrated about the cross-age collaboration, we usually called each 

other to ask questions and discuss our concerns. We did this during the 

plant unit when Mimi was recovering from her surgery. 

According to Table 7, we asked 153 questions related to scheduling 

and procedures. Bringing two class schedules together required a lot of 

juggling of schedules. We also needed to share our understanding of 
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procedures involved in combining classes and curriculum. Our teachers' 

meetings gave us opportunities to ask these questions and discuss answers. 

In addition to meetings and journals, we discussed procedures 

during our shoulder to shoulder interactions. For example, on May 13, the 

students were finishing the creation of their gameboards. The teachers 

were deciding how to keep all the game parts together. Edie asked Mimi, 

"Do you have any zip lock baggies." 

We also shared our questions concerning procedures with our 

students, and our students shared their questions with us. For example, on 

February 26, the cross-age students were preparing to carry a conversation 

through writing dialogue. After Edie and Mimi demonstrated this process 

on the chalkboard, one student asked, "How do you do it with three 

people?" 

Five of our 46 questions were related to research methodology. This 

category is defined as questions related to the purpose of our study, the 

data collection, and data analysis. For example, on June 6, Mimi's agenda 

questions were categorized as research related. She wrote, "How we 

thought the study went? What we can do to help Lea fi-om here." On 
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March 29, Edie expressed her concerns with data collection when she 

recorded the agenda item, "scripting while keeping kids on task." 

We brought our questions and concerns related to research 

methodology to our meetings. According to Table 7, 93 questions were 

related to the responsibilities of teacher research. These questions 

included, how to juggle the role of "researcher" and "teacher," and how we 

are recording our observations. These questions led to discussions that 

helped us share our methods of research and data collection while 

interacting with our students. 

According to Table 7, 15 of our 46 questions initiated reflections 

about the teachers, students and activities. This category is defined as 

questions that ask us to make judgements on the success or nature of our 

roles as teachers, the students progress, and the values of cross-age 

activities. For example, on February 26, Edie recorded as an agenda item, 

"Share how it is going?" On May 9, one of Mimi's agenda items was to 

reflect on the role playing session. She wrote, "Role playing was a great 

idea." In another example, on March 25,1 wondered, "What is the nature 
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of off task behavior during the collaborative process? How do we 

(teachers) determine our roles during collaboration?" 

We asked questions during our meetings that initiated the sharing of 

observations and reflections related to our students and the nature of the 

activities. These questions opened up discussions that dominated the focus 

of our sharing about the cross-age collaboration. These questions were 

categorized and will be discussed in a later section. 

Our teacher/student collaboration gave us all opportunities to share 

our questions and concerns, which initiated the sharing and reconstructing 

of knowledge. According to Table 7, 71 of our teacher/student questions 

were asked for clarification. This category is defined as questions asked to 

encourage a student or teacher to elaborate on an idea, or questions asked 

to rephrase. For example, during our May interview sessions, Ned, a 

second grader, was discussing the dialogue journals. Ned seemed to be 

discouraged because his fifth grade buddies rarely answered his questions. 

To clarify my interpretation of Ned's feelings in the matter, I asked Ned, 

"Does it bother you?" This type of questioning helped us to clarify what 

we were hearing fi-om each other. 
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The next category listed on Table 7 are questions related to 

professional knowledge. Edie, Mimi and I had opportunities to share our 

professional knowledge during our semester together. Our open ended 

meeting discussions provided a time for sharing our professional 

knowledge. We asked 47 questions related to initiating these discussions. 

Twenty-nine of the teacher/student questions were categorized as 

related to concept development. This category is defined as questions 

posed to ask each other about the learning process involved in our 

collaboration. For example, on March 21, my fieldnotes indicated that we 

were discussing the collaborative research process with the fifth graders. 

One fifth grader asked, "What do you do when they (second grader) gives 

you a fact and you don't think its true?" 

Twenty-four of the teacher/student questions were related to writing 

development. This category is defined as questions initiating discussion 

on writing development. For example, on February 26, my fieldnotes 

indicated that the students were gouig to use writing to conduct a 

conversation. I asked the group, "What happens if the fifth graders write 

and the second graders can't read it?" This question occurred to me as I 
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was thinking about the different writing styles of the group. Fifth graders 

were accustomed to writing in cursive and the second graders could not 

read this type of writing. 

Twenty five of the 164 teacher/student problem posing questions 

were categorized as related to interpersonal development. This category is 

defined as questions posed to initiate discussion regarding interpersonal 

issues, such as Mendship. For example, during the May student interview 

sessions, I posed the question, "Do you think it is important to be fnends 

when you are working together?" 

Twelve of the 164 teacher/student questions were categorized as 

invitations for general reflections. This category is defined as open ended 

questions to initiate reflections about the cross-age collaboration. For 

example, on April 8, the cross-age students planted seeds together. At the 

conclusion of the activity Edie posed this questions to the students, "How 

did today's activity go?" 

According to Table 7, the next category of questions was related to 

the refreshments to be served at our meetings. These three questions were 

recorded in journals. Our meetings gave us opportunities to share 
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professional and personal matters and we enjoyed this casual time 

together. We typically served refreshments, a critical aspect to any 

meeting. 

Two of our 46 questions written in our teachers' journals were 

related to teaching practices. This category is defined as questions 

regarding how we teach. For example, on February 26,1 recorded the 

following question in my journal, "Why did Mimi want to practice?" This 

question was in response my reflections on why Mimi wanted to practice 

writing activities before using them to facilitate the learning process in our 

unit of study. 

One of our 46 questions written in teachers' journals was related to 

definitions and integration of writing. This category is defined as 

questions that reflect our wondering about how each teacher defines 

writing and the integration of writing across the curriculum. On February 

26,1 wrote the following question in my joumal, "We will be meeting 

more frequently because writing activities work into the curriculum?" 

According to Table 7, shoulder to shoulder questions helped us to 

share our meaning for the purposes of writing as we observed our students 
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in action. For example, on April 11, our students were going to continue 

their collaborative research on plants. Edie and I were going to suggest 

that the students create a web of information together. I asked Edie, 

''Should we use the web to help us tap our prior knowledge about the plant 

parts?" 

Two of the seven questions posed during our shoulder to shoulder 

were associated with the purpose of collaboration. This category is 

defined as questions asked that initiated us to share our understandings of 

the concept of collaboration. For example, on March 20 the students were 

writing and informational book about the ocean. Each student was 

instructed to write a book, rather than have two or three students 

collaboratively write one book. I noticed that the students were working 

independently on their books with little or not interaction among students. 

I asked Edie, "Do you see students working separately or together?" 

As mentioned earlier in this section on collaborative problem 

posing, a large portion of the questions asked during our meetings initiated 

discussions related to activity plarming, and reflections of the activities, 

students and teachers. The questions posed to facilitate cross-age 
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collaboration planning, the questions posed to facilitate reflections about 

the activities, teachers and students were categorized in Table 8, so that we 

may take a closer look at the nature of these questions. 

Table 8 

Questions Posed to Facilitate Cross-Age Planning 

# of Questions Categories of Questions for Planning 

43 When? 

42 Clarification 

31 Identifying content 

22 What are the processes involved? 

12 What will the students produce or do? 

6 What materials will we need? 

One hundred and fifty-five questions out of the 534 questions posed 

during our teachers' meetings were categorized as questions to initiate 

planning for the cross-age collaboration. Forty-three of the 156 questions 

are categorized as When? Questions. This category is defined as questions 

that inquire about when the activities will take place. For example, on 

February 12 we were discussing the dialogue journals of the second and 
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fifth graders. Edie posed the question, "Can you send your journals to us 

every day?" 

Forty-two of the 156 planning questions were classified as 

clarification. This category is defined as questions asked after the teacher 

makes a statement to invite the other teacher's interpretation of that 

statement. Examples of these questions are, "You know what I mean? 

Does that make sense?" For example, on March 29, Edie was initiating 

planning a role playing session for the students. She wanted the teachers 

to demonstrate productive and not so productive styles of collaboration. 

At one point Edie asked us, "Do you know what I mean? The good way 

and the bad way. Is there a way we can set up a role play of this?" Edie's 

question invited Mimi and I to respond to her idea and to elaborate on her 

plans or ask questions to help us construct the meaning of this role playing 

activity. 

Thirty-one of the 156 questions were posed to help identify the 

content of the cross-age research. We were uniting the second and fifth 

grade curriculums and we needed to negotiate the curricular designs. This 

category is defined as questions that asked Mimi and Edie to discuss the 
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content that they wish to address during the spring semester of 1996. For 

example, on February 26, we were discussing the oceanography unit that 

we were going to initiate in March. To better understand Mimi's second 

grade curriculum I asked her, "Do you do whales?" On January 30, the 

idea of a plant unit was initiated. Mimi asked Edie, "Could you do plants 

too?" 

Twenty-two of the 156 planning questions addressed the processes 

behind collaborative, writing to learn activities. This category is defined 

as planning that initiated questions regarding the process behind 

collaboration, writing, and concept development. For example, on 

February 26 we were discussing how we could suggest the integration of 

writing activities for our cross-age researchers. Edie was discussing using 

webbing and writing questions as they research about plants in her 

classroom. Mimi asked the question, "Could we write a book together?" 

Mimi often has her students write a "review book" at the end of a unit of 

study to review what they learned. 

Twelve of the 156 planning questions focused on what the students 

were to produce. This category is defined as planning questions that 
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initiate discussion regarding the students' performances and their products. 

For example, On February 12 we were planning the interviewing session 

with the second and fifth graders. We wanted the students to get to know 

each other by using writing. I asked the question, "Who will be writing the 

questions?" This question initiated our plarming for both second graders 

and fifth graders to write a set of questions to ask their new buddies. 

Six of the 156 questions addressed materials. This category is 

defined as questions that initiate a discussion on materials that will be 

needed for various activities and research. For example, on March 29, we 

were plarming our plant unit. Mimi was discussing her activity of 

dissecting a flower as a possibility for a cross-age activity. I asked, "So 

you need a big magnifying glass?" Later in our conversation we were 

talking about research materials. I asked Mimi, "Should we have them 

(librarians) gather books for your room?" 

According to Table 9, 34 of the 86 questions asked to facilitate 

reflections were categorized as clarification questions. This category is 

defined as questions asked to clarify reflections by inviting other 

professionals (Edie, Mimi and I) to share our perspectives and reflections. 
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Table 9 

Questions Posed to Facilitate Reflections About 

Students/ Acti vities/T eachers 

# of Questions Categories of Questions 

34 Clarification 

17 Roles of collaborative styles of students 
and teachers 

16 Reflecting about activities 

7 Writing development 

6 Students' level of enjoyment 

4 Concept development 

2 On task behavior 

For example, on February 26, Edie, Mimi and I were discussing our 

observations regarding the cross-age collaborative journals. Edie shared 

her observations and reflections about the number of questions the 

students were asking each other pertaining to, "Do you have a boyfriend or 

girlfriend?" Edie shared, "I couldn't believe how many questions, do you 

have a girlfriend or boyfriend. Did you see a lot of that?" The clarifying 

question, "Did you see a lot of that?" is an example of a question posed to 

invite a response from the collaborative exchanges. 
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Seventeen of the 86 questions were categorized as questions 

initiating discussion about the values of the collaborative process for the 

student. This category is defined as questions asked to initiate reflections 

and discussions about how we use the collaborative process. For example, 

on February 26, we were discussing ways to use the cross-age 

collaboration to enhance the social and academic development of the 

students. I posed my idea with my colleagues to initiate discussion and to 

gain their insight into this idea. I said, "This is just a possibility, we could 

train the fifth graders to tutor those kids that are struggling. I can see what 

Jill needs and show Vera what would work with her?" 

Sixteen of the 86 questions related to reflections about the cross-age 

activities. This category is defined as questions that initiated discussions 

that caused us to reflect about the cross-age activities. For example, on 

March 29, we were discussing our up coming plant unit. Mimi was 

sharing her experiences with planting certain types of seeds and the types 

of growth. Edie was interested in Mimi's experiences with this type of 

activity and she asked Mimi questions to encourage her to reflect on this 

activity. Edie says, "See I never do any of this, what do we do? We just 
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did anything and they barely even showed last year. What do you do, 

beans?" On May 9,1 wanted to use the collaborative process to reflect on 

the role playing that we performed with the cross-age group that day. I 

initiated role playing situations in front of the students to initiate 

discussions about various styles of collaboration. I asked the group, 

"Should we talk about the role playing today?" 

Seven of the 86 reflection questions were categorized as questions 

related to writing development. This category is defined as questions 

asked to initiate reflections about the writing development of the cross-age 

students. For example, on February 26, we were reflecting on the cross-

age dialoguing activity. Mimi began her reflections on her students' 

writing performance with a question, "You know what I was so impressed 

with? It was so easy for my kids to write to the fifth graders." 

Six of the 86 reflection questions were categorized as related to 

students level of enjoyment. This category is defined as questions posed to 

initiate discussion regarding the students' levels of enjoyment as they 

participate in the cross-age activities. 
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Four of the 86 reflection questions were categorized as questions 

related to concept development. This category is defined as questions 

posed to initiate discussion on how the children are learning and 

expanding ideas. For example, on March 11, we were reflecting on how 

the students worked collaboratively to do research on the ocean. We were 

focusing our observations and reflections on one group, Ned, Kenny and 

Sam. Mimi posed the question, "Did you see all the information they 

got?" 

Two of the 86 reflection questions posed were categorized as 

questions related to on task behavior. This category is defined as 

questions posed to initiate reflections how the students stayed on task 

during their collaborative research. For example, we were sharing our 

reflections on why the cross-age students seemed to be losing interest in 

their research. Mimi and Edie's reflections were focusing on the lack of 

on task behavior. I asked, "So why did you chose those last two activities, 

there must have been a reason why you thought this is going to get them 

on task?" 
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My interpretation of Table 7 suggests that the nature of our 

questions followed trends. Teacher to teacher questions were primarily 

related to initiating discussion regarding planning for our cross-age 

collaboration, scheduling, research design, and reflecting about the cross-

age collaboration. Our questions initiated discussions on matters that were 

relevant to us. We perceived that the purpose for our collaboration was to 

facilitate the cross-age collaboration, and to reflect upon what we were 

observing as the project progressed. Scheduling and research design were 

apart of our responsibilities as a team and questions helped us to share our 

understandings of these responsibilities. 

There are also trends within the categories of questions to initiate 

planning and reflections. The dominate category for questions was related 

to clarification. This is an important type of question because it is an 

invitation for others to share their understandings of what is being 

perceived. The clarification signals to the other team members that their 

perspectives are valuable. The other dominate types of questions that were 

asked within the plarming and reflection sections were questions that 

initiated discussion regarding the roles of the participants and the nature of 
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the cross-age activities. As we will see in the distribution of the 

observation and reflection categories, the nature of the participants' roles 

and the workings of the cross-age collaboration dominated our discussions. 

The nature of the teacher/student questions show a different trend 

then that of the teacher to teacher questions. The dominate categories are 

questions that initiate clarification, concept, writing, and interpersonal 

development, and invitation for general reflections. These dominate 

categories mirror the purposes for the cross-age collaboration, to facilitate 

interpersonal and academic benefits. The invitations for general 

reflections and the clarification questions helped the teachers and students 

generate discussions on relevant issues that pertained to their project. 

How did our beliefs influence our problem posing? Our questions 

were generated from our inquiry about our curriculum and students. Our 

beliefs influenced the nature of our questions and curiosities. For 

example, Mimi expressed her belief that collaborators must feel 

comfortable with each other before effective collaboration may take place. 

During our first teachers' meeting she posed the question, "Can our 

students use their time together to work on peacebuilders?" Peacebuilders 
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is a program that encourages students to show empathy for one another and 

develop positive interpersonal skills. During her interview at the 

beginning of our study, Edie discussed her belief that her job as a teacher 

was to be a facilitator. During a March cross-age collaboration, Edie 

questioned her role as a teacher. She felt that she was not circulating and 

facilitating with the group because she was too busy making the ocean 

books. My beliefs also influenced my questions and concerns. One of my 

beliefs is that student researchers should generate the phases of the 

research. I wondered if "failed" cross-age collaborations were due to the 

students not being invested in the research process. Were the cross 

collaborative activities too teacher directed? I posed this question to the 

group on numerous occasions. Reflective practitioners usually ask 

questions about theory and practice differences. 

Qlpgerviqg 

Webster defines observation as, an act or the power of observing, 

the gathering of information by noting facts or occurrences. The 

collaborative process gave Mimi, Edie and myself the opportunity to share. 
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By sharing our observations and processing them we assisted each other in 

reconstructing meaning. 

As presented in Table 10, we recorded and shared our observations 

in the following ways: using journals, discussions during meetings, 

shoulder-to-shoulder interactions during cross-age collaborations, through 

teacher/student collaboration, and through conversations on the telephone. 

A constant comparison analysis of our journals, my fieldnotes, and 

transcripts of teachers' meetings, uncovered the 13 characteristics of our 

observations. They are presented in Table 10. 

According to Table 10, our journals, which include and my 

fieldnotes, provided 617 examples of teachers describing the children's 

actions. This category is defined as sentences that describe the students 

movements, positions in the room, and what they were doing. For 

example, Edie wrote, "Kevin's makes his waves on his book while his 

buddy talked about what he wanted in his book." 

In addition to writing down what the children were doing, we were 

able to record the students' dialogue. According to Table 10, 158 

examples of students' dialogue was recorded. This category is defined as 
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Table 10 

Characteristics/Categories of Teachers' Observations 

Characteristics/ 
Categories Journals Meetings 

Shoulder 
to 

Shoulder 
Interaction 

Teacher/ 
Student 

Collaboration Phone 

What the children are 
doing 617 

Students' dialogue 158 

Scaffolding between 
students 120 

Interactive patterns 82 34 4 10 

Scaffolding between 
students and teachers 52 

Writing development 43 3 5 

Behaviors and attitudes 
of students 37 

Success or failure of an 
activity 23 1 2 

On/off task 15 

Oral language 
development 11 

Children sharing 
knowledge/content 4 5 

Students' intelligence 4 

Reading 2 
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direct language directly spoken by the child. For example, on March 25, 

Edie capture the following dialogue from her students in a focus group, 

"Ned, 'I do the ideas, you write.' Kevin: 'Actually, we both do the ideas.'" 

The teachers observed and recorded examples of scaffolding 

strategies between students. This category is defined as students assisting 

each other to promote development in reading, writing, concept, and 

interpersonal interactions. My analysis uncovered 120 examples of 

student scaffolding. The 120 examples are broken down into 

subcategories. The majority of our examples of student to student 

scaffolding were in writing. For example, on March 20, Mimi observed 

Mark assisting Kevin in his writing about the ocean. Mimi wrote, "Mark 

told Kevin, this doesn't make sense, figure out what you want to erase." 

Forty-four of our observed student to student scaffolding strategies 

involved concept development. For example, on April 11, Mimi recorded 

her observations of Kevin and Mark assisting each other in webbing 

information about plants. Mimi wrote, "Finally Kevin left Mark's web and 

started telling Jacob what to add to his new web. Jacob would write and 
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Kevin would look around the room at Edie's bulletin boards and tell Jacob 

about ideas to write down." 

Fourteen of our observed examples of student to student scaffolding 

involved reading development. For example, on April 25, Edie observed 

Kenny assisting Ned with his reading during a buddy reading experience. 

She wrote, "Kenny did a nice job at helping Ned sound out words. He 

wouldn't just say the word. He gave excellent wait time." We also 

observed students assisting each other in developing positive interactions. 

For example, on March 20,1 recorded in my fieldnotes my observations of 

Kenny assisting Ned in rejoining the group after they had had a conflict. I 

wrote, "Kenny said, 'Come on Ned we need you. Without your research 

we would be lost!'" 

Eighty-two interactive patterns of our cross-age observations were 

categorized. This category is defined as observations describing how a 

collaborative team or pair is interacting. Are they getting along? These 

observations usually suggested successes or failures. For example, on 

April 11, Mimi wrote in her journal, "Mark is so nice to Kevin, and 

listening to what he had to say about plants." Edie used two words to 
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capture her observations. For example on March 20, Edie wrote, "great 

cooperation." 

According to Table 10, the majority of our shoulder to shoulder 

observ ations pertained to the nature of the students' collaboration. This 

category is defined as sharing observations about how well the students are 

working together and interacting. For example, I noticed that the students 

were parallel writing their oceanbooks instead of interacting. I recorded in 

my fieldnotes on March 20, "I quickly discussed this observation with Edie 

and she agreed." 

Table 10 also showed that, the majority of our shared observations 

pertained to the collaborative process. This characteristic is defined as 

how well students are working together and their interpersonal connection. 

The teachers would share an observation among themselves and then share 

it with the students. For example, on March 20, we (the teachers) noticed 

that the students were parallel writing and not interacting when Mimi 

asked them to write two books. I recorded in my fieldnotes, "We 

presented this observation to the kids and they agreed." Styles and 
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productive ways to collaborate were shared and discussed in mini-lessons 

with the students. 

We also recorded our observations on teachers and students using 

scaffolding strategies. This category is defined as teachers and students 

assisting each other to promote development in reading, writing, concepts, 

and interpersonal interactions. We observed 52 examples of teacher/ 

student scaffolding. These examples are broken down into subcategories, 

reading, writing, concepts, and interactions. We recorded 17 observations 

regarding teacher and students assisting each other in concept 

development. For example, on April 15, Edie recorded my intervention in 

an activity involving the pooling of prior knowledge among cross-age 

researchers. The children were to draw a plant with a flower and label the 

parts. The majority of the students were copying a diagram out of the fifth 

grade textbook. I wanted to redirect them from copying out of a book and 

encourage them to tap their prior knowledge and discuss what they already 

know about the parts of plants and flowers. Edie wrote, "Lea intervened 

and had them draw their favorite plant and flower and label the parts." 
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Sixteen of the 52 examples were categorized as teachers and students 

assisting each other with interactions. For example, on March 20,1 

recorded my observations of an incident that occurred involving a group of 

boys that had a conflict that they could not resolve on their own. I wrote, 

"Edie came over and asked the fifth graders to follow her over to the 

group. She suggested that Ned sit in between the two fifth graders... 

Sixteen of the 52 teacher student scaffolding strategies involved 

writing development. For example, on April 29,1 recorded my assisting of 

Jill in the writing process. The second and fifth graders were 

brainstorming topics for their gameboards. Vera, the fifth grader, was 

busy writing her topics while Jill sat watching her. I said to Jill, "Jill you 

may draw pictures." We also assisted each other with reading 

development. For example, on March 25, Edie recorded her assistance 

with choral reading. The children were buddy reading and Ned was 

having difficulty reading. Edie writes, "Ned wanted to read his book with 

his buddy by choral reading, then move into shared reading." Edie 

demonstrated choral reading for the boys. 
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We shared and discussed our observations during the teachers' 

meetings. According to Table 10, the majority of our shared observations 

were related to the children and their writing process. This category is 

defined as those observations related to a students' writing ability of 

development. This includes observations on the fluency of writing, the 

content written, the length of the text, characteristics of the writing, and 

the lack of writing produced by a child. For example, Edie and Mimi 

discussed their observations with regards to the types of questions written 

in the students' dialogue journals. On February 26, Edie shared this 

observation of a question a fifth grader wrote to a second grader, "Do you 

have a boyfriend?" Mimi confirmed this observation and the two teachers 

began a discussion on how they were handling this inappropriate dialogue. 

The journals were re-discussed during our March 11 meeting. Edie and 

Mimi were discussing the benefits of this activity. Edie shared her 

observation that "some of my kids wrote pages." This was a response to 

Mimi's concern that the fifth graders were not answering the second 

graders questions. In addition to length and content, other observations of 

characteristics of students' writing were shared. For example, on February 
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26, we were discussing Ned's writing development. Edie shared her 

observation that Ned, "chose to draw everything instead of write." We 

also made comments that indicated that we observed students as lacking in 

writing ability. For example, on March 26, Edie told us that one student 

was a "non-writer," 

We also discussed the students' writing progress during our 

shoulder to shoulder interactions. Three of the eight examples of shoulder 

to shoulder observations were related to writing. For example, on 

February 26,1 wrote in my journal that, "Mimi said that she's never seen 

her students write so much." This observation was shared during a cross-

age dialoguing session. 

The two student surveys and two student interviews gave the 

teachers and students extensive opportunities to share their observations 

about writing development. In the February and April survey, they were 

asked to discuss how the cross-age collaboration assist with writing 

development. 

We also shared our observations of the children's behavior and 

attitudes during our teachers' meetings. For example, on March 11, we 
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were discussing how the students were reacting during their activity. 

Mimi was discussing a second grade girl and she shared this observation, 

"They just floundered today." Mimi used the word floundered to describe 

the behaviors of the students she was observing. 

Mimi, Edie and I also shared our observation on the success or 

failure of activities in our meetings, in our shoulder to shoulder 

interactions, in our teacher student collaborations, and on the telephone. 

In our teachers' meetings, 23 lines were categorized as observations 

pertaining to success or failure of an activity. For example, on March 29, 

we were discussing why we thought the initial instructions for the 

oceanbooks discouraged collaboration. Mimi had decided that each 

student should make and write his or her own book. When the students 

began working they were parallel writing and we were not observing 

collaboration. Mimi shared her observation as to why there was a 

problem, "It seemed like every man for himself." Another example, on 

May 9, Edie shared her observation of the plant diagraming activity, "The 

diagrams bombed." On April 27, Edie shared her observation of a 

successful activity. She was pleased with the activity involving the 
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students working as teams to write trivia questions about plants. She 

shared, "And doing an activity where they had to bring in their background 

knowledge and write, it was just phenomenal." 

Three of our shoulder to shoulder observations was related to the 

failure of an activity. For example, on April 15, the cross-age students 

were going to pool their prior knowledge about plants and flower parts. 

They were asked to draw a picture of a plant and flower on butcher paper 

and discuss and label the parts. We observed many students copying a 

diagram out of the fifth grade book with no discussion among group 

members. I wrote in my fieldnotes, "We noticed that students were 

copying diagrams from the fifth grade textbook." We shared this 

observation and intervened. 

The students and teachers also shared their observations on the 

success of activities. For example, we asked the second and fifth graders 

to share their observations regarding the nature of the dialogue journals. 

Another example was that on May 10 we asked the students to share their 

observations on the usefuhiess of the guide booklets provided for us on our 

field trip to the Botanical Gardens. 
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Edie, Mimi and I also had the opportunity to share observations 

during telephone calls. A constant comparison analysis of my research log 

and my student collaboration journal provide three examples of phone 

conversations to discuss our observations. The three examples of sharing 

observations pertained to problems or snags in our project. For example, 

when Mimi had her gallstone problems, Edie and I needed to discuss our 

concems on the phone, and I needed to communicate by telephone with 

Mimi while she was home recovering. 

Our collaborative teachers' meetings gave us the opportunity to 

discuss the issues of students off task and on task behavior. This category 

is defined as observations of students' level of involvement in the day's 

activity. For example, on March 29, Edie expressed her observations, and 

frustration with the students' lack of involvement in activities. She tells 

us, "really off task, I mean I saw a lot of it." 

We also shared observations of the students oral language. This 

category is defined as those observations that are related to the students 

spoken vocabulary, and oral expression. For example, on February 26, one 



412 

of the teachers added her observation of Ned's oral language, .. and the 

kid has a fifth grade vocabulary." 

We focused on how the children used the collaborative process to 

assist each other in content development. This category is defined as those 

observations of students sharing knowledge as they engaged in research. 

For example, on March 29,1 shared my written observations with the 

group that pertained to a group of students assisting each other with 

concept development. "They were all sharing information. One would 

say, does a whale have a backbone and someone else would say, well it's a 

mammal." 

Comments were made that suggested we needed to make 

observations of students' basic intelligence. This category is defined as 

those observations that make a general statement about a student's mental 

abilities. For example, on March 11, Edie shared this observation with us, 

"Kenny is so sharp." 

In addition to written and oral language, we shared observations 

about students' reading development. This category is defined as those 

observations that describe the writing abilities or the development of a 



student. For example, Mimi shared her observation of Jill being able to 

read what she wrote, "Guys, you could read it." 

My interpretation of Table 10 suggests trends in the nature of our 

observations. Observations recorded in our journals primarily reflected 

what the children did, said, and how they assisted each other. Perhaps the 

reason for this dominance is that we recorded observations of our focus 

group. We made an effort to record what they ere doing, and their 

dialogue. This information was to be used to examine the working of a 

collaboration and careful documentation was necessary. 

On the other hand, our observation categories during our meetings 

focus on different areas. We tended to pay attention to interactive patterns 

of the children, their writing development, and the success or failure of 

activities. Our observations mirrored our goals for the study. We were 

primarily looking at writing development within a collaborative process. 

Our teacher/student observation categories also followed a trend. 

We focused on interaction patterns, as well as writing and concept 

development. Again, these observations reflected our goals for the cross-

age collaboration. 



How did our teacher beliefs influence our observations? Each 

teacher's observations were influenced by our belief systems. For 

example, Mimi believes that cross-age collaboration should be "fun" and 

her observations often comment on whether or not her students were 

having a good time. On May 10, Mimi recorded in her journal after our 

field trip to the Botanical Gardens, "Some kids were so into working, sure 

they got the book filled out but they missed a lot of fun." Edie's belief that 

the collaborative process was possible when the collaborators are fiiends 

was reflected in many of her observations. I remember Edie calling out 

this observation during our picnic with the second and fifth graders, "Oh 

look they are all eating with their buddies!" My belief that second graders 

will create zones and and fifth graders will provide scaffolding influenced 

my observations. While observing the focus groups I watched for and 

recorded examples of creating zones and scaffolding strategies. In March I 

observed Jill assisting Vera with the structure of their text in their book 

about oceans. 
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Reflecting 

Reflection is to ponder, to look back on your observations and make 

sense of what you collected. Edie, Mimi and I used the collaborative 

process to share our reflections regarding the students, ourselves, the 

curriculum, and the study. 

Our language assisted us in sharing our reflections through writing 

and discussion. We recorded our reflections of the cross-age collaboration 

and the teacher collaboration in journals. We also had the opportunity to 

share our reflections during our teachers' meetings. Edie, Mimi and I 

continued sharing reflections during our shoulder to shoulder interactions 

during the cross-age collaboration. Our teacher/student collaboration 

provided opportunities to think with our students. We also shared our 

reflections during telephone conversations. A constant comparison 

analysis of the data reveal 17 categories of reflection. They are presented 

in Table 11. 

The analysis of the journals and fleldnotes uncovered 137 examples 

of teacher's reflections about cross-age activities, particularly in regards to 

the successful and failed activities. As suggested by the professional 
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Table 11 

Characteristics/Categories of Teachers' Reflections 

Characteristics/ 
Categories Journals 

Shoulder 
to 

Meetings Shoulder 
Interaction 

Teacher/ 
Student 

Collaboration Phone 

Cross-age activities 137 320 2 2 

Teachers' collaboration 
(behavior, attitudes) 13 186 

Students' collaboration 
(behavior, attitudes) 87 141 7 23 

Students' writing 
development 4 52 3 13 

Scaffolding strategies 38 

Sharing our written 
reflections 35 

Issues of on and off 
task behavior 30 

Research or study 
related 

18 

Scheduling 17 

Students' oral language 
development 13 

Students' intelligence 10 

Types of professional 
development 7 

Concept development 4 15 

Meeting curricular 
requirements 2 

Restating events 27 
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literature, reflective practitioners look for curricular areas to improve 

(Copeland et al., 1993; Reagan, 1993). Some of these reflections were 

expanded by speculations as to why an activity was a success or failure. 

The process of reflecting on why an activity succeeded or failed helped us 

to articulate underlying reasons for our actions (Shon, 1983) and helped us 

to uncover our belief systems. For example, on May 9, Mimi and 1 did a 

role playing session with the cross-age students. The purpose of this role 

playing was to demonstrate our perception of productive and unproductive 

collaboration during our upcoming field trip to the Botanical Gardens. On 

May 10, Edie recorded this reflection in her journal, "Role playing was so 

wonderful. Kids laughed and got something out of it." The students level 

of enjoyment was an indicator that this was a successful activity and 

reflects Edie's beliefs. 

In addition to reflecting on the success or failure of activities, we 

reflected on alternative activities and methods to use with the cross-age 

collaborators. As reflective practitioners we understand that there is more 

than one way to assist students in development and in curricular designs 

(Adler, 1991; Copeland et al., 1993). Reflective practitioners mentally 
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play out how alternative plans work (Copeland et al., 1993). Our journals 

recorded these mental plays. For example, in May the cross-age students 

wrote review questions that needed to be solved using mathematical 

computations for their game boards. The fifth and second graders wrote 

their questions separately and brought them to the collaborative session. 

Based on Mimi's observations, she wrote the following reflection on May 

13 in her journal, "I think it would have worked better if the kids would 

have formulated the questions together instead of each coming with 

separate questions." 

We also reflected about our role in the workings of an activity. For 

example, Edie wrote in her journal, "I did not really enjoy my role today. I 

felt I was a bookmaker and had little time to observe and comment as a 

facilitator." Edie's reflections mirror her beliefs about the various roles of 

a teacher. She believes that a teacher should be a facilitator and she was 

fi-ustrated because the nature of the activity prevented her from assuming 

this role. 

According to Table 11, the majority of our collaborative reflections 

in the teachers' meetings were related to the cross-age activities. This 
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category is defined as reflections related to the success or failure of an 

activity, why the activity was a success or failure, and alternative activities 

based on our reflections. For example, we shared our perceptions of 

successful activities. Successful activities seem to be those activities that 

accomplished our goal, and activities that the children seemed to enjoy. 

The level of student enjoyment and "on task" behavior seemed to influence 

our perceptions of what constituted a "successful activity." Our discussion 

on May 9 illustrates this point. We were sharing our reflections on the role 

playing activity that we performed for the cross-age students. Mimi and I 

used role playing to demonstrate our perceptions of effective and 

ineffective collaborations. The children seemed to thoroughly enjoy this 

activity. They were attentive, involved and laughing. Edie initiated our 

discussion about the role playing when she proclaimed that it was a 

successful activity. When I asked her why, she shared, "The kids just 

really had a good time and I think that's one of the biggest things that 

Mimi and I really wanted to gain is to have them have fun together on top 

of learning." 
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In addition to celebrating our reflections about successful activities, 

we discussed those activities that seemed to need improvement. For 

example, on May 9 we were discussing the problems regarding our plant 

unit. The children seemed uninvolved, and the issue of "off task" behavior 

were of concern. Edie suggested that the children write questions for a 

plant trivia game. The collaborative pairs and groups were reorganized 

and the children seemed to enjoy this activity. We shared our reflections 

as to why there may have been a change in the comfort level of the 

students, perhaps we were more organized, or perhaps it was timing. This 

brainstorming session helped us to focus in on a concern that Edie and I 

were having regarding our study, the idea of organizing and planning. We 

finally addressed the issue of our lack of communication in planning for 

upcoming cross-age collaborations. 

These types of collaborative discussions gave us opportunities to 

share alternative activities, or alternative ways of presenting activities. For 

example, on April 27, we were discussing the cross-age research project 

regarding the ocean, and the writing of the ocean book. There was 

mention that the children were tired of webbing, while I argued that it 
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wasn't the webbing, it was the way the webbing was being used in the 

research process. I shared my reflections about this activity. I felt that 

"there were too many subtopics." I also suggested that we could have used 

pre and post freewriting activities to assess concept development. Edie 

responded, "See my perspective was that the book turned out great. But 

now I think we are done with that, the kids are tired of webbing." Sharing 

our reflections about the activities gave us the opportunity to share our 

beliefs and perspectives. Our meetings gave us a place to discuss how 

alternative plans may be played out in our classrooms. Although we did 

not always agree on why an activity succeeded or failed, we were able to 

see our students through the eyes and minds of other educators. 

In addition to writing in journals and discussions during our 

teachers' meetings, Mimi, Edie and I discussed our reflections regarding 

the cross-age collaboration during our shoulder to shoulder interactions. 

For example, on May 10, we were on a field trip at the Botanical Gardens. 

The children were working with a guide book that I observed and reflected 

to be controlling and ineffective. I shared my reflections with the teachers 

as we sat and rested, and as we wandered around the gardens. Our shared 
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reflections lead to a lengthy discussion. In short, cross-age collaboration 

gave us the opportunity to be in the same classroom and to do shoulder to 

shoulder reflections. We could confirm our reflections on the spot, and 

make adjustments as needed to improve the situation. 

Sometimes, our observations and interpretations are challenged as a 

situation is seen through the eyes of another practitioner. For example, on 

April 8 the students were working in individual plant journals after 

planting seeds. Again, I observed children working independently with 

separate books. I mentioned this observation to Edie. She directed my 

attention to a group of girls sitting on a hill, working in their individual 

books, but discussing the content as they were writing. I wrote in my 

student collaboration journal on April 8, "Edie is able to add an extra 

perspective through her observations and reflections." 

Our teacher/student reflections also addressed the success or failures 

of activities. For example, on May 10 were addressed the issue of the pre-

made, controlling guide book on our field trip with the students. We 

invited the students to share their reflections on the values of the booklet 

and how this booklet shaped their experiences. In another example, during 
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the second interview session we asked the students to discuss the dialogue 

journal experience. Mimi perceived that the dialogue journals "died" and 

she speculated as to why. She was interested in the students' perspective 

so she included this question for in the second student interviews. 

As with problem posing and observing, we shared our reflections on 

the telephone. A constant comparison analysis of the journals, fieldnotes, 

and researcher's log uncovered three examples of collaborative reflections 

on the phone. For example, in April I recorded a situation where Edie an I 

reflected on the phone about our frustration and concerns regarding the 

cross-age collaboration. Mimi was home recovering from her gallbladder 

surgery and we were not meeting to plan and discuss our cross-age 

activities. As a result of this collaborative reflecting, we re-planned the 

next two sessions for the students and scheduled a teachers' meeting. 

The next major category of our reflections is related to teacher's 

behaviors, attitudes, roles and collaboration. For example, on March 29 

we were discussing the issue of "off task" behavior among our students. 

We were sharing our reflections about fifth graders assisting the second 

graders and then the fifth graders doing something else, such as chatting 
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with a friend, while the second grader did the work. We turned the 

discussion toward our role as teachers and we wondered if this is behavior 

that teachers typically model in classrooms. Do we get students started on 

an assignment and then do something else? I mentioned, "I hope they 

don't think that we do that to them." Edie responded, "We do though, we 

model that a lot." 

We also used our journals to record and share our reflections on the 

teacher collaborative process. For example, Mimi recorded her 

interpretation of how the three teachers were collaborating while 

interacting with the students. On May 10 she writes, "The three of us were 

really in sine today. We finished each others directions and added to 

directions for clarity." Mimi valued how we were in tuned with each 

other. We blended together instead of working separately. Mimi believes 

that this was a successful collaboration. 

According to Table II, the majority of our written reflections were 

related to how our students collaborated. This category is defined as how 

the students interacted as they worked together, and the roles that they 

negotiated. For example, on April 11, Mimi wrote this reflection in her 
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teacher collaboration journal: "Kevin and Michael worked better together 

than any other time." 

We also shared our reflections regarding the students collaborating 

during our teachers' meetings. For example, on February 26, Edie 

reflected on the general population of the second and fifth graders in 

relationship to the collaborative process. She shared, "You could tell they 

are all use to some sort of collaboration because no one had to tell them 

that they could go and sit on the floor." Edie was referring to the natural 

response of the children when they were asked to work with their partners 

or groups. Without being instructed, the children found a comfortable spot 

and began working. 

Further, we also shared reflections about specific students in regards 

to their attitudes about collaboration. The enjoyment level of our students 

seemed to be very important to us because we often mentioned whether or 

not students seemed to be having fun. For example, on February 26, Mimi 

mentioned that her interpretation of how Michael was enjoying himself. 

She said, "He's loving it." Another example, on February 26, Edie was 

discussing the nature of on of her fiftli graders. In her reflections she 
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shared, "She's a real tough one." These types of reflections help to share 

our insights to the personalities of the children in our collaboration. 

We shared our reflections related to the students' collaboration 

during our shoulder to shoulder interactions. For example, on March 20, 

Edie and I noticed that having a collaborative pair work on two books did 

not encourage collaboration. We shared this observation, then we 

reflected upon it's effect on our perception of collaboration. We agreed 

that two books lead to a lack of interaction among the children. This 

shoulder to shoulder reflection led to a change in instruction. 

According to Table 11, the majority of our teacher/student 

reflections were related to the students' collaborative process. These 

reflections took place in several ways- surveys, interviews, and during 

cross-age collaborative sessions. For example, after each cross-age 

collaborative session, Edie would conduct a student reflection time. The 

students were encouraged to share what they liked and did not like about 

the day's activity. This open ended question gave the students' the 

opportunity to address issues in any area. Sixteen out of the 35 recorded 

student reflections were related to the collaborative process and 
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judgements on the interpersonal relationship. This indicates that these 

issues are important to the children and their insights gave the teachers 

additional perspectives in regards to the events of the day. 

We recorded and shared our reflections with regard to students' 

writing development, including specific characteristics of the writing. We 

discussed writing development in our journals, at our teachers' meetings, 

in our shoulder to shoulder interactions, and with our students. 

Our journals provide four examples of reflections related to 

students' writing development. For example, I wrote in my journal on 

March 25, "Jill knows her limitations. Due to her challenged fine motor 

skills, writing is extremely difficult for her." This reflection was written as 

I observed Jill avoiding the role as recorder in her collaborative writing 

with Vera. Our written reflections were often brought to discussion in our 

meetings. 

The analysis of our meetings' transcripts uncovered 52 examples of 

reflections pertaining to students' writing. For example, we reflected 

about the characteristics of a student's writing. On February 26, Mimi 

shared, "What she got firom Jill was amazing. The word "no" was written 
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better than I've ever seen, ever." Jill has severe challenges with her fine 

motor skills and her handwriting is often illegible. Mimi was celebrating 

that Vera encouraged Jill to write the word "no" clearly. 

Another example illustrates how we reflected on the content of the 

children's writing. On February 26, we were discussing the content of the 

questions written in the dialogue journals. Edie and Mimi were sharing 

their reflections about the fifth graders asking the second graders if they 

had a boyfriend. Mimi shared with us, "but you know in second grade they 

don't know what that means." 

In other examples, we made reflections regarding the lack of writing 

involved in some activities. On March 11, we were discussing the 

collaborative styles of various groups of students. Mimi was sharing her 

observations and reflections about a pair of boys that were very verbal. 

Mimi mentioned that, "They didn't even write." She was pointing out that 

in this situation they were so busy having a conversation that they didn't 

use writing as a tool for learning in this situation. 

We also shared reflections about the children's writing during our 

shoulder to shoulder interactions. For example, on May 17, our students 
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were playing the review game with their game boards. Mimi made the 

observation about the nature of the themes in the boys' questions. I wrote 

in my fieldnotes, "Mimi noticed and reflects to us, all the boys have a 

death theme in the game, did you notice?" 

Our students also shared their reflections on writing and reading 

development. For example, during our two student interview session, the 

second and fifth graders were asked to share their reflections on how the 

cross-age collaboration helped the students to assist each other with 

writing development. Seven of the 34 written student reflections in our 

journals were related to writing development. For example, one second 

grader commented on how the fifth grader was helping her write "really 

fast." 

The collaborative process gave us the opportunity to discuss our 

concept of the word "scaffolding" and to discuss scaffolding strategies to 

demonstrate for the students. For example, we had the opportunity to 

intervene in the cross-age collaborations to demonstrate scaffolding 

strategies to help facilitate language development. Our discussions helped 

us to brainstorm these strategies. Another example occurred on February 
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26 when we were discussing our reflections about second graders who 

were struggling with their writing. I offered, "I could train the fifth 

graders to tutor those kids that are struggling." I could observe the 

children in question and assist their fifth grade buddies in ways to assist 

the second graders. The process of sharing scaffolding strategies that we 

used as interventions, and strategies that we would like to use in the future 

gave us the opportunity to share our beliefs about language development. 

Portions of our collaborative reflections were used to share our 

written reflections. This category is defined as reflections that are read 

firom our journals during a meeting. For example, during our March 29 

meeting I read my observations and reflections fi-om my fieldnotes to Edie 

and Mimi. I did this for three reasons. First, I wanted to share my ways of 

observing and reflecting because Mimi and Edie expressed interest in my 

written observations and reflections. Second, I wanted to share with them 

my thoughts about "off task" behavior with Mark and Bob in one set of 

reflections. I also wanted to share my interpretations of my observations 

of Jill and Vera's interactions and how they were assisting each other with 

writing. 
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We also discussed issues of on and off task behaviors in our 

meetings. These issues were discussed as we reflected about our 

collaboration. This category is defined as reflections specifically 

addressing issues of off task behavior. For example, on March 29, Edie 

was sharing her reflections and fiiistrations regarding off task behavior 

among the cross-age collaborative groups. She told us, "It's really 

frustrating you know, that's when I need to be more of a teacher and just 

stop what I'm doing (playing the role of researcher) and get them on task 

again." 

We also used our journals to recorded our reflections about the 

research process and this dissertation study. This category is defined as 

reflections related our study and research methodology. For example, on 

February 26, Mimi recorded her feelings regarding writing in our journals. 

She writes, "I don't like writing in journals. I'd rather just tell Lea what I 

see and how I feel." 

Scheduling was always an issue with this project and reflections 

about scheduling were recorded in journals. This category is defined as 

reflections related to schedule changes. For example, on June 5, Mimi 
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recorded in her final reflections that, "More time per meeting." This was 

in reference to the amount of time of each cross-age collaboration session. 

In addition to writing development, we shared our reflections on 

students' oral development. For example, on March 11, Mimi shared her 

reflections regarding a characteristic of Mark and Kevin's use of language, 

"They love to talk. I mean they never quit and they never went off the 

subject. It always stayed on oceanography." 

Comments pertaining to student's general intelligence were shared 

during our reflections. For example, on March 11 Edie shared these 

reflections with us, "Kenny could have probably been GEM (district's 

gifted program) if he could have just mellowed out enough for it. I mean 

they are so so so so so bright." Edie was Kenny's teacher and she wanted 

to add this reflection to our discussion 

My teacher collaboration journal addressed issues of top down 

versus collaborative professional development. This category is defined as 

reflections related to types of professional development processes. For 

example, on February 26,1 wrote in my teacher collaboration journal the 

following reflection after a teachers' meeting, "I feel a sense of guilt 
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because I am not directly giving Mimi and Edie something, such as a 

packet of activities, programs, or models." 

In addition to writing development, we recorded our reflections 

regarding concept development. This category is defined as reflections 

related to how an individual student, or students, were progressing with 

concept development. For example, on March 11,1 recorded in my student 

collaboration journal, "Webs helped to break up a huge topic into smaller 

topics and they went from there." I was referring to how the construction 

of a web with subtopics helped the students organize their knowledge and 

information. 

In addition to the collaborative process, the students shared their 

reflections on concept development. This category is defined as 

reflections related to how the students were developing ideas as they 

researched. This issue was addressed in the second student surveys 

distributed in April. The students were asked to reflect on how they were 

helping their partners leam and how their partners were helping them 

learn. Ten of 34 recorded students reflections were related to concept 



434 

development. For example, one fifth grade girl praised her second grade 

buddy for "being a good researcher and finding information." 

Our concerns for integrating our study into the second and fifth 

grade curricular guides were evident in our written reflections. This 

category is defined as reflections related to the understanding that our 

study meet district mandated curriculum. For example, on February 12, 

Edie wrote the following reflection in her teacher collaboration journal, 

"I'm glad that we had a chance to brainstorm some ideas that fit in 

naturally." Mimi wrote in her teacher collaboration journal on February 

26, "It totally matches my curriculum." 

As part of our reflections, we restated events or activities. Twenty-

seven lines of the reflection portions of our journals simply restated events 

while making interpretations. For example, on February 16, Edie wrote in 

her teacher collaboration journal, "Our middles (second graders) invited us 

to their Rodeo play." She went on to note that she believed her students 

really enjoyed seeing this production. Another example, on February 26, 

Edie wrote in her journal, "Lea observed in my room today." She went on 

to reflect upon this experience. 
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My interpretation of Table 11 shows trends in the reflection patterns 

of the teacher to teacher reflections. The major category is related to 

cross-age activities. Within this category we reflected on the success or 

failure of the activity, why it succeeded or failed, alternative activities and 

methods, and our role in the workings of the activity. Perhaps as the 

teachers in this project, we felt that this was our primary responsibility and 

the reason for our collaboration. We also spent a great deal of time sharing 

our reflections about our collaborative process, and the student 

collaboration. The next major category is sharing reflections about the 

students' writing development. This major category of teacher/teacher 

reflection mirror our goals for the project. 

How did our teacher beliefs influence our reflections? As suggested 

by the literature, each of our belief sytems was a filter for interpreting and 

making sense of our observations. Our belief systems influenced our 

reflections in many ways. For example, during our interviews at the 

beginning of the study, Mimi and Edie shared their beliefs about their roles 

as teachers when working with the students. They describe their role as a 

facilitator. They reflected during the March 29 meeting that they were 
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having difficulty carrying out the role of teacher and researcher. Their role 

as researcher meant writing and documentation. The process of writing 

their observations prevented them from circulating around the room and 

interacting with the students. Another example of a belief system 

influencing reflections is my belief is that Mimi was expecting a top down 

model of staff development because that is what she is accustomed to and 

believes that it has been a satisfactory method of professional 

development. On March 29,1 reflected in my journal, "I sense that Mimi 

is disappointed with this professional development approach. She wants 

me to give a program. I want to share a process of thinking and planning a 

curriculum." 

Teacher Planning 

The process of problem solving, observing and reflecting on our 

experiences and beliefs lead us into our planning for the cross-age 

collaboration. As suggested by Shavelson (1983) we engaged in several 

levels of planning. We did monthly, unit, weekly and daily planning at 

various times. Mimi and Edie typically taught social studies and science in 

units that lasted for approximately one month. We planned our 
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collaborative units to take place in February, March, April and May. 

Within the units we planned for weekly and daily activities. 

As suggested by Glatthom (1993) we had our two sets of lesson 

plans, mental plans and written plans. Mimi and Edie used their teacher 

collaboration journals to jot down plans. A constant comparison analysis 

of our teacher collaboration journals uncovered 4 characteristics of our 

plans in the journals. Table 12 represents the categories of these written 

plans. 

Table 12 

Teacher Planning for Cross-Age Coilaboration in Journals 

Categories # of lines 

Activities and content 56 

Scheduling 12 

Procedures 6 

Materials 2 

According to Table 12, the majority of our written plans were 

related to activities or content. This category is defined as sentences 
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referring to the content to be covered, or the name of an activity. For 

example, on January 30, Mimi wrote in her journal, "interview questions 

(5) for buddy, give example." This notation was a reminder of the activity 

that we planned in our teachers' meeting. 

In addition to identifying content or an activity name in the journals, 

Edie and Mimi made notations about cross-age activity scheduling. This 

category is defined as sentences that describe the time of the activity. For 

example, on February 12, Edie recorded in her journal, "Lesson plans for 

Thursday." 

Notations regarding cross-age activity procedures and materials 

were also recorded in the teachers' journals. Procedures refer to notions 

regarding the procedure of a stated activity. For example, on February 26, 

Mimi wrote, "Send journals to Edie on Monday. We'll get back on 

Tuesday." Materials refer to notations recording materials needed for a 

cross-age activity. For example, in April, Edie wrote, "potting soil- 2 bags, 

green beans." 

The written plans in the journals were phrases or reminders of our 

oral lesson plans that occurred in the teacher collaboration meetings. I did 
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not make plan notations in my journal. I wrote two sets of lesson plans, 

one was our planned activities and one was the actual activity. The 

planned lessons were a write up of what we decided to initiate with our 

cross-age students. My descriptions included the activity, the purpose of 

the activity, materials, and procedures. After the cross-age activity, I 

wrote up the actual activity for a comparison. These planned and actual 

lesson plans were used as data collected for this study. We never referred 

back to the written plans while working with the children. As suggested 

by Glatthom (1993) our mental plans were the plans that we referred to as 

we interacted with the children. They were tentative, flexible, and 

adaptable. We did not refer back to our written plans or notations. 

The collaborative teachers' meetings provided opportunities for us 

to plan together. A constant comparison analysis of the transcripts of our 

plarming sessions in the teachers' meetings uncovered the following 6 

categories of our cross-age planning. Table 13 represents these plarming 

categories. 

According to Table 13, the majority of our cross-age planning 

discussions involved procedures. This category is described as discussion 
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Table 13 

Planning in Teachers' Meetings 

Categories # of lines in transcripts 

Procedures 886 

Activities/content 610 

Scheduling 196 

Materials 85 

Prepping for materials 29 

Stating objectives 29 

related to the sequencing of events in relationship to an activity, and the 

role and predicted actions of the students and teachers. For example, on 

February 12 we were planning the interview session involving the cross-

age students getting to know one another. As we discussed the procedures 

of this activity, I asked "So who's writing the questions? Tell me who's 

writing the questions." 

The next major planning category is discussing content or an 

activity. This category is defined as discussion that identifies content to be 

researched, or the identification of an activity. For example, during our 

January 30 meeting we were doing our unit plarming. The second graders 
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were going to do a unit on Africa and we were discussing how the fifth 

graders could collaborate with this topic, and how it integrated with the 

fifth grade curriculum. Edie said, "Well, the only thing, when I think of 

Afnca right now we're talking about slavery." 

The discussion of the content, activities and procedures included the 

scheduling of the cross-age collaborations. This category is defined as 

discussion of scheduling specifically related to the nature of an activity 

and the procedures involved with the activity. It included when things 

would take place. For example, we were doing monthly planning during 

our January 30 teachers' meeting. A plant unit was being considered as a 

possible unit for the collaborative researchers. Edie asked, "So you do 

plants in March?" 

In addition to planning content, activities, procedures, and working 

out the scheduling, we discussed and planned for the materials needed for 

the cross-age collaboration. Materials included books, art supplies, and 

pre-made materials. For example, during our February 12 meeting we 

were discussing reference materials for our oceanography unit. Edie 
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offered, "We could bring in our textbooks so the kids can see a fifth grade 

textbook and where they get their information too." 

In addition to discussing what materials we needed for activities, we 

discussed preparing materials or upcoming activities. This category is 

defined as discussion related to the procedures of preparing materials, such 

as books, and materials for planting seeds. For example, during our 

February 26 meeting we were discussing how we were going to encourage 

the cross-age students to write their own books about a topic of study. 

Mimi offered to have one of her mother helpers make the blank books for 

the students, "I've got enough cereal boxes and a mom cuts them for me 

and then covers them with contact paper." 

As suggested by Glatthom (1993) and Shavelson (1983), objectives 

were a part of our planning, but not the starting point of planning. 

Objectives are defined as stating the discussion of the purpose of the 

activity. For example, on February 12, we were discussing our plans to 

have the children engage in activities that would help them to get to know 

each other better, and build positive interpersonal relationships. The 

activity of conducting interviews was suggested. During our discussion of 
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having the students write interview questions and conduct the interviews 

with their new buddies, Edie restated, "Like what is the main objective, to 

get to know someone." 

Our planning provided many opportunities to discuss our beliefs 

about learning and share our teacher knowledge. The following pattern 

seemed to emerge from our collaborative teacher meetings: problem 

posing, observations, reflections, leading to planning. Within the process 

of collaborating our questions, observations and reflections are teacher 

beliefs created harmony and tensions. These harmonies and tensions 

ultimately affected our plans. This finding will be discussed in detail in 

the following sections. 

Teacher Beliefs: Harmony Versus Tension 

As suggested by Parajes (1992), uncovering teacher beliefs and 

attempting to measure a teacher's belief system is not an easy task or an 

easy subject to study! We used open ended interview questions to elicit 

our underlying belief systems about how students learn, the nature of 

creating curriculum, and the role of the teacher. In addition to the 

interviews, our discussions throughout the study gave us the opportunity to 
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uncover and examine our beliefs. As we discussed our belief systems we 

were able to see similarities between the three teachers. These similarities 

helped us to negotiate the curricular designs for our cross-age 

collaborations and determine our roles within this student collaborative 

research. Harmony was maintained when we shared the same belief 

structures. The following sections will provide examples of this harmony. 

Edie, Mimi and I shared similar belief systems regarding the way 

students should begin the research process, by tapping prior knowledge. 

During our interviews we discussed how we introduce concepts to our 

students. Mimi explained, "I think they come with an early set, a package 

of beliefs and a package of ideas and knowledge and how they process 

things from home." Edie shared her belief about how students learn, "first 

by their background knowledge." I agreed with Edie and Mimi, I stated in 

my interview, "Students learn by connecting new information with their 

prior knowledge." We shared a common belief system regarding how 

students begin the research process. This lead the three of us to negotiate 

the activity of using writing to tap prior knowledge. We plarmed to have 

the cross-age collaborators come together to web their prior knowledge 



445 

about the ocean for their ocean study, and for plants at the beginning of 

their plant study. Another example of harmony among our beliefs was our 

belief about research materials. During our interviews we discussed how 

we used reference materials and textbooks in our curriculums. Edie uses 

textbooks and library reference books. Mimi and I use library reference 

books and our own text sets on the subject. We negotiated and used 

reference books from the library and our own collections, and Edie's fifth 

grade textbooks for research. 

Edie, Mimi and I held similar beliefs about the role of a teacher in 

relationship to student research. We defined our role as a facilitator. This 

common definition helped us negotiate our roles and responsibilities as our 

cross-age collaborators conducted their work. We agreed to circulate 

around the room and assist students when needed. 

Harmony seemed to facilitate planning. If our belief systems were 

similar and we were able to negotiate a curricular design, we proceeded 

with our plans. For example, during our first meeting we shared our belief 

that the students should get to know each other on a personal level before 

they begin their research on a scientific topic. This harmony in our beliefs 
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was realized and we went into planning the next cross-age collaboration, 

students writing interview questions and interviewing each, other. 

With harmony came tensions. At various times we did not share the 

same belief systems regarding student research, teacher research, curricular 

issues, or teacher involvement. These tensions created interesting twists in 

our research and our planning. Table 14 illustrates some of the tensions 

created because of our variations in our beliefs. 

Table 14 

Teacher Beliefs: The Tensions 

The Tensions 

Product vs. process for cross-age collaborations 

Teacher directed vs. child centered curriculum 

Top down vs. collaborative teacher research for professional development 

According to Table 14, we experienced tensions regarding the 

nature of the cross-age collaboration and our collaborative teacher 

research. The following sections will give examples of each type of 

tension. 



Mimi, Edie and I discussed ways to incorporate learning activities 

that facilitate thinking in the research process. We wanted to assist our 

cross-age students in using writing to facilitate concept development. Our 

discussions brought out the tensions between focusing on the process of 

writing to learn and the product involved in using writing to learn. Mimi 

stressed the product and I focused on the process. Mimi was interested in 

the products such as the finished book, and I was interested in the process. 

For example, during the January 30 meeting, Mimi asks, "I don't 

understand what they're going to walk away with and what you're going to 

walk away with." My emphasis is the process so I shifted the conversation 

to discussing how we could suggest that the cross-age collaborators assist 

each other in brainstorming prior knowledge with a web, and writing 

research questions. Mimi continued to shift the focus back to the "book" 

that she hoped that they would produce. This issue resurfaced during the 

February 12 teachers' meeting. I continued to discuss how the cross-age 

students could assist each other in using writing to facilitate research, 

"And also the webbing and mapping can be, your makeup of the maps, and 

you can actually use that to write, to create sentences and books. So it's a 
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great bridge between research materials and your writing." Mimi 

reiterated her desire to produce books, "My thing was I'd like to actually 

produce a nice book." As this meeting progressed, we discussed the goal 

of having our students "produce a book." Mimi poses the question, "I 

mean how are we going to just produce a book? We need like something 

together. We need a guideline of just exactly what you said." Mimi was 

referring to my discussions of using writing to facilitate the process of 

concept development. Mimi was asking for assistance in finding the 

process behind the product. We negotiate that both the process and 

product were valued by us and that we could use our collaborative teacher 

research to pursue these issues in our planning. 

Table 14 also indicates that we differed in our beliefs about teacher 

directed versus child centered curriculum. The following example is from 

our May 10 fieldtrip to the Botanical Gardens. The establishment gave us 

premade guidebooks to assist the children's learning through the different 

areas of the gardens. My belief system classified these guidebooks as a 

series of worksheets for the children to complete in each section. This 

belief system was reinforced as I observed students over focusing on the 



guidebooks in each section of the gardens. I reflected that the guidebooks 

did not respect the children's natural inquiry. Mimi's belief system 

classified these guidebooks as necessary for the children to get the most 

learning from each section of the gardens. In our discussion, Mimi shared 

her belief that children perceive the study of plants as boring and that the 

guidebooks were necessary to keep the children focused and interested. 

Mimi suggested that if they were studying a more popular topic, such as 

animals at the zoo, the guidebooks would not be necessary. Mimi also 

shared that she and her husband always find the preprinted guidebooks 

helpful when they are traveling to new places to investigate. My 

discussion with Mimi lead to my suggestion of a different type of 

guidebook. Perhaps the students could be given pages to write their 

questions as they interact with each section of the gardens. My type of 

guidebook suggested a student centered activity, an activity generated by 

the student. The pre-made guidebooks are teacher directed. The teacher is 

directing the inquiry. Mimi concluded our discussion with the following 

comment regarding teacher beliefs. 
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You're trying to see our points of view. Cause we have three very 

different points of view. I look at things for simplicity. You look at 

things for... you're into depth. You're into deep thinking, and I'm 

into just simplicity and was it fun. Edie's looking for organization. 

So I think when you get your three answers, they're three totally 

different answers, cause we come from three different points of 

view. 

Another example of child centered versus teacher directed 

curriculum beliefs caused enough tension for us to abandon a student 

research topic. This occurred in April when we finally had the opportunity 

to reflect on why are cross-age collaborators seemed unhappy, 

unmotivated and experiencmg off task behavior. Edie and Mimi believe 

that the students were bored with webbing information and studying about 

their topic of plants. They also believed that the teachers' responsibility of 

recording observations was taking them away from their role as teacher 

and circulating around the room to assist students and help them stay on 

task. 
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I believed that the students needed to be more involved with their research 

process and that perhaps the students were not invested in the work and 

that was why they were off task. My belief was that if the students were 

more invested in their research we did not have to circulate around the 

room just to keep them on task. Our differences in beliefs were too great 

and we decided to stop the plant study and move on to another topic. 

Our beliefs about collaborative teacher research as professional 

development also created tensions. The nature of a top down model and a 

collaborative model are different. Although I explained the difference, I 

believed that Mimi expected a top down model of professional 

development. She asked for ways to improve her writing instruction and 

ways to value writing. Although I believed that I discussed numerous 

ways to use cross-age collaboration to facilitate writing development and 

writing across the curriculum for concept development, Mimi seemed to be 

disappointed. For example, during our April 27 teachers' meeting, we 

once again discussed the purpose of this study. I reiterated that I did not 

want to impose a curricular design on the group. We were going to work 

with our existing curriculums and study ways to improve it. Again, Mimi 
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wondered what she needed to do for the study, and again I told her I was 

studying our research process. I shared my own desire to do research on 

my first grade curriculum and how I do this when I am teaching. I said, "I 

want to use writing more in my curriculum, I feel like that's something I 

can really offer you." Mimi responded, "We never did that yet. You never 

told us how to. " 

Perhaps the most important finding about teacher beliefs in the 

collaborative teacher research process is that they influence every aspect of 

the research. Each teacher will come to the collaboration with belief 

systems regarding teaching, learning, curriculum, and research. These 

various belief systems have the power to cause harmony or tensions. 

These harmonies and tensions influence the teachers planning and future 

research. Teachers' beliefs have the power to create growth if they are 

respected, uncovered, and examined. 

Collaborative teacher research gave Edie, Mimi and me 

opportunities to develop our professional knowledge as we shared our 

beliefs and knowledge about teaching, learning, and curricular design. 

Our research was based on our own inquiries into our practices of teaching 
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and our findings are now a part of our professional knowledge on writing 

development and the collaborative process. The collaborative aspect of 

this teacher research gave us the time to problem pose, observe, and reflect 

together so that we may share our perspectives. We also included our 

students in our collaboration as we constructed and reconstructed 

knowledge together. 
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CHAPTER? 

CONCLUSIONS, CONNECTIONS, REFLECTIONS, 

AND RECOMMENDATIONS 

Let's Work Together 

In the spring of 1996, three teachers united to examine ways that we 

could use cross-age collaboration to facilitate writing development while 

writing to leam. The cross-age children involved 29 fifth graders and 23 

second graders. The focus of this dissertation was on the collaborative 

process. In addition to the cross-age collaborators, three teachers formed a 

collaborative research team to work with cross-age students. This final 

chapter discusses our findings to answer our two research questions. What 

is the nature of cross-age collaboration? What is the nature of collaborative 

teacher research? 

The cross-age students conducted collaborative research over a four 

month period. During the first month (February) together they used writing 

to get acquainted with one another. In March, the students researched 

topics under the broad topic of oceanography. They studied about plants in 

April, and ended the semester in May with the creation of gameboards. The 
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gameboard activity gave the students opportunities to write questions to 

review content area information that required the use of mathematical 

computations to solve. The curricular framework was an inquiry cycle 

(Short et al., 1996). The children used writing activities to tap their prior 

knowledge about the topic, write research questions, research using a 

variety of reference materials, and write their own informational text. 

While the cross-age students were conducting their research, three 

classroom teachers were researching the cross-age collaboration. We met 

approximately once a week to reflect upon our students and activities and 

plan future cross-age session. Our meetings typically lasted for 90 minutes 

to two hours. We began by writing a collaborative agenda that reflected 

issues and topics that were relevant to us at that time. These meetings gave 

us opportunities to discuss our roles and responsibilities as researchers and 

teachers. 

This was a qualitative, participant-observational study (Spradley, 

1980). Our data sources included: transcriptions of student interviews, 

student surveys, students' work, teachers' reflective journals, lesson plans, 

and transcriptions of teachers' meetings and teacher interviews. The 
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constant comparison method analysis (Glaser & Strauss, 1967) was the main 

form of analysis. 

The presentation of our findings regarding cross-age collaboration 

and collaborative teacher research are in two separate chapters with two 

separate formats. A review of the professional literature influenced the way 

I structured the presentation of the findings for each collaborative process. 

Although the cross-age collaboration, and teacher collaborations 

discussions are not parallel, they have many similarities. This chapter ties 

the two collaborations together as I discuss the nature of the two 

collaborations. The discussion of the research questions follows the format 

of Figure 5. First, the research questions are restated. Next, the 

interpersonal coimections are discussed in regards to the cross-age students, 

and the teacher collaboration. Section three describes how the collaborative 

teams created zones for learning and used opportunities for scaffolding to 

help assist with language development. We focused on how the cross-age 

students assisted each other with writing development while using writing 

as a learning tool, so the cross-age section concludes with a discussion on 

that category. The teachers engaged in their collaboration for professional 
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growth. The teacher collaboration section concludes with a discussion on 

collaborative teacher research as professional growth. 

Embedded within the cross-age collaboration and the teacher 

collaboration is evidence of teacher/student collaboration. The nature of 

teacher/student collaboration is a topic to address with further analysis; 

hence, I present only a brief discussion of the teacher/student 

collaboration. 

This chapter concludes with recommendations for classroom teachers, 

administrators, and teacher educators. I am writing this chapter; however, I 

have integrated the perspectives of my colleagues, Edie and Mimi. They 

have written reflections regarding their experience with our collaborative 

teacher research and the nature of cross-age collaboration. I have woven 

their responses throughout this chapter. 

What is The Nature of Cross-age and Teacher Collaboration? 

The Interpersonal Connection 

This study focused on the collaborative process of students and 

teachers coming together to conduct research. Theoretically, the researchers 

would enhance their research and learning through this process of 
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collaboration. According to Vygotsky's (1978) theory of social learning, 

collaborators enhance their learning process by using language as tools for 

sharing and reconstructing meaning. The collaborative process also gives 

participants the opportunities to learn through demonstration and 

observations as they create zones of proximal development. As language is 

a learning tools, collaborators have opportunities for assist each with 

language development through scaffolding strategies (Bruner, 1978). 

The notion of social learning includes the interpersonal relationships 

of the participants. Our study uncovered the importance of the interpersonal 

relation as foundational for the collaborative process. Our students and 

teachers communicated that positive interpersonal relationships created 

opportunities for creating zones of proximal development. 

The following discussion of the interpersonal connection takes a 

closer look at the nature of the cross-age collaboration and the teacher 

collaboration. First, the children's connections to the interpersonal 

relationship and to learning is presented. Second, the teachers' commitment 

to caring and it's effect on the collaborative process and curricular designs 

are discussed. 
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The Children: Cravings for a Classroom Community 

Through surveys, interviews, and reflective discussions, our second 

and fifth graders communicated the importance of a positive interpersonal 

relationship for igniting an effective collaboration. Throughout the students 

surveys and interview sessions, the interpersonal categories were related to 

supporting students' learning and writing development. The children and 

teachers discussed several aspects of an interpersonal relationship for 

collaboration. They reported that it is important that collaborative members 

be encouraging, good listeners, considerate of each other's feelings, willing 

to share, respectful of each other's ideas and contributions, caring, 

aciaiowledging of each other as human beings. A good interpersonal 

relationship ignites the collaborative process, and in turn, a good 

collaborative process strengthens the interpersonal relationship. 

Within a comfortable collaboration, participants were able to 

negotiate their roles. For example, as children began researching they 

decided who would write and and why. Typically the children chose roles 

they were comfortable doing. As the collaboration progressed, participants 

began to assume other, more challenging, roles because they had the 
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assistance of their partners. For example, initially Ned would discuss 

knowledge and ideas because he perceived himself as a bright, but not able 

to write. Eventually his group encouraged him to write because they 

assured him that they would assist with a problem that kept him from 

writing- spelling. Ned took the challenge. In another example, Mark 

would decide what his role would be based on his strengths. One day he 

decided that he would draw the whale and blowholes for the book because 

he was good at it. He also offered to teach everyone around him how to do 

this art work. Through observation and demonstration, members were able 

to learn and assume roles within their group. 

Our focus group provided additional examples of how the 

interpersonal relationship is related to the collaborative process. For 

example, Sam, Kenny and Ned initially had conflicts that completely shut 

down their collaboration. When they learned ways to encourage each other 

they were able to keep the collaboration alive. In another example, a strong 

willed Mark was paired with a "people pleaser" Kevin. When Mark was 

frustrated and lost his temper, Kevin was there to make things better for 

Mark. This type of relationship kept harmony among the boys and their 
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collaboration going. In the case of Ellie and Anne, their interpersonal 

relationship lacked the essential elements (e.g., lack of encouragement, 

listening, respect, and willingness to work together) of and interpersonal 

relationship. As a result, Ellie and Anne did not have a successfiil 

collaboration. Ellie spent her time walking and socializing around the 

classroom and Anne typically worked independently. 

There was an interesting twist to the findings of the interpersonal 

connection to collaboration. Although the students and teachers reported 

that a positive, fiiendly interpersonal relationship was necessary for 

collaboration, they also reported frustration with time off task. In other 

words, if participants became too friendly, the work time may be utilized for 

conversation not related to the task at hand. The students reported this 

frustration in their surveys, interviews, and reflective sessions. They asked 

us (the teachers) to please continue to circulate around the room to keep 

students from "fooling around" and "not getting the work done." The 

teachers concern mirrored this message from the students. We often had 

discussions during our teachers meetings about this issue. Mimi and Edie 

were concerned about children socializing and not working on the research 
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project at hand. Our beliefs about "time off task" and how it relates to the 

collaborative process lead to many interesting discussions. Were the 

children taking a natural break? Were they "off task" because they were not 

fiilly invested in what they were doing? These were some of the questions 

that we discussed in relationship to this issue. 

We learned that how we pair students in a collaboration is important. 

In our study, the teachers did the pairing based on what they perceived 

would be productive matches based on personality and academic strengths. 

For example, Ned was grouped with Sam and Kenny because the teachers 

believed that Sam and Kenny would assist Ned with reading and writing. 

The pairs and groups remained constant throughout the semester. Our 

findings suggest that students should be able to chose their partner or 

groups. We found that if the interpersonal relationship was weak, the 

collaborative process was weak and creating zones and assistance was shut 

down. If the interpersonal relationship was positive, students were creating 

zones and assisting each other. In retrospect, we should have given students 

opportunities to change partners if they were not receiving support firom 

their current partners. Perhaps time should be set aside for students to 



463 

become familiar with each other before the collaborative groups or pairs are 

created. Students should also have the opportunity to end a collaboration if 

it is not productive. In other words, students should have the option of 

choosing new partners when necessary. In retrospect, we wished we had 

given the children more opportunities to get to loiow each other before and 

during their research. We also realized that we should have let the groups 

and pairs change if necessary, rather than believe that they should have 

remained constant. 

The professional literature suggests that our students' craving for 

creating a community is an essential aspect of collaboration. Dyson's 

(1993) work on the social worlds of writers discusses the "social work" that 

student go through when creating a classroom neighborhood. In addition to 

Dyson's work, Avery (1993) discusses the nature of building a classroom 

community as she worked with her first graders. The following sections 

discuss Dyson's and Avery's work in relationship to our finding. 

Students come together from diverse backgrounds to create a learning 

community within a classroom. Students need to be respected as 

individuals as they enter a collaborative process (Avery, 1993). The "social 
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work" that children engage in helps to build social cohesion as they join to 

share knowledge and contribute to a collaborative project (Dyson, 1993). 

Within a collaborative team "Individual children also aimed to take the 

interactive spotlight, another kind of social work, and thereby gain an 

appreciative, admiring audience" (Dyson, 1993, p. 219). Children need 

positive responses to their efforts so that they are encouraged to continue 

sharing with the group (Avery, 1993). Our cross-age students expressed a 

desire to be noticed for their individual contributions and ideas. Whether or 

not their ideas were used by the collaborative endeavor, they wanted to be 

respected for their input. The children also made the connection between 

encouragement from the group and learning. Our cross-age collaborators 

articulated the values of positive responses in facilitating development. 

In addition to feeling respected and appreciated as an individual in a 

collaboration, students establish collegial relationships within a classroom 

community (Dyson, 1993). This collegial relationship builds support 

because they become "sympathetic peers," as they share their writing and 

learning development. For example, our second and fifth graders agreed 

that the cross-age collaboration assisted them with their writing 



465 

development in regards to mechanics and sharing and developing 

knowledge. They realized that their relationship encouraged this 

development. The fifth and second graders were writers working on 

developing content, as well as editing. 

Another aspect of students "social work" is that they enjoy helping 

each other (Dyson, 1993). It is rewarding when one learner can share their 

knowledge and skills to assist another learner with his or her development. 

Learning should be fim, enjoyable and playful (Avery, 1993). Our students 

made this connection to how the cross-age collaboration was assisting them 

with writing development and learning. They mentioned that they could 

leam and write together by "having fun," and "helping each other." 

When the collaborators' interpersonal relationship is positive, learning is an 

enjoyable process. 

In addition to building classroom communities, Dyson's work (1987) 

addresses our issues with "off task" behavior. Our students and teachers 

reported frustration regarding the off task discussions that occurred during 

the cross-age collaborations. This "off task" discussion tended to be the 

results of students forming friendly relationships, and it was often blamed 
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for work not being accomplished. Dyson discusses how this "off task" 

chatting links individuals to the group. It's a natural aspect of the students' 

attempts to connect with students in a social setting. These natural "off 

task" conversations are often breaks from intense intellectual thinking. 

Collaboration is a "mix of learning and relationship (Dyson, 1987, p. 417)." 

The academic and social aspects of collaboration can not be separated 

because they work together to prcwiote intellectual growth. 

In summary, the cross-age students and reported that the interpersonal 

connections of collaboration are the foundational. Creating a classroom 

community is essential for a positive, effective collaboration to exist. The 

children articulated that the interpersonal categories would assist them with 

writing and concept development. 

The teachers (Edie, Mimi, and myself) also stressed the importance of 

the interpersonal connection for collaboration in relationship to cross-age 

collaboration, teacher collaboration, and the definition of collaboration. 

These notions are explored in the following sections. 
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The Teachers: Our Commitment to Caring 

In our situation, the positive interpersonal foundation was set. Mimi, 

and I were friends and we chose to work together. Mimi initiated this 

collaboration when she asked me to assist her with ideas to facilitate her 

students writmg development. Mimi and I invited Edie to join our group. 

In addition to being personal friends, we also enhanced the personal 

connection by considering our belief systems, and respecting and 

celebrating our differences. 

We each came to this collaboration with a set of teacher beliefs about 

teaching and learning. Our initial interviews gave us perspective as to 

where we may have developed our attitudes and beliefs about teaching, 

learning, and various subject areas. Teachers leam to be teachers by their 

life experiences as students, in their teacher preparation programs, and 

through in-service education. Edie, Mimi and I discussed our journeys to 

the classroom, and how we continue to grow professionally. 

Mimi, Edie and I respected and celebrated our differences. We 

understood that we have different perspectives, beliefs, and learning styles. 

The bottom line was that no "one way" was superior, different didn't imply 



468 

that one way was better. Due to our comfort level with each other, our 

learning and teaching styles were evident. We discussed our differences, as 

well as our similarities. We often laughed at our diverse personalities and 

eventually had names for each other, such as "mini-lesson queen" and "the 

I'll get the coffee person." Nevertheless, we were able to share our 

perspectives, our teacher beliefs and knowledge, and grow together as a 

collaborative team. 

The positive interpersonal relationship and acceptance of our 

individuality encouraged us to negotiate our roles within the collaboration. 

We each accepted responsibility for all the roles involved in the 

collaborative teacher research, however, as the semester unfolded we tended 

to take the leadership in particular roles. For example, I tended to be the 

leader in research design, data collection, and data analysis. I took this 

leadership position because this was my dissertation study, and because of 

my experiences with research. Mimi tended to take the lead in collecting 

and preparing materials for the cross-age collaboration. She named herself 

"the hunt for materials woman" because she was resourceful in whatever we 

needed. Edie took the lead in conducting mini-lessons with the cross-age 
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student. She seemed to naturally initiate these discussions when she felt 

they were appropriate. Although we each assumed the leadership in various 

roles, we all participated in assisting the others in new roles. 

Our positive interpersonal relationship gave us opportunities to share 

our understanding of how children leam, how we teach, and how curriculum 

is developed. In other words, our collaboration uncovered our teacher 

beliefs. The experience of articulating our beliefs caused harmonies and 

tensions that influenced the direction of our planning for the cross-age 

collaborations. 

Harmony was maintained when we shared the same belief structures. 

In our situation, we shared many of the same beliefs about our roles as 

teachers and how children leam. Edie, Mimi and I believed that we are 

facilitators and that children leam when they begin with what they already 

know and use their natural inquiry to develop knowledge. These 

similarities caused harmony in the way that we encouraged our students to 

conduct research. We had similar styles of teaching and giving instmction 

to our students. These harmonious beliefs facilitated planning. 
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With harmony came tensions. At various times we did not share the 

same belief systems regarding specific elements of student research, teacher 

research, and curricular designs. For example, Mimi continuously focused 

on the product that the children were producing, while I focused on the 

process. As we shared our visions for the cross-age collaboration, we often 

focused on different aspects. 

Our collaborative reflections also provided us opportunities to discuss 

why we believed an activity failed or succeeded. At times a tension was 

created when one teacher wanted to facilitate child centered activities, while 

another teacher promoted teacher directed activities. These differences in 

beliefs caused one teacher to view an activity or method as "great" while 

another teacher judged an activity as a "failure." Our most poignant 

example of this tension occurred on our fieldtrip to the Botanical Gardens in 

May. The children were given a pre-made guide book to fill out during 

their visit to the gardens. At one point during the morning, Edie, Mimi, the 

students and I had a discussion on the values of this guidebook in 

relationship to the students' learning. Our discussion uncovered and 

revealed our belief systems about learning and the role of the teacher and 
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child in the process. At times our disagreements about beliefs completely 

shut down our planning. This happened with our plant unit. Mimi and Edie 

felt that it was "dead." We could not agree on how to revive it so we moved 

on to a new topic. 

Another tension emerged from our varying beliefs about professional 

development. Mimi was accustomed to forms of professional development 

where "someone" delivers methods and/or activities. I believed that we 

would grow professionally if we reflected about our current practices and 

participated in collaborative teacher research. Mimi kept asking for specific 

methods and activities, and I felt I was not delivering what Mimi wanted me 

to delivery to her. 

Our tension, as well as our harmony, were the essence of our 

professional growth. It was the harmony and tension that allowed us to 

examine our own beliefs. This examination of our beliefs gave 

opportunities for us to strengthen them, or change them. It is notable that 

this process continues even after the dissertation study. Although we aren't 

formally collaborating at this time, our conversations are steeped in the 

relationship of theory and practice. 
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This study gave us the opportunity to explore ways of educating 

ourselves, as well as our students. We practiced what we preached. We 

used the collaborative process to enhance our professional development, 

and we used cross-age collaboration to help our students leam together. We 

concur with our students, the interpersonal connection to collaboration is 

foundational. It is evident that we strived to create a classroom community 

for our students and for ourselves. Our commitment to caring was evident 

in our personal goals for the collaboration. For example, Mimi wanted her 

students to build interpersonal relationships, and to have flm learning with 

an older student. These goals had equal value to working on writing 

development. Edie also wanted to find motivating ways to assist her 

students with writing development. The Tables in Chapter 6 reveal that we 

spent a great deal of time sharing observations and reflections regarding the 

interactions of the participants. In fact, the primary way that we judged 

whether or not an activity was a success or failure was by the enjoyment 

level of the students. Building a positive classroom community mattered to 

us as educators. 
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Our study supports the theory that education and the school's job 

involves more than academic achievements. Noddings (1988) discusses the 

ethic of caring and how the commitment to care influences instructional 

practices. In Women's Ways of Knowing (1986), Belenky, Clinchy, 

Goldberger, and Tarule discuss what women value in their educational 

experiences and how this translates into their instructional practices and 

teaching styles. The following discussion integrates the ethic for caring and 

the "connected classes" with the findings of our study. 

Members of a class come together for academic purposes; however, 

we also strive for caring relationships. Teachers with a commitment to 

caring design instruction to include ways to flourish a positive interpersonal 

relationships among the members of this community. Noddings (1988) 

discusses the "caring occasions" that are a part of classroom instruction. 

They are modeling, dialogue, practice and confirmation. Belenky, Clinchy, 

Goldberger and Tarule (1986) discuss the "connected class" as the type of 

classroom women tend to foster because it resembles educational 

experiences that were meaningful to them. Edie, Mimi and I show evidence 

of a caring ethic and our curricular designs resemble the "connected class." 
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This view of education applied to our approaches for professional 

development, as well as our approaches for educating our students. 

"Modeling" is defined as when teachers model interactive patterns 

with people, such as treating others with respect and grasping teaching 

moments (Noddings, 1988). Edie, Mimi and I demonstrated interactive 

patterns as we collaborated with our students. Our teaching moments are 

reflected in the mini-lessons that we had throughout the semester. We 

respected our students perspectives as they were a vital member of our 

collaborative community of learners. Our mini-lessons were a way of 

addressing relevant issues to assist our students. We also respected our own 

inquiries, as well as our students by assisting each other in giving birth to 

our own ideas (Belenky, 1986). Both the cross-age collaboration and the 

teacher collaboration gave learners opportunities to ask questions and 

research topics based on their own inquiries. 

Noddings (1988) also discusses the nature of dialogue in setting up 

caring occasions. The dialogue between learners should be seeking 

perspectives and sharing reflections. Teachers should think out loud with 

their students to share their thinking process. The participants' unique 
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perspectives are tapped into as private thougiits are shared with the 

classroom community (Belenky, 1986). Edie, Mimi and I used our 

classroom dialogue, and our teacher dialogue to facilitate the sharing of 

participants perspectives. We asked our students to reflect with us before, 

during and after our sessions together. We in turn, shared our thoughts with 

our students. In our teachers' meetings, we used our time to share our 

perspectives on a variety of topics. 

The next element ofNoddings (1988) "caring ocassions" is practice. 

Practice refers to encouraging students to support each other. This may be 

accomplished through collaboration in small groups. Edie, Mimi and I 

promoted our professional development through work in small groups, and 

we used the cross-age collaboration to encourage elementary aged children 

to support each other with learning. 

Confirmation is another aspect of the commitment to caring in the 

classroom (Noddings, 1988). Confirmation refers to having high 

expectations for the students. We believed that our students were capable of 

conducting their own inquiry about a topic, and would be able to assist a 

fellow student. This belief was also a part of our teacher collaboration. We 
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believed that classroom teachers had the knowledge and talents to assist 

each other with professional development. Within our classroom 

community we believed that there were many resources among the 

participants, and many resources within the participants. 

Noddings (1988) suggests that research can contribute to the 

commitment for caring by "giving attention to topics involving affective 

growth, character, social relations, sharing and pursuits of individual 

projects" (p. 179). Our study of collaboration and the strong emphasis on 

interpersonal relationships is a contribution to this commitment for caring. 

Creating Zones and Opportunities for Scaffolding 

Our study suggests that a positive interpersonal relationship ignites 

the collaborative process. Our definition of collaboration is when 

participants come together to work as equal partners. In other words, the 

participants have equal status. No one in the collaboration is labeled the 

"expert." As participants establish a positive relationship, there are 

opportunities to create zones of proximal development with opportunities 

for scaffolding. 



All 

The theoretic framework for collaboration is based on Vygotsky's 

notion of the zone of proximal development (1978), and Bruner's 

scaffolding for language development (1978). The interpretation of creating 

zones and using scaffolding strategies implies that one learner is the 

"capable learner" while the other learner may be "passive." This 

interpretation may lead educators to believe that one person is making 

scaffolding decisions for the other person. Our (Edie, Mimi and myself) 

interpretation of creating zones of proximal development and using 

scaffolding strategies is that it is a reciprocal process among participants in 

a collaboration. We are constantly creating zones and scaffolding for each 

other. As equal participants in a collaboration we are assisting each other 

with learning and language development. No one is passive in this process. 

The findings of our study on cross-age collaboration and teacher 

collaboration support our interpretation of creating zones of proximal 

development and assisting each with language development through 

scaffolding strategies. The following discussions illustrate this point. 
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Cross-age Students Creating Zones and Opportunities 

for Scaffolding 

Our cross-age students did collaborative research on a variety of 

topics. They used language as tools for learning and creating zones of 

proximal development for each other. While they were using language as 

tools for learning, they were assisting each other with language 

development. The children conducted research on a teacher selected topic, 

such as oceanography and plants. Within the topic the pairs/groups 

conducted research based on their own questions and interests. The 

teachers helped to facilitate the cross-age research process by suggesting 

writing to leam activities to the students. For example, the children were 

using brainstorming activities to tap prior knowledge, using graphic 

organizers to integrate research, and writing informational books to share 

the fhiits of their research. Our study focused on how they used writing to 

leam as they assisted each other with writing development; however other 

language tools such as, discussion and reading were also used. The 

collaborative process also provided the students opportunities to use 

demonstration and observation to leam from each other. 
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Discussion 

The cross-age students and teachers connected speaking and listening 

to learning and writing development in the student surveys, interviews, and 

teachers' observations of the students. The cross-age students were given 

opportunities to discuss and share their knowledge and ideas about the 

topic. Discussion was a tool for sharing and reconstructing meaning. As 

they discussed their research, students had the opportunity to ask and 

answer questions. 

Our students impressed us with their enthusiastic discussions about 

the topics. Each group seemed to take on a particular interest within a topic. 

For example, Ned, Kenny and Sam's oceanography study focused mainly on 

sharks because this was Ned's passion. Vera and Jill's oceanography study 

featured a variety of animals. The students came to this research with a rich 

body of knowledge and many interests about the topics. When a positive 

interpersonal relationship was set into motion, the children seemed 

comfortable to discuss the topics and share their ideas and knowledge. 

They asked questions to clarify their understandings, and offered 

corrections of misconceptions when necessary. 
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In retrospect, we wished that we had set aside more time for the 

cross-age collaborators to work. Due to the busy schedules of the second 

and fifth graders, we only managed to find two, 45 minute blocks of time 

per week for collaboration. Once the children started discussing, reading 

and writing, the time seemed too short. 

Writing 

We, the teachers, discussed and planned writing activities for our 

cross-age collaborators that would facilitate their research. Writing was 

used as a learning tool for tapping prior knowledge, formulating questions 

for inquiry, and taking notes from resource materials. Our cross-age 

collaborators wrote and illustrated books based on their collaborative 

research. 

The students and teachers made the connection between writing and 

learning in their surveys, interviews, reflective sessions, and teachers' 

observations of the students. When we asked the children to tell us how 

they were helping each other learn, they mentioned "by writing." By 

writing the students were able to share their ideas and knowledge and to 

reconstruct meaning for themselves. 
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As the cross-age students used writing as a tool for learning, they had 

opportunities to assist each other with writing development. They used a 

variety of scaffolding strategies, such as sounding out the words for each 

other or writing for each other. The specifics of how they assisted each 

other with writing development are discussed in a later section of this 

chapter. 

One of the most impressive aspects of writing to leam with an older 

student is the fluency factor. Our second graders (and their teacher) were 

excited that the fifth graders could write faster for them. This freed the 

second graders to express themselves without the worrying about the 

mechanics of writing. The second graders had many ideas about their topics 

and the fifth graders helped them to get these ideas on paper faster than if 

they were to have written. 

Reading 

Our cross-age collaborators used a variety of resources while doing 

research on their topic. Reading was used as a learning tool to help the 

students expand and reconstruct their iaiowledge. They read textbooks, 

reference books, and fictional books related to the topic. As the cross-age 
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students used reading to learn they had the opportunity to assist each other 

with reading development. The students and teachers discussed the 

relationship between reading and learning in the surveys, interviews, 

student reflections and discussions, and teachers' observations of the 

students. For example, when the students were asked how they were 

assisting each other with learning, they mentioned by "reading." 

As the students used reading as a tool for learning, they had 

opportunities to use scaffolding strategies to assist each other with reading 

development. For example, readers supported each other while reading a 

book by choral reading. In one case, a second grader had difficulty reading 

a book independently so he received support from his partner through choral 

reading. In another example, a second grader named Kevin assisted his fifth 

grade partner with vocabulary development as they read a book together. 

Kevin asked his fifth grade buddy if he know the meaning of a word in the 

story. When he said "No." Kevin proceeded to tell him what the word 

meant. 

Our cross-age students seemed to enjoy their buddy reading time. 

Each student selected a book to share with his or her partner. They typically 
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found a comfortable spot, and side by side, would read together. The 

children seemed interested and involved. We, the teachers, were always 

impressed with the patience and ease of the assistance the children gave to 

each other. Perhaps they were sharing scaffolding strategies that they were 

taught as they learned to read. We were also impressed with the way the 

second graders assisted the fifth graders. The assistance was reciprocal in 

nature. 

Demonstration and Observation 

The collaborative process gave our cross-age students the opportunity 

to leam from each other by demonstration and observation. As one student 

demonstrates, the other student observes. In this process, a student has the 

opportunity to imitate what he is observing. This process also gives 

collaborators opportunities to correct each other if necessary. For example, 

in the student surveys, the children mentioned that one way their buddies 

were assisting them with learning is by correcting them. 

Writing and Concept Development 

Our study examined the ways that cross-age collaborators assisted 

each other with writing development as they used writing as a tool for 
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learning. Our students and teachers reported the ways that the cross-age 

collaboration facilitated writing and concept development. In fact, the 

students and teachers made the connection between language and learning. 

Through the student surveys, interviews, students reflection sessions, and 

teachers' observations of the students, categories of writing and concept 

development were reported. The writing and concept development 

categories overlapped in the area of sharing knowledge and ideas for writing . 

content and concept development. 

Writing Development 

The children and teachers in our study have had experience with the 

writing process suggested by Graves (1994), Calkins (1994) and others. 

This process includes, prewriting activities to develop ideas, writing a rough 

draft, proofreading and editing the rough draft for mechanical errors and 

developing ideas, rewriting, and sharing or publishing. The cross-age 

students assisted each other through the writing process, and discussed how 

they were able to assist each other with the mechanics of writing, as well as 

sharing and developing their content. 
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The cross-age students assisted each other with the mechanics of 

writing. Second and fifth graders reported that they were receiving and 

giving support in this area of writing. They assisted each other with 

spelling, punctuation, neatness, and fluency. As predicted by Calkins 

(1994), the second graders put an emphasis on the mechanics, or rules, of 

writing. Developmentally, second grade writers seem to be concerned with 

correct spelling, punctuation, and "doing it right." Although the second 

graders did put an emphasis on receiving assistance with the mechanics, the 

fifth graders reported receiving assistance in this area as well. 

In addition to the mechanics of writing, the cross-age students 

discussed how the collaboration gave them the opportunity to share their 

own personal writing strategies and writing process. In other words, they 

could show each other what they learned by engaging in writers workshop. 

We also had students that mentioned that corresponding with their buddies 

helped them with their writing. They corresponded through weekly 

dialogue journals. 

In addition to mechanics, writing strategies, and steps, the students 

and teachers reported that the cross-age collaboration gave students the 
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opportunity to assist eacii other with sharing and developing ideas and 

knowledge, an essential aspect of writing. This writing category overlapped 

with how the students assisted each other with concept development. The 

students elaborated on how they assisted each other with sharing and 

developing knowledge. They did this by assisting each other with 

comprehension, by assisting each other with vocabulary development, by 

teaching each other, and by using graphic organizers. Although the second 

and fifth graders reported that the collaboration assisted them with sharing 

and developing knowledge, this category dominated in the fifth graders 

response to, "How is your partner helping you with your writing?" Calkins 

(1994) discusses how the intermediate grades are a time of peer ridicule. 

Intermediate writers need to create a safe community for collaborative 

writing. Perhaps the second graders offered this safe environment for our 

fifth grade writers. Our second graders asked them questions about the 

content that facilitated discussion and sharing. 

Concept Development 

In addition to the overlapping categories of sharing and developing 

knowledge for concept development, the students and teachers reported 
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other ways that the cross-age collaboration facilitated learning. Students 

mentioned that the research process with a cross-age buddy facilitated 

learning. There were also opportunities for problem solving with a partner. 

For example, students used the collaborative process to solve problems 

using mathematical computation. 

While our cross-age collaborators were using language as a tool for 

learning and assisting each other with language development, three teachers 

were also collaborating to facilitate the cross-age collaboration, and for their 

own professional growth as well. 

Teachers Creating Zones and Opportunities for Scaffolding 

Edie, Mimi and I created this team so that we may enhance our 

reflective practices through collaboration. As reflective practitioners, Mimi 

Edie and I are accustomed to problem posing, observing, reflecting and 

planning based on our own personal inquiry in our classroom. We reflect 

about our teaching, the ways students leam, and the nature of our curricular 

designs. We wanted to enhance personal practical research by engaging in 

collaborative research. 
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Each of us came to this collaborative research with broad questions. 

How may cross-age collaborators assist each other with writing and concept 

development? Within this broad question, each of us had our own questions 

that guided our inquiry throughout the semester. For example, Mimi wanted 

to give cross-age children opportunities to form positive interpersonal 

relationships, and gain an appreciation for writing. Edie wanted to give her 

students an opportunity to share their writing process with co-writers, and 

develop positive interpersonal relationships. I wanted to examine ways that 

cross-age collaborators used writing to leam while assisting each other with 

writing development. Our personal goals influenced our questions, our 

observations, our reflections, and our planning. 

The collaborative process gave Mimi, Edie and I the opportunity to 

share and reconstruct our understanding of how we teach, how students 

leam, and how we design curriculum. The ways that we used the 

collaboration to enhance our reflections are represented in Table 6 in 

Chapter 6. These ways of collaboration are the language tools. 
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Discussion 

Our most lengthy discussions took place in meetings. We discussed 

our roles and responsibilities for collaborative research, as well as our 

questions, observations and reflections as reflective practitioners. 

According to the findings in Chapter 6, the majority of our discussions 

focused on the cross-age activities, the nature of teacher and student 

collaboration, and the children's writing development. This trend 

corresponds to our initial goals for the study. We were able to 

collaboratively problem pose, share our observations and reflections, and 

continue planning for the cross-age collaboration. 

Our meetings provided a substantial place for discussion. We created 

a casual atmosphere in our meetings where we could relax, eat, and discuss 

our issues that were relevant to us. We began each meeting with writing an 

agenda that reflected our concerns and topics to address. Our meetings 

typically lasted for 90 minutes. Although the meetings were valuable to us, 

the time factor was an issue. Our typical school meetings are approximately 

30 minutes. Mimi and Edie had children in daycare in addition to after 

school obligations. It was difficult at times to find frequent times to meet. 



490 

We also had opportunities to discuss our thoughts during the cross-

age collaboration in our shoulder to shoulder interactions. According to the 

findings in Chapter 6, our shoulder to shoulder reflections tended to follow 

the same patterns as our meeting discussions. We focused on the activities, 

the student collaboration and their writing and concept development. 

Our conversations were not restricted to the school environment. 

Edie, Mimi and I continued our discussions via the telephone. We typically 

called each other when we perceived that our cross-age collaboration was 

"failing." 

Writing 

In addition to discussion, we used writing to record our questions, 

observations, reflections, and plans. We did this by writing in two journals, 

and writing answers to questions about our study. 

We used our journals to record questions, observations, reflections, 

and plans. According to Table 7 the majority of our questions were related 

to planning for the cross-age collaboration, and initiating reflections about 

the students and activities. According to Tables 10 and 11, the majority of 

our observations and reflections were related to the cross-age activities, the 
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nature of teacher and student collaboration, and scaffolding strategies. This 

parallels the trends in our meetings, and mirrors our goals for the study. 

This was our least favorite tool for sharing our questions, 

observations and reflections. Throughout our semester together, Mimi and 

Edie expressed their dislike for writing their thoughts. The responsibility of 

having to record thoughts while they were interacting with students was 

overwhelming. They didn't enjoy writing in the journals after class time 

either. I understood their frustrations and concerns. It is hard to focus on 

writing your thoughts when students need your assistance. It was much 

more natural for us to discuss our thoughts than to write them. Writing in 

our journals became an added burden during class time and after school. I 

believe that if I didn't request that we write in our journals for 

documentation, they would not have been used. 

Perhaps the lack of enthusiasm for journal writing comes from the 

teachers' beliefs about writing and the role of the teacher. Mimi articulated 

her dislike of writing. One of her goals for this project is to gain a new 

appreciation for writing, along with her students. Edie and I do not have a 

dislike for writing, but we all agreed that writing observations while 
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working with children is an added responsibility. Edie, Mimi and I believe 

that one of our roles as a teacher is to be a facilitator. Our style is to 

circulate around the classroom and interact with our students. The act of 

writing in journals takes away from this time with our students. Also, this 

was the first time that Edie and Mimi experienced writing their observations 

and reflections while working with students. They stressed that this added 

role was very difficult. 

Their lack of enthusiasm for recording their observations and 

reflections in writing raises an issue regarding what "reflections" teachers 

actually record in writing. With the vast amount of mental observations and 

interpretations a teacher makes while in a classroom, what do these written 

reflections represent? I noticed that our comments about the cross-age 

collaboration were often very general and this was finstrating when our 

observations and reflections were needed to support findings. For example, 

the comment,"The students seem very excited today," represents volumes of 

observations and reflections not recorded on the paper, but in the teachers 

mind. Statements such as these are only a very select portion of what is 

being observed by the teacher; a general statement to mark a feeling. We'll 
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never know the complexity of the vast amount of observations and 

reflections that were made. 

Theoretically, our joumals were used to facilitate and record our 

reflections. As suggested by Shon (1983), practitioners think in action. 

They make observe, reflect and make decisions as they are engaging in their 

practice. This practical knowledge is often tacit and situational, but through 

the reflective process, such writing in joumals, professionals are able to 

describe this knowledge. In our situation, this is the first time that Edie and 

Mimi used a reflective journal while they were teaching. They did not seem 

to value this practice and I wonder how much of their practical knowledge 

was reflected in their writing. 

Reading 

Mimi, Edie and I discussed professional literature that we had read in 

past. For example, we discussed works by Graves and Calkins and the 

writing process as we negotiated the curriculum for this study. We read 

drafts of this dissertation which lead to discussions and our student surveys. 

We did not bring professional readings to the group to read and discuss 

together. 



Demonstration and Observation 

Our collaboration provided opportunities for Edie, Mimi and me to 

demonstrate and observe each other teaching, plarming, and researching. 

This type of collaboration gives teachers the opportunity to be in the same 

classroom, team teaching. For example, Mimi and I observed as Edie 

demonstrated her many mini-lessons. We also watched as Edie conducted 

her student reflection sessions at the end of each cross-age collaboration. 

Mimi demonstrated how to prepare and make creative books, and how to 

interact with students to stimulate their activities (Mimi often collaborated 

with the students while they were working). Perhaps I demonstrated ways 

to collect data while juggling the roles of teacher researchers for Edie and 

Mimi. 

Our comfortable interpersonal relationship opened up many 

possibilities for demonstration and observation. We spent time in each 

others classrooms, watching, reconstructing and learning. I even had the 

pleasure of facilitating writing activities in the second grade classroom, 

while Mimi observed me. Each of us walked away ft-om this collaborative 

experience with new practical ideas, as well as ever evolving theories. 
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Collaborative Teacher Research as Professional Development 

Mimi, Edie and I agree, our collaboration provided professional 

development for each of us. In our eyes, this study never ended. We are 

still reflecting about our experiences and what they meant to us. As I was 

preparing to write the conclusions for this dissertation, I asked Edie and 

Mimi to write their conclusions regarding collaborative teacher research as 

professional development. I asked them to discuss what this experience 

meant to them personally, and how they view it in terms of professional 

development. Mimi wrote, "This is the best form of professional 

development I've taken so far. I actually participated and put our ideas into 

action the next day. This was so much more valuable than the top down 

classes I usually take. I think something like this experience is the truest 

from of professional development." 

Edie seemed to agree with Mimi's perspective. She wrote, "This was 

absolutely a positive form of professional development. It's important and 

positive because anyone who wants to collaborate invests time, and wants to 

listen and to be heard. Professional development means learning and 

growing as a professional teacher. This research project was very positive 
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and rewarding." Edie also mentioned how teaching is an isolating 

profession, and having quality collaboration meant a lot to her. 

I agree with my colleagues, this experience was a positive, powerful 

way to grow professionally. For me, I enjoyed the collaborative problem 

positing, observing, reflecting and planning with other classroom teachers. 

It was great being in the same classroom with them, observing the children 

in action. This way, we could discuss what was happening and make sense 

of the experience. We had many opportunities to share and develop 

knowledge and ideas, theoretical as well as practical. Our respect and 

celebrations of our differences allowed us to be ourselves, and grow 

together. Our collaboration created this dissertation study. We grew 

professionally and have contributions to share with our profession. 

Our collaboration strengthened our professional and personal 

relationships. I returned to my first grade classroom in the fall of 1996. 

Edie and I continued our collaboration with our fifth and first graders. It 

feels great to be back together, but as Edie stressed, "Let's not do something 

so intense as last year!" Although we continue to have our cross-age 

students assist each other with language and concept development, we do 
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not have the added stress of the data collection and analysis that was 

involved in this study. I did notice that Edie asked me a lot of questions 

when she brought her fifth graders to my room. On this particular incident, 

our students were writing books about the dairy group. As our students 

were off, discussing and writing away, Edie asked me many questions about 

our unit on nutrition. I was pleased that Edie felt comfortable enough to ask 

me why questions about my classroom practices, and I found it beneficial to 

articulate my reasons why. 

Mimi and I continue to discuss professional issues. We visit each 

other's classrooms to steal ideas and discuss activities and the ways students 

learn. Mimi and I often fantasized about team teaching some day because 

our differences compliment each other. We know that we can work 

together. 

Our personal relationship was strengthened by this experience. The 

three of us often comment on how we find ourselves gravitating towards 

each other social events. We spent the summer together discussing our 

study and what it means to us. Edie had Madeline, a beautiful, healthy baby 

girl, on November 12. Mimi and I collaborated to throw a baby shower for 
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Edie. We did every thing together, from planning, cooking, decorating, and 

even cleaning the bathrooms ... together. 

What is the Nature of Teacher/Student Collaboration? 

Embedded in the cross-age collaboration we find evidence of teacher/ 

student collaboration, and embedded in the teacher collaboration we find 

student/teacher collaboration. Future analysis of our data will present their 

nature of our collaboration. The following sections describe how we 

worked together to enhance our research, and reconstruct knowledge 

together. 

The Interpersonal Connection 

Our study began during the second semester of the school year. The 

second and fifth graders had the opportunity to establish a bond with the 

classroom teacher. I had an easy entrance into this community because I 

was a classroom teacher in this school. Although I was on leave and I did 

not have my own class, I was still considered "Ms. Prassas" a teacher. I was 

the previous first grade teacher of several of the students. Establishing a 

positive interpersonal relationship did not seem to be an issue with this 

group of teachers and students. 
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In addition to the existing bonds, I discussed the nature of our study 

with both classes and asked them to participate. They knew why I was 

going to be working with them and they agreed to participate in the study. 

In a sense, we all chose to be together. This foundation gave us 

opportunities to create zones and assist each other in our learning about 

cross-age collaboration. 

Creating Zones and Opportunities for Scaffolding 

We used language as tools for learning with our students. This 

"learning" included learning about the nature of cross-age collaboration in 

regards to students' interpersonal, language, and concept development. As 

we used language as tools for learning, we found ways to assist the students 

with language development. 

Discussion 

We used a variety of ways to initiate discussion with our students to 

share and develop understanding of cross-age collaboration. We shared our 

perspectives and opinions, and invited students to do the same. We listened 

to what our students said, and their reflections became topics of discussion 

in our meetings. The cross-age students were able to articulate how they 
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were assisting eacii other with writing and learning, and what they did and 

did not like about a particular activity. Our ways of using discussion as a 

tool for learning were in our reflective sessions after each cross-age 

collaboration, discussions during the collaborations, and our interview 

sessions. 

We used our reflection session after each meeting to share our 

perspectives on how we were learning and writing together, and our 

evaluations of the activities. Both teachers and students had the 

opportunities to express their opinions and ask questions. The students used 

this time to encourage an^ praise each other. We all listened as students 

described how they were assisting each other. 

We also conversed with the students during the cross-age 

collaboration. They helped us problem pose, observe, and reflect. For 

example, we shared our observation and reflections with the students 

regarding the oceanography book. We noticed that the students were not 

collaborating because they were each working on their own book. We 

discussed this situation with the students and we all decided that it would be 

best if each collaborative pair or group would work on one book. 
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The teacher/student interviews gave us a chance to discuss how our 

work was progressing. We shared our perspectives on how each grade level 

was giving and receiving assistance from their buddies, andfrom the 

teachers. The children discussed the connection between a positive 

interpersonal relationship and collaboration. The open ended questions 

gave the children the opportunity to discuss relevant issues and ask 

questions. 

We also used the teacher/student collaboration to assist students in 

using language to learn. We provided time for the students to discuss their 

research with each other approximately two times a week. 

Writing 

In addition to discussions, we shared our understandings of cross-age 

collaboration through the use of surveys. The first survey gave the students 

the opportunity to predict how they could assist each other with writing 

development and learning. In the second survey, students discussed how 

they were receiving and providing assistance with writing and learning. 

They also had the opportunity to describe what they liked and did not like 
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about this cross-age collaboration. Finally, they were asked to let us, the 

teachers, know how we may assist them with their work. 

These surveys became a wealth of information to us. The children 

were able to articulate the many ways that they were assisting each other 

and receiving assistance through collaboration. I feel these responses 

became richest body of data. The students also let us know exactly how we 

could assist them with their work. For example, students asked us to 

circulate around the room to encourage students to continue working rather 

than socialize. Two second graders expressed fear of being alone with their 

fifth grade buddies. The children did not ask us to assist them with their 

writing or research, but assistance with interpersonal issues and safety. 

These responses initiated discussion during our teachers' meetings. We 

discussed our roles as "teacher" and "researcher," because the role of 

researcher prevented us from circulating and meeting the students' needs. 

The students written responses gave us valuable information regarding the 

students' perspectives and concerns. 

The teacher/student collaboration gave the teachers opportunities to 

suggest writing activities that facilitate the learning process. For example, 
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we encouraged the cross-age students to use writing to tap and pool their 

prior knowledge about the research topic, writing to collect researched 

information on a web, and writing to share and develop their ideas by 

writing a book. Through observation and discussion, the children assisted 

us in understanding how these writing activities helped them to learn. 

Our teacher/student collaboration gave the teachers opportunities to 

assist the students with writing development. We, the teachers, were 

typically impressed with the ways in which our students assist each other. It 

was a reciprocal process where both the second and fifth graders assisted 

each other. On occasion, we interacted with the cross-age collaborators to 

suggest a writing scaffolding strategy. For example, in February, I observed 

Vera's frustration as she tried to read Jill's responses in the dialoguing. 

Vera wrote the begmning letter for each word. I demonstrated how Vera 

could assist Jill with her writing by doing interactive writing. In another 

example, Mimi intervened when she observed that the fifth graders were 

writing to the second graders in cursive writing. Her second graders were 

not accustomed to reading cursive. 
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Reading 

The teachers and students used reading as a tool to share 

understandings about the collaborative process, the cross-age research, and 

the students reading development. 

We read our students surveys, transcriptions of the interviews, and 

teacher's observations to gain insight to their perspectives regarding their 

cross-age collaboration. Our students had to read the surveys so that we 

could share our questions about their collaborations. 

We also encouraged our cross-age researchers to read a variety of 

resource materials to extend their knowledge on the research topic. The 

teachers and students gathered books and diagrams from their homes, 

libraries, and classrooms to share. 

As the students read these books to their buddies, we were able to 

assist them with reading development. Again, we (the teachers) were 

impressed with the assistance the students were giving to each other. It was 

reciprocal, the second graders and fifth graders were scaffolding with each 

other. On occasion, we observed situations that caused us to intervene and 

suggest a scaffolding strategy. For example, one day Edie observed Kenny 
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assisting Ned witJi the reading of a book apparently at Ned's frustration 

level. Kenny was waiting patiently as Ned attempted to sound out each 

word. Edie demonstrated choral reading to the boys. 

Demonstration and Observation 

As the teachers and students worked together, we had opportunities to 

demonstrate and observe each other. We used demonstration and 

observation as a tool for sharing and developing understanding. As 

described above, we observed the children and offered assistance through 

demonstrating scaffolding strategies. 

We also used demonstration to communicate our understanding of a 

writing activity. For example, Mimi and Edie demonstrated how to have a 

conversation through writing as they dialogued on the chalkboard. One day, 

Mimi and I demonstrated our perspectives on effective and ineffective 

interactions during collaboration through role playing. The students 

observed us, and had opportunities to imitate. 

The teacher/student collaboration created the findings and 

conclusions for this dissertation. Our collaboration helped each of us to 
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understand the nature of collaboration for learning and language 

development. 

Future Research 

This study may serve as a springboard for many other areas of 

investigation. For example, we are left wondering the ways that we will 

continue to collaborate and the influences our collaboration will have on our 

colleagues and our future students. Also, we would like to examine the 

literate progress of the students in our focus groups—especially those about 

whom we were most concerned. 

We recommend that the following questions be investigated: 

1. How can we better actualize an ethic of caring among teachers and 

children? 

2. What is the nature of conceptual development within cross-age 

students learning. What specific ideas do students bring to the collaboration 

and how are those ideas elaborated upon? 

3. What are the gender, class and ethnic issues around collaboration 

and how are they best dealt with? 
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4. Are there gender, class, and ethnic issues for teachers as they 

attempt to collaborate? 

5. What are reasonable methods for teacher researchers to use for 

data collection, analysis, interpretation, and presentation? 

Recommendations for Classroom Teachers, 

Administrators, and Teacher Educators 

Our study's findings and interpretations have implication for 

elementary education and teacher education. We would like to make 

recommendations to classroom teachers, administrators and teacher 

educators in regards to the benefits of collaborative learning. The following 

sections present our messages. 

Our Message to Classroom Teachers 

Encourage Cross-Age Collaboration 

Classroom teachers should take advantage of the benefits of bringing 

cross-age students together. Cross-age children are capable of assisting 

each other in language development, as well as in learning. In addition to 

the benefits of learning, cross-age children may form positive interpersonal 

relationships. We recommend that teachers "watch their language" as they 
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discuss cross-age collaboration with their students. Be careful not to 

communicate to the older students that they are the "teachers"and the 

younger students are going to learn from them. Communicate that they are 

both coming together to learn and to assist each other. 

Cross-age collaboration takes time. We recommend that teachers 

donate large blocks of time for the collaboration. It takes time to discuss, 

plan and work together. Our 30 to 45 minute time slots often seemed too 

short once students were involved with their work. 

Be sensitive to how the students are paired or grouped. If possible, 

give the cross-age students opportunities to get to know each other before 

choosing a partner or group. Let the students participate in choosing their 

partners and groups, rather than have the selections made by only the 

teacher. Children have a sense of who they may be compatible with in a 

collaborative setting. Our study taught us the importance of selecting 

collaborative partners. As the collaboration progresses, give students the 

opportunities to change partners if there are interpersonal problems. 

Perhaps our most important recommendation for classroom teachers 

is to collaborate with the cross-age students. Include them in your problem 
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posing, observing, reflecting, and planning. Forming this bond will help 

you to assist them in making the most of their collaboration. We enjoyed 

and valued working with the students as we shared and developed 

knowledge about cross-age collaboration. 

Collaborative Teacher Research 

We highly recommend that teachers participate in collaborative 

teacher research. It is an effective form of professional development 

because it is based on teachers' natural inquiry into their practices. 

Teachers explore issues that have relevance to them. The research is based 

on teachers' questions, the observations of their students and classrooms, 

and the reflections that they make based on their observations. The 

collaborative process gives professionals the opportunity to share and 

develop knowledge together. Teachers bring their teacher beliefs and 

knowledge to the collaboration to share their perspectives and reconstruct 

meaning. The collaborative teacher research process promotes new 

understanding of how to teach, how students learn, and how to develop 

instructional practices. Included in the teacher research is the process of 

collecting and analyzing data, and publishing interpretations and findings. 



5 1 0  

This process gives classroom teachers opportunities to share their research 

with the profession at large. At the present, this recommendation may, to 

many, seem like an imposed burden. As educators, we need to create speces 

and tools for this process. We are convinced, however, that it is a goal will 

worth pursuing. 

Teachers entering a collaborative research team need to respect each 

other's differences. Each teacher's practice will vary based on the teacher's 

experiences and beliefs. Teachers need to be comfortable to share their 

thoughts and ideas. We found the our initial interview to be very valuable 

because this process gave each of us a chance to get in touch with our own 

beliefs about teaching, and to leam where these beliefs developed. As we 

learned about ourselves, we learned about each other. Edie, Mimi and I 

found our respect and celebration of our differences to be essential for a 

positive collaborative experience. 

Collaboration takes time and flexibility. It takes time to share, reflect, 

and plan. We often felt pressed for time in our 90 minute meetings because 

we had so many issues to discuss. Teacher researchers need to be flexible 

as the research unfolds. Plans are tentative and schedules may be changed. 
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You need evidence to support your knowledge and findings. For example, 

record your observations and reflections of your teaching and the students' 

learning in journals. These recordings will preserve your thoughts to be 

analyzed in the future. Audiotape and transcribe your teachers' meetings. 

These transcriptions will let you see trends and patterns in your 

conversations. In order to communicate your findings to other educators 

and interested parties, you need convincing evidence. 

Our Message to Administrators 

School administrators have the opportunity to create conditions for 

student and teacher to collaborate. In our study, time and lack of district 

support were issues. Our cross-age student schedules were not compatible 

and we could only manage to find two, 45 minute time slots per week to 

bring the children together. Mimi and Edie were not compensated for their 

efforts because our collaborative research did not fit the district's definition 

of professional development. Collaboration requires time, flexibility, and 

support. 

Administrators may promote cross-age collaboration by integrating 

grade level schedules. In our situation, the second graders ate lunch at 



11:10, and the fifth graders ate lunch at 11:50. This type of lunch 

scheduling excluded a one and a half time slot for collaboration. Also, 

grade levels may be physically situated together in the building. In our 

situation, the second graders had a five minute walk to the fifth graders 

room. Perhaps integrating the physical location of grade levels would 

encourage collaboration. 

Teacher collaboration takes time and teachers should be compensated 

for this time. Teachers need available time to discuss, share and plan. 

Scheduling an early release day is one way to give teachers blocks of time 

to work together. Teachers also need to be compensated for their efforts. 

Mimi wrote in her final reflections, "To be honest, I was a little upset that 

we didn't receive professional growth credit because it was more work than 

I've put into a district professional growth class and much more valuable 

than any I have taken." Collaborative teacher research needs administrative 

support. Edie suggested that administrators could promote the benefits of 

collaboration to the community by way of a newsletter. 

Teachers should be able to chose their own groups and topics of 

inquiry. Collaborative teacher research is based on teachers' questions 
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about their practice. Their inquiry will be guided by relevant issues and 

classroom situations. Administrators should give teachers opportunities to 

join and change groups when appropriate. 

Our Message to Teacher Educators 

Teacher educators are in the position to promote and encourage 

collaborative teacher research for pre-service and in-service teachers. 

Engaging in collaborative teacher research promotes professional, as well as 

personal development for the participants. 

Teacher educators working with pre-service teachers should promote 

collaborative learning in undergraduate courses. It is a positive way to grow 

professionally because participants share and develop knowledge together. 

In addition to the positive professional growth, collaborators have the 

potential to form positive interpersonal relationships and support. Teaching 

can be an isolating profession, especially for novice teachers. Perhaps 

providing collaborative experiences in undergraduate classes will encourage 

first year teachers to seek the professional and emotional support they may 

desire and need. 
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Another recommendation for teacher educators is to get teachers in 

touch with their beliefs about teaching and learning. These beliefs will 

guide their decision making in their practice. As teachers form a 

collaboration, they will continue to uncover and share their belief systems. 

Uncovering and examining our belief systems was a valuable aspect of our 

collaboration. 

Teacher educators should empower teachers to value their own 

natural inquiries into their practice. Reflective teachers pose questions, 

make observations and reflections within the social context of their 

classrooms. Teachers are researchers, and collaborative teacher research 

enhances this natural, although often tacit, process. The collaborative 

aspect of teacher research gives teachers the opportunity to share and 

develop knowledge with the assistance of other professionals. Teachers 

may find many resources within their profession and within themselves. 

Teacher educators have the potential to unlock these resources. 

A Final Word 

Although our recommendations are separated into messages for 

classroom teachers, administrators and teacher educators, the 
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recommendations have commonalities. First, collaboration is a valuable 

process because it give the participants opportunities to leam together as 

they share and develop knowledge. Next, collaborators should begin with 

choosing their own groups and group members, as well as their own topic of 

study. Third, collaboration is a time consuming endeavor because 

participants need time to discuss, share and plan. The groups (teachers for 

cross-age students, administrators and teacher educators) of people 

facilitating the collaboration should create opportunities for the 

collaborators to comfortably meet. 

This study has investigated the power of collaboration for students' 

learning, literary development, and personal growth. It has also 

demonstrated the importance of collaboration for developing teachers' 

theories and practice. Action research of this sort is complex and hard 

work. Nonetheless, I conclude this study with a renewed commitment to 

personally continue investigating related questions and to encourage my 

colleagues to do the same. Doing so is critical to the advancement of 

knowledge about teaching. 
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APPENDIX A 
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APPENDIX C 

EXAMPLE OF OCEAN WEB 
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APPENDIX D 

TEACHER INTERVIEW SCHEDULE 

Teacher Interview Questions 
Background 
1. Describe how you learned how to read and write as a child. 

2. Describe how you used reading and writing as a child. 

3. How do you use reading and writing in your daily life as an adult? 

4. Where did you do your pre-service teacher education? How was 

reading methods taught? How was writing methods taught? 

5. How did your cooperating teacher teach reading? Writing? 

6. Have any staff development programs changed the way you teach 

reading and writing? How? 

Teaching Reading and Writing 

1. How would you define reading? Writing? 

2. What is your reading program like? Your writing program? How do 

you assess progress? 

3. What is your sense of what kids should be able to do at this grade level 

in reading? Writing? 

4. What if the students are ahready there when they come to your class? 
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5. What do you do if students don't seem to be "getting there?" 

6. What sorts of purposes for reading and writing do you emphasize with 

your students? What do you think are the purposes for reading and 

writing? 

7. Should there be different instruction for different purposes? 

8. Is your teaching different when teaching reading, different from 

teaching writing, different from teaciiing science, different from teaching 

social studies? 

Learning 

1. How do you believe students leam? 

2. Do you see a relationship between language and learning? If so, 

explain. 

3. What is your role as a teacher in this learning process? 

4. How do you teach social studies and science? 

5. How do you introduce new concepts? 

6. How would you define a concept? 

7. What does the term "multi-cultural" mean to you? 

8. Does this term relate to students' learning and your teaching? If so, 



how? 

9. What role does reading and writing have in your science and social 

studies curriculum? 

10. How do you assess learning progress in social studies and science? 

11. Have you ever done cross-age collaboration with your class? 

Why? What types of activities have you done? 

Dissertation Study 

1. What expectations do you have for this project? What do you hope to 

accomplish this semester? 

2. When you think of your writing program, what improvements would 

you like to work on? And your reading program? 

3. When you think about your science and social studies instruction, what 

improvements would you like to work on? 
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APPENDIX E 

STUDENT SURVEYS 

Survey # 1 

1. How can I learn with my partner? 

2. How can we help each other with our writing? 

Survey #2 

1. How is your buddy helping you with your writing about plants? 

2. How is your buddy helping you learn about plants? 

3. How are you helping your buddy with his or her writing about plants? 

4. How are you helping your buddy learn about plants? 

5. I like it when my buddy... 

6. I don't like it when my buddy ... 

7. Tell us, the teachers, how we can help you while you are working with 

your buddy. 
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APPENDIX F 

STUDENT INTERVIEW QUESTIONS 

Student Interview #1 

1. How do you think this project is going? Are you enjoying it? Why or 

why not? 

2. How does it help you ieam? Write? Compare it to working alone? 

With people your own age? 

3. How can we improve? 

Problem solving.. 

Future planning ... 

Student Interview #2 

1. Let's talk about the journals ... 

2. Let's talk about friendship and collaboration... 

3. What is the best part about the collaboration? 

4. What is the worst part? 

5. How did it help you learn? 

6. How did it help you write? 

7. Advice for future cross-age collaboration ... 
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APPENDIX G 

A PAGE FROM SAM, KENNY AND NED'S SHARK BOOK 
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APPENDIX H 

A PAGE FROM JENNY AND SALLY'S BOOK 
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APPENDIX I 

A PAGE FROM MARK AND KEVIN'S BOOK 
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