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ABSTRACT 

The purpose of this study was first and foremost to 

investigate the storying process used by six middle school 

students, their teacher, the school administrator and the 

researcher as they moved through their classroom/school 

lives. Second, I sought to incorporate the storying 

process within the larger context of a literate, learning 

centered classroom commxinity in which storying is 

integrated with transaction, democracy, culture, and 

inquiry. Third, I wanted to examine the process of 

storying from a critical perspective in order to suggest 

ways to transform educational practices from a 

reproductionist to a social reconstructionist approach. 

This interpretive ethnography included the data 

collection strategies of individual and group interviews 

and field notes. A theoretical framework for storying was 

developed using a modified analytic induction method. The 

categories were constructed and coded using a constant 

comparative method. 

The major finding of this study was that storying is a 

distinct participatory/dialogic process which makes use of 



narrative elements. This process incorporates the speech 

mechanisms of mini-monologue, dialogue, and multilogue. 

Stories are initiated when someone starts to share 

spontaneously or when invited by a listener. The responses 

of listener(s) and/or speaker(s) fall into the categories 

of intermittent responses, ignoring a story starter, 

listener's tangential comments, popcorn stories, and 

sustaining a story through extraneous interruptions. The 

four major purposes for storying are to reflect on and 

understand experience, to negotiate and evaluate 

experience, to develop and sustain relationships, and to 

construct and reinforce knowledge. 

Storying is a powerful resource which can be employed 

in curriculum planning and practice to build community, 

engage in critical thinking, eind construct knowledge. 

Stoirying is also a research tool for university and teacher 

researchers to both gather and analyze data through 

examining current theory and practice so that these can be 

imagined and structured in new ways. 



18 

PROLOGUE 

Narrative has never been merely entertainment for 
me. It is, I believe, one of the principal ways 
in which we absorb knowledge. I hope you will 
understand, then, why I begin these remarks with 
the opening phrase of what must be the oldest 
sentence in the world, and the earliest one we 
remember from childhood: 'Once upon a time . . . ' 
(Toni Morrison, The Nobel Lecture in Literature, 
December 7, 1993) 

This non-fiction narrative dissertation (Carter, 1993,-

D. Brunner, 1994) is an interpretive ethnography (Erickson, 

1986) which examines the kinds of stories and the ways in 

which these stories are used by a group of sixth graders, 

their teacher, the building administrator and me. To tell 

this story, I have taken on the role of critical narrator. 

Brodkey (1987) defines this type of narrator as one, 

. . . whose self-consciousness about ideology makes it 
necessary for them to point out that all stories, 
including their own, are told from a vantage point, 
and to call attention to the voice in which the story 
is being told. (p. 71) 

The point of both interpretive ethnography and 

critical narration for my purpose is to present the study 

of this dissertation in a way that not only describes what 
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is, but offers a critique of what is, in order to bring 

about change. 

During the 1995-96 school year, I conducted a year 

long interpretive ethnography at Southwestern Middle School 

in Brenda Dinius' sixth grade classroom--Room Two. The 

questions which guide this study are: 

1. What kinds of stories are the students, teacher, 

administrator, and researcher sharing? 

2. What are the similarities and differences between 

the storying of the students suid the adults? 

3. What purposes do stories serve in the students', 

teacher's, administrator's, and researcher's classroom/ 

school lives? 

For the purposes of this year long study, I worked 

with all of the students first semester, then chose six 

focus students to interview cind story with the second 

semester. These students were chosen from Brenda's 

Homeroom group which was the group that remained with her 

for the entire year and by fourth quarter had become a 

self-contained sixth grade class. The criteria I used to 

choose the six focus study students were developed in an 
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effort to create a fair representation of the various 

cultural groups in the classroom. Some of the factors I 

considered were gender, race, feeder school, socio-economic 

class, attitude toward school. The primary data collection 

strategies were interviews (unstructured, semi-structured, 

and structured) both individual cind group, participant 

observation and field notes. 

The site of the study. Southwestern Middle school, is 

one of the schools in the District which is part of a court 

ordered desegregation program initiated in 1978. 

Southwestern Middle School was part of Phase Two which 

means that it was declared a "new" school in 1979 and 

completely restaffed. I was one of the teachers hired 

specifically to open this "new" building. I remained a 

teacher there for 15 years until I returned to the 

University to con^lete my graduate studies. For the past 

two years, I have continued to be a part of the 

Southwestern Middle School community by conducting research 

projects in Brenda Dinius' sixth grade classroom. 

Therefore, my intense interest in this research project 



comes from my relationships with the community in this 

building as both an insider and an outsider. 

I have chosen to relate the information of this study 

in narrative form because story is a "way of capturing the 

complexity, specificity, and inter connectedness of the 

phenomenon with which we deal" (Carter, 1993, p. 6). This 

is particularly true for me in this setting. 

Throughout this narrative I use the word storying 

without quotation marks to name a process which I believe 

to be different from storytelling. In fact, one of the 

major findings of this study is an exploration of the 

features that differentiate these two story processes. In 

my review of the literature, I have only seen the term 

storying used once. This was in Creating Classrooms for 

Authors and Inquirers (Short & Harste, with Burke, 1996). 

It was placed in cjuotation marks. These authors define 

"storying" as "the process we use to tie together, identify 

and finally select a set of experiences we see as unified 

or meaningful" (p. 328). I have borrowed the term as this 

definition serves well as a beginning for my exploration 

into storying as a process we all use on a daily basis not 



only to "tie together, identify and select" our 

experiences, but also to share them with each other in a 

transactive and dialogical fashion. Having expanded the 

definition, I have removed the quotation marks. 

I use the term storying also because I want to add 

this kind of oral narrative to the stories narratologists 

examine as they attempt . . to discover the 'rules' 

common to all narrative composition" (B. Rosen, 1988, p. 

174). In her definition of narratology, B. Rosen suggests, 

The misfortune is that even the most intriguing 
writers in this field look at the works of 'great' 
authors to prove their points. Oral narrative is not, 
as yet, on the narratologist 'agenda.' Perhaps they 
are scared; it is altogether too human and unruly, (p. 
174) 

This study and its narrative description, then, is an 

attempt to examine the storying of the selected focus study 

students, the teacher, the administrator and the researcher 

in all its human and chaotic glory. This year, I have 

gathered more than 250 discernible stories from 

Southwestern Middle School as an insider who has stepped 

out to make the familiar strange. I have taken these 

stories and analyzed them in terms of the concept of 

storying, the similarities and differences between the 
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Storying of the students and that of the adults, and the 

purposes for storying. What follows is an overview of this 

document and its organization. 

First, I want to explain the print format I use. In 

order to make clear the voices of the participants and to 

separate their voices from mine, I have used italics for 

all speaking and writing that is not my own; this includes 

both participant voices as well as the "voices" from the 

literature. Also, because this dissertation is so 

dependent on stories which often consume a great deal of 

space, I have single spaced the stories that are quoted 

from the transcripts and field notes. 

This story begins, as many narratives do, with the 

characters. In Chapter One, "The Characters," the 

participants are described from their own points of view, 

from my point of view and in the case of the six students, 

from Brenda's point of view as well. All of the characters 

except for Brenda and myself are identified by pseudonyms. 

As the descriptions indicate, these characters have lives 

out of school as well as school lives which behooves us to 

keep in mind, "... that each student's [teacher's. 
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administrator's, researcher's] whole life outside this room 

is what he or she will use to make meaning" (Bomer, 1995, 

p. 4) . 

I would like to note that I have used conventional 

spelling and punctuation for all typed samples of students' 

written work. I did this so that everything would be 

readable. I did not change any other aspects of the 

students' language or meaning. 

In Chapter 2, "The History," I describe life at 

Southwestern Middle School from an historical perspective. 

I use the administrator's and the teacher's points of view 

as well as my own to tell the story of Southwestern's 17 

year history since the court ordered busing. Describing 

the history of the building is necessary for 

. . .  i f  o u r  r e s e a r c h  i s  n o t  s i t u a t e d  w i t h  r e s p e c t  t o  
the wider political contexts of our lives, our 
workplaces, and those we serve, then with respect to 
putting research into practice, we may still suffer. 
(Brtinner, 1994, p. 37) 

The school and its history as a desegregated middle school 

since 1979 is this wider context which has had tremendous 

influence on Room Two in the course of this study. 
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Chapter 3, "The Methodology," details the research 

techniques and methods I use to conceptualize and organize 

this study. I explain and describe the data collection 

sources and strategies and my analysis methods. 

Chapter 4, "The Model," is a review of the literature 

in relation to a model I have developed of a literate, 

learning centered classroom community. The model uses "The 

Learning Tree" as a metaphor. This living metaphor 

demonstrates the interrelatedness and interconnectedness of 

the five aspects of classroom life: transaction (roots), 

democracy (triink) , culture (atmosphere) , inquiry 

(branches) , and story (leaves) . It makes clear that the 

storying which goes on in a literate, learning centered 

classroom day by day, hour by hour, minute by minute is not 

happening in a vacuum. The usefulness and productiveness 

of this storying is dependent on the other four elements 

being fully functional in that classroom. 

Chapter 5, "The Classroom," gives a detailed picture 

of life in Room Two from the perspective of what is often 

called the "hidden" or "implicit" curriculum (Goodlad, 

1984) . To describe Room Two, I examine the "implicit" 
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curriculum in terms of the five spaces it occupies: the 

physical space, the emotional space, the intellectual 

space, the political space, and the cultural space. 

Chapter 6, "The Curriculum," describes the ways in 

which the teacher and I worked together to plan and 

implement a curriculum for what we envisioned as a 

literate, learning centered classroom community. It also 

discusses, however, the constraints which occurred 

throughout the year causing unforeseen changes. These 

changes made it difficult to continue with the curriculum 

as we had originally intended. 

Chapter 7, "Storying," is a discussion of the analysis 

of the data in terms of my first research question--"What 

kinds of stories are the study participants sharing?" My 

analysis of the data led me to determine that the "kinds" 

of stories being shared (not told) were most significantly 

one "kind", that is I decided to explore further a 

distinction between two "kinds" of stories rather than 

conduct other types of analysis such as delineating genres. 

I found that there was indeed a difference between storying 

and storytelling and that both of these can be 



differentiated from talk. In this chapter, I offer the 

categories I constructed to con^jare storying with 

storytelling and examples to support each of these 

categories. Further, I make a distinction within the 

larger process of storying between spontaneous and invited 

stories. 

In Chapter 8, "The Coitparison of Student and Adult 

Storying, " I use the second research question to analyze 

the data--"What are the similarities and differences 

between the storying of the students and that of the 

adults?" This chapter can only explore the possibilities 

for similarities and differences as the data for the two 

participant groups is somewhat different. I have both 

group interview as well as individual interview data for 

the students and myself as well as stories recorded in my 

field notes. For the administrator, I only have individual 

interview data, and for the teacher, I have individual 

interview data and stories recorded in my field notes. 

Thus, the comparison categories which are strongly 

suggested by the data need to be verified through further 

research. 
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In Chapter 9, "Purposes for Storying," I use the third 

research question to analyze the data--"What purposes do 

stories serve in the students' and adults' classroom/school 

lives?" In this chapter, I examine the four categories of 

purpose for storying which I have constinicted from the data 

and a review of the literature on story. For each of the 

four purposes, I offer a definition and several 

corroborating examples from the two participant groups 

(students and adults). 

Chapter 10, "The Themes and Implications," examines 

the findings described in Chapters Seven, Eight, and Nine 

and delineates possible in^lications for theory, practice 

and research in the area of curriculum development. For 

example, since I found that storying can make conscious 

what goes on routinely, I examine the possibilities for 

story to enhance praxis and reflexivity, that is the 

relationships which exist between action and critique, 

theory and practice. In this chapter, I address what I 

feel are the constraints and possibilities, contradictions 

and ambiguities of storying in a literate, learning 

centered classroom/school community. 



While several of the implications inherent in the 

findings of this study are single and obvious, they have 

been consistently ignored by the educational establishment 

as too chaotic, too uncontrollable, too immeasurable, too 

open ended. The big question, then, becomes how do we 

change these negatives into positives in the eyes of 

administrators, teachers, parents, and our students? I 

believe that through the development of storying that is 

consciously critical in nature, we can support the efforts 

towards transformation and in the process create schools 

which further the causes of democracy and pluralism. 
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CHAPTER 1 

THE CHARACTERS 

Every story has characters. It is character to a 

large extent that sets story apart from other forms of 

discourse, both oral and written. The characters are the 

people (or entities) who enact the plot, who care about 

what happens, whose lives both impact and are impacted by 

what is said and done. In this story of life at 

Southwestern Middle School, I call the characters storyers 

because they are not only the players in this narrative, 

they share in the telling of it as well. I have chosen to 

spell storyer with a "y" instead of an "I" to match my use 

of the term storying. It is important that the storyers be 

known not only through my voice, but in their own voices as 

well. In story, character descriptions are always layered 

and contextual. The following sketches are no different. 

There are three groups of storyers whose portraits I 

have drawn in varying degrees of detail depending on 

whether they are voiced or xanvoiced players. Voiced 

characters are those people with whom I shared stories and 

whose voices are presented here. Unvoiced characters are 



those people who are in5)ortant in the lanfolding of the 

story but whose voices are not heard directly. 

The first group includes the six sixth grade 

students in Room 2 with whom I worked most closely: Cathy, 

Mike, Angelique, Droopy, Alison, and Isaac. The second 

group includes the adults: Brenda Dinius, the teacher in 

Room 2, and Ken Lewis, the district administrator who took 

over the principalship of Southwestern Middle School in 

January. The other characters in this group are the minor 

players including Mr. Strong, the principal that was 

transferred against his will after only one semester, and 

several faculty members. The third group is really not a 

group but one person who plays several roles. That person 

is me and in the course of this story, I take on the roles 

of researcher, co-teacher, and narrator. 

Group 1--The Students 

There were 25 students in Brenda's Homeroom group. 

This is the group that later in the year became Brenda' s 

self contained class. As is explained in detail in Chapter 

3, "The Methodology," I worked with all the students the 



first semester and then chose six students to interview and 

story with the second semester, primarily during the third 

quarter. Each of the six students is described from 

several perspectives. First, I share their own view of 

themselves as offered in the Initial Interview during which 

each one explained the pseudonym she/he had chosen, the 

Exit Interview during which each one stated what she/he 

wanted readers to know about her/him, and from some of 

their writing about themselves. The writing includes a 

Literacy Memory, written on August 25, and a brief 

biographical sketch written for a class book produced at 

the end of the year. 

Second, I offer my view of them gleaned through 

observations and interactions. Third, I give Brenda's 

perspective on each student as she described each one in 

our third formal interview in March. Fourth, I present 

another perspective on each student by sharing an example 

of each one's storying during a group session on January 

18. These stories were initiated by Isaac and Alison. 

Midway through the session, Isaac started us off storying 

about pets by announcing, "My lizard died. Poor Scottie." 



33 

Following this pronoxancement, Cathy, Droopy, Angelique and 

Isaac shared animal and pet stories. Following these 

stories, Alison took us into the world of dreams by asking, 

"What if this is all a dream?" From here, both she and 

Mike shared dream stories. Each student is introduced by 

several voices including her/his own, mine, and Brenda's. 

Cathy chose her pseudonym because, "I chose a 

different name, but I can't remember it. So I just came up 

with Cathy. " She sees herself as a good student and 

received mostly A's in elementary school. However, this 

year, she has not done as well in terms of grades and this 

bothers her. In her final reflection written on May 22, 

Cathy said. 

What I would like to improve on is getting organized 
and turning in work on time. If I don't do this stuff 
next year I'm going to be grounded for life. 

When I asked her directly, "What do you want people to 

know about you?" she stated, 

I'm a good student. I make friends quickly. It's 
very hard for me to get mad. Like when people are 
being snobby or like when people are being just plan 
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mean to other people make me mad. I can run fast. I 
write well. 

In her literacy memory, written August 25, Cathy wrote: 

I remember when I was learning how to write in the 
First grade. I was writing my name on the wrong side 
of the paper and worst I was writing backwards. So now 
that I look back, I laugh because now I know better. 
And I can't even write backwards so it's kind of weird 
too. 

In her biographical sketch, she wrote: 

I'm 12 years old. I like to paint, write and I love 
dogs. I did Greece because I thought it was an 
interesting country to do. I also did it because I 
didn't know where my family originally descended from. 

Cathy is an African American girl who lives in a 

foster home with seven other children. Her mother lives in 

Phoenix and she and Cathy write to one another, but do not 

see each other often. She is bussed to Southwestern from 

the Colvin area where she attended elementary school. 

Cathy plays the trombone and the clarinet in the 

Southwestern school band. She loves animals. She has a 

close circle of friends. She writes stories when she's 

bored and "puts them away in my storybook. I have a story 

book." She doesn't share them very often. On January 19, 

only a week after coming back from Winter Vacation, she 
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Brenda's desk: 

Once upon a time 
there was a girl 
who ran away from 
home because 
she didn't like 
her parents. 

She ran away 
into a forest 
that had--lots 
of cuiimals, fruit 
and shelter. 

The End 

Cathy is an affectionate child but not clinging. 

Whenever I would come into Room 2, she greeted me with a 

hug and then just as quickly went back to whatever she was 

doing. In many ways she is very open, but I think inside 

she carries a great deal of sadness. This is most obvious 

when she talks about her mom. When we were starting our 

reading of Walk Two Moons (Creech, 1995) at the beginning 

of second quarter, she volunteered that, like Sal, her 

mother had left her, too. 

Brenda describes Cathy as an iinderachiever who doesn't 

read much on her own, but who. 
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. . . is a very good writer. Math is a bit harder for 
her. But she is a very good writer. She doesn't like 
to write about her family, her personal stuff. She 
likes to write about factual things like reports and 
things like that. 

Brenda noted what I had observed in terms of Cathy's 

communication with adults: 

She doesn' t really talk to me much other than to whine 
at me. She and I have really not had any long 
conversations. She does tell me about her 
grandparents [foster parents] and asks my opinion. 
But she doesn't share a whole lot. 

Brenda described Cathy's relationships with her peers as 

follows: 

It's been very slow and she did not initiate it. She 
was in her little funk and so she wasn't going to go 
out of her way to make friends with anybody. She 
wasn't pushing anybody away but her attitude wasn't 
inviting. When she started getting in trouble with me 
for singing and acting out, then people started 
feeling- badly for her. So they started encouraging-
her to stop doing that and would involve her with what 
they were doing. The group that did this were mostly 
girls who were in band with her. That gave them a 
common link. 

Cathy's stories were much more numerous, vociferous, 

and detailed in the group discussions. In the one-on-one 

interviews with me, she was more reticent and I found that 

I had to ask lots of questions to get ciny of the details. 

During our storying about animals and pets, she shared: 
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In my back yard, I have a really hig back yard and 
there are all these cats in my back yard because the 
dumpster is right next to the gate. They get in the 
dumpster, so they jump over into my yard and by my 
window all of a sudden I just heard [makes cat 
noises]. I looked outside my window and these cats 
were fighting. I bent out the window and they both 
looked up at the same time and then they started 
fighting again. My Grandpa came out with his gun. He 
didn't have his glasses on so he was like shooting all 
over the place. 

Mike 

Mike chose his pseudonym, "because it is my dad's 
name. " 

In his final reflection, he stated, 

I really think I should do better in some things, but 
I feel good about my work. 
Mike didn't say a lot when I asked him what he wanted 

the readers of this narrative to know about him. He just 

said: 

I'm funny. I'm smart and nice. I have a B average A. 
. . . Well, I got straight A's last quarter. 

Mike was not here in August when we did the literacy 

memories. But in his biographical sketch, he described 

himself as follows: 

I live in Tucson. I was bom on January 18, 1984. I 
was bom at TMC [Tucson Medical Center] . My parents' 
names are Mike and Sally Green. 
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Mike came to Southwestern October 22 from outside the 

district. He is a European American boy from a middle-

class family. He is an avid reader of hunting magazines. 

He spent a good portion of the year trying to convince 

Brenda and me that hxinting was a good and noble sport. He 

also was intent on grossing us out with the bloody pictures 

of dead animals which I refused to look at. He has what I 

think is a good and active sense of humor and is able to 

laugh at himself. For exan^le, he told about a time when a 

friend 

. . . grot in trouble so he had to get a spanking with 
this stick and so he went and ran in there and he 
stuffed all the pillows in his pants and he put on a 
couple more pants. 

He is at ease with himself, open, and easily 

interested in lots of things. However, as he himself said 

about schoolwork, "I try to do things as easy as possible. " 

And, he is quite emphatic about his dislike for school. 

When I spoke with him about a field trip we were going on 

and asked him if he knew anything about it, he said: 

No. I'm just interested in going anywhere besides 
school. We do too much work. And we're only halfway 
through and we have another half. 

Brenda described Mike as: 
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Experiencing a different kind of kid for the first 
time and I think he is enjoying it. I think all the 
kids he used to go to school with were exactly like 
him. Maybe not the same race, but exactly the same 
backgrounds, exactly the same aspirations, the same 
values, the same experiences. So, his school work, 
getting the actual work done, is suffering because of 
that. He wants to engage in conversations with 
everybody. Which is fine for him because he can make 
everything up and he's not going to lose anything. In 
fact, he's gaining a lot. Mike maJces connections all 
the time with everything. He is very thoughtful about 
things and opinionated, but is willing to think about 
his opinions when asked to. He does not push himself 
very much even when it's something that he finds fun. 
I think he is one whose reading and writing are used 
for school. I don ' t think he reads very much 
voluntarily, to grow personally. 

Mike's stories in both the one-on-one interviews and 

during the group sessions were frequent and many, but 

sparse. During the group interviews he needed to make sure 

he had my attention. Even though there were five other 

people in the room, he addressed most of what he shared 

directly to me as evidenced by his beginning both of the 

following dream stories with my name. These two stories 

were separated in time by a story shared by Droopy and one 

shared by Cathy. 

Mrs. Freediaan, I've got to tell you something. I fell 
off a cliff one time in one of my dreams. I fell 
backwards and I have a special way to get out of my 
dreams. I blink my eyes twice and I wake up. 
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Mrs. Freedman, I had a dream once that I was rolling 
down stairs and I tripped and I fell off my bed and 
landed on my dog. 

Angelique 

Angelique chose her pseudonym because: 

It's my friend's name and she's like a sister to me. 
I was friends with her last year. We met downstairs 
from my Grandma's. 

In her final reflection she said, 

I learned lots of things because of you [Mrs. 
Dinius] . I liked Language Arts and I hated Social 
Studies. I need to be at school all the time and in 
seventh grade I'm going to do all my work. 

Angelique wanted readers to know the following about 

her: 

I am a nice friend. I can be nicer than I usually am. 
I share things; I do more than share things, like I 
invite them to my house to come swimming. I like 
swimming. I don't like math. I like science and 
sometimes Social Studies. They call me Shorty. 

In her literacy memory, Angelique wrote: 

When I knew how to write and read was when I was in 
kindergarten. I use to love to read. I use to act 
like I was in a business and my cousins did too. My 
mom and sister used to read to me too. 

In her biographical sketch she wrote: 

I am 12 years old. I am an aunt (tia). I love them; 
there are two babies. One is two years old. His name 
is Manuel. The second is one year old. My favorite 
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foods are tacos and tamales, tortillas, beans, rice 
and enchiladas. 

Angelique is a Mexican American girl for whom family-

is very in^ortant. She is a good friend and moves easily 

between and among social groups, but she can also be mean. 

Her family is lower middle class and lives on the East side 

of town. She walks to Southwestern from the Lincoln 

neighborhood where she went to elementary school. School 

attendance has been a problem for Angelique all year. 

Because of this, she has very little connection with school 

and rarely mentions experiences that are related to school. 

Angelique believes strongly that, "Everybody should 

get along," and that they don't, 

. . . because they are racist. They think they are 

. . . their culture. . . is better than them. They 
rule and everything. And if you don't like somebody 
you don' t have to call them names and everything. You 
just leave them alone. 

Her best friend is a gang wannabe, but Angelique seems not 

to be interested in gangs. She likes writing and drawing, 

but doesn't want to read. 

Brenda described Angelique as having, 

. . . major issues with grief and with her cousin 
Emily Gonzales [who was kidnapped and murdered about a 
year ago] . Family is very important to her, but it is 
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also a source of much emotional trauma. She has 
missed a lot of school and this last time it was 
because of her grandmother's funeral. Issues of death 
are always coming- up in her current events, and her 
conversation. She talks about her uncle and her 
cousins and her grandmother that died. She makes lots 
of connections with it. 

I think she used to be a good student. I think she 
used to see herself as a good student and it shocks 
her that her grades are so low. I think her skills 
are ok. But, she usually is not very interested in 
what is going on in class. 

She is trying to find a place socially. She can't 
decide if she's punk or if she is a nice little girl 
or what exactly her role is. She switches who she' s 
hanging around with fairly frequently. I think she is 
pretty naive. 

Anglique's stories are almost always about her family 

and many of them connect in some way with her cousin, Emily 

Gonzales. However, she was also able to involve herself in 

whatever the group was storying about in the group sessions 

and sought me out to ask if I was going to be doing 

one-on-one interviews because she enjoyed them. During the 

storying about animals and pets, Angelique shared the 

following story. 

I had a black cat and it died and I buried it in the 
backyard. My dog was watching it and then I went 
inside. A little bit later, I went back outside and 
it was unburied. All the dirt was piled up over here. 
All of a sudden, I looked over and he was eating it. 
They say it's good for them to do that. 
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Droopy 

Droopy chose his pseudonym because, 

It's my cousin's name. He's 15. He's in juvenile. 
He goes to school, but like in a boy's school. He got 
drunk and he was already on JIPS [Juvenile Intensive 
Probation] . JIPS means he had to stay in the house. 
He can't come out. And, he got drunk and left. But, 
I like him. He's my cousin. His real name is Albert. 
Droopy is just a nickname his mom gave him because of 
that cartoon, that kid Droopy because of his baggy 
pants and the long hair look. 

I can't share Droopy's final reflection, anything 

specific that he might want readers to know about him, or 

his biographical sketch because he was suspended from 

school for the better part of the fourth quarter and did 

not participate in any of these activities. He had 

accumulated too many referrals for his temper and fighting 

and so each time he was suspended the term became longer 

and longer. 

In his literacy memory, though, Droopy wrote: 

When I was a kid I wanted to be the haddest kid on the 
block. Everybody liked me because they said I was 
cute. 

My Mom said if I don't be good, I'm not going to live 
long. But I changed my look and I'm glad for my mom 
and I'm going to live long. 

I Love my Mom. 
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Droopy is a 13-year-old African American boy from a 

large family. Many of his cousins and siblings have come 

to Southwestern and they have a reputation for being rough, 

disruptive and not much interested in school. Droopy is 

very much aware of this reputation and of the general 

impact caused by the mere mention of his cousins' names. 

He is very open about this and expressed much loyalty to 

his cousins and his family in general. However, he stated 

that he is not interested in following in his cousin 

Albert's footsteps. He en^hatically denied any gang 

affiliation. 

Droopy was polite and open with me. He showed a great 

deal of interest in the conversations we had and talked 

with me voluntarily, sharing stories quite spontaneously. 

One story he told on several occasions was about his 

cousin, John, who was known at the malls as a shoplifter. 

Droopy said he hated to go to the malls with John because 

they were always spotted and asked to leave. 

During one of the one-on-one interviews, he told me 

about his family's history beginning with his grandmother 

with whom he now lives who had 21 children. He accounted 
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for all 21 and then went on to talk about his mom who lives 

in Kansas and his dad who lives in Nebraska. Droopy has 

two brothers who also live with his grandmother, Roger who 

is 11 and also in sixth grade in Mrs. Matison's class, and 

Freddie who is nine. 

Droopy got on well with his peers and seemed in some 

respects to be a leader, especially on the basketball 

court. As long as he was not angry, Droopy was very gentle 

and concerned about the well being of other people. During 

one of the group interviews, Alison was talking about being 

teased because she is so small and that it made her feel 

badly. After she finished speaking, Droopy said honestly 

and matter of factly, "I think she looks nice." 

He was able to compliment freely. After one of the 

recess basketball games, he walked into the room, pointed 

at Katie and said with admiration in his voice, "She made 

all the baskets. She's tall." Also, he would apologize 

freely if he accidentally hurt someone. However, once 

angered (and this happened too easily cind too often) , he 

was no longer in control. For example, one day he had been 

down in the office most of the morning. When he came back 
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I asked him what had happened and why he was in troxable. 

He said, 

I told that boy "don't" because he bumped into me, and 
I pushed him. And he pushed me back and that's why I 
just went and hit him right there. Then he called me 
"Dude" and I don't like nobody to call me that. Mr. 
Howard said what I did was assault. I said, "So, he 
pushed me. That's not assault?" 

Droopy showed a striking lack of affect during one 

group session in which we were telling school stories. 

However, when the talk turned to carnivals, he sat up and 

immediately joined in. I think it's fair to say he loves 

carnivals. Droopy lives on the southwest side of Tucson 

and comes from the Colvin neighborhood where he went to 

elementary school. 

Brenda described Droopy as having had wonderful 

attendance until he was suspended. She felt he loved to 

come to school and. 

He thinks he knows what school work is and that's what 
he tries to give me. Some of it is ok, but he doesn't 
have a clue as to what the day to day workings of the 
classroom have to do with his overall progress in the 
class. For him, reading and writing only happen at 
school. You don't use it to express yourself. 

I think his social skills are questionable. He does 
make friends pretty easily, but then he needs to be 
tough and so then he threatens people and he does and 
says things that put people off. I think this 
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toughness is anger. I think he wants to tell people 
to "eat it" because he's being told that all the time. 
And he' s being pushed around by his uncles that still 
live with his grandmother. She is very supportive 
whenever I've called to talk with her and values 
education. I think with that huge family, Droopy gets 
lost in the shuffle. He has two brothers who live 
there too. One is also in sixth grade, in Matison's 
class. The other one is nine. 

Droopy's stories were told with enthusiasm. He shared 

stories spontaneously and without much reserve. He offered 

lots of detail and was not only an avid speaker, but an 

excellent listener who asked questions and made comments 

which helped the other students share their stories. 

Droopy's story about animals and pets went like this, 

J have a pet rooster, but I don't like roosters. They 
chase after you because If you just walk by or if you 
throw a rock at them when you come outside, they'll 
start chasing- you around. My daddy had one of those 
bantam roosters, but these two dogs killed him. He 
tried to bite the dog; the dogs tore him apart. 

Alison 

Alison choose her pseudonym because, "It's my middle 

name. " 

Alison is cin excellent student by almost any measure. 

She makes a conscious connection between her life in school 
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and her life outside of school. In her final reflection, 

she wrote, 

I've learned how to write better reports and how to be 
more cooperative. I think I have to watch out for 
math. 

Alison wanted readers to know the following about her: 

I play the violin. I have played for four years. I 
have a yoxmger brother and sister. I'm twelve. I try 
to make the homework contracts fun [The Homework 
Contracts are explained in Qiapter 6, "The 
Curriculum."] 
In her literacy memory, Alison wrote: 

When I wrote my first word I was in kindergarten in 
the year 1989 and I was five years old. We had to put 
our name on the back of a picture that we drew of 
ourselves, the picture I drew was pretty odd looking, 
(well I wasn't the perfect artist, I guess) . I was so 
happy that I could write my very own name. Well, I 
guess you could say I wasn' t the perfect speller 
either, because I spelled my name like this, Alisonon. 
Mrs. Long (my teacher J was very proud of me for 
writing my own name and so was my mom, dad, 
grandparents and every one else. But the proudest 
person of all was me. 

In her biographical sketch, she said. 

Hi! My name is Alison. I am 12 years old. I chose 
Italy because I'm a fourth generation Italian. My 
ancestors from my father's side immigrated over here. 

Alison is a European American girl who lives with her 

brother and sister and mother. Her socioeconomic status is 

middle class. She went to Watson Elementary School on the 
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east side of the city. Alison enjoys school both socially 

and academically. However, she is sensitive about being 

small and has had some difficulty sustaining a friendship 

she values with one of the other students who can be 

verbally vicious. During one of our group sessions, Alison 

shared the following: 

This year some people have been like spreading- rumors 
about me because I'm small and the way I dress and the 
way I do things. And they just . . . I've heard 
people talking about me and saying things about me 
just because of the way I look and stuff. It makes me 
feel really bad. 

The fact that Alison can verbalize this and willingly does 

so with a group of students speaks well for her self 

esteem. She has all the doubts that come with being 12 and 

launching into adolescence, but essentially her sense of 

her self is very solid. 

Brenda had this to say about Alison: 

Alison is a wonderful child. She has depth. She is 
truly a life long learner. She will do what she needs 
to do to make things interesting for herself. She 
pushes herself. She has a whiny side too, but for the 
most part she will engage herself. 

Alison has a lot of empathy for other people. So in 
her relationship with Sarah she gets hurt a lot 
because she can't bring herself to tell her to just go 
away. I think if she did a few times, Sarah would 
change. But it's too hard for her. 
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She likes to take part in discussions and makes an 
effort to say interesting things. She gets excited 
about things. She turned in her homework contract 
today and said, "^This is a really good one." She's 
not doing it for the grade or for me. She is doing it 
for herself. She never comes to me and says I'm 
bored. Learning is part of her life and she takes 
great joy in it. 

As Brenda's description suggests, Alison shared 

stories easily and genuinely. She initiated a number of 

the stories shared in the group sessions. She is both a 

thoughtful speaker and a thoughtful listener. She shared 

the following story about dreaming. 

I had two really weird dreams. In one of them, I was 
on a high beam on a construction thing and it had that 
big, you know, that big bucket. It was huge. It's 
like a txab and it had acid in it to like melt stuff 
off the beams. I fell in it and I felt myself falling 
and I fell out of bed. And then another time, I was 
riding a motorcycle inside the earth and the dirt was 
like different colors and it was like there was a mall 
on the bottom and there was all this dirt on top of 
it. I got to the mall and I picked up a friend off 
the dirt and went riding off and then I felt myself 
skidding.... 

Isaac chose his pseudonym because, "I seen it in 

'Kindergarten Cop' with Arnold Swartzenegger. It was the 

little kid's name." 
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Isaac wanted readers to know the following things 

about him. 

I'm nice. I'm funny. I'm fast like in hyper. If I 
don't know somebody, I'm really shy, like I stay 
quieter a lot. I'm talkative. I kind of get real 
involved. 

In his final reflection, Isaac wrote, 

I learned that I could really do things if I put my 
mind to it. And, with the help of my mom, dad and 
Mrs. Dinius, I really did things I thought I could not 
do. This year, it's been the best. 

In his literacy memory, written August 25, Isaac 

wrote: 

How I learned How to read 
One day I was in the car and we were going shopping. 
I was about four or five years old. I couldn't read in 
those days but I tried my best in guessing. I didn't 
really understand what I was reading. It didn't make 
sense up in my head. My first word that I learned was 
on a big red sign that said stop. I was excited to 
finally know what I was reading. My mom helped me out 
a lot. I hope to leam more in this year. 

In his biographical sketch, he described himself this 

way. 

Four things about me. I have six best friends named 
Robert, Scott, John, Mike, Juan and Paul. I like to 
go to the mall, eat pizza, buy lots of stuff and go 
bike riding or roller blading with my friends. My 
favorite sports are basketball, football and golf. 
Every vacation, I love to go to Six Flags and other 
fun stuff. 
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Isaac is a Mexican American boy who comes from a large 

family. He helps his dad, especially with cars and trucks. 

He is very verbal, always full of talk and story. He is 

open and seems comfortable with himself. He can, however, 

be a bit obnoxious at times as he can't quite stop taking 

center stage. And, it's difficult to stop him because what 

he has to say is usually connected and significant. For 

example, when we had the SRO (School Resource Officer) come 

in and speak about his job, it took both Brenda and I to 

convince Isaac that his comments would have to wait, not 

disappear, just wait, until the officer came to the 

question and comment part of his presentation. 

Isaac's family is lower middle class. He comes to 

Southwestern from the Colvin neighborhood where he attended 

elementary school. While he was best friends with Carlos, 

he moved freely among groups. He said, however, that he 

does not like to hang around with "... people that are 

always in trouble like in gangs and stuff. " Isaac is a 

strong, conscientious student. He becomes interested in 

things easily and asks lots of questions. Inquiry came 

quite naturally to him. 
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Brenda described Isaac as follows: 

Isaac has a wonderful sense of humor. He just doesn't 
know when to stop. And we've been talking about that. 
But he makes connections between the things we're 
doing in class and his own life. And he has a 
connection between missing assignments and his grade. 
He understands when he misses stuff and that he has to 
make it up. For example, the day we dissected the 
squid, he was absent. So the day he came back, I told 
him to read about squid in the encyclopedia or another 
book he might find in the library and write about it. 
I only had to tell him once. 

He likes to listen during discussions when he is not 
being distracted and willingly takes part. He has 
definite opinions about everything, especially issues 
of rules and justice. For instance, he had a lot to 
say about the issue of the dress code and no hat rule. 
And, he always begins speaking by saying, "I have two 
things to say." He does tell a lot of stories. He'll 
tell us little episodes of his life. 

I don' t think he reads very much at home, and he needs 
to work on his writing especially his handwriting. I 
think if his handwriting improved his spelling would 
improve. And when he takes his time, there is vast 
improvement. He has gotten much better about doing 
his homework and comes up with lots of possibilities 
for the inquiries he engages in such as finding out 
more about the pig on his uncle's ranch that he 
insisted was a big as a cow. 

After Isaac initiated the storying about animals and 

, he shared the following story, 

We had a bird--two birds, a yellow one called Tweetie 
and a blue and yellow one called Comacazie. He was 
pretty. My dog hated those birds because they ... I 
don't really know why. He just hated them. One day I 
came back from the store and we looked on top of the 
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laundry. He had gotten up there, pulled the little 
hook and let the birds go. 

Group 2--The Adults 

Brenda Dinius 

Roberto says school is boring; he doesn't like it. 
but that young' man brought me his progress report 
yesterday, his first day back. He came back I guess 
after two weeks of being suspended and I was the first 
person to welcome him back and that was fourth period. 
The first thing I said to him was would you like to go 
down and talk to Dr. Albert? 

"Why?" 

Well you haven't been here. She hasn't seen you. You 
haven't seen her. 

He said, "Oh yeah, that would be a good thing, huh?" 
as soon as he realized that it wasn't because he was 
in trouble. 

When he came back, he sat down and he's going to be 
Hamlet and he sat down with his group and started 
going over his script and he sat there the whole time 
and did it. Granted it wasn't the whole period, but 
he worked. 

Brenda Dinius 11/6/96 

Brenda and I worked together for seven years prior to 

my returning to graduate school fulltime. Before we 

actually taught together, she was the speech pathologist 

serving Southwestern and student taught with me when she 

decided to get her teaching credential. Prior to all of 
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this, she and I had become friends through the local 

Education Association where she was serving on the 

bargaining team and I was a board member. As things worked 

out, the district transferred Brenda's speech assignment to 

Southwestern. Even more significantly following her 

certification, a teaching position at Southwestern opened 

up. Brenda took the job and the principal arranged 

schedules so that we were members of the same seventh grade 

team. 

For two years, she taught Reading and I taught 

Language Arts. Then for four years, we were on the same 

teaching team. Brenda taught Social Studies, I taught 

Language Arts and a third teacher taught Science as part of 

a three teacher seventh grade block. We are, as the kids 

say, "best friends." 

Brenda's educational background crosses speech 

pathology (BS, 1978; MS, 1984), ESL (MA, 1985), and 

Elementary Education Certification (1987). 

Brenda is a petite, Mexican American woman in her 

early 40s. The students marvel at her tiny feet for which 

she must buy shoes in the children's department. She and 
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her husband of nearly 20 years have two adopted children, 

Brittany who is four and Brannan who was bom in November 

of the 1995-96 school year. Brenda's mother and sister 

also live with them. Spending time with her family is 

important to Brenda. 

She has for the last two years been teaching sixth 

grade. The first year she was in a self contained setting. 

This year due to circumstances beyond her control, she 

found herself in three different teaching configurations. 

First, she was part of a three teacher team, then at the 

beginning of second quarter, her homeroom students were 

with her for everything except science and their elective. 

By last quarter she had her Homeroom students for science 

as well. 

These changes in the teaming were instigated by 

Brenda's two teammates, Diane Delbert and Betty Matison, 

who appeared to find negotiation difficult. When things 

did not run smoothly to their way of thinking, their 

solution was not to talk things out. Needless to say, this 

was a source of frustration and disappointment for Brenda 
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who had begun the year very excited sibout the 

possibilities. 

She was excited about teaming, 

. . . not so much integrating the curriculum because 
we have lots of philosophical differences. So I 
wasn't anticipating that as much as the opportunity to 
build a bigger thain one classroom community. I was 
excited about the kids getting to know each other 
within that larger community. I wcinted the kids to be 
involved in planning occasions when the three classes 
would be together and look at themselves as a 
community. Then, we could do more community type 
things such as field trips and celebrations. 

And, she was excited about Mr. Strong, the new 

principal, 

I felt he would be an administrator who was very 
positive and whose thinking was very much along the 
same lines as mine. An administrator who could have 
brought about some change. I really liked him. All 
the things I heard him say were child centered, human 
centered not child centered, human centered. He 
wasn' t out to put cinybody down. He wasn' t out to 
demean anybody. He was out to eit^jower everybody. 
And, people didn't like that. I think it scared them 
because empowerment mesms accountability. 

But as it turned out, this has been an extremely 

difficult year for Brenda. Many of the reasons for this 

are discussed in detail in Chapter 2, "The History, " which 

describes the school and relates the building history, and 

Chapter 6, "The Curriculum," which traces the development 



58 

and iitplementation of the curriculum in Room 2 this year. 

Brenda won't be back at Southwestern next year. She has 

been hired to teach Social Studies and Science as part of a 

two teacher team at another middle school in the district, 

one committed to establishing a community of learners which 

includes both adults (faculty, staff, administration, 

parents, wider community) and children. This community 

agrees with Brenda that. 

We must give the kids enough choices to make and allow-
enough mistakes to be made so that they can leam from 
them. Then, when they become adults they can make 
informed, conscious decisions after weighing the 
possible consequences. 

Ken Lewis 

Ken is the district administrator who was assigned to 

Southwestern following the transfer of Mr. Strong. Like 

Mr. Strong, he is African American and, like Mr. Strong, he 

feels that the staff at Southwestern has not adequately 

addressed the affective (or academic) needs of the minority 

kids who are bussed in. When Kathy Albert, the school 

psychologist, commented that. 
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You. know, the things that you said at the faculty-
meeting are the exact same things that Mr. Strong 
said, but no one got pissed off at you. 

Ken replied, 

Maybe I'm a little smoother, or maybe I have built 
some bridges already. Or the other issue is that 
maybe they know they can't kill two of us in one year. 

Ken's bridge building was significantly easier than 

Mr. Strong's as Ken had been one of the original teachers 

hired to staff Southwestern in 1979. At that time, the 

school had been declared a "new school" by the district and 

restaffed as ordered by the court as part of the settlement 

in the desegregation law suit. 

Ken began teaching in 1976 in a third/fourth grade 

combination. He then was recruited to come to Southwestern 

by Bob Moore, the principal assigned to restaff the school 

following desegregation guidelines. He remained there 

until 1985 when he left the district for a year and worked 

for a school fxind raising organization while he did a 

full-year principal internship at Vandergriff Elementary 

School. In 1987, he became an Administrative Assistant to 

the Assistant Superintendent for the High School region. 

In 1989, he was appointed Principal of Vine Middle School. 
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He left that position in 1993 to take an Associate 

Superintendency for Teaching and Learning in a school 

district in Ohio. He returned to Tucson in the fall of 

1995 due to a family illness. All of this history makes 

his perspective a particularly in^ortant one in telling 

this story. 

When Ken started as Interim Principal at Southwestern 

on January 11, it didn't take long for him to realize that, 

. . . this building- is very much about blame. We 
don't want to deal with solutions. I'm quite 
surprised by the attitudes of the professionals. I 
was taken aback by it. We're living very much on our 
past record. And, I'm not sure the reputation was that 
great anyway. 

Ken has a vision, though, of what Southwestern could 

be and he feels that given three years cuid some solid 

district support, he can see his vision become reality. 

This vision involves providing more services which will 

increase the opportunities for the students to be 

successful. One of these he has already put in place by 

getting the district to provide the money to hire a 

curriculum specialist to work with the faculty. He feels 

strongly that there needs to be greater diversity among the 

teaching staff and that curriculum methods and materials 
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must be more representative of the entire student body. He 

also wants to see "... some very intense 

interdisciplinaxy teaming going on." 

When told by the office manager that someone had 

shared with her that they thought Ken was arrogant, his 

comment was, 

J'in just convinced that what I'm asking folks to do is 
the right thing because it's good for kids. And, I'm 
not easily rattled. Also, having been at central 
staff asking how the system works, I have a better 
working knowledge of how to get things accomplished. 

Other Faculty and District Personnel 

The following characters while voiceless (i.e., I do 

not quote any of them directly) are extremely significant 

to the telling of this story. These people have had a 

tremendous impact on Brenda's classroom. 

Mr. strong 

When I went into his office in mid-August before 

school started to tell him about my research and what I 

intended to do in Brenda's classroom and why, he knew what 

I was talking about. He was well read and was an advocate 
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for all the kids, especially the southside kids, the 

students who were bused to Southwestern from the lower 

socioeconomic southwest side of the city. Finally, I said 

to myself, these children will have an advocate in the 

leadership position. 

But this wasn't to be. Mr. Strong made some mistakes 

because he had never been in middle school before. These 

mistakes were combined with racism on the part of some 

faculty and parents, as well as fear of chcinge and loss of 

power on the part of that same faction of faculty and 

parents. This small group of teachers and parents were 

able to coerce the District into a totally xinprecedented 

transfer. As Ken said. 

Never in recent history since the 70s have they pulled 
someone out, a brand new person at the start. It just 
hadn't been done. 

Duanp Howard 

Since second semester of the 1979-80 school year, the 

first year of the desegregation plan for Southwestern, 

Duane has been Assistant Principal at Southwestern. He has 

worked under five different principals. He is a minimalist 



and expends as little energy as possible. He talks of 

wanting the best for kids, cind appreciates faculty members 

who are student advocates. But, he follows the district 

guidelines for discipline closely and uses suspension 

liberally. He will go along with change, but has never to 

my knowledge initiated it. For exartple, I believe that if 

a in-house suspension program were developed, he would be 

willing to administer it. But, he is not going to put the 

energy into getting the program developed. 

Diane Delbert and Betty Matison 

These two teachers were Brenda' s teammates for the 

first quarter. Diane taught Social Studies and Betty taught 

Science. They were both more traditional in their 

approaches to education and not much interested in talking 

integration or curriculum of any kind. I think Brenda was 

disconcerting to them, so they very quickly made themselves 

feel better by acting as if Brenda didn't exist in all but 

the most mundane social circumstances. As Brenda said, 

They formed a liaison and they were holding meetings 
and some of that even started when we were teaming. 
They were holding meetings and I wasn't included. 
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Kathy Albert 

Kathy is part of the counseling department working 

primarily with students who needed more in-depth attention. 

She is a Ph.D. Psychologist and did very little scheduling 

or other bureaucratic kinds of work. Her focus was on 

intensive psychological work with students who had severe 

problems emotionally, socially and/or academically. She 

was both loved and hated by the faculty, many of whom would 

reach out to her with one hand and perhaps unconsciously, 

undermine her work with the other. Fortunately, she was a 

miracle worker with the students. During one of my 

conversations with Ken, I mentioned how much respect I had 

for Kathy and that I was sure she had literally saved 

lives. He said that he had heard that from several 

appreciative parents. 

Group 3--Lauren: 

Narrator, Researcher, Co-Teacher 

I used to say to anyone who would listen that it 

seemed to me that students were leaving themselves at the 

door and only bringing their bodies into the building. 
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Only the students who were well versed in the school game 

brought along their "school selves," dutifully role playing 

Dickens' empty vessels ready and willing to be filled up 

with "school knowledge" (Barnes, 1992). These students 

were also adept at spilling this school knowledge back out 

on multiple choice tests. They became the type of student 

many teachers wanted in their classes while other students 

either silently blended into the woodwork or noisily 

challenged this status quo. Both of these types were often 

considered bothersome and were described as children who 

"won't or can't leam." 

When I would make this statement in the lounge or the 

hallway at Southwestern Middle School this year after 

coming back to do my research, I would often receive nods. 

But, no one either challenged my description or agreed with 

it, except Brenda. I would go on to explain that it didn't 

have to be this way and I would tell about Brenda's 

classroom and the literate, learning centered community we 

were working hard to create and maintain. 

I would tell of Alison who found the memorization in 

Social Studies horrendously boring, but who read chapter 
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books both fiction and nonfiction on a variety of sxibjects 

and had a million questions and asked for more material on 

topics which intrigued her. Further, she engaged 

classmates in discussions that often elicited the story of 

someone' s imcle who had experience with the topic at hand. 

The storying began and connections were made. In the end, 

many questions were left unanswered, waiting for the next 

round. This is the learning Brenda and I encouraged and 

worked hard to help students engage in, the kind of 

learning that led to "action knowledge" (Barnes, 1992). 

This, then, is my story. I am a teacher, a learner, a 

researcher, a storyer, and a member of several educational 

communities. I have a BA in English Literature (1969), 

Secondary Certification in English and Social Studies 

(1973), an M.Ed, in Reading (1979), and will soon have a 

Ph.D. in Language, Reading and Culture (1996) . I have been 

both an insider and an outsider at Southwestern Middle 

School. I worked for 15 years (1979-1994) at Southwestern 

teaching some combination of seventh and/or eighth grade 

Language Arts, Social Studies and Drama. For the last two 
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years I have been an observing participant in Brenda 

Dinius' sixth grade classroom. 

I am short but not petite. It annoys Brenda when I 

tell people that I am much taller than she is. In 

actuality it is about two inches. But two inches is two 

inches. I also wear glasses and had a student one year 

who, in good fun, nicknamed me "Shorty Four-eyes." Only 

part of me is sorry it didn't stick. 

This is my story. I am the first person narrator and 

a main character. Am I a reliable narrator? Are my 

descriptions trustworthy? These are important questions 

for me to ask myself. I can say with confidence that in 

the following pages, I have, to the best of my ability, 

told this story through the multiple lenses of the various 

storyers/participants. My role has been to observe and ask 

questions about the school lives of the storyers and to 

pull together from their stories some of the issues at work 

in their storying. As with most narrators, while I 

endeavored to be reliable, honest, and a reporter of events 

and experiences as they were, I cannot guarantee 

impartiality. In fact, I have purposefully made my 
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position quite clear, and therefore, feel I can claim 

honesty if not neutrality. I give you my point of view 

clearly set in my comer of the universe. What is my 

vantage point? This is as iir^ortant as a description of 

who I am because my vantage point allows for only so wide a 

field of vision. Like a Chinese box, my experiences are 

narrowed by my beliefs; my beliefs are narrowed by my 

perceptions; my perceptions are narrowed by my 

observations; my observations are narrowed by my field of 

vision; my field of vision is narrowed by my location. 

This story, then, is the truth as I see it. And it is 

not just my truth. As a member of this community, I have 

chosen to become the spokesperson for this project. I 

will, to the best of my ability, support any ideas I may 

attribute to another player with dialogue from field notes 

or interviews as well as member checks to try to assure 

that I am not misrepresenting anyone. However, the fact 

still remains that I am the one who chooses which words to 

include and who frames the storyers voices with my 

interpretation. 
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This is my story because it is the memories and 

impressions of my own experiences over 17 years--15 years 

as a teacher in the building and two years as a participant 

observer. And, it includes the experiences of those I 

interviewed in the course of this year. It is my story 

told through the multiple lenses of myself as an insider 

for 15 years and myself as an outsider for two years aind 

the perspectives of the eight other people whose voices I 

use to tell this story of storying. 
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CHAPTER 2 

THE HISTORY 

In 1979, the District la\inched into the second phase 

of its court ordered Desegregation Program. The program 

was initiated in 1978 as a result of a class action law 

suit brought sibout by a group of District parents who felt 

the schools in the District were not equal. Initially, the 

goal was to offer a quality education to each student 

across the District. This quickly deteriorated into a 

number's game; one that wasn't played well or fairly. 

This second phase of the Court Ordered Desegregation 

Program involved Southwestern and Old Pueblo Middle 

Schools, which at that time housed seventh and eighth 

grades only. These two schools were paired (somewhat like 

sister schools) in order to move populations of lower to 

lower middle class, mostly minority students into the 

mostly white middle to upper middle class neighborhood of 

Southwestern and to attract middle and upper middle class 

white students into the mostly minority neighborhood of Old 

Pueblo. It was set up so that the minority students who 

came from Colvin Elementary school would be bussed out of 
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their neighborhood and brought to Southwestern. There were 

no added incentives other than the opportunity to go to 

school with these more advantaged students. The parents of 

the children to be bussed to Old Pueblo complained so 

loudly that the District added the incentive of creating 

Old Pueblo as the Fine Arts Magnet Middle School in the 

District. This seemed to placate the parents and prevented 

many of them from engaging in "white flight" and finding 

alternatives such as private schools for their children. 

Both groups spent a minimum of a half hour on the bus each 

way. 

At the time, I was teaching at Carter Middle School in 

another part of the city. Carter was a neighborhood school 

which by the nature of the housing patterns in that part of 

the city was diverse both ethnically and socioeconomically. 

The second wave of the Desegregation Program affected more 

than just Southwestern and Old Pueblo, though, and several 

of the elementary schools' populations that fed into Carter 

were now being moved elsewhere. So, having little 

seniority even after six years, I decided to apply for a 

position at Southwestern which had been declared a "new" 
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school for staffing purposes. It was the stated goal of 

the District to hire faculty and support staff who were 

interested in multiculturalism and sensitive to issues of 

diversity. Jane, try teaching partner, though she had more 

seniority than I did, also decided to apply for a job at 

Southwestern. Jane and I were hired by Bill Morgan, the 

original principal appointed specifically to implement the 

Desegregation Program at Southwestern. 

The first year, I taught two classes of eighth grade 

Reading and three classes of eighth grade Language Arts. 

It was to be an horrendous year because the eighth graders 

who were bussed in were definitely the outsiders and the 

eighth graders who had been at Southwestern as seventh 

graders were definitely the insiders, members of a private 

club to which admission was closely guarded. The racism 

was blatant and the militancy on both sides palpable. 

An example of this racism, this anger precipitated by 

fear, was the treatment by both groups of a biracial 

seventh grade child from the foothills, the wealthier side 

of town. She was stopped at her locker several days in a 

row by several African American girls who were bussed in 
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from Colvin Elementary feeder school who demanded she 

choose sides, "Are you black or are you white? You have to 

make up your mind. " She had up to that point led a fairly 

protected life and had no experience with this kind of 

racism. Her friends were mostly white students from 

Winkler Elementary where she had attended school. The 

faculty knew of this incident because it was happening in 

the hallway cind was done loudly and aggressively. But, 

instead of making this a community problem to discuss, only 

a few of us brought the subject into our classrooms as 

legitimate content and, in my case, it did the seventh 

grader little good as I had only eighth grade classes. 

While we had gone through many desegregation 

inservices and sensitivity workshops, the staff continued 

to display insensitive behaviors. One day about five years 

into the Desegregation Program, I was in my classroom 

finishing up preparations for the start of the day when a 

student came in and, pointing out into the hallway, asked 

me if I had seen "that." The bell had just rung, so I 

walked into the hallway and noticed across the hall in the 

counselors' alcove a girl with a partially shaved head 
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covered here and there with tufts of multicolored hair. I 

heard some commotion and looked down the hallway to my 

right and saw much to my chagrin two teachers laughing and 

pointing at this child as though she were some very odd, 

dumb animal. Before I knew what I was doing, I was in both 

of their faces (quite literally) telling them rather 

pointedly how disgusted I was with their behavior. One of 

them did not speak to me for several years after that and I 

have to admit my delivery left much to be desired. On the 

other hand, a student who watched this scene told Dr. 

Albert (the At-Risk Psychologist) that it gave him courage 

to take the girl's side later in the day out on the 

playground. 

Regardless of these problems, however, as a faculty we 

had potential. As Ken Lewis said in our first interview, 

I thought Bill Morgan did a heck of a job putting the 
team together. I think he was very sensitive and 
careful to make sure he dealt with gender. I think he 
was very careful to make sure he had diversity among 
the staff. 

A core of us were vitally concerned with creating an 

atmosphere of real integration (not assimilation) . Had we 

been armed with the district document Educating for 
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Diversity; An Artion Plan for Diversit:y Education (see 

Appendix A) , we could have established a program that could 

have built a dynamic, pluralistic learning community. The 

document would have pushed us as an entire faculty and 

staff to engage in critical dialogue about these issues and 

look more specifically at our program. But Bill Morgan 

died in 1982 and no one knew the diversity document 

existed. I didn't know of it vuitil 1993 when as a graduate 

student, I went to the district offices to interview the 

Director of Bilingual Programs. It was then I was handed a 

copy of the document. 

What did happen, in fact, was that the overriding 

belief that the "southside" kids were deficient was 

becoming firmly entrenched. The faculty, along with the 

Northside parents, were gearing up to become vigilant 

gatekeepers. 

It is interesting to look at the document now and see 

how far removed we were and still are from establishing a 

multicultural program which is healthy for all children--a 

program the District obviously pays major lip service, too, 

but doesn't insist be implemented Further, it is more 
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evidence of the theory/practice schism which plagued us in 

1979 and still does in most of the District's schools. 

The document states goals as if they were already 

implemented mandates. In the following examples, I will 

state the goal and explain how it contradicts the practice 

at Southwestern Middle school. 

GOAL: The District will neither group by ability nor 
track by achievement. 

PRACTICE: This Statement in the policy was never 
adhered to. At Southwestern, students are grouped by 
such labels as LD, Enriched, ESL, aind tracked 
according to Math achievement (who takes Algebra for 
high school credit) and English Language Arts 
achievement (who takes Spanish for high school credit 
which is the only Spanish offered). It is interesting 
to note here that very few native Spsmish speakers 
take Spanish for high school credit because it is 
primarily a grammar based curriculum. 

GOAL: Students are taught attitudes and skills to 
recognize debilitating biases, and to develop a 
responsibility to protect and advocate a respect for 
human dignity and the rights of each individual. 

PRACTICE; This has not only not been practiced, in 
many instsuices it has been discouraged. The 
curriculum encourages a cursory discussion around 
issues of the Civil Rights movement and the Holocaust, 
however, biases which exist on site are not discussed 
and are as much as possible ignored and hushed up. 
For exan^le in 1993, after the Tucson Museum of Art 
exhibited the work of La Raza artists, many of the 
Hispanic students began wearing T-shirts with artwork 
in this style to school, T-shirts their families were 
buying at the Swap Meet. Somehow, the administration 
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became convinced that the symbolism in the art was 
gang-related. They began to systematically stop 
students in the hallway and request they turn 
their T-shirts inside out and not wear them again. 
Never did they bother to find out what the artwork 
was, or what it meant to the students. When the 
students began con5)laining to a few of the teachers, 
these teachers interceded and at one point threatened 
to call the ACLU. The wholesale removal of these 
t-shirts stopped, but there were still a few isolated 
incidents of this kind of discrimination throughout 
the year. The issue was never discussed in a faculty 
meeting or with parents. 

GOAL: Promote collaborative learning experiences for 
all students. 

PRACTICE: More often than not at Southwestern this 
becomes either cooperative learning in which students 
quiz each other to memorize specified material for a 
test or tutoring sessions in which the students who 
are more academically successful "help" those who are 
not. Again, there has been little discussion among 
the faculty or inservices provided on collaboration, 
what it is and how to use it effectively. My guess is 
it isn't going to happen in many classrooms until the 
faculty leams to work together collaboratively. 

Goal: The CORE curriculum organizes developmentally 
appropriate education guidelines while materials 
provide the tools to implement diversity appreciation 
education. 

Practice: This is an incredibly wesik area at 
Southwestern. The library has a very small section of 
Spanish language books set off to one side. This in 
itself is a form of segregation. Also, the new 
science adoption made in 1992 while it has a Spanish 
language edition which matches page for page the 
English language edition, it leaves out all the color 
pictures and has only ertpty framed boxes where the 
pictures should be. 
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As Ken Lewis stated in the first interview early in 

Jxine, 1996, "... This Desegregation has been done on the 

backs of the minority kids." He talked sibout the 

historical disparity between Southwestern and others of the 

desegregated middle schools in the district in terms of 

support services and funding. Ken went on to say, 

If you look at services between a Vine and a 
Southwestern there's no comparison. At Vine, I had 
four clerical people in the front office, a 
full-time nurse, a new library, and science labs. I'm 
not sure we've [the administration] done well here [at 
Southwestern] in terms of getting support services. 
And, my question to the district administration is, 
"-"•Look at Old Pueblo. Why are you denying my kids 
[minority kids] ?" The district owes Southwestern to 
make sure that we're providing services and programs. 

Further evidence of this disparity abounds. Since 

1979, the student council at Southwestern has been almost 

exclusively made up of Northside kids because Southwestern 

remained a Northside school in which the Southside kids 

were tolerated if they remained quiet and well mannered. 

The failure rate was critically lopsided with minority 

children failing at a much higher rate than their white 

counterparts. Southwestern was continuing to reproduce the 

society at large. Because there were no significant 
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changes in our academic program, it remained ethnically 

biased. Yes, we had the Buffalo Soldiers come for an 

assembly and a group of African American girls who did a 

Supremes act won the talent show contest. A few mixed race 

groups of boys consumed with athletics actually established 

what might be called friendships. But there was no work on 

the part of the faculty or staff that would address the 

issue of community building. Ken described the issue of 

multiculturalism as follows: 

Multicultural education should be about exposing kids 
to opportunities, all kids. It should be about 
valuing the things I [a kid] bring in. It's more 
than what I call, "shake the booty" stuff. You can 
bring in the black dancers and the Hispanic dancers, 
but there's more to it than that. We need to provide 
materials that are representative of our student 
population. We need to provide opportunitites for 
these students to grow. It's beyond having some books 
that show some black kids and Mexican kids in it. 
It's beyond that. 

The administrations following Bill Morgan catered to 

the Northside parent group whose voices were loud and 

demanding. The Southside parents remained relatively 

voiceless except for one African American parent. She 

tried her best to make herself heard. However, because of 

the lack of respect for ways different from white upper 
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middle class ways, she was discoiinted by the faculty and 

administration as a loud, disgrxintled, African American 

woman who had no business interfering with our program. 

Eventually, much to her credit, she was elected to the 

District school board. 

Lacey Hill followed Bill Morgan as Principal of 

Southwestern Middle School. She stayed with us for one 

year, 1982-83. During this year, after Bill's death, all 

of the efforts at creating a multicultural education that 

was even remotely social reconstructionist were squelched. 

Although Lacey was a African American woman, she had a 

difficult time relating with our Southside students. She 

was an assimilationist. She told the Southside kids they 

were a disgrace and that she was disappointed in them. 

Her's was a bootstrap theory. She had no patience with 

society's victims. So she had become and wanted the rest 

of us to become "hardened professionals." This meant we 

were to be traditional academics with high standards and 

little heart. She was so into this brand of 

professionalism that she refused to allow faculty and staff 

with small children to bring them to school on teacher 
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planning day. She left after one year to become a diplomat 

with the Foreign Service. 

Even the District African American Studies Department 

was into assimilation at this time. They came out 

dutifully twice a week to engage the African American 

students in Standard English as a Second Dialect classes. 

This just fed the belief of many teachers that their 

language was somehow deficient and of course they couldn't 

do the quality work expected from the white students. The 

absurdity of this was lost on many of my fellow teachers 

who wanted "those" children to speak "good" English. I 

tried to point out that none of us speak "good" English 

(whatever that is), that all of us have dialects. Some of 

us speak something that is closely aligned with what in 

writing is considered Standard English, but almost no one I 

know (or want to know) speaks it. 

After Lacey, the next principal, Richard Blocker, was 

appointed prior to the 1983-84 school year and remained at 

Southwestern until the end of the 1994-95 school year when 

we found out the District had rather arbitrarily 
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transferred him to Carter Middle School. The faculty was 

furious and frightened. 

During his 12 years at Southwestern, Richard was the 

classic nice guy. He avoided confrontations at all costs 

and was a master at keeping the lid on any possible 

conflicts. During his administration, the Southside 

parents strengthened their voice and their demands for 

better and more diverse programs began to be heard. The 

faculty still discounted this voice because they believed 

.  . s o  f e w  o f  t h e s e  p a r e n t s  a c t u a l l y  c a r e  a b o u t  t h e i r  

children. " and "These children come to school without any-

life experience." Richard's "compromise" answer was to 

hire a few minority aides and monitors and to get rid of 

the Enriched Language Arts program. 

Also during this period, the Southwestern faculty 

became disproportionately white. By the 1995-96 school 

year, the only teachers of color left were the Computer Lab 

Coordinator (who has since retired), two other sixth grade 

teachers, and Brenda. All of these people are Mexican 

American. Not one member of the faculty is African 

American, Asian American, or Native American. Among the 
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Staff, though, there is a disproportionate number of people 

of color. The attendance clerk, one monitor, two 

custodians and the health clerk are Hispanic. Two monitors 

and four classroom aides are African American, Among the 

administration, both Mr. Powers and Ken Lewis are African 

American and the Assistant Principal is Mexican American 

These proportions seem to me to be rather lopsided and 

iinhealthy for such a diverse student population especially 

since Southwestern is still designated a Desegregated 

school. Ken is also concerned about this disparity in the 

ethnic percentages of both the faculty and the staff. He 

commented on the importance of changing this imbalance and 

how it could be done so that the hiring is not out of 

compliance with the Union contract. 

One thing this building needs is some minority-
representation on the faculty. We need, first of all, 
what I call "real deal" people. And if we had some 
more minority representation some of the issues that 
need to be dealt with wouldn't have to be dealt with 
from this office. Some of it would just be cleaned up 
out in the hallways and in the lounge. 

You do this [hire minority teachers] by saying that 
your school's a racially identifiable school. And if 
you can get that label then that gives you the 
opportunity to jump over seniority and look at some 
minority applicants. At Vine, I hired an African 
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American male, an Hispanic female and a Native 
American female. 

But, I'm getting ahead of myself. During the time 

that Richard was principal, I continued to take classes and 

read and talk with other educators at various levels. And, 

quite frankly, I was beginning to be vocal about how 

appalled I was with the attitudes of some of my colleagues. 

From 1979-1988, Karen Rider, one of our counselors, was 

working hard to devise programs to involve as many students 

as possible and to build community through these programs. 

She had cliibs after school and small groups working on 

anti-drug issues during the day. She had peer counselors 

and peer tutors. She reached out to the kids and they 

loved her for it. But the faculty resisted and set up any 

number of road blocks beginning with protecting their class 

time to "we're just rewarding them for what they ought to 

he doing anyway, " as if this is bad educational practice. 

The conflict that was bubbling underneath the surface 

boiled over in 1991, when we posted in writing "All 

Students Can Leam" (The District Mission Statement) and 

then made raising standardized test scores the number one 

priority. Few people saw this as a paradox and most 
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remained blind to the fact that, "In classrooms without 

room for not knowing, there is a great constraint on 

learning" (Smith, Gilmore, Goldman & McDermott, 1984, p. 

211). This was most definitely true as evidenced by the 

disproportionate failure statistics and test scores between 

the two populations at Southwesteim. 

I found myself making statements like. 

Of course these kids can think and leam. How else 
did they get up and dressed this morning and find 
their way to the right bus. They have knowledge. It 
may not be "school knowledge" or your knowledge, but 
they have knowledge which allows them to maneuver in 
their world and to make sense of it. 

During my interview with Ken when we were discussing 

this issue, he added to the above litany of what we ignore 

about kids' competencies. 

These are the same kids that can name every rap 
singer, can tell you who #32 is, can tell you how many 
times he's been traded, who can tell you how many 
yards. . . . Don't tell me they can't leam. 

However, at the same time that I was first making these 

statements, I also taught sentence diagramming. The 

dissonance was becoming greater. Finally, I asked Richard, 

in 1985, if I could develop and teach a two period Social 

Studies and Language Arts block for eighth graders who had 



86 

had extreme difficulties in seventh grade. I did this for 

five years. The rest of my schedule consisted of three 

seventh grade Enriched Language Arts classes for three of 

those five years. The last two years, I taught the seventh 

grade Language Arts classes which were part of a teaming 

structure. These classes were heterogeneous. 

After several years of this kind of segregation, I 

realized that while our two period block was successful in 

providing an opportunity for these students to value each 

other and themselves and to be valued, keeping the kids 

separated in tracked classrooms was not useful in the 

grander scheme. So, I told Richard in 1988 if he wanted 

seventh grade Enriched Language Arts, he would have to find 

someone else to teach the classes. He agreed to disband 

the enrichment classes at least at the seventh grade level. 

It was at that time that I stopped giving tests and 

teaching grammar in isolation. I have since gravitated to 

what I would now call an inquiry-based curricular framework 

that encourages the use of authentic materials. 

Also in 1988, we moved to a teaming organizational 

structure. We called ourselves integrated teams, but there 
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was rarely anything integrated about them. While a few of 

us did, indeed, integrate our siibject matter and our 

classroom practices, most did not. (Brenda and I teamed in 

both a Reading and Lcinguage Arts configuration and a Social 

Studies and Language Arts configuration.) Or if they did 

"integrate," it was in cursory ways like the sentences for 

diagraming had to do with either Arizona History or 

Physical Science, or their writing assignments were to 

describe the metamorphosis of a butterfly. 

No matter what was stated on paper, most everyone went 

into their classrooms, closed the doors and did their own 

thing. There were no school wide goals that we all adhered 

to and discussed ways to accotr5>lish. Lounge stories 

prevailed over more productive, facilitated storying. And 

these loiinge stories hung like so much old laundry on a 

frayed clothes line graying with the grime of anger, fear, 

and racism. 

The "they" that Bomer (1995) talks about has thrown a 

large shadow over Southwestern Middle School. Anything 

suggested was put down with but "they" wouldn't accept 

it--"they" being mostly the Northside parents, central 
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District administrators, members of the wider community, 

our colleagues at the high schools, etc. But, as far as I 

know, no one ever really took the time to ask "them." We 

had no communication lines. We were not in any way sharing 

our stories. If anything, the administration did its best 

to keep as low a profile as possible with all the "theys." 

Instead of concerning ourselves with what would be best for 

all students, we concerned ourselves with making the school 

look good through test scores and programs that were 

considered rigorous, such as advanced placement programs. 

Instead of restructuring the curriculum or our 

organizational structure, we put the students in boxes, 

properly sorted and labeled. To "the deficient" children 

you lecture more slowly, use fewer syllable words, require 

they read fewer pages in the text, and write less. Their 

tests should have fewer questions with more obvious 

answers. But, it's still transmission, cultural literacy, 

knowing the Canon. 

I, however, used Shakespeare's plays in my teaching 

because it was fun. There was always such relevancy and 

the students liked to play with the language. I do not 
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revere Shakespeare. I love his work and wanted to share 

that love with my students. At one point, even during 

those years I was involved in the academic segregation 

(teaching both the seventh grade Enriched Language Arts and 

the eighth grade block), I was reading Twelfth Niaht 

(Shakespeare, 1979) with both groups. Everyone enjoyed the 

challenge and became intrigued by the intricacies of the 

plot, and the motivation of the characters who were fooling 

themselves but often not others. 

The last year before I left to go to graduate school 

full time (1993-94), I had something akin to an epiphany as 

I watched a student I had had as both a seventh grader and 

an eighth grader make Romeo and Juliet his own. Rxiben was 

a Mexican American student who was shy and reserved. He 

didn't participate much orally, but he did work. He had a 

twin who was gregarious and not much of a worker. As can 

be seen in Figure 2.1, Ruben took the line, "a pair of star 

crossed lovers," and embedded it beautifully into the La 

Raza artwork he used to create his rebus. His classmates 

were duly impressed and expressed their admiration to him. 



Fisn^rs—2.1. Star crossed lovers. 
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He was pleased--! could tell by the slight smile on his 

face everytime someone praised his rebus. 

Southwestern never did reach its potential in the 15 

years that I was there. In fact an apt metaphor would be 

that of a bowl of fruit that has been throughly waxed to 

preserve its look and then placed in the window for all to 

see. To the eye, it looks fresh and edible, but underneath 

and inside it is rotten and decayed. It has stagnated and 

is destroying itself from the inside out. 

Even this year, several parents cott^lained to Ken that 

the teachers were "dumbing down" the curriculum to 

accommodate the Southside kids. What does "dumbing down" 

mean? If it means engaging the students in negotiating the 

curriculum, I disagree wholeheartedly. If it means less 

memorization and more thinking, again I disagree 

wholeheartedly. But if it means five vocabulary words 

instead of ten or reading grade leveled texts instead of 

authentic texts, then I agree. It is not dumbing down, 

it's just plain dumb. 

Those of us who see transformation as a goal are 

forever caught between equipping children to join the 
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existing work force and working with them to transform 

society. If the goal is to open society to diversity, to a 

both/cind instead of either/or world view (Brunner, 1994) 

then a tolereuice for ambiguity must be established. First, 

the faculty must be willing to story critically about their 

theory/practice. Then by demonstration and curricular 

negotiation and planning, the teachers can encourage 

critical thinking in their students. 

From the beginning of my teaching career, I always 

found a kindred spirit to story with. Initially (1973-74), 

it was my cooperating teacher at Nabor Middle School with 

whom I became friends. I student taught in the Fall and 

was hired to finish out the year for a teacher who was on 

maternity leave. Then it was Jane who moved with me from 

Carter (where I taught from 1975-1979) to Southwestern. 

After Jane moved to California (1982) , there was Joan. She 

was a Math teacher who was also a creative writer. We 

became friends while taking part in a small writing group 

we had organized consisting of another teacher, one of the 

custodians, a woman we had met at a writing conference and 

ourselves. The year after Joan took a leave of absence 
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(1984) to complete an MA. in Creative Writing at the 

University, Brenda came to Southwestern (1985). She was an 

instant ally. 

One of the things Brenda and I talked a lot about has 

been how willing the people on staff seemed to be to 

"throw" students away, write them off as impossible, 

unteachable. We used to say, the entire faculty would be 

splendid teachers if they just had "good enough" students. 

It was always the students' fault when they were 

xonsuccessful. As Ken said, "f/e're so much about blame, it 

should be about solutions." 

Brenda and I would say to each other, just where did 

these people think the students went when we threw them 

away. These were the same people who were horrified by the 

crime rate among juveniles. It's not difficult to reason 

out; if they are not in school, maybe they are at someone's 

house committing the crimes you so abhor. As teachers, 

what is our part in all of this? "Nothing, " these teachers 

would say. "We are the innocent victims. It's the parents' 

fault." These teachers were so quick to judge rather than 

support, lay blame rather than facilitate learning from 
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mistakes, so ready to dispense punishment instead of 

intervention. And, because of this they wanted to make 

rules. The school had to have rules, lots of rules, 

printed rules, posted rules. It is no accident that 

schools are often compared to prisons. 

The ending to this chapter is both sad and happy. It 

is sad because one of the threads that runs throughout the 

entire 17 year history is the yearly, sometimes even twice 

yearly, faculty debates about the hats and gum rules. Do 

people really believe that not allowing students to wear 

hats or chew gum will solve all of the problems the faculty 

and the students face day in and day out? What could 

possibly be the magic, panacean connection between no hats 

and gum and non-attendance, insiabordination, fighting, 

swearing, incorrigibility, emotional trauma, hunger, fear, 

racism, failure, abuse, poverty, neglect, anger, snobbery, 

ignorance, just to name a few? So, what is it really, we 

are so afraid of that we have to spend our limited time, 

the little time we actually have to talk with each other 

making rules about hats and gum. It has become the inane 
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symbol of an insidious illness that has strangled the 

school for many years. 

However, the ending is also happy because Ken has a 

three year plan. If he stays all three years along with 

the Curriculum Specialist he has hired (Southwestern never 

had a Curriculum Specialist before), they have a 

better-than-average chance of bringing about the needed 

changes at Southwestern. They might just be able to create 

a school intent on commxmity building and developing a 

pluralistic, literate, learning centered environment. If 

the faculty can get beyond hats and gum and begin storying 

with each other, they may be able to open up to each other, 

share their fears cind propose their dreams. 
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CHAPTER 3 

THE METHODOLOGY 

Introduction 

The purpose of this study is to investigate the role 

of story in a literate, learning centered classroom/school 

community. As co-teacher, participant observer, 

interviewer, and interpretive ethnographer, I was both an 

insider and an outsider in the sixth grade classroom 

commvinity at Southwestern Middle School where I spent my 

mornings during the 1995-1996 school year. As an 

interpretive ethnography, this study looks closely and 

critically at the stories shared by six students, the 

classroom teacher, the school's administrator, and me and 

the contexts in which the storying occurred. During the 

year, each participant shared a variety of stories for a 

variety of purposes, in a variety of contexts and 

circumstances. This study examines these stories, compares 

them across the participant groups, and the examines the 

purposes for storying. 
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Interpretive Ethnography-

Interpretive ethnographic research is first and 

foremost focused on the meaning making of the participants 

in the study. According to Erickson (1986) , 

. . . the central, substantive concerns of 
interpretive research are: (a) the nature of 
classrooms as socially and culturally organized 
environments for learning, (b) the nature of teaching 
as one, but only one, aspect of the reflexive learning 
environment, (c) the nature (and content) of the 
meaning perspectives of teacher and leariier as 
intrinsic to the education process, (p. 120) 

In all qualitative research, the researcher is the 

primary research instrument (Merriam, 1988) . As such, I 

have become increasingly conscious of continuing to refine 

the qualities of a researcher identified by Merriam (1988) . 

These qualities facilitate the practice of the concept of 

reflexivity (Hammersley & Atkinson, 1983) which both 

acknowledges and makes use of the role of the researcher as 

an active participant in the research. These qualities 

are: tolerance for ambiguity, sensitivity, good 

communication skills, eitpathy, and good listening skills. 

By using these as a guide, I am better able to gather data 

and reflect critically on my data collection strategies, I 

am also able to establish ". . .a mutual and trusting 
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relationship that is collaborative rather than 

hierarchical. ..." (Lipka & McCarty, 1994, p. 267) with 

the students, the teacher, and the administrator, the key 

participants in the study. 

Interpretive ethnographic research is important to 

education (Merriam, 1988) because its purposes are: 

1) to make the familiar strange and interesting- again 
everyday life is so familiar that it may be invisible, 
2) to achieve specific understanding through 
documentation of concrete detail of practice, 
3) to consider the local meanings that happenings 
have for the people involved in them, 
4) to engage in con^arative tinderstanding of different 
social settings, 
5) to engage in comparative understanding beyond the 
immediate circumstances of the local setting, {pp. 
165-166) 

By its very nature, interpretive ethnography pushes 

the researcher to take a critical stance; a stance which 

both tells the story of cultural hegemony cund calls for 

societal change (Brodkey, 1987). As Erickson (1986) 

suggests, "The central questions of interpretive research 

concern issues of human choice and meaning, and in that 

sense they concern issues of improvement in educational 

practice" (p. 122). 
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In this methodology, Erickson's distinction between 

behavior and action is cin important one. Behavior is the 

act itself while action is the act combined with a meaning 

interpretation of the act. All causation, then, is 

socially constructed in a dynamic environment. Life is 

continually being lived anew" (Erickson, 1986, p. 130) in 

the classroom, school and the wider community. Thus, the 

work of the interpretative ethnographer is to discover 

"... how the choices and actions of all members 

constitute an enacted curriculum--a learning environment" 

(p. 129) . 

Context 

The Site 

As Chapter 2, "The History," clearly describes, I have 

a vested interest in this school. It is of intense concern 

to me to look critically at this building and through my 

research into storying to seek ways to initiate its 

transformation. My intent is to shed light on the fact 

that it is a reproductionist institution with strong 

gate-keeping proclivities. However, I want to also suggest 
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ways in which it could become a social reconstructionist 

institution with interests in practicing an inclusive 

democracy through the on-going celebration of diversity. 

We might be disposed to take stories much more 
seriously if we perceived them first and foremost as a 
product of the predisposition of the human mind to 
narratize experience and to transform it into findings 
which as social beings we may share and compare with 
those of others. (H. Rosen, 1984, p. 12) 

Southwestern Middle school is one of the schools in 

the District that is part of a desegregation plan which 

began in 1979. Since that time, the school has had five 

principals, two in the 1995-96 school year. Southwestern 

has been for the last two years (1994-1996) a sixth, 

seventh, eighth grade middle school. The sixth and seventh 

grades are organized primarily in team configurations. 

However, only the seventh grade, with nine sections--

homerooms groups, has maintained its configuration of three 

teacher teams for the past four years. The sixth grade, 

with 12 sections/homeroom groups, has one four-teacher 

team, one three-teacher team, two self contained classes 

and Brenda and two other teachers who began the year as a 

three teacher team but who by the fourth quarter 

restructured so that they had three totally self contained 
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classes. (For a full description of Brenda's teaming 

experiences see Chapter 6, "The Curriculum.") The eighth 

grade, with nine sections/homeroom groups, has not adopted 

a teaming structure and remains organized in distinct 

content classes. 

The population at Southwestern Middle School for the 

1995-96 school year was just under 700 students. There are 

a total of 78 staff members, 45 of whom are certified. Of 

the 45 certified personnel, only five are minority. All 

five are Mexican American. Of the 33 support staff, five 

are Mexican American and seven are African American. 

Southwestern serves students who are bused in from 

four feeder elementary school areas. Some students travel 

as far as 15 miles on the bus and some students live within 

easy walking distance. The student population is 

ethnically and socio-economically diverse. The ethnic 

percentages are roughly 54% European American, 36% Mexican 

American, 7% African American, 2% Native American, and 1% 

Asian American. When these population percentages are 

compared with the faculty (90% European American and not 

quite 10% minority) and the staff (65% European American 
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and 35% minority), it is clear that in this court-ordered 

desegregated school something is amiss. 

The Classroom 

The sixth grade classroom in which I spent this year 

is characterized by openness and negotiated activity. The 

students are free to move aroiind and talk with each other. 

The work of the classroom is basically collaborative. 

Brenda and I and the students make use of this openness to 

touch base about our work and/or our particular concerns 

and questions. 

The class from which I chose the focus study students 

started out with Brenda for Homeroom, Language Arts and 

Math, but ended the year as a fairly traditional 

self-contained sixth grade class housed in a middle school 

setting. This group of students approximates the school 

population ethnically with percentages of 58% European 

American, 29% Mexican American, and 13% African American. 

There are no Asian American or Native American students in 

this class. There are a total of 25 students, 14 girls and 

11 boys. 
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A detailed description of the classroom and the 

curriculum can be found in Chapters 5 and 6 respectively. 

Research Design 

Time Frame 

This study of storying in the classroom/school lives 

of the students, teacher, researcher, and site 

administrator lasted the entire 1995-96 school year and 

into the summer. It was my intention to use the first 

semester in the role of co-teacher/participant observer to 

build relationships and become an participating member of 

the classroom life. I was in the classroom each day from 

8:00 a.m. until 12:00 p.m. I co-planned and co-taught with 

Brenda. The three weeks before winter vacation when Brenda 

and her husband adopted their second child, I substituted 

in the mornings and thus was the sole teacher during that 

time. This further strengthened my relationship with the 

students. I also maintained ethnographic field-notes which 

focused on story but included other aspects of the 

classroom life as well. In addition, I collected selected 

written artifacts. 
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The third quarter, while I took off tny co-teacher hat 

and put on my researcher hat, I continued to be in the 

classroom each morning from 8:00 a.m. to 12:00 p.m. During 

this time, I selected six focus study students and 

con^leted the majority of the data collection through 

individual interviews with the six students and Brenda and 

group interviews with the students. Fourth quarter, I was 

a much less frequent member of the classroom commiinity. I 

did, however, do one additional interview with Brenda 

during this time and an Exit Interview with each of the six 

focus study students. In June after school was out, I 

conducted two interviews with Ken Lewis, the site 

administrator. 

Questions 

In order to investigate the process of storying in a 

literate, learning centered classroom/school community, the 

design of this study was initially organized around the 

following four questions. 

1. What kinds of stories are the students, teacher, 

administrator, researcher telling? 
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2. What purposes do stories seem to serve in the 

students', the teacher's, the administrator's, and the 

researcher's classroom/school lives? 

3. What are the circumstances and contexts which 

facilitate the telling of stories for each participant and 

across the four participant categories? 

4. What are the connections between and among the 

stories and the storying of students, the teacher, the 

administrator, and the researcher? 

These questions changed somewhat following the data 

collection. As I did the preliminary suialysis, I found 

that the oral stories gathered in the interviews auid 

recorded in my field notes were of more interest than any 

of the data collected from the written artifacts or my 

attempts at "shadowing" the students by having one of them 

control the recorder. As I focused in more closely on the 

oral storying, I realized that the context for sharing a 

story, while iir^jortant, would not be a major aspect of the 

study. Therefore, I collapsed question three into question 

one. Thus, the final analysis was completed with the 

following three questions. 
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1. What kinds of stories are the students, teacher, 

administrator, researcher sharing? 

2. What are the similarities and differences between 

the storying of the students and the adults? 

3. What purposes do stories seem to serve in the 

students', teacher's, administrator's, and researcher's 

classroom/school lives? 

A more thorough examination of the impact of this 

change in research questions will be discussed in the 

sections on data collection and analysis. See Table l for 

a chart of the data collection sources, strategies, and 

dates. Each of these sources, strategies, and dates 

relates to all three of the research questions. 

Participants 

Students. To select the six students for focused 

study, I used what Merriam (1988) calls criterion-based 

saii^ling, a term she takes from Goetz and LeCompte (1984) . 

This sampling strategy . .is based on the assumption 

that one wants to discover, understand, gain insight; 



TABLE 1 

Timeline of Primary Source Data Collection (Data sources are same for all questions) 

Questions Data Source Collection Strategy Date 

What kinds of stories are the 

students, teacher, administrator, 

and researcher sharing? 

Transcript 

Transcript 

Transcript 

Transcript 

Transcript 

Initial Interview - Cathy 

Second Interview - Cathy 

Third Interview - Cathy 
Fourth Interview - Cathy 

Exit Interview - Cathy 

1/10/96 

1/16/96 

2/19/96 

3/8/96 

5/20/96 

What are the similarities and 

differences between the 

etorying of the students and 

Transcript 

Transcript 

Transcript 

Transcript 

Initial Interview - Isaac 

Second Interview - Isaac 

Third Interview - Isaac 

Fourth Interview - Isaac 

1/10/96 

1/16/96 

2/19/96 

3/0/96 

the adults? 

What purposes do stories seem 

to serve in the students', 
teacher's, administrator's, and 
researcher's classroom/school 
lives? 

Transcript 

Transcript 

Transcript 

Transcript 

Transcript 

Transcript 

Transcript 

Transcript 

Transcript 

Exit Interview - Isaac 

Initial Interview - Alison 

Second Interview - Alison 

Third Interview - Alison 

Fourth Interview - Alison 

Exit Interview - Alison 

Initial Interview - Droopy 
Second Inteview - Droopy 

Third Interview (Final) - Droopy 

5/20/96 

1/10/96 

1/16/96 
2/19/96 

3/8/96 

5/20/96 

1/10/96 
2/1/96 

2/16/96 

(table continues) H 
O 
-O 



Questions Data Source Collection Strategy Date 

What kinds o£ stories are the Transcript Initial Interview - Angelique 1/10/96 

students, teacher, administrator, 
researcher sharing? 

What are the similarities 

and differences between the 

storylng of the students and 

the adults? 

What purposes do stories 
seem to serve in the students', 

teacher's, administrators, and 

researcher's classroom/school 

lives? 

Transcript 
Transcript 
Transcript 
Transcript 

Transcript 

Transcript 

Transcript 

Transcript 
Transcript 

Transcript 
Transcript 
Transcript 
Transcript 

Transcript 

Transcript 

Transcript 

Transcript 

Transcript 

Field Notes 

Second Inteview - Angelique 1/16/96 

Third Interview - Angelique 2/27/96 

Fourth Interview - Angelique 3/8/96 
Exit Interview - Angelique 5/20/96 

Initial Interview - Mike 1/10/96 

Second Interview - Mike 1/16/96 

Third Interview - Mike 2/19/96 
Fourth Interview - Mike 3/8/96 
Exit Interview - Mike 5/20/96 

First Group Interview 1/18/96 

Second Group Interview 2/9/96 
"Wrong Lunch Line" Group Session 3/4/96 

"Harrison Bergeron" Group Session 3/5/96 

First Interview - Brenda 2/20/96 

Second Interview - Brenda 2/27/96 

Third Interview - Brenda 3/39/96 

First Interview - Ken Lewis 6/20/96 

Second Interview - Ken Lewis 6/26/96 

Participant Observation-storying 1/8/96-
of six focus study students 3/7/96 
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therefore one needs to select a sample from which one can 

leam the most" (Merriam, 1988, p. 48). 

The criteria are based on my desire to have these six 

students represent a range across the following factors: 

feeder school, gender, ethnicity, socioeconomic class, 

literacy competence and use, success in school, attitude 

towards school, peer relationships, teacher/student 

relationships. All six also needed to have signed consent 

forms. (See Appendix B for a copy of the letter sent home 

to parents and a copy of the consent form.) 

Teacher. Brenda Dinius and I have worked closely 

together for a number of years and are indeed friends. 

Therefore, I felt her classroom would be an appropriate 

environment to engage in this interpretive ethnography. 

Further, she offers a plus in terms of validity since I 

know her Respondent Validation (Hammersley & Atkinson, 

1993) will enhance the credibility of the study. She will 

be honest and trustworthy and will not spare my feelings in 

critiquing my interpretations. 

Administrator. Ken Lewis is extremely important to 

this study as his perspective spans the 17 years that 
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Southwestern has been a desegregated middle school just as 

mine does. Like me, Ken was one of the teachers hand picked 

by Bill Morgan to open Southwestern after it had been 

declared a new school. Ken remained at Southwestern until 

1985 when he left to complete an administrative internship. 

As of January 11, 1996, he returned to Southwestern as the 

site administrator appointed by the school board to replace 

Mr. Strong, the Principal who had been transferred under 

duress. This unprecedented occurrence is described more 

fully in Chapter 2, "The History," and Chapter 6, "The 

Curriculum." Ken's perspective which moves from teacher to 

principal to central administration (outside the District) 

to principal is unique. 

Data Collection 

The primary sources for data collection are field 

notes and inteirviews. On the first day of school, I 

explained to the students why I was there, what I would be 

doing, the roles I would be taking in the classroom 

throughout the year, and asked each one to take a 

permission form home, fill it out and have their parents 
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sign it. While I included all the students in my field 

notes, I limited the interviews to the focus study 

students. 

Fie>ldnotes 

The field notes consist mainly of the participant 

observation engaged in from August, 1995 through December, 

1995 as well as planning notes from the sessions with 

Brenda. From January through March, 1996, while I 

maintained field notes, they follow more specifically the 

six focus study students. 

Throughout the year the notes from my field work 

followed Corsaro's (1985) coding system as described by 

Hubbard and Power (1993). This system was indeed helpful 

in sorting out the various factors which had an impact on 

the collection of data and the initial cuialysis. The 

coding system and the questions each kind of note might 

help answer is as follows: 

Methodological Notes [MN] - Are there places in my 

notes that call for changes in the way I am doing 

research? 
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On January 17, 1996, I wrote, "Took group down to 
cafeteria. They are very restless, noisy, not able to 
settle down. So I brought them back to the classroom. 
I told them, 'We'll try again tomorrow after 
homeroom. '" 

On January 18, 1996, I wrote, "Group Discussion One -
observe how they listen to each other." 

OR 

At the top of the page of the notes for February 14, 
1996 are the following notes to myself. "Tues. 20th, 
don't come - Science and Tech Days. Tues. 27th, meet 
with Brenda after school about curriculum. Field Trip 
on the 29th - take three girls up and bring three boys 
back. 

Field notes [FN] - Am I describing the field fully? 

This exan5)le is from January 30, 1996 when I was 
focusing in on Isaac during the 15 minutes of free 
reading in the morning. "9:01 a.m., everyone reading 
quietly - Isaac moved back to own seat. Takes off 
glasses to read, eating Mexican candy. Gets up to get 
a drink. Gets up again to spit out paper and to get 
another drink. 9:07 a.m., Isaac finally into book, 
swinging legs, hunched over, arms resting on desk. 
9:15 a.m., Isaac starts writing, crumples paper, 
throws it away, gets another. Now writing with some 
concentration. He has his glasses back on. 

Theoretical Notes [TN] - What theories am I developing 

or supporting through what I am seeing? 

On January 8, 1996, I wrote down two possible 
categories for the stories I had been hearing to that 
point in the year. These were "spontaneous" and 
"invited." I also wrote, "Story provides sticky 
threads like spider silk that webs out from our lives 
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to the world. Story can initiate, culminate and 
muddle around in the middle." 

Personal Notes [PN] - What in my life or the lives of 

the students [participcuits] is affecting what I am 

seeing? 

The following was written on Valentine's Day. "Brenda 
talking with Nicole about relationships between and 
among Suzie, Nicole, euid Alison. Nicole appreciated 
Brenda's input. Brenda said to Nicole, 'You're better 
than Suzie allows you to be.' 

Interviews 

I conducted, taped and transcribed a number of 

interviews (Seidman, 1991; Merriam, 1988; Spradley, 1979) 

with the students, Brenda, and Ken Lewis. These interviews 

ranged from a structured format which I used for the first 

interview with Ken to a semi-structured format which I used 

in the individual interviews to a more unstructured format 

which I used in the four group sessions with the students. 

Structured interviews make use of prepared questions. (See 

Appendix C for the letter and list of questions I gave to 

Ken prior to meeting with him.) Semi-structured and 

unstructured interviews are open-ended and "assume that 

individual respondents define the world in unique ways" 
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(Merriam, 1986, p. 73). In a semi-structured format, the 

interview is "guided by a list of questions or issues to be 

explored, but neither the exact wording nor the order of 

the questions is determined ahead of time" (p. 74) . In the 

unstructured format, the interview is essentially 

exploratory. 

Student interviews. The student interviews consisted 

of five individual interviews and four group interviews. I 

used interviewing as a research method because gathering 

students' stories is probably the best way to come to 

understand their experience (Seidman, 1991). Further, I 

not only wanted to gather their stories to understand their 

life experience, I wanted to look at the processes they 

used to share their stories, and see if I could come to 

some understanding of why and how they share the stories 

they do. In the interviews where I had a specific agenda, 

I still let the students' stories dictate the direction of 

the storying and thus all my follow-up questions became 

part of the storying process. (See Chapter Seven for a 

more detailed explanation of this process.) The other 

interviews began by ny asking the student or students (if 
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we were in a group) to share their stories. This is all we 

needed to get us started. 

Initial interview (1-10-96). When I asked each of the 

focus study students to participate in the study, I 

requested that each one come to the first interview with a 

pseudonym. I began the interview with a discussion of how 

they arrived at their choice of a name. Other topics that 

I asked the students to address were, how they would define 

story, and if they shared stories, with whom, euad about 

what. 

These interviews were conducted in the hallway outside 

Brenda's room. There was a table there for students to use 

when they needed to be either noisy when the classroom was 

quiet or quiet when the classroom was noisy. This was a. 

good location because the context remained the classroom by 

extension which made the interviews seem less formal and 

more like our daily conversation had been up to that point. 

These interviews ea Second ch lasted 30 to 40 minutes. 

Second interview (1-16-96) . This interview was also 

conducted in the hallway at the table. These interviews 

were brief as I had a specific agenda. I wanted to know 
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the students' feelings about Mr. Strong cind his transfer 

and about Mr. Lewis taking his place. This change in 

administration had taken place on January 11. However, I 

didn't want to enter the subject too abruptly, and I wanted 

the students to have been talking for a few minutes before 

we entered the topic. So, I began each interview by asking 

the students to share the story of how they chose the book 

they were reading for free reading. Although finding out 

this information was not my primary objective, I gained 

valuable insight into each students' feelings about 

reading. The transition from talking about their reading 

choices to the question regarding the transfer of Mr. 

Strong was done by my making a single statement about 

chcuiging topics. These interviews lasted eODOut 20 minutes 

each. 

Third interview (2-19-96 or 2-27-96). There are two 

dates given here because two of the students were absent on 

the 19th and by the time they were back and I could get to 

them it was the 27th. In this interview, also conducted in 

the hallway, we storied about a range of topics most of 

which pertained to life in the classroom socially and 
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academically. Some of the topics were initiated by me, 

some were raised by the students as they grew out of the 

stories that they were sharing. These topics were progress 

reports (which they had gotten from Brenda that day - the 

19th), homework contracts, pen pal letters (they were pen 

paling with my students at the University) , current events 

and where they find these, mummies (they were studying this 

topic as a class), the field trip to the Renaissance Fair, 

voluntary reading, seating chart, hat and gum rules (which 

the faculty had just passed after too much discussion), 

classroom atmosphere, class celebrations. These interviews 

lasted from 45 minutes to an hour. 

Two of the students, Angelique and Droopy, used this 

interview to story beyond the topics listed above and went 

well beyond the classroom to their neighborhoods, homes, 

and families. Angelique talked about her cousin and Droopy 

accoianted for all 21 of his grandmother's children, I 

don't mean to suggest that the other four students' 

interviews were identical. They were not at all, but each 

of the other four stayed within the framework of the 

subjects listed above. For example, Alison storied about 
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her birthday but it was because the place she was going was 

the same Renaissance Fair we were going to for our field 

trip. 

Fourth interview (3-8-96) . These interviews were 

conducted in the library because they involved each student 

choosing a picture book to read from an assortment that I 

had brought in. After they finished reading, I called them 

over one at a time to a separate table. I first asked each 

one to retell the story they read and then storied with 

them about their responses. The interview part of the 

process took about 20 minutes. 

Exit interview (5-20-96) . These interviews were 

conducted in the library in one of the conference rooms. 

By this time, we were experienced at storying with one 

another and I wanted as much privacy and undisturbed quiet 

as possible. 

We began with my asking each one to tell me how they 

would describe themselves. What did they want the readers 

of this dissertation to know about them? This led to a 

fair amount of storying about themselves outside of school. 

I asked them to share memories they might have from this 
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year and to speculate on life in seventh grade. These 

interviews lasted about 30 minutes each. 

Group interviews/story sessions. While the group 

interviews have some aspects in common with the individual 

interviews, I refer to them as storying sessions because 

they were primarily unstructured. While I generally 

initiated the storying, after a short time I became another 

participant, an equal member of the group making comments 

and asking questions that pertained to the stories being 

shared. All of the group interviews took place in one of 

the library conference rooms where we could be noisy and 

private and not interrupted by bells or other 

classroom/school activity. These sessions generally lasted 

about an hour. 

Session one (1-18-96) . This interview began with a 

series of stories about tape recording ourselves to hear 

our own voices. I then asked them to share a little bit 

about their responses to a book Brenda had read about 

Martin Luther King, Jr. This led to a ttQi^riad of stories 

about name calling, rumors, social outcasts, friendships. 
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death, animals, pets, dreams. I also asked them to discuss 

the concept of story as a group. 

Session two (2-9-96). I asked them simply to tell 

school stories, and they did about teachers, peers, 

lunches. They also went off into a number of other 

directions from carnivals to accidents and illnesses. They 

also asked me to share a few stories about my schooling 

which they then participated in. 

Sessions three and four (3-4-96 & 3-5-96). Both of 

these sessions began with mj' reading a short story out loud 

and then singly asking the students to respond. The 

storying grew out of these responses. The first story 

entitled "The Wrong Lunch Line" (Mohr, 1975) about racism 

in the schools in 1946, gave rise to lots of lunch room 

stories as well as stories of prejudice both institutional 

and personal. The second story entitled "Harrison 

Bergeron" (Vonnegut, 1961) is a story about "perfect" 

equality which had been mandated by constitutional 

amendment. The story gave rise to stories about what we 

mean by fair and equal. I asked the question, do we mean 

sameness? 
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Adult: interviews. 

Brenda Dinius. I conducted three interviews with 

Brenda. I did not have specific questions written down for 

any of these interviews, but I did have a focus for each 

one. I wanted Brenda to story with me about the topics of 

the interviews. 

During Interview one (2/20/96) , we talked primarily 

about the School and the on-going problems with the 

administration and the team to which she had been assigned. 

For this interview, we met in a restaurauit. Brenda came 

during her planning time which was the last hour of the day 

and we stayed for about two and a half hours. 

For Interview two (2/27/96), we focused on Brenda's 

classroom and the curriculum. We met in Room 2 after 

school for about two hours. 

In Interview three (3/29/96), I asked Brenda to talk 

about the six focus group students. We met in a restaurant 

after school. This interview lasted almost three hours. 

Ken Lewis. I conducted two interviews with Ken. For 

the first interview, I had prepared questions. (See 

Appendix C.) But for the second interview while I had 
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questions in mind, as the conversation progressed, we 

storied about a number of issues both pertinent to my 

questions and beyond my questions. The interviews took 

place within a week of each other (6/20/96 and 6/26/96) in 

his office at Southwestern Middle School the middle of June 

after school was out. Summer school was in session, but 

Ken was not the administrator for the summer school. Each 

of these interviews lasted approximately two hours. 

Secondary Sources of Data 

Student Written Artifacts 

These included Literacy Memories, Homework Contracts, 

response journals, webs, exit cards, self evaluations, and 

culminating products from collaborative projects. 

Informal Conversations with Faculty/Staff/Parents/Students 

These conversations offered background and 

confirmation for the interview data. Neither this study 

nor Room 2 existed in a vacuum. It was important for me to 

remain aware and in touch with the other students in the 

classroom and the other adults in the building and the 
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community. The locations for some of these conversations 

were the hallway, the teachers' lounge, the office, and the 

playgrotind. 

Nonparticipant Observation 

I attended faculty meetings and assemblies, during 

which time I could observe the attitudes and behaviors of 

the people directly involved in the study as they mingled 

with the people not directly involved. 

Shadowing with the Recorder 

On several occasions (1/29/96; 1/31/96; 2/2/96; 

2/13/96; 2/16/96) , I atteit^jted to employ a shadowing 

strategy with different groups of students. It never did 

work as the students couldn't forget the recorder and 

mostly all talked at once so it was impossible to 

transcribe much of what was recorded 

Analysis 

All of the data sources both primary and secondary 

were used in the on-going analysis during the school year. 
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From this analysis, I coit^jiled the material used to 

describe the characters (participants) in Chapter l, the 

plot (the history and the curriculum) in Chapters 2 and 6, 

and the setting (the classroom) in Chapter 5. The 

transcripts of the 14 interviews and my fieldnotes, 

however, became the primary data for the indepth analysis 

completed for my three research questions. 

The analysis of the data was accomplished through a 

combination of a modified analytic induction method (Bogdan 

& Biklen, 1992) for the construction of an initial 

theoretical framework, and a constant comparative method 

(Glaser & Strauss, 1967) for the construction of themes and 

categories. The basic organization of the data used both 

the participants and their stories as broad categories. 

Each participant' s data was kept together and the stories 

gleaned from each participant were separated and organized 

into the general categories of kinds of storying and 

purposes for storying. This organization is based on the 

idea that story is a ". . . way of capturing the 

complexity, specificity, and the interconnectedness of the 
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phenomenon with which we deal. ..." (Carter, 1993, p. 6) 

even when that phenomenon is storying itself. 

I began the analysis process by first reviewing my 

three research questions. 

1. What kinds of stories do students are the students, 

teacher, administrator, and researcher sharing? 

2. What are the similarities and differences between 

the storying of the students and the adults? 

3. What purposes do stories seem to serve in the 

students', teacher's, administrator's, and researcher's 

classroom/school lives? 

The next step was to sort the data by participant. 

Since most of the data was gathered from the focus study 

students, I began with their materials. I made a pile for 

each student of the transcripts from each of their 

individual interviews, a copy of each of the group 

interviews, all of their written artifacts, information 

gathered from their cumulative folders, and finally a list 

of page references with notes from tny field notes that 

pertained to that student. 
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Next, I put together the three transcripts of Brenda's 

interviews and page references with notes from my field 

notes of planning sessions and other data that pertained to 

Brenda. Finally, especially since these interviews were 

not completed until June, I added Ken's two interviews to 

this collection of cotipiled data. 

Once the data was sorted, I read and reread each of 

the transcripts and my field notes for as Haramersley and 

Atkinson (1993) suggest the researcher engages in a careful 

reading of the data in order ". . . to use the data to 

think with" (p. 178). I did several of the readings with 

highlighters in hand to develop a preliminary coding 

system. 

To aid in the coding process, the researcher should 

establish "units of information that will serve as the 

basis for defining- categories" (Lincoln & Gxiba, 1985, p. 

344). In order to delineate these units, each one must 

meet two criteria, (a) it must stimulate the reader to 

think beyond that piece of information and (b) it must be 

the smallest unit that can stand by itself. 
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To accomplish this coding process, I made lists of the 

stories I found in the data. I gave each story a 

descriptive title and noted its location in the data. 

Next, I developed categories within the two major themes of 

kinds of stories and purposes for stories. I made several 

more sets of lists and finally developed a chart on which I 

entered the following information units: the descriptive 

title, purpose (s) for the story, where I might use the 

story in this document, where the data is located, speaker 

of the story, the listener(s), and the gist of the story 

primarily the characters and the event. (See Appendix D for 

an example of this chart.) In this way, I charted over 250 

examples of storying. 

Trustworthiness 

Trustworthiness is a major consideration in 

qualitative research as the researcher is the primary-

research instrument (Merriam, 1988). Trustworthiness 

includes the issues of reliability and validity. However, 

these terms need to be specifically defined in order to 
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determine whether a study is indeed internally valid, i.e., 

"matches" reality and reliable, i.e., can be replicated. 

If we view reality as "a more or less honest rendering 

of how informants actually view themselves and their 

experiences" (Taylor and Bogdan, 1984, p. 98) , then, 

"... internal validity is a definite strength of 

qualitative research" (Merriam, 1988, p. 168). Further, 

Guba and Lincoln (1981) suggest that since internal 

validity and reliability are intertwined, it is impossible 

to have a study with internal validity that is not 

reliable. Therefore, if the researcher can demonstrate 

internal validity, she is demonstrating reliability as 

well. 

Merriam suggests several strategies the reseacher can 

use to ensure internal validity. The ones used in this 

study are triangulation, member checks, long-term 

observation, peer examination, cind a delineation of the 

researcher's biases. 
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Trianoulation 

Triangulation involves using multiple data sources and 

multiple voices to corroborate emerging findings. I used a 

variety of data sources--field notes, interviews, 

cumulative records, written artifacts. I had six student 

participants and three adult participants including myself. 

Further, it is iir^ortcuit to note that the participants 

speak for themselves in this study and in this document in 

their own language. 

Meitiber Checks 

Member checks involve returning to the participants 

periodically with the data and the interpretations made 

thus far to determine "correctness." Member checks 

occurred frecjuently with the students as I gathered the 

data and came to preliminary interpetations. Brenda and 

Ken were each given copies of the transcripts from their 

interviews and asked to check them for validity. Further, 

I have periodically shared parts of the analysis and this 

document with Brenda for confirmation. 
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Lona-t:grm Observation 

Long-term observation involves spending enough time at 

the research site to offer valid findings. I spent each 

morning at the site for three quarters of the year and then 

made intermittant visits during the fourth quarter. 

Peer Examination 

Peer examination involves asking colleagues to respond 

critically to the findings as they emerge. Holly Johnson, 

a fellow doctoral candidate in the Department of Language, 

Reading and Culture, met with me at regular intervals to 

discuss the analysis. She read preliminairy chapters and 

gave both verbal and written comments. I also met 

informally with two other colleagues, Jean Schroeder and 

Kathleen Crawford, who were also writing dissertations. We 

conferred about the process, discussed problems as they 

arose, and generally commiserated with each other. 

Delineation of Researcher's Biases 

Delineating researcher's bias involves making the 

researcher's roles and perspectives as clear as possible. 
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I have worked to acconplish this through the detailed 

descriptions offered in Chapters 2, 4, 5, and 6. 

Suinmary 

This study is an interpretive ethnography which 

incorporates a participant observation perspective. The 

research questions were developed to look at the role of 

story in the classroom/school lives of six focus study 

students, the classroom teacher, a site administrator, and 

the researcher who also participated in the role of 

CO-teacher. These questions are: (a) What kinds of stories 

are the students, teacher, administrator, and researcher 

sharing? (b) What are the similarities and differences 

between the storying of the students and the adults? (c) 

What purposes do stories seem to serve in the students', 

teacher's, administrator's, and researcher's classroom/ 

school lives? 

The site of the study was Southwestern Middle School. 

The time frame of the study was the 1995-96 school year. 

The data collection strategies included field notes, 

transcribed interviews (structured, semi-structured, and 
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unstructured) with both the students and the adults, 

information found in the students' cumulative folders, and 

written artifacts. 

In the analysis process, the four original questions 

were collapsed into three. A working theoretical frame was 

developed using a modified analytic inductive methodology, 

and the data was coded and categories constructed using 

constant comparative methodology. 

Five techniques were used to establish 

trustworthiness. These were triangulation of data sources 

and participants, member checks with six students and the 

two adults, long term observation, peer examination, and 

delineation of researcher's biases. 
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CHAPTER 4 

THE MODEL 

Introduction 

To give an order to this otherwise mmanageahle 
flux [of experience] , we must . . . invent, yes, 
invent beginnings and ends for out there are not 
such things. (Harold Rosen, 1984, p. 13) 

A model is a story told through a visual sign system. 

It enables us to use both pictures and language to make 

sense of the phenomenon being pondered. In this case. The 

Learning Tree (see Figure 4.1) is ray visual metaphor for 

the combination of elements necessary for the creation and 

maintenance of a literate, learning centered classroom 

commxmity. Because it is a living thing, the tree as 

metaphor emphasizes the dynamic relationships between and 

among the elements of such a community. 

Before I begin to describe in detail the five elements 

of The Learning Tree (transaction/roots, democracy/trunk, 

atmosphere/culture, inquiry/branches, story/leaves), I need 

to briefly discuss my beliefs about the purpose of 

schooling and my beliefs about learning. I need to make 
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Figure 4.1. The learning tree. 
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clear these beliefs as they are the seeds from which this 

tree has grown. 

The purpose of school is transformative; its goal is 

to create a society that is truly democratic, pluralistic 

and caring. I see the job of schooling as constantly 

nudging and pushing at the adult society to change by 

facilitating in children an understanding of themselves as 

intelligent, thinking, critical, caring humaui beings able 

to transact productively with their environments to 

construct meaning. 

School provides a systematic structure for learning. 

It provides an environment in which children can explore, 

discover, and construct meanings about the world and their 

part in its turning. "^Systematic learning plays a leading 

role in the development of school children . . . under the 

conditions of systematic cooperation between the child and 

the teacher" (Vygotsky, 1986, p. 148). 

As I see it, the purpose of school is not necessarily 

to provide "something fundamentally new" (Vygotsky, 1978, 

p. 85) . Rather, it is to provide an environment in which 

students can engage in learning in a conscious, systematic 
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fashion that will produce "... con^etent, caring, loving, 

and loveable people" (Noddings, 1992, p. 173) who will 

consciously transact with the world in creative and 

imaginative ways. 

My belief about learning is that it is essentially 

synonymous with living. Learning happens. We cannot 

prevent it. But I do want to distinguish learning form the 

kind of rote memorization that passes for learning in 

schools and is tested and graded. Learning, to be "real," 

must as Smith (1986) suggests be "a smooth, continuous flow 

from one understanding to another, not a series of sporadic 

lurches from confusion to confusion" (p. 29) . This is not 

to say that there is not disequilibrium and tension, nor 

does it discount "the zone of proximal development" 

(Vygotsky, 1986). Rather, learning encompasses and uses 

these phenomena as it moves from xinderstanding to 

iinderstanding. To borrow selectively from Smith's "The 

Learners' Manifesto" (1986), learning: 

must be meaningful, 
collaborative, 
always involves feelings (p. 62) , 

and Short's "Six Beliefs about Learning" (1992), learning: 
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is social, 
is an active process, 
occurs when we make connections to our own 
experiences, 
requires choices to make connections and feel 
ownership,is reflective as well as active (LRC 480/580 
Syllabus), 

The five elements of The Learning Tree are 

transaction, democracy, culture, inquiry, and story. As 

the metaphor of a living tree suggests, none of these 

elements can survive for long without being engaged in a 

dynamic and evolving relationship with the other four. 

Therefore, before I take each one separately, define it and 

describe it in relation to the other four, I would like to 

offer a brief overview of all five. 

Transaction as the roots of the tree provides the 

sustenance for learning/life. It is a term "... used to 

designate relationships between reciprocally-conditioned 

elements" (Rosenblatt, 1990, p. 104). 

Democracy as the trunk provides the support for 

learning/life. It is practiced when everyone participates 

in the community's organization not by vying for who is in 

charge but by acknowledging the value suid participation of 

each member of the group. 



138 

Culture as the atmosphere provides the medium of 

learning/life. It is influenced by such factors as race, 

ethnicity, age, gender, language, region, socio-economic 

status, religion, family, neighborhood, school, and 

classroom. 

Inquiry as the branches is the motivation for 

learning/life. It is the dynamic search for questions and 

iinderstandings which provides a way to organize and take 

ownership of one's learning/life. 

Story as the leaves is both the product of and the 

resource for learning/life. It provides a casement for our 

experiences so that we can share them, think about them, 

and then, recycle them as a means of continuing the 

process. 

This model and the praxis that it represents 

constitutes the theoretical base for the two major aspects 

of this study. First, it provides the framework for the 

curriculum and classroom structures which Brenda and I 

developed (see Chapters 5 and 6) . Secondly, it provides 

the theoretical xinderpinnings for the concept of storying 

presented and discussed in this document (see Chapter 7). 
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Transaction/Roots 

The thick roots spreading out underneath the tree 

represent transaction. This is an appropriate metaphor as 

transaction, like the workings of the root system of a 

tree, is an on-going series of reciprocal events which 

occur constantly without interruption in the experiences of 

everyone and everything. These events create life anew in 

the same way that a flowing river is never quite the same 

river in the same spot. Change is inevitable and 

continuous, however slight cind unnoticed. Transactional 

theoiry, then, is at the heart of how learning occurs--

whatever the environment in or out of school. It is 

important to note here that environment includes people and 

objects both animate and inanimate. The environment is the 

social as well as the natural world in which human being 

live and includes the contexts of space and time. 

In describing learning, transaction is not merely the 

better theoretical choice; it's the only choice because it 

is both learner-centered and reciprocal. The other 

theoretical perspectives I will cotqjare with transaction 

are transmission, interaction, and constructivism. 
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Transmission suggests that cin active knower (the 

teacher) gives knowledge to a passive learner (the 

student). In this act, the knower is unaffected while the 

learner is, without doing a thing, suddenly imbued with new 

information. First of all, there are several problems with 

this theory. It is a knowledge acquisition theory not a 

meaning making one. Secondly, it is impossible. As 

Vygotsky (1986) suggests, 

. . .  a  concept is more than the sum of certain 
associative bonds formed by memory, more than a mere 
mental habit; it is a complex and genuine act of 
thought that cannot be taught by drilling, but can be 
accomplished only when the child's mental development 
itself has reached the requisite level, (p. 149) 

Through the necessary transaction, the child has a purpose 

for creating the concept (Bruner, 1986; Dewey, 1938; 

Rosenblatt, 1976). 

The basic premise of an interactional perspective is 

that it is the active search for meaning inherent in the 

interaction between the learner and the environment (Houser 

& Vaughn, 1995). This perspective is limiting in that the 

participants in an experience are easily and concretely 

separable. 
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- Interactionists have assumed that knowledge is 

constructed by dynamic individuals interacting with an 

essentially neutral environment" (Houser & Vaughn, 1995, p. 

12) . 

Interaction is like transmission in that it is more 

about the acquisition of knowledge thcui about meaning 

making. This perspective does not adequately deal with the 

social nature of learning nor does it promote change. It 

assumes that individuals through interactions caji acquire 

"knowledge about" the world without necessarily "living 

through the experience" (Rosenblatt, 1983, p. 38), or 

changing the world. 

The constructivist perspective is not in opposition to 

transaction as are the other two. "In the constructivist 

approach, we look not for what students can repeat, but for 

what they can generate, demonstrate, and exhibit" (Brooks & 

Brooks, 1993, p. 16) . Constructivism may be seen, then, as 

the result of conscious transaction. However, as a 

foundational learning theory, it remains problematic 

because it omits the dialectical nature of meaning making. 

Even though it assumes a dynamic, purposive individual, it 
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does not include the inpact the individual has on the 

environment. As Shannon (1993) suggests, ®This is why 

constructivist approaches to literacy education ... as 

most often theorized or practiced are not adequate for 

developing democratic voices" (p. 92) . 

While transmission, interaction, and constructivist 

theories can never describe the whole story of learning, 

they might be thought of as aspects in a transactional 

theory. Transaction adds the organic components of 

reciprocity, fluidity, and mystery which are essential to 

any understanding of learning. 

Transaction does not in and of itself assume 

productive, healthy learning, however. In fact, underlying 

what might be described as transmission is a good deal of 

transaction. Walk into any classroom where a teacher is 

lecturing and watch. The transactions are, for the most 

part, negative but there is a lot of learning going on 

about disruption, boredom, irrelevancy, anger, frustration, 

and fear. 

Learning within an environment in which transaction is 

understood may look to others as . . convoluted, messy, 



143 

disjointed, chaotic, and noisy" (Houser & Vaughn, 1994, p. 

24) . But when the transactional nature of learning is 

understood, these qualities take on a more positive aspect 

and may be described as ambiguous, global, far reaching, 

dynamic, and social. 

When I began teaching, the principal identified good 

teachers by how quiet their classrooms were which meant 

that the teacher was in control. In schools where 

transaction is understood, good teachers are identified by 

the control their students exercise in being intentional, 

active, exploratory, and collaborative learners. 

Experience does not go on simply inside a person. It 
does go on there for it influences the formation of 
attitudes of desire and pujrpose. But, this is not the 
whole story. Every genuine experience has an active 
side which changes in some degree the objective 
conditions under which experiences are had" (Dewey, 
1938, p. 39) . An experience is always what it is 
because of a transaction taking place between an 
individual and what at the time, constitutes his 
environment. ..." (Dewey, 1938, p. 43) 

Critical to an understanding of transactional theory 

is an assumption of the holistic, reciprocal, and 

commionicative nature of the organism-environment 

relationships (Houser & Vaughn, 1994). And, critical to 

the establishment of a literate, learning-centered 
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classroom community is an understanding of transactional 

theory. A transaction is a coming together rather than a 

separation. 

inspect the thing-seen not as the operation of an 

organism upon an environment nor as the operation of an 

environment upon an organism, but as itself an event" 

(Bentley as quoted in Rosenblatt, 1994, p. 17). Thus, when 

creating a classroom context which will promote conscious 

learning, the teacher must put the learner in control which 

demands that the learner take responsibility not only for 

herself, but also for the iit5)act that she has on others in 

the learning community. 

Transactional theory is a theory of etrpowerment. It 

suggests that however slight, each person in a learning 

environment (which is anywhere anyone is) has an impact on 

that environment and everything in it. This iinderstanding 

demands that both democracy and culture play a vital role 

in the establishment cind day-to-day workings of a 

learning-centered classroom. As democracy and culture are 

about relationships (as I will describe in detail later), 

this ett^hasizes the significant aspect of relationship not 



145 

as a dualistic, two-sided entity, but as an on-going 

transactional event. This understanding is essential to 

multicultural education because if offers each person 

and/or group a vital role in the making of the community. 

Transaction empowers students by providing an environment 

in which they can become change agents, "transforming 

intellectuals" (Giroux, 1983). In putting this into 

practice, it is necessary to see transaction in terms of 

Giroxix's concept of the dialectic because transaction by 

its nature is dialectical. 

A dialectical notion of knowledge represents a 
transition from a contemplative analysis of 
constructed meanings to the transformation of 
socio-economic structures which narrowly define and 
legitimize such meanings. The means for such a 
transition rests, in part, with the development of a 
pedagogy of critical thinking, a pedagogy which helps 
students link knowledge to power and human interest. 
(Giroux, 1981, p. 81) 

Thus, as students engage in inquiry as a transactional 

(dialectical) process, they are able to become the primary 

actors in social transformation. For, ". . . cognition 

.  .  . i s  t h e  u n d e r s t a n d i n g  o f  r e a l i t y  i n s o f a r  a s  h u m a n k i n d  

shapes it in the process of living it" (Giroux, 1981, p. 

115) . 
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This argument shows the strong in^lications for the 

uses of story within a trcuisactional framework. Narrative 

(as I will show in detail later) is a way for students to 

make sense of their world while maintaining a relationship 

with the other people in it. The individualistic emphasis 

of our society builds up a frequent reluctance to see the 

implications for others of our own actions or to understand 

the validity of the needs that motivate other people's 

actions. But, . literature [or story] by its very 

nature invokes participation in the experiences of others 

and comprehension of their goals and aspirations " 

(Rosenblatt, 1983, pp. 92-93). 

The teacher in a learning-centered classroom sees 

herself as, 

offerer of suggestions as starting points 
(Dewey, 1938) 
reflective practitioner (Mayher, 1990) 
professional learner (Burke, 1992) 
teacher/student (Freire, 1992) 
demonstrator of learning (K. Smith, 1992) 

When the classroom is filled with active, participating 

learners transacting with each other and the materials in 

the environment, learning which is growth producing and 

lasting will happen. John Rouse (1991) describes the 
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teacher/student relationship as ". . .a transactional 

relation in which each contributes to the developing 

experience and from which each leams something" (p. 198) . 

In a consciously transactional classroom community, 

students focus their learning through inquiries into that 

which interests them and for which they have a need. From 

Rosenblatt's (1994) analogy between learning from someone 

else's paraphrasing of a text and receiving nourishment 

from someone else eating dinner and then reciting the menu, 

it is abundantly clear that the student must have control 

over her/his learning. Inquiry allows the student to do 

this within a transactional frame. In transaction we must 

let the student order and eat the meal--dessert first if 

she wants to. And, we must eat together, talking about the 

food, its taste and preparation, and its nutrient value. 

. . . My insistence on the term transaction is a means 
of establishing the active role of both reader and 
text [learner and environment] in interpretation, and 
ensures that we recognize that any interpretation is 
an event occurring at a particular time in a 
particular social or cultural context. (Rosenblatt, 
1990, pp. 104-105) 

In a classroom environment in which transaction is 

understood, teachers help themselves and their students to 
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become expert observers of their transactions. As they 

increase their awareness, they become more efficient at 

using these transactions for transformation and the 

building and maintaining of a true, working democracy. 

This happens first in the classroom and then moves outward 

to the school and then to the wider commxinity. 

Democracy/Trunk 

The straight and strong tmnk of the tree represents 

democracy. This is an apt metaphor as it is the trunk of 

the tree that supports and facilitates the tree in its life 

sustaining work of moving the nutrients from the roots to 

the branches. 

"A democracy is more than a form of government; it is 

primarily a mode of associated living, of conjoint 

communicated experience" (Dewey, 1916, p. 101) . Democracy 

is about individuals having the freedom to exercise choice, 

conscious transaction, and responsibility. Democracy 

demands that freedom and individual expression be 

negotiated in such a way that each person's voice is heard 

and valued. Democracy demands, ". . . meaningful 
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participation in the decision making- that affects our 

lives. In theory, citizens in a democracy control the 

government equally and collectively" (Shannon, 1993, p. 

90). Democracy is about diversity, not sameness. It is 

about the expansion and open expression of ideas and the 

equitable growth of individuals within dynamic communities. 

Thus, the individual's practice of democracy must 

begin with birth and continue until death. For, as Freire 

(1992) suggests, it is impossible to . . enter the 

struggle as objects in order later to become men" (p. 55) . 

It is equally as impossible for school children to be the 

objects of an authoritarian rule which demands that they do 

what they are told so that they may make intelligent, 

responsible choices when they are grown. The irony 

inherent here would be laughable if it were not so 

dangerous. Our penchant for "respecting authority" is at 

best stifling and at worst crippling. 

In my experience as a teacher, it has been both 

saddening cuid heartening to see that while many students 

begin the year with a strong need to check their every move 

with "the authority," after a while (a week or two for 
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some, a full quarter or semester for others) , they are 

willing to stop asking, "Is this right?" "Am I doing- this 

right?" "Is this what you want?" and begin asking, "Hey, 

Miss, you wanna see this?" "Hey, everybody, listen to my 

song." "Come look at this; it's really cool." "Hey, let's 

try it this way. " 

To develop democratically means to move ourselves and 
our students from our original position of seeing 
ourselves as objects, who believe that economics, 
politics, and schooling happen to us, to a new 
position of seeing ourselves as subjects, who have the 
right, ability, and responsibility to participate in 
the decision making that affects our lives. (Shannon, 
1993, p. 91) 

At the foundation of practicing democracy in the 

classroom are two key concepts which must work together: 

the idea of the valued commiinity and the dialectic of 

freedom (Greene, 1988) . In traditional schooling both of 

these are missing from the "school" lives of students. 

We must help our students involve themselves in the 

dialectic by organizing the curriculum around inquiry. As 

they engage in meaningful activity, they will gradually 

become aware of the transactions they are participating in 

and the ways in which they impact their environment. "It 

is important to hold in mind that the idea . . . that the 
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person . . . develops in his/her fullness to the degree 

he/she is a member of a live community" {Greene, 1988, p. 

43) . Thus they can begin to mcUce conscious choices about 

their behavior cind see the value for themselves as well as 

for others of working from a foundation of equity and 

justice. "Democratic freedom [cannot exist] apart from 

critical thinking, hypothetical inquiry, the open exchange 

of ideas" (Greene, 1988, p. 43). 

Several years ago, I had a student whose mother told 

me that she did not agree with my philosophy and felt her 

son was not being "challenged." She did not, however, 

remove him from my class because he was for the first time 

somewhat enjoying school. When I talked with him about his 

feelings toward school, venom came spewing out. But, by 

the last quarter. Brant began to show some sign of making 

school his own. The students were working in collaborative 

groups designing their own communities in environments they 

had researched. This inquiry was modeled somewhat on the 

experiences of the young people in Invitation to the Game 

(Hughes, 1990) which we had read. Brant was elected editor 

for his group and used his role as leader to elicit from 
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the other group members their ideas and wishes and to 

facilitate each member pulling his/her own weight. Before 

this project, he had been impatient, bossy, and looked down 

his nose at students who were less well versed in the 

school game. During this project, the pleasure he took in 

the quality and quantity of his group's work was visible. 

Further, he expressed openly that he was learning a lot. 

As Greene (1988) and Brvmner (1994) argue, teachers 

must develop along with their students a consciousness of 

possibility wherein they can see the obstacles to freedom, 

name these obstacles as problems, and find alternatives in 

the public arena. The workings of a democracy are events 

in the social structure of a community. Everyone is 

involved; everyone is a player,- everyone has an impact and 

is affected by everyone else. 

It is an error to accept that in some instances an 

authority must be in charge and madce decisions without 

being directly accountable to the very people that will be 

directly affected by that decision. The error is not in 

having individuals who are leaders. The error is in how 

these leaders are accountable. Accountability cannot be 
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after the fact. It must be firmly rooted in the authority 

of the will and desire of the people. The leader must lead 

from the rear (Wells, 1986) and be willing to share 

leadership. Teachers must be just such leaders who realize 

that, "... leaders--in spite of their important, 

fundamental, and indispensable role--do not own the people 

and have no right to steer the people blindly towards their 

salvation (Freire, 1992, p. 167). 

A valued classroom community is one in which culture 

is both respected and created. Each member brings with 

them who they are and together the members create a 

pluralistic classroom culture. This culture is then valued 

and sustained and each individual is valued and sustained 

as they continue to grow through dialogue, reflection, and 

creation. As Edelsky (1994) suggests, the common 

denominator in many of the different definitions of 

democracy is the enphasis on participation, "... 

participation among equals. . . (p. 252). Democracy 

requires each generation to participate in a kind of 

revolution as a working democracy is in constant 

transformation. It is essential to the spirit of freedom 
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that democracy remain a dynamic force that can never be 

achieved once and for all. 

For democracy to flourish, the members of the valued 

community must feel an ownership and a protectiveness 

toward their community which will increase their desire to 

participate and intact the community in a positive, 

progressive way. The idea of school spirit is a 

superficial attempt at encouraging students to value their 

school comm\inity, and being a cheerleader is a far cry from 

having a say in the day-to-day operation of the school. 

Michelle Fine's (1991) work is evidence of the critical 

nature of ownership and participation in a student' s 

ability to value the school community. When students are 

emotionally better off dropping out of school than staying 

in, as Fine suggests, the failure must be looked to in the 

school not in the students for it is the school that has 

effectively silenced the students. Fine (1987) defines 

silencing as, 

. . .  a  process of institutionalized policies and 
practices which obscure the very social, economic, and 
therefore experiential conditions of students' daily 
lives, and which expel from written, oral, and 
nonverbal expression substantive and critical "talk" 
about these conditions, (p. 157) 
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When students have been effectively silenced, they 

become pawns in an authoritarian regime based on the myths 

of equal opportxinity and upward mobility because, 

"^Silencing constitutes the process by which contradictory 

evidence, ideologies, and experiences find themselves 

buried, camouflaged, and discredited (Pine, 1987, p. 157) . 

Thus, many of our students live silently in circumstances 

of poverty, injustice and inequity swallowing their 

feelings of fear, anger, and perhaps hatred. It is no 

wonder dropping out is a viable alternative. 

In order for democracy to flourish within both schools 

and the wider society in this country, this silencing must 

stop and a dialectic must not only be encouraged, but 

actively created. There cannot be systems of domination 

which permeate the hallways and classrooms. The ideologies 

children bring to school must become the essence of the 

curriculum (Moll, 1992; Ruiz, 1991). Through inquiry and 

story, we must in our classrooms work toward building a 

valued commiinity in which each member has ownership and an 

integral effect on every other member as well as the 

general environment in a positive, growth-producing way. 
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The transactions which occur everyday, every hour, 

every minute in schools all over this country are either 

silencing or voice giving; they are either deadening or 

enlivening; enslaving or freeing; dictatorial or 

democratic. Students and teachers must tell the stories of 

their lives and the stories of their inquiries. Through 

their stories, they can reflect on their lives in and out 

of school and use each to transform the other. 

Freire (1992) uses the term praxis as do Greene (1988) 

and Edelsky (1994) to combine the notions of action and 

reflection in an ongoing progression toward transformation. 

Praxis is a transactive way to think as it combines idea 

and practice into one event. It does not split the two 

into a linear chronology--first one then the other. Praxis 

is a . . system challenging notion with its meaning of 

recursive reflexivity" (Edelsky, 1994, p. 256) . The 

following questions are vital to the kind of transformation 

which would allow freedom and democracy to flourish within 

a valued commiinity: 

How much does the possibility of freedom depend on 
critical reflectiveness, on self-understanding, on 
insight into the world? 
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How much does it depend on being with others in a 
caring relationship? 

How much depends on actually coming together with 
unknown others in a similar predicament, in an 
existential project' reaching toward what is not yet? 

How much does it depend on an integration of the felt 
and the known, the subjective and the objective, the 
private and the public spheres? (Greene, 1988, p. 79) 

Through an understanding of transaction and culture 

and the processes of inquiry and story, students are p. ed 

to push forward and deal with the roadblocks placed in the 

way of a democratic system as well as the ambiguities 

encased in the concept of democracy. "To overthrow tyranny 

or authoritarian controls ... is not to bring freedom 

into being; it is only to allow for the search" (Greene, 

1988, p. 80). This is what schooling is all about, 

sustaining the search, the ongoing revolution. 

Cul ture /Atmosphere 

The clear, bluish atmosphere surrounding the tree 

represents culture. Just as the atmosphere both supplies 

carbon dioxide to the tree and receives oxygen from the 

tree (primarily through the branches and the leaves), 
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culture is both supplied cind received by the learners in a 

classroom (primarily by their inquiries and their stories). 

Culture defined as socially shared cognitive codes and 
maps, norms of appropriate behavior, assumptions about 
values and world view, and lifestyle in general, 
profoundly influences the way we humans think and act. 
(Delgado-Gaitan & Trueba, 1991, p. 17) 

Culture is a group phenomenon that plays out at the 

individual level. 

Culture, as an overall view of life that influences 
collective behavior, life style, value priorities, 
actions and thinking patteims, is not equally shared 
by the members of any society, not even by the members 
of the same social class or ethnic group in a single 
society. Each person's micro-sociological unit 
(community, family, peer group, church organization, 
voluntary association) plays an important role in 
creating specific sets of experiences shared 
collectively by individuals of those units, but 
interpreted by each in a different way. (Delgado-
Gaitan & Trueba, 1991, p. 25) 

The more the individual is aware of the cultural 

forces with which she transacts in the course of her life, 

the more consciously and intelligently she can mediate 

their impact (Rosenblatt, 1988) . Culture creates tension 

within the individual and can create tremendous conflict 

across and between groups. It can also be the source of 

tremendous harmony and provide the inpetus for discovery, 

growth and transformation. 
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In schools as well as in society, we have focused 

primarily on the cultural aspects of race, ethnicity, 

language, and gender. The reasons for this are historical 

and many. It is not my intention to make light of the 

significance that race, ethnicity, language, and gender 

have played in limiting some people while privileging 

others. However, in a classroom, I believe that while we 

must remain cognizant of and vigilant about chauvinism of 

any kind, we must help children understand that they do, 

indeed, live in a multicultural world in which people are 

aligned with any number of cultural groups. Which group 

affiliation becomes most itr^ortant at any given time 

depends upon the context of the situation. For example, if 

someone wants to become a combat soldier in 1996, race may 

be of little consequence. However, gender and sexual 

preference may be of monumental consequence. 

Culture is continually re-created as people confront 
their daily environments; inherited patterns of 
believing- and behaving provide themes and forms to 
help interpret daily life, but culture does not simply 
flow through passive individuals like water through a 
pipe. (Sleeter & Grant, 1994, pp. 221-222) 

The role of culture in our lives at this time in our 

history is becoming more a matter of conscious choice for 
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two major reasons. One is because people are taking a 

renewed interest in and a stronger stand for who they are 

and maintaining that who rather than assimilating into the 

majority. The second reason is because the borders are 

becoming blurred. While prejudice and many of the "isms" 

are still very much with us, more and more people are 

crossing borders making it necessary for their families and 

friends and society at large to become more tolerant. 

In school, it is critical that we investigate and tell 

stories about who we are cuid what our cultures are in ways 

that demand respect. We must encourage our children to 

inculcate what is best and healthiest in all of the 

cultural categories they might be part of or come into 

contact with. We must celebrate our diversity and work 

toward a democratic pluralism in which all voices are heard 

and wherein students can try on a number of voices and have 

each one listened to. We must also realize that as 

children explore their cultures historically, there will be 

times of dismay and anger, regret and frustration, as well 

as joy and pride as they align themselves with different 

groups. 
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Culture in a literate learning-centered classroom 

takes on two perspectives. The first involves the concept 

of multicultural education as I think it should be 

practiced, that is as Sleeter & Grant (1994) have called 

it, "Education that is multicultural and social 

reconstuctionist" (p. 243). The second involves 

multicultural education from the perspectives of dominauit 

and minority groups, Involved in this second discussion 

will be the issue of deficit models and the notion of 

cultural deprivation which is deservedly and swiftly losing 

groxind (Goodman, 1969; Moll, 1992; Ruiz, 1991; Sleeter & 

Grant, 1994). 

Culture and democracy are inextricably linked. Our 

views on culture will either allow or disallow the pursuit 

of a democratic stance toward the political organization of 

our lives. 

Our democracy is still threatened, not by-
totalitarianism, but by social and economic problems 
that, if not solved, will prevent the education and 
development of a people capable of the decisions and 
responsibilities of a full democracy. (Rosenblatt, 
1990, p. 107) 

I would like to take Rosenblatt' s statement one step 

further. As many would agree domination by one group over 
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another, no matter how subtle, undermines democracy. While 

I don't worry a great deal about totalitarianism, I do 

worry about authoritaricinism and the fact that in schools 

we promote obedience to authority at the risk of creating 

an atmosphere in which totalitarianism may become 

acceptable. If we accept a benign dictator (authority) in 

a classroom, we are not too far away from creating people 

who accept authority as the final word and simply bemoan 

their lot instead of standing up for themselves and 

questioning until the understandings are equitable and make 

sense to the lives of all in the classroom, the school, and 

the wider society. 

If the child has been given a feeling of being wanted 
and loved, if he has been able to feel that he is an 
accepted member of the family and the social group, he 
will tend to develop the kind of inner security that 
will enable him to meet constructively much of the 
external insecurity and struggle of later life. 
(Rosenblatt, 1983, p. 171) 

A strong sense of belonging in a pluralistic commvuiity will 

enable the child to participate fully in a democratic 

environment. 

For children whose primary language is other than 

English, problems generally arise when the curriculum is 
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taught in English in such a way as to invalidate their 

native language and culture. "^Self rejection, and the 

overall rejection of the home culture precludes children 

from using- the home learning environment to develop their 

full potential" (Delgado-Gaitan & Trueba, 1991, p. 31). 

This is detrimental not only to these children, but to the 

others in the classroom who could leam from them and with 

them. At a recent National Council of Teachers of English 

conference, Victor Villasenor (1996) the author of Reign of 

Gold told a poignant story of his own schooling. By the 

time he was in third grade, he had rejected his family and 

his native language and wished with all his heart he was 

not Hispanic. He describes the pain as being doubled 

because first there was the discrimination that caused the 

rejection of the people cind things he loved and then, there 

was the guilt and sadness that was caused by the rejection 

of those same people and things. Fifty years later, this 

story still brought tears to his eyes. 

Moll (1992) in the "Funds of Knowledge" study 

challenges the assumption that the children from Latino or 

Hispanic households 
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. . . suffer from a deficit of funds of background 
experience. [He suggests] . . . the community needs 
to he perceived by others, especially educators, and 
probably by the community itself, as having strength 
or power, as having resources that schools cannot 
ignore, (p. 227) 

The idea here is that children do not come out of a void to 

school. All households provide children with access to 

knowledge and culture. It is then up to the schools and 

teachers to acknowledge this and build on it (Gonzales et 

al., 1993). 

In their study of the first generation Hispano [their 

term] children raised by immigrant parents, Delgado-Gaitan 

& Trueba (1991) fo\ind that the children made dramatic use 

of storytelling at home and with friends. This use of 

story demonstrates both verbal and cultural knowledge as 

well as leadership ability. 

Society must recognize that all children come to 

school with "fxinds of knowledge" as it is the lack of 

recognition and acceptance that children are rich in 

information and ways of knowing that makes dropping out of 

school a sensible adjustment (Fine, 1991; MacLeod, 1987; 

Trueba, 1990). While it is never the best solution, 
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. . it may be the pragmatic one that works for the 

individual under conditions of stress, confrontation, 

conflict, and failure on the part of the school to adjust 

to realistic circumstances" (Trueba, 1990, p. 5) . And, the 

losers when students drop out are not just those who drop 

out. Equally as problematic for the development and 

maintenance of a democracy is the plight of the students 

who remain because they are deprived of the knowledge, 

questions, and stories the "drop outs" take with them. 

Society loses because an opportunity to search for and 

practice democracy is lost. 

Culture cannot siii5)ly be added as an afterschool club; 

it must provide a context for learning and be firmly 

embedded in the curriculum of a learning-centered classroom 

community. 

. . . Education that is multicultural means that the 
entire educational program is redesigned to reflect 
the concerns of diverse cultural groups. Rather than 
being one of several kinds of education, it is a 
different orientation and expectation of the whole 
educational process. (Sleeter & Grant, 1994, p. 209) 

Through the curricular frames of inquiry and story, we 

can both encourage children to connect school and out of 

school experiences in meaningful ways, and we can provide 
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environments in which the sharing of these experiences 

enriches everyone in the classroom community. By posing 

their own questions euid negotiating between what they know 

and what they want to find out, by collaborating with other 

students who come from diverse cultural backgrounds, and by 

sharing expertise, questions, and stories, pluralism 

becomes possible. Students take ownership of their 

understanding of themselves and their world in more depth 

because they continue to deepen their understandings of 

others and their worlds. 

As teachers, we have daily opportunities to affirm 
that our students' lives and language are unique and 
important. We do that in the selections of the 
literature we read, in the history we choose to teach, 
and we do it by giving legitimacy to our students' 
lives as a content worthy of study. (Christensen, 
1990, p. 131) 

As Sleeter & Grant (1994) suggest, the purpose is not 

to use education to come up with one right way to solve the 

inequities of society, rather it is to offer the 

conditions, circumstances, environments, etc. in which 

students can understand the concepts of oppression and 

domination and within their spheres find actions that will 

abate the impact of such concepts on their world. These 
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understandings continue to move outward to encompass the 

community, making the process truly reconstructionist. 

"Would empowered students become critical, or merely-

successful" (Ruiz, 1991, p. 222)? To even begin to answer 

this question, culture must be seen in its relationship to 

the other parts of the Tree of Learning, transaction, 

democracy, inquiry, and story. If the Tree of Learning 

functions the way I am proposing, I believe that students 

cannot help but become critical. Success will no longer be 

a matter of some outside reward held up like a carrot to be 

chased after in canine sxibservience to the teacher. 

Rather, success will become intertwined with critique and 

transformation. In a classroom organized around inquiry 

and story, students' voices ring out loud and clear in all 

their diversity. 

"^Teachers do not empower or disempower anyone, nor do 

schools. They merely create the conditions under which 

people empower themselves, or not" (Ruiz, 1991, p. 223). 

Since an individual's culture is derived from a 

combination of aspects associated with the groups she sees 

herself belonging to, it is extremely in^ortant that 
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teachers respect both the group affiliations and the 

individual•s combination of those affiliations. It is 

through individuals that culture is created and maintained. 

Therefore, it is through the transactions between and among 

people that xinderstanding of differences and recognition of 

similarities can cut across prejudice and bias and create 

an atmosphere wherein democracy can flourish. Each person 

has something significant to add to the story of a 

classroom's culture sometimes in chorus with other students 

who are affiliated with a similar group and sometimes 

alone. 

Inquiry/Branches 

The branches reaching towards the sky represent 

inquiry. Just as the branches stretch toward the sunlight 

as the source of life, inquiry is a reaching out into the 

world to discover the whys and wherefores of life and the 

world that sustains it. 

Inquiry as a curricular frame supports education for 

possibility, the kind of transformative education called 

for by many current educators and researchers. A 

curriculum that is organized around inquiry allows students 
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to be full participants in their education. They are 

subjects rather than objects. "Dialogical education" 

(Freire, 1992) which calls for cooperation, unity for 

liberation, and cultural synthesis comes to the forefront. 

"Antidialogical education" (Freire, 1992) which is about 

conquest, divide and rule, manipulation, cultural invasion 

is abandoned. For, 

. . . it is men themselves who are filed away [in the 
antidialogical, banking, transmission method] through 
the lack of creativity, transformation and knowledge 
in this (at best) misguided system. For apart from 
inquiry [eti^hasis mine] , apart from praxis, men 
cannot be truly human. (Freire, 1992, p. 58) 

Inquiry includes the best of the knowledge base 

available in traditional education but makes use of it in a 

humanistic, transformative, democratic, and productive way. 

Instructionally, curriculum as inquiry means that 
instead of using the theme as an excuse to teach 
science, social studies, mathematics, reading, and 
writing, these knowledge systems and sign systems 
become tools for exploring, finding, and researching 
student questions. (Short et al., 1996, p. 6) 

As Harste (1993) suggests, inquiry doesn't eliminate 

content areas or disciplines. Rather, it crosses them and 

integrates them. The disciplines "... become servants to 

curriculum" (p. 3). Inquiry helps students to see the 
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disciplines as dynamic ways of thinking about the world. 

Inquiry is transactional in nature. 

Knowledge only gives the illusion of residing in 
hooks, people, and disciplines. In reality, knowledge 
is a relationship that resides between and among 
people in particular times and contexts. That is why 
creating a classroom of inquirers is so important. 
They not only feed off one another, hut create and 
recreate each other. (Harste, 1993, p. 4) 

Transformation does not come about through propaganda. 

That is, teachers lecturing on the evils of racism do not 

inhibit or eradicate racism. Nor does it happen by 

teachers telling students what to do and making their 

decisions for them in hopes that later they will magically 

be able to tell themselves what to do and make their own 

decisions. 

To achieve this praxis . . . it is necessary to trust 
in the oppressed and in their ability to reason. 
(Freire, 1992, p. 53) 

Even if the people's thinking is superstitious or 
naive, it is only as they rethink their assumptions in 
action that they can change. Producing and acting 
upon their own ideas--no consuming those of others--
must constitute that process. (Freire, 1992, p. 100) 

A revolutionary leadership must accordingly practice 
CO - intentional education. Teachers and students 
(leadership and people), co-intent on reality, are 
both Subjects, not only in the talk of unveiling that 
reality, and thereby coming to know it critically, but 
in the task of re-creating that knowledge. As they 
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attain this knowledge of reality through common 
reflection and action, they discover themselves as its 
permanent recreators. In this way, the presence of 
the oppressed in the struggle for their liberation 
will be what it should be: not pseudo-participation, 
but committed involvement. (Preire, 1992, p. 56) 

Freire's language is obviously political and 

revolutionary and to use it in examining the curriculum in 

a public school classroom in the United States may seem to 

some a bit heavy handed. However, I think students in many 

classrooms are "the oppressed" and that the growth and 

perpetuation of democracy depends on their consciously 

transacting with their culture and their beliefs in order 

to create a world that is just and equitable. 

Inquiry allows for teachers and students to start in 

places of comfort cind move out from there. Inquiry uses 

literacy in authentic ways for authentic purposes. It 

promotes the idea of "personal knowing" (Harste, 1993) and 

includes multiple ways of knowing and expressing through 

the uses of a variety of sign systems to ask and answer 

questions cind engage in dialogue. Questioning is a form of 

creative imagination, challenging what is current and 

asking what are the possibilities. "Inquiry does not 

narrow our perspective, but gives us more understandings, 
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questions, and possibilities than when we started" (Short 

et al., 1996, p. 4). 

Story has an enormous role in an inquiry curriculum as 

it is through story that students can best reflect on what 

it is they're learning. Story allows students to connect 

the what's with the why's and wherefore's. It allows 

students to feel and to relate the emotion of a given 

transaction. Story includes who is involved as well as 

what has happened in a given inquiry. Through story 

students can relate to the process as well as the product 

of their learning. What appears as peripheral and even 

disruptive in a transmission classroom becomes integral in 

an inquiry curriculum. For exanple, students' 

disagreements stemming from differing points of view and 

cultural frames are a significant part of what occurs. 

These disagreements lead to changes which often bring about 

positive transformations in those involved as well as in 

the environment. 

While preparing for their performance of a play 
version of William Sleator's (1974) novel, House of 
Stairs, two students got into a heated discussion 
about how the character of Abigail should be played. 
In the script, Abigail is described as pretty eind 
passive. However, to one of the students, Abigail 
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demonstrated a complete absence of self which made her 
iinsympathetic. Yet, for the other student, Abigail 
appeared to be a peacemaker, the character who wanted 
everyone to get along which made her sympathetic. As 
their discussion continued, they began to realize that 
in order for Abigail to be a full, rounded character, 
she must be played in such a way that both aspects are 
apparent. They recognized that perhaps her need to 
keep peace at amy cost stemmed from her lack of self. 
This then led into a more general discussion of what 
it means to stand up and fight for oneself and what 
one believes and what it might mean to be more 
conciliatory and negotiate and when these strategies 
are appropriate or not. (Personal reflection) 

Inquiry is social and on-going. As such, students 

leam as much about themselves suid their classmates and 

their teachers as they do the academic topics of the 

inquiries. And because inquiry is collaborative even when 

a student in on a tangent by herself, other students can 

still support her in a democratic context because a 

mechanism is in place for give and taJce, negotiation, and 

sharing. 

"Revolutionary leaders caimot think without the people 

nor the people, but only with the people" (Freire, 

1992, p. 126) . Inquiry demands a context in which students 

listen to each other and alternate between the roles of 

leader and follower with the leaders taking their cues from 

the followers and the followers taking responsibility for 
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giving those cues. Everyone in an inquiry is actively 

engaged in praxis. 

The way is, first, for the teacher to be intelligently 
aware of the capacities, needs, and past experiences 
of those under instruction, and secondly, to allow the 
suggestion made to develop into a plan and project by 
means of the further suggestions contributed and 
organized into a whole by members of the group. The 
plan . . . is a co-operative enterprise, not a 
dictation. The teacher's suggestion is not a mold for 
a cast-iron result but is a starting point. . . . The 
essential point is that purpose grows and takes shape 
through the process of social intelligence. (Dewey, 
1938, pp. 71-72) 

In acquiring abstract ideas and concepts, the learner 

must invest meaning into these ideas if they are to be 

understood at all. Inquiry makes use of "the zone of 

proximal development" (Vygotsky, 1986) by taking advantage 

of peers as well as the teacher and other adults in the 

classroom and school as more experienced learners where 

applicable. Students get to know each other well enough 

through the inquiry process that they know who can enhance 

their experience with what ideas or topics. 

. . .  A n  e s s e n t i a l  f e a t u r e  o f  l e a r n i n g  i s  t h a t  i t  
creates the zone of proximal development; that is, 
learning awakens a variety of internal developmental 
processes that are able to operate only when the child 
is interacting [transacting] with people in his 
environment and in cooperation with his peers. Once 
these processes are internalized, they become part of 
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the child's independent developmental achievement. 
(Vygotslcy, 1978, pp. 90-91) 

Vygotsky makes a distinction between the acquisition 

of knowledge which he refers to as learning and the 

internalized understanding of concepts that operate across 

knowledge which he calls development. I do not associate 

the acquisition of knowledge with learning as separated 

from development. In inquiry the two processes become one. 

In traditional classrooms, the two may be much more 

separate than even Vygotsky envisioned. The danger of 

separating learning and development is the chance for a 

hierarchy to be developed and power differentials 

established between teachers and students and students with 

students. I believe that the zone of proximal development 

is a useful and significant concept as long as we see the 

processes of learning in and out of school as basically the 

same and transactional in nature. 

Inquiry calls for teachers to be "kidwatchers" 

(Goodman, 1982) and as such to facilitate the learning of 

the children in their classrooms through well placed and 

timed suggestion (Dewey, 1938). Using these suggestions as 
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Starting points, the students can move in the direction of 

interest and concern to them. 

The resistance to inquiry as a curricular frame is 

wrapped up in the same resistance that exists to the 

establishment of true democracy and multicultural education 

that is transformative. Those adults who hold power do not 

want to give it up. I believe this to be the result of 

unwarranted fear. Further, I believe those in the dominant 

culture have a great deal to gain from this kind of 

transformation. It has been my experience with many 

students from wealthy, influential Europecin-American 

families that their "Aha's" are loud and satisfied while 

working on an inquiry with other students whose input is 

challenging and meaningful. They do not stop to notice 

that these other students may come from poor or middle 

class African American or Hispanic families with far less 

influence. 

The adult dominant culture's unwillingness to loosen 

their hold on power and influence is evidenced by the fact 

that the notion of an inquiry curriculum has been around 

for a long time and recommended by such prominent educators 
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as John Dewey and Hilda Taba. Because of this resistance, 

inquiry becomes even more significant if schools are to 

become dynamic institutions that promote change which is 

social reconstructionist (Sleeter & Grant, 1994) rather 

than static institutions that protect the status quo 

through such mechanisms as cultural literacy. 

For, in an inquiry curriculum "... topics involve a 

negotiation between the school curriculum, teacher 

interests and experiences, and student interests and 

experiences" (Short et al., 1996, p. 8). By extension it 

also includes a negotiation with the adult society beyond 

the school. 

Story/Leaves 

The many leaves budding and iinfolding on the tree and 

then falling to the ground represent story. Like the 

leaves which grow from the branches of the tree, stories 

grow out of our experiences as learners. And like the 

leaves which have fallen to the groxind to nourish the 

roots, story provides nourishment for our on-going 

transactions which begin the process anew. 
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It makes sense, then, that story is the basic tool 

which human beings use to leam about and make sense of the 

world, connect and commxinicate with each other, recognize 

and negotiate power relationships, and reflect on 

themselves and others as insiders and/or outsiders of the 

various cultural communities with which they transact 

(Brviner, 1986; Brunner, 1994; Coles, 1989; Dyson & Genishi, 

1994; Heath, 1983; Meyer, 1996; Rosen, 1984, 1986, 1992; 

Smith, 1990; Trousdale, Woestehoff & Schwartz, 1994; 

Wanner, 1994; Wells, 1986). 

It is through story that children leam. Story offers 

an opportunity for transaction through which children can 

mediate the details of their own lives and engage in an 

exploration of the world outside their immediate 

experience. 

Theorists and researchers have long recognized the 

importance of narrative to early learning (Vygotsky, 1978), 

and in most elementary classrooms, children are encouraged 

to engage in storytelling if only during "show and tell." 

By upper elementary, middle school, cind high school, 

however, students are in many ways cut off from their 
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stories (Hymes & Cazden, 1980). Teachers continue to tell 

stories (both personal and academic) to help students get 

to know them and their sxabject matter. It is this 

"storytelling" which Preire (1992) refers to as "narration 

sickness." Teachers also have students analyze the stories 

of others. But, seldom do they provide time or space for 

students to share stories of themselves, their experiences, 

their understandings of the world (Scholes, 1985). 

Story is often delineated from other kinds of 

discourse by its form. A story has a plot, characters, 

setting, mood or tone, and theme. There are many 

variations on these five basic elements. 

. . • all narration proposes an ever-alert scrutiny of 
a never-ceasing, unstoppable infinity of events 
without beginning or end and the rigorous selection 
from them of a meaningful and significant sequence 
impregnated with social values. (Rosen, 1986, p. 230) 

Often when people are conversing and the person 

sharing a story leaves out one of the elements, for 

instance setting, the listener quickly interjects a 

question eliciting this information. Both as "speakers" 

and as "listeners," we know how to share stories and how to 

transact through story. Sharing a story is often a great 
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way to leam what one is thinking about and how one feels 

about it (Rosen, 1984), 

One of the girls I worked with a few years ago shared 

a story about an experience on the school bus in which she 

offers quite a lot of thinking and feeling out loud: 

One day in the bus, my friend and me sat in front of 
them and Jasmina and her friend started to look in her 
hair and they said she had lice and then they got off 
the bus and they told me, "Come with us, Anna has lice 
so don't hang around her." I'm going to hang aroiind 
with the people I want to. Just because she has lice, 
I'm not going to stop being her friend. And then they 
said, "OK, " and they just left cind they started to 
hate me and everything and wanted to fight me. Now 
Anna' s their friend and they talk about me and she 
doesn't even do nothing. 

As James Britton (1993) suggests, story has an . . 

evaluative function [which] provides what amounts to a 

verdict on whether or not life is worth living- for us" (p. 

22). When we listen to our own stories as told to others, 

we transact with them over and over again changing both 

ourselves and our stories. 

As a means to discuss orally or in writing our 

inquiries from inception to conclusion, story offers a way 

to hold all the pieces together, a way to determine what 

our next move might be or what the next inquiry 
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might be. Thus, out of story grows both insights and more 

questions. "Narrative . . . tends not simply to change and 

remain changed or fixed but to grow, to shuttle back and 

forth recursively, the way we tend to live our lives" 

(Bmnner, 1994, p. 17) . 

Again, it is through story that the tension between 

what is known and what is yet to be known plays a key role. 

"Thought flows in terms of stories" (Smith, 1990, p. 62). 

Thus, to make sense of transactions both in school as well 

as out of school, students need to use story. Through 

inquiry, the gap separating these two worlds could be 

narrowed by consciously using story in the classroom 

context to share our processes of learning and knowing as 

well as what is learned and known. 

Stories come in many guises and serve a variety of 
purposes; some narratives barely deserve to be called 
stories at all, since values and evaluating have no 
shaping effect upon the form of their telling. 
Time-sequenced factual description of a process would 
be in this category--say an outline account of how a 
petrol engine works. We might make a rough 
distinction between true stories and fictional ones, 
but we should recognize that what these categories 
represent would be stages on a continuum rather than 
self-contained distinct groups--the most factual 
account must rely to some extent upon guesswork and 
supposition. (Britton, 1993, p. 22) 
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An emphasis on story more readily fits with a school 

curriculum where students find meaning now, not in some 

projected future. Story and the response to story is 

immediate. While students do think into the future, there 

must be meaning now. Purpose and value cannot be postponed 

if there is to be meaningful transaction. It is the 

emotional response to narrative that makes the experience 

current and applicable. 

. . . The presentation of a case description in 
theoretical terms tends very often to suggest a 
'closing down'--a claim, perhaps for the last word. A 
narrative presentation, on the other hand, is more 
likely to suggest an 'opening up--an invitation to 
others to consider motives and effects, and indeed 
participate by making their own comments. (Coles as 
quoted in Britton, 1993, p. 24) 

There is also a strong link between story and culture 

which promotes the praxis of democracy. Sharing stories 

breaks down the barriers, "becoming the glue that holds 

together a diverse set of community members" (Trousdale, 

Woestehoff & Schwartz, 1994, p. ix). Through sharing 

stories, students in classroom commxinities begin to develop 

a common language which strengthens their understandings of 

one another. This increases the possibilities for 

collaboration and negotiation which enhances the work of 
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the community. Thus, it is possible for classrooms to 

become truly transformative places. 

By the middle grades, the tendency has been to 

dichotomize the ways in which students use language into 

expository and narrative forms and to give expository forms 

a far greater eiiphasis (Hymes & Cazden, 1980) . "The 

further up the school system we go the less likely it is 

that spontaneous, pupil-made narrative will be able to 

insert itself comfortably and naturally into the flow of 

talk" (Rosen, 1984, p. 18). 

The result has been to exacerbate the dichotomy that 

already exists between students "lived" lives and their 

"school" lives. As Dewey (1938) suggests, memorizing facts 

about history, science, or math in order to pass a test 

does not qualify as an experience that will impact a 

student's ability to deal with the wider experiences that 

life may hold in the future. When I was sharing my views 

on story with my 17-year-old daughter, she quite 

spontaneously said, "The only reason to use exposition in a 

classroom is if you're going to give a test." While this 

may be a bit of an overstatement, it does suggest that she 
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is aware of the dichotomy imposed on these two forms in 

school. 

I want to note here, however, that these two forms of 

discourse are not necessarily in opposition. Rather, much 

like aesthetic and efferent stances (Rosenblatt, 1983) 

which are not in any way exclusionary, so too, narrative 

and expository "stances" can be thought of as existing on 

an open-ended continuum. 

Smith (1990) includes exposition and narrative in his 

concept of story but defines exposition as fact and 

narrative as fiction, definitions which I think are much to 

simplistic. In my thinking, exposition as used in school 

is an effort to string facts together for the purposes of 

memorization and neutral description. Narrative is more 

conceptual in nature. In the traditional school setting, 

exposition lends itself more readily to maintaining the 

status quo of power relationships. It emphasizes knowledge 

for the sake of knowledge and that knowledge is power and 

an indicator of how smart a person is. 

Where the focus is on expository discourse, "learning" 

becomes an outcome not a process. Where the focus is on 
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narrative discourse, learning becomes a consequence of 

experience (Smith, 1995). Conscious transaction produces 

story with some exposition woven in. These stories are 

open and on-going. Transmission teaching, however, 

attempts to produce exposition with examples and anecdotes 

woven in. These discourses tend to be closed and fixed. 

In her discussion of the storytelling engaged in by 

the people of Trackton and Roadville, Heath (1993) says, 

"Children in the two coimunities hear different kinds of 

stories, they develop competence in telling stories in 

highly contrasting ways" (p. 184) . How children leam to 

tell stories is particularly relevant here because school 

could be the bridge between an individual child's personal 

life and stories and their life and stories as they fit 

into the wider world. 

^^There is no one way of telling stories; we leam the 

story grammars of our society, our culture. The composer 

of a story is not a completely free agent" (Rosen, 1984, p. 

14). Experiences in school could incorporate the many ways 

in which stories are related, cind thus, broaden children's 

views not in an effort to eliminate their original 
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Storytelling, but to add to it and to help them understand 

the storytelling of others. 

Story is one of the keys to unlocking the complicated 

nature of culture auid to enabling students to participate 

in a truly pluralistic, multicultural education which 

values their stories and uses them for transformation. 

"Stories provide links and are ways of anchoring the world, 

of attaching meaning to words, and of knowing/articulating 

what we know" (Brunner, 1994, p. 14) 

I think we need to strengthen students' concepts of 

story and rescue from the black hole of expository prose 

(as taught and valued in traditional school settings) 

students' innate propensity for sharing stories. We need 

to do this in ways that are meaningful to our students, 

i.e., through a curriculum which uses inquiry as a means of 

organizing the activity and work of the students in the 

classroom. When students put their stories next to each 

other they can "... become friends of one another's 

minds" (Morrison, 1987 as quoted by Greene, 1991, p. xi) . 

Story as both the source of growth and the product of 

growth provides a dynamic mechanism for an individual 
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and/or a group to make meaning out of their experiences. 

Story allows us to order and evaluate life in all its 

transactions as it flows through time and space. 

Summary 

The model of The Learning Tree provided the framework 

Brenda and I needed to create and maintain a literate, 

learning centered sixth grade classroom community in Room 

Two. Transaction/root system provides the experiences 

necessary for meaning making. Democracy/trunk provides the 

support for the organization of the governance of the 

community. Culture/atmosphere provides the medium of life 

and learning. Inquiry/Branches stimulate the motivation 

for life and learning. Story/leaves provides the resource 

for the transactions and becomes their product as well. 

Stories like leaves are created by the transactions/roots 

as they are filtered through democracy/trunk, washed by the 

culture/atmosphere, and in turn feed the inquiry/branches 

and yield new stories/leaves which provide nutrients for 

further transactions/roots. 
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In our discussions of the classroom and the 

curriculum, Brenda and I used the interconnectedness of the 

elements of the living tree as a metaphor for the 

interconnectedness of the community elements necessary for 

living, learning and growth. We foiand the learning tree to 

be a useful as well as confirming metaphor. 
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CHAPTER 5 

THE CLASSROOM 

Introduction 

Homeroom, August 30, 1995 

Isaac is playing with a paper "fortxme teller" that he 
made the day before. He is busy going from group to 
group asking them to ask him questions about their 
futures which he then tells with the help of his 
"fortune teller." 

Brenda catches his eye and asks him, "Do you know what 
that is?" 

He answers "What?" in a tone that suggests he has 
steeled himself for a reprimand. 

She replies, "That's literacy." 

Isaac smiles back and says, "That's good, huh?" 
Brenda nods and moves on. 

As this story illustrates, life in Room 2 did not 

begin with a listing and explcuiation of the classroom rules 

nor were textbooks assigned. Rather, Brenda and I worked 

consciously and conscientiously to create a literate, 

learning centered classroom community by taking the 

"iit^licit curriculum" (Goodlad, 1984) and making it 

explicit. From the begiiuiing, Brenda and I set out 

deliberately to create spaces that would encourage the 
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learners in this classroom to grow. By supporting their 

exploratory engagements and experiences, we sought to 

facilitate the expansion of their knowledge and the 

deepening of their understandings. 

Room 2 is both an anomaly and a contradiction in this 

building. It is part of the school and subject to the 

rules of the school. But the students are aware that they 

are in a special place. It is a classroom marked by 

freedom of expression in both words cind deeds within the 

limits of a caring, democratic community. As several of 

the six I storied with said: 

ISSAC: Mrs. Dinius is my favorite teacher. She's not 
as mean as the other ones. She puts you to do your 
work; she's strict, but not strict by yelling at you. 

ALISON: I've gotten to know way more people. Nina 
and I didn't even talk before and we've got this 
freedom thing and we are really best friends now. 

MIKE: If she puts something like study why they made 
the grades A, B, C, D that would be boring. But, we 
can pick something fun. 

This doesn't mean there weren't fights. There were. 

It doesn't mean that Brenda and I didn't "discipline" the 

students' because we did. But, the kids were free to 

express their side, offer their stories. The authority was 
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Shared; we authored the story of life in this classroom 

during this school year together. For exait^le, 

periodically throughout the school year, the students wrote 

self-evaluations. On Oct. 5, they did a brief self-

evaluation on their weekly exit cards after completing the 

browsing for a new inquiry project dealing with 

biographies. (See Chapter 6, "The Curriculum," for a more 

thorough explanation of this.) The six students I worked 

with wrote: 

ANGELIQUE: I was doing my work. I got a lot done 
today. I think I need to work a little bit harder on 
Language Arts. I should always listen to the teacher. 

DROOPY: It took me three years to read and I was not 
good. I do not like my grades and I do not like my 
self for that. Love. 

ALISON: I was satisfied because I did the minimum of 
five, and I did a good job. 

ISAAC: I got my books right away and I think that I 
am doing good because I got all five done and I feel 
great about myself. 

CATHY: I was satisfied because I did my work as much 
as I could and I didn' t let David get to me or 
distract me. 

MIKE: When I got up to get a book that looked 
interesting, I got Indian Chiefs. [Freedman, 1987]. J 
was satisfied by the work I got done today. It took 
me about three minutes to get the first book. 
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In this classroom, we, the children, Brenda, and me, 

got to know each other well. We worked toward genuinely-

caring about each other (Noddings, 1992) . We may not all 

have liked each other or always treated each other with the 

respect that we should have, but we became increasingly 

conscious of our actions and what our actions said. 

At one point. Droopy and Roberto were posturing much 
like Droopy's Bantam Roosters. They were chest to 
chest and Roberto kept leaning into Droopy. It was as 
if both of them were waiting for Brenda or me to 
intervene. We did. Both boys were willing after a 
few moments of cooling off time to mutter words of 
reconciliation to each other. 

Another time when there was concern about a hurricane 
hitting Puerto Rico, I had told several students that 
I knew someone who had family there. The next day, 
Raul made a point to come up to me and share, "Ms. 
Freedman, you don't have to worry about your friend's 
family in Puerto Rico because the hurricane's gone 
north." 

The first action of a teacher as a "transforming 

intellectual" (Giroux, 1983) is to bring the "iirplicit 

curriculum" into the light, to look at the spaces within it 

and turn them inside out. By doing this, it is possible to 

create within a reproductionist/gatekeeping agenda inherent 

in the prescribed explicit curriculum a transformational, 

social reconstructionist agenda (Sleeter & Grant, 1994). I 
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have delineated five spaces which make up the "in^licit 

curriculum." These five spaces are the physical, 

emotional, intellectual, political, cuid cultural spaces in 

the classroom. It is the opening up of these spaces to a 

both/and orientation (Brunner, 1994) that makes Room 2 a 

xinique and heartening place to be even in a school where 

the majority of the adults takes the essentially 

transmission, reproductionist perspective as described in 

Chapter 2, "The History." 

These five spaces provide the structure for the 

day-to-day operation of classroom life. How these spaces 

are filled (with what actions and attitudes) has a 

tremendous impact on the work of the people in the 

classroom, but are rarely given much consideration or 

discussion by administrators, parents, or community members 

because they are not quantitatively measurable. Teachers 

don't talk about them much either primarily because they 

are not encouraged to. These spaces are not part of the 

prescribed explicit curriculum. They are not part of the 

teacher's guide and text materials. They are only a minor 

part of their performance evaluation. 



194 

Yet, it is these five spaces which determine the 

relationships in the room cind which, in turn, determine 

whether or not the work gets done, by whom, with what 

quality and level of engagement. In Room 2, Brenda has 

yanked the prescribed curriculum out of the textbooks and 

teacher's guides, shciken it out, and given ownership of it 

to all of the participants in the life of this room. It is 

now up to all of us, the students, Brenda, and me, to 

negotiate it and rewrite it. For if this curriculum is not 

planned, organized and written in pencil on paper that can 

handle many erasures, the business of schooling once again 

becomes the transmission of "stuff" that very few care 

about and even fewer actually remember. (A full 

description of the Curriculum is given in Chapter 6, "The 

Curriculum.") 

The way these spaces were opened up was for us to ask 

questions and story about them in an on-going, open 

dialogue. Brenda and I spent countless hours discussing 

these spaces and wondering about how to keep them free from 

the pervasive pollutants of "covering the curriculum, " 

"maintaining order," and "treating everyone the same." 
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While I discuss each space separately, it is in^jortant to 

keep in mind that in actuality they work like the spaces in 

a water-filled star-shaped balloon. Each rounded point of 

the balloon is recognizable, but, with movement, the water 

from each point intermingles flowing freely from one point 

into another. 

It is also important to remember that the students 

have had six years of rather traditional schooling prior to 

being in Room 2. Because of this, they bring a lot of 

baggage with them about right and wrong, and the teacher's 

role as authoritarian. As I describe each space, I will 

give examples of how some of this prior experience plays 

out in Room 2. 

Physical Space 

About the physical space, Brenda and I asked such 

questions as: What does the classroom look like? What 

furniture is in it? How is it arranged? Is there evidence 

of student work? Are materials easily accessible to 

students? 
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Room 2 is the last room on the northside of the 

hallway of the sixth grade wing. (See Figure 5.1.) Brenda 

has occupied this room since the sixth grades were moved 

from the four elementary feeder schools to Southwestern two 

years ago. As can be seen from the diagram (Figure 5.2), 

the north wall of the room is a bank of windows with three 

foot tall bookcases underneath. The scene out these 

windows is an unobstructed view of the mountains. It is 

rather spectacular. 

The room itself is a standard rectangle with smudged 

and dirt streaked linoleum floors and three institutional 

green walls hidden only by chipped, brown bulletin boards, 

stained white boards, and green chalk boards. The room is 

furnished with 24 flat topped student desks which, when put 

together in even numbered groups, make a table top. These 

are new and came only after much persistence on Brenda's 

part. There are also three tables with six chairs each. 

The furniture arrangement in the room is conducive to 

collaboration. And, even though the floor is ugly 

linoleum, students nevertheless feel comfortable sitting on 
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it when it suits their purposes, such as triciking large 

posters or scenery for a play. 

Included in this physical space must be the hallway 

which is often used by groups who need room to move about 

or who have large creations to make for a presentation. 

The physical space even extends out the doiible doors on the 

south side of the hallway to the front lawn of the school 

and around the back to the field and the basketball courts. 

Nothing in this physical space is static; nothing is 

sacred except student work which is to be valued and used, 

looked at and commented on, learned from. Materials were 

easily accessible and because of their previous schooling 

the students abused them as children do who have been 

severely deprived. For the first half of the year, they 

became supply gluttons. This is one of those 

contradictions at work. How do the students leam to 

value, use appropriately and care for supplies if they 

don't have free access to them? On the other hand, how do 

we keep enough supplies available for everyone when they 

are so badly abused? These are additional questions which 

we asked about the physical spaces. Questions which can 
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only be answered with stories about use. Once we put the 

supplies under lock and key, we'll never know because we've 

closed off the stories. 

The room is cluttered most of the time and looks very 

much like a work in progress. The physical space invites 

activity and movement. It encourages observation, 

ownership, change. It is dynamic. For exan^le, Mike who 

hard a time sitting still for long periods, stood at the 

back of the room aind used the book case for a table top on 

which to work. 

Because of the openness of the physical space, we had 

to negotiate seating early on. By the end of September, 

the students were arguing over who could sit where. Alison 

said at one point, "Why are they arguing over seats. There 

are so many more important things to argue about." So, 

Brenda and I looked for an appropriate moment, stopped what 

we were doing and opened up a class discussion on possible 

solutions to this seating quandary. The students decided 

that maybe a seating chart would help for awhile. This was 

an instance of how their first five years of fairly 

controlled and rule bound schooling made itself apparent. 
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Brenda and I accommodated them but for only a limited time 

after which we went back to seating according to choice 

and/or collaborative groups. 

Emotional Space 

About the emotional space, Brenda and I asked: Do the 

people working in the room feel safe or threatened? Do 

they value the room as their own or is it simply a place 

they are required to come each day? Are people valued here 

or simply numbers or disembodied brains? 

We worked hard to create an atmosphere that felt safe, 

open, and inviting. After the first week, I made a list of 

the feeling words the students used on their exit cards so 

we would know how they were feeling. The words which 

appeared most frequently were: fear, sleepy, enjoy, like, 

happy, scared, nervous. Both Brenda and I made a conscious 

effort to regularly engage in personal storying with the 

students. An exairple of this occurred between Brenda and 

Cathy: 

BRENDA: Who did your hair? 
CATHY: I did it, last night after I washed it. 
BRENDA: I don't think I've ever seen it like that 

before. I like it. 
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CATHY: I wore it like this last year. 

The students share equal ownership of the space with 

Brenda and me. We want them to think of Room 2 as theirs. 

There were 25 students who moved about the room freely to 

get supplies from the closet or the table (art supplies or 

just paper and pencil) , talked with someone, shared 

information or a picture with a fellow classmate, got a 

drink, and browsed through the many books and magazines and 

newspapers. 

There was an unusual willingness to trust and a 

valuing of human beings as exemplified by Juan's sharing 

with Droopy that his first grade teacher, "... never paid 

any attention to me, " or Randy willingly writing his exit 

card after I explained to him that spelling didn't matter 

on the exit cards because it was personal writing. Student 

work was displayed on the walls and window sill not just by 

Brenda after a project was conpleted, but by students who 

wanted to share their work in progress or a piece of a 

Homework Contract they were particularly proud of. (The 

Homework Contracts are explained in detail in Chapter 6, 

"The Curriculum.") 
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Whenever I came into the room during the school year, 

I was treated as an insider. I was greeted openly and 

caringly. Students came up to me, touched my arm or 

shoulder, shared a story or two with me, and then went 

about their business. Even after being gone for three 

weeks at a stretch during the last quarter, I was welcomed 

as a close relative who had been "out of town." The 

students wanted to share with me. The students wanted to 

share their stories with me. And, Brenda and I wanted to 

listen and share our stories with them. 

Because students felt safe in Brenda's classroom, they 

shared with each other and got to know each other extremely 

well in the course of the year. While there were still 

groups of friends who seemed to gravitate to each other or 

sit together mostly, no one was ever excluded either 

intentionally or unintentionally. This doesn't mean that 

there wasn't criticism or disagreement. But often the 

students took responsibility for keeping the atmosphere 

conducive to learning. One such negotiation involved six 

students one pair of whom were being particularly 

distracting. 
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Allen and Bill who were extremely immature boys were 
complaining about Maria and Terry who were extremely 
mature girls because Maria and Terry were doing 
everything in their power to get the two boys to 
either stop being pests or go away. At one point, 
Allen and Bill decide to move to desks near Ryan and 
Kent who not liking this idea at all say to Maria and 
Terry, "Teach us how to annoy them so they won't sit 
here." 

Several of the students during a group session told 

the following story about when Droopy first came into Room 

DROOPY: I had a lot of friends when I came here. 
ISAAC: Then you moved to our class. 
DROOPY: I didn't want to because I was looking 
around and saying I don' t know anybody. 
ISAAC: He [Droopy] spent like a week not talking to 
anybody. 
LAUREN: So how did you change that? 
DROOPY: J changed that because one day we were going 
outside and I talked to James. I already knew Isaac 
for a long time and I knew Juan. I started talking to 
Juan and then he started being my friend and stuff. 
MIKE: Everybody told me the first day I came into 
Southwestern that Droopy would beat up everybody that 
got him mad. 
DROOPY: But now we're friends. 

At the top of the wall just xinder the ceiling was the 

peace chain, made up of acknowledgments of students' 

positive statements about each other's efforts to create a 

climate of cooperation and nurturing. For example, James 

wrote the following peace link on behalf of another 
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Student: "Roger cleaned up his mess on my chair." During 

third quarter the class held a celebration to acknowledge 

the peace chain and remind each other of its importance. 

Intellectual Space 

The intellectual space generated such questions as: 

Are the people conscious of their transactions with one 

another or are the students receiving transmissions from 

the teacher and the texts? What are the materials 

available? Are the children encouraged to talk with one 

another or are they required to be silent? Is there active 

inquiry going on here or rote skill and drill? 

Brenda's room was characterized by openness and 

negotiated activity. As one student expressed it, 

She let's us decide on what we want to do. She 
doesn't choose for us like all the other teachers do. 
She has class discussion until we come to something we 
all agree on. 

Both Brenda and the students made use of this openness 

to touch base individually about their work or their 

particular concerns and questions. Brenda did weekly 

progress reports which encouraged each student to take 

responsibility for their own learning. 



206 

Inquiry thrives when there is emotional safety and the 

burning desire to know contained within an intellectual 

space characterized by active questioning and the critical 

construction of knowledge. Between Brenda's rather large 

collection of trade books and the numerous titles that I 

brought in, the students had a well stocked classroom 

library. This library provided both the in^etus and the 

resources for many of the inquiries the students engaged in 

during the year. It also provided a variety of choices for 

the wide reading the students engaged in on a daily basis. 

The students' work was done mostly in collaborative 

groups. Sometimes each person had her/his own record of the 

work done such as a math sheet or notes, a map or common 

questions developed by the class as a whole. Sometimes the 

group kept one record of the coirpleted work. The skills 

and capabilities of individuals was recognized by their 

fellow students and students were readily looked to for 

their expertises within these groups. 

Carlos draws well and finishes what he starts. 
However, he doesn't much like to write and his 
spelling is atrocious. Isaac's writing and word 
processing abilities are excellent. Therefore, when 
Carlos and Isaac work together on a project, they 
always produce something worth sharing. That is, it 
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is something others can enjoy and leam something 
from. 

There was little cott5)etition. 

As early as the end of August, we got into quite a 
discussion as a class about problem solving. One of 
the students brought up the scene in "Apollo 13" where 
all of the engineers are sitting around a table on 
which one of them has thrown all of the supplies the 
astronauts have in the spacecraft to work with. They 
are supposed to take these materials and solve the 
problem of fitting a round part into a square hole 
which must be done in order for the Apollo 13 capsule 
to land safely back on earth. 

Brenda and I are avid kidwatchers (Goodman, 1978). We 

are always watching and listening for stories which tell us 

what the students are interested in and thinking about. 

After Brenda read aloud Martin Luther King. Jr. (Bray, 
1995), a biography of King's life, one of the students 
took the discussion into a comparison of King with 
Malcolm X. He described Malcolm X as beginning as a 
violent separatist and moving closer to King's 
thinking. He concluded his remarks with, "I read it 
in a book. " 

I read aloud "Harrison Bergeron" (Vonnegut, 1961), a 
science fiction story about a future in which everyone 
is totally equal [the same] through the use of 
government specified handicapping devices. In 
response to the handicaps used on intelligent people 
so they can't have two coherent thoughts in a row or 
remember from one moment to the next, Cathy offered a 
comment which helped us to better understand her and 
her own sadness, "The only good thing about that was 
that when they cried, they don't remember what they 
were crying about. And, if they are sad, they don't 
know why they are sad. " 
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Political Space 

Brenda and I asked of the political space: Is it 

democratic or authoritative? Is there negotiation or 

commands? Are the people encouraged to help solve problems 

or is the assistant principal the final authority? 

The students have a voice in all that goes on in the 

classroom. Brenda reserved the final say, although her 

decisions are rarely arbitrary and the students know their 

point of view has been taken seriously. She encouraged, 

cajoled, demanded and often waited for students' input 

before deciding on a direction for study or negotiation or 

mediation. The students freely asked questions and 

demanded reasons for decisions which come down from the 

administration. The hat rule which went into effect the 

second semester is a good example of their concern about 

other people controlling their lives unnecessarily. 

Upon the hat rule being annoxinced shortly after the 
second semester began, Devin decided that for his 
Homework Contact that week, he would write and gather 
signatures on a petition which argued against these 
new rules. He successfully got all the students in 
Room 2 who were at school that day to sign it, and he 
delivered it to Mr. Lewis. 
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Discipline was less punitive and more a matter of 

helping students recognize how their behavior impacted on 

others and the classroom as a whole. Although, we did, 

upon occasion, keep kids in at lunch, after school, and, in 

extreme cases, we did send them to the office with a 

referral. However, if we sent a student to the office, we 

always followed up to make sure that decisions there were 

not being made arbitrarily. Brenda encouraged the 

students to write notes of apology and to listen to each 

other. And for students whose negative behavior had little 

to do with the classroom and the work and activity going on 

there. Dr. Albert provided a space for unraveling what it 

was in their background or temperament that they needed to 

understand and leam how to keep in check. 

Donna was extremely vulnerable and covered this 
vulnerability with a veneer of sneers and I don't 
cares and a get them before they get you attitude. 
She kept me at a distance by calling me by another 
teacher's name, thus she could reel me in to help her 
and to care about her without appearing to care about 
me. Thus, if for some reason, I didn't come through, 
she could justify it by saying, "Oh, I didn't even 
really know her name. I don't care." 

It always amazes me how clever kids are at manipulating and 

maneuvering situations so that they can function. In this 
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democratic space, these mechanisms flourished and could be 

brought to the students' attention so that the ones which 

worked short term but which hold more negative consequences 

could be examined and reworked so that they could be of 

benefit to the student over the long term. 

In a democratic space such as Brenda's classroom, talk 

is open but not totally free. This isn't an "anything 

goes" kind of place. Students are expected to be 

respectful and responsible to each other. The daily 

workings of the classroom reinforce the democratic notion 

that one person's freedom ends where another person's nose 

begins. Negotiation is practiced in all of the classroom 

activities from celebration planning to recess basketball 

games to inquiry projects. It was here that we had to work 

on eradicating some of those old habits the kids had 

developed as a result of their first five years of 

schooling. For instance during one engagement, several 

girls needed permission to make connections: 

KATIE and APRIL: Can we use the word 'sultry' from 
Stellaluna for our vocabulary? 
LAUREN: Of course. 
CAITI: Can you add your own knowledge to the chart 
[comparing bats and birds after reading Stellalunal?" 
LAUREN: Of course, I hope you will. 
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Cultural Space 

In our thinking and specUcing of the cultural space, 

Brenda and I asked: Are they con^lete individuals with many-

cultural affiliations or only gender, race, class 

statistics? Is diversity valued or is the work geared 

toward assimilation at best and marginalizing at worst? 

Are languages and dialects valued as tools of commiinication 

or criticized for being other than English and Standard 

English at that? Is the work to leam about different ways 

of being and thinking about our world or is it like a 

funnel through which each student must go to become 

acceptably culturally literate? 

As Southwestern is a court ordered desegregated 

school, there was much cultural diversity in Room 2. I 

noticed that the multiculturalism practiced by Brenda and 

the students was much more in keeping with a 

reconstructionist, transformationist approach than a 

reproductionist, assimilationist approach. However this 

was in direct opposition to what takes place outside the 

walls of Room 2 as evidenced in Chapter 2, "The History," 
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There were 25 students in Brenda's class representing 

diverse populations as described in Chapter 3, "The 

Methodology." The fact that the class had such diversity-

would be heartening if it were not for the fact that the 

students arrived at Southwestern having experienced a kind 

of de facto segregation throughout their elementary school 

years. Of the 25 students, five Europecin American girls 

came from Franklin Elementary (middle to upper middle to 

upper class) ; one European American boy and three European 

American girls came from Watson Elementary (middle to upper 

middle class)/ one Mexican American girl, two European 

American boys and one European American girl came from 

Lincoln Elementary (lower middle to middle class); auid two 

Mexican American girls, three Mexican American boys, one 

African American girl, and one African American boy came 

from Colvin Elementary (lower to lower middle class). One 

Mexican American boy, one Mexican American girl, one 

Africcin American girl, smd two European American boys came 

from schools outside of the district. 

The cultures these students represented went beyond 

gender, race, first language, and class, however. Other 
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factors which are of iit^ortance and come through in their 

storying are family configurations and relationships, 

neighborhood relationships and activities, feeder schools, 

literacy, success in school, attitude towards school, peer 

relationships, teacher/student relationships, outside of 

school activities and affiliations. 

Because our broad concept for curriculum development 

was culture, this was an area on which much of the 

classroom activity was focused not only curricularly but in 

our day-to-day transactions as well. The students were 

aware of cultural issues. Isaac asked, "How do you say-

Indian? You know, Indian American?" I responded, "Native 

American?" He said, "Yeah, Native American." 

The students felt free to talk about issues of 

cultural difference and when we read biographies it became 

evident that the concept of civil rights work was important 

to the students. They realized that those who engaged in 

such work crossed race, gender, and socioeconomic lines. 

They found that no one group had a patent or a monopoly on 

freedom and being valued or devalued as a human being. 
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One of the reasons that we could talk about ourselves 

freely and with curiosity rather than bias, is that we told 

so many stories about our lives which not only pointed to 

our differences but to our similarities as well. One 

example of this occurred when Brenda told the students that 

she and her husband were adopting a new baby. The students 

wanted to know all about the baby and how her daughter felt 

about having a baby brother. Then they wanted to share 

their own "baby/sibling" stories. The three students I 

quote below represent different ethnic groups, genders, 

socioeconomic classes, attitudes towards school, and 

achievement levels in school. 

MEG: Pfhen I was a baby, I only woke up once a night 
at 2:15. My dad fed me so my mom could sleep. 
KATIE: Oldest kids get ignored. My brother and I are 
finding this out now that we have a little brother and 
sister. 
CATHY: I hate being the oldest. I'm the one who has 
to always help my Grandmother. 
DROOPY: I know. I hate it, too. I'm always taking 
care of my brothers. 

This round of storying ended with Cathy asking Brenda to 

set a time to bring the baby and Brittany (Brenda's 3 year 

old daughter) to school. 
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Another aspect of opening up the cultural space was 

encouraging the children to bring their "funds of 

knowledge" (Moll, 1992) into the classroom to use and to 

share. For example, Droopy shared his knowledge of 

roosters and carnivals; Mike shared his knowledge of 

hunting and gun safety; Alison shared her knowledge of 

being the oldest and sibling relationships; Isaac shared 

his knowledge of cars and trucks and ranching; Cathy shared 

her knowledge of animals; and Angelique shared her 

knowledge of her family's grief and the grief process. 

Summary 

The five spaces which make up the "implicit 

curriculum", as described in this chapter, became explicit 

in Room 2. I don't mean to suggest that this was an 

orderly process. Not at all. In fact, to an outsider, it 

may well have looked chaotic. But, Brenda cuid I knew what 

each student was working on, in what groups, with what 

materials, for what purpose and how they were feeling about 

themselves and their work and their peers and us, This 

make our curriculum planning and facilitation much more 
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fluid and relevant to the on-going, dynamic needs of our 

students. 
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CHAPTER 6 

THE CURRICULUM 

Introduction 

Brenda and I began the 1995-96 school year much the 

same way we had begiin the previous seven. We planned to 

plcin. We got together and brainstormed ideas and talked 

and talked and talked. The only difference this year, we 

thought, was that I was not officially a teacher; I was in 

the building officially as a researcher. However, our 

initial plan was for the two of us to co-teach the first 

semester. By doing this, we felt we would be better able 

to put into practice our theories about a literate, 

learning centered classroom community. Plus, it would give 

me the opportxinity to develop relationships with the 

students that would enhance the research work I planned to 

do second semester. Both semesters I would wear the two 

hats of teacher and researcher but the en^hasis would shift 

measurably from teacher first semester to researcher second 

semester. 



218 

Throughout the first three quarters, Brenda and I 

planned both informally cuid formally. By fourth quarter, I 

was no longer in the classroom regularly. During the first 

three quarters, the informal planning occurred anytime we 

were together at school such as before school during flex 

time (the 45 minutes of unscheduled time before the 

students came into the building to start the morning) or 

after 3rd period as Brenda walked to the cafeteria cind then 

to the lounge for lunch. During these times, we couldn't 

help but talk about our classroom community. Since I left 

each day at noon, there was rarely any planning done after 

school. Even on weekends, at social gatherings or on the 

way to the movies or at dinner, we talked school much to 

the tongue-in-cheek chagrin of our families. Of course, 

many of these conversations were interrupted because 

neither teenagers (mine) nor three year olds (Brenda's) 

gave us much intact time to complete a conversation. My 

children were more interested because both of them had been 

students at Southwestern and seventh grade students in both 

Brenda's Social Studies class and my Language Arts class. 
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Our formal planning occurred during scheduled 

meetings. The first semester, we met at 7:00 am every 

Friday at a local restaurant near school to talk about the 

week just conqpleted and the week to come as well as many 

other issues that came up during this tumultuous year. 
I 

As is generally our way, we spent the first part of 

each meeting talking about the way things are in the wider 

world and the way they should be (according to us) 

socially, politically and educationally. For example: 

BRENDA: That was interesting about one of the 
youngsters that was interviewed about the shooting in 
LA, a drive by. The bullet went through the window. 
And he said that the part that upset him the most 
about all of this is it's not anything new. It's not 
anything he can be shocked about. It's not anything 
that he can . . . and he said, I can' t even cry about 
it. It happens all the time, it's not anything 
different and that made him mad when he realized that. 
LAUREN: and now Clinton's all excited about school 
uniforms. Why don't adults stop and ask the hard 
questions. It's very discouraging that as a group we 
are not able to deal head on with anything complex or 
contradictory. The violence isn't going to go away 
because we make the kids wear uniforms. They'll find 
ways to individualize. 
BRENDA: If it's too hard, we don't want to deal with 
it. 
LAUREN: Well, we blame somebody else and then do some 
sort of Band-Aid. . . . How does a free democratic 
society have schools that are so authoritarian? What 
does that mean? 
BRENDA: Well, I think that it cries loudly to the 
fact that we don't want to be a democracy, that we 
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never wanted to be a democracy. We only wanted to do 
it in name so that the people with the power could 
pretend they were doing what "the people" wanted them 
to do when in reality they do whatever they want. And 
it works for the people because they don't have to 
make decisions, they can just blame those they elected 
if things don't go the way they want them to. They 
don't have to think or be responsible. Like the 
people around here. 

Following these kinds of discussions, we would delve 

into our ideas of ways to get our students involved and 

interested in choosing inquiries, and ways to peak 

curiosity and guide them into investigations of concepts 

and topics of interest to them. We wanted to engage them 

in critical inquiry and storying so that they would take 

ownership and responsibility for themselves and their 

commxinity. 

For example, we periodically revised the Homework 

Contract format. (I will explain the Homework Contracts in 

detail in the next section.) Briefly, they were a way for 

the students to connect school work with their lives 

outside of school in a meaningful way. And, they fulfilled 

the district' s mandate that all students will have 

homework. Several times during our meetings, we worked on 

the contract form to make it more user-friendly. These 
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changes came from our observations of the students as they 

used the contracts. (See Figure 6.1.) On September 7, we 

changed action and evidence to "I am going to" and "I will 

turn in." On September 22, we reordered the components of 

the contract to put inquiry first and literacy second. 

Our thinking was that the literacy experience could more 

readily become part of the student's inquiry. On October 

20, we expanded the literacy experience in order to offer a 

bit more direction for the students who were still having 

difficulty. We decided that we needed to brainstorm 

together and individually suggest more ideas for inquiry. 

The kids seemed to get stuck very easily. It was difficult 

and took time and patience on everyone' s part and lots and 

lots of talk for the students to make the shift from their 

teacher directed mentality to a student directed mentality 

as they thought about their work and their learning 

especially in relation to the Homework Contracts. 

We began our planning for the year with the broad 

concept of culture. We chose this for three reasons. 

First, this would be the sixth graders initial experience 

in both a middle school and a desegregated school (a few 



Week/Dates. 

Homswork Contract 

Name 

ACTIVITY A - Vocabulatv 

1) ACTION (What I w* do & why) 

2) Evidence (What I win produce to show I did the activity) 

Name. 

Homework Contract 

Date 

A) Vocabulary Activity 
I) I am going to find. .words in , 

(number) (place • title or name) 

2) I will (urn in... 

ACTIVITY B • Literacy Experience 

1) ACTION (What I wil do & Why) 8) Literacy Eiperience 
I) I am going (o... 

Name. 

Homework Contract 

Date. 

A) Inquiry Eiperience 
I) I am going to investigate... 

2) I will turn in... 

2) Evidence (What I will Produce to show I did the activity) 

ACTIVITY C • influify ExQctttnse 

1) ACTION (What I wil do & Why) 

2) Evidence (What I wiH produce to show I did the activity) 

2) I will turn in... 

C) Inquiry Experience 
1) I am going to... 

2) I will turn in.. 

Parent signature. 

Parent Signature. 

at Literacy Experience 
I) I am going to (read or write)... 

2) I will turn in... 

C) Vocabulary Activity 
I) I found .words in . 

(number) (place • title or name) 

Z) I will show I know what these words mean by... 

Figure 6.1. Homework contract forms. 

Parent Signature. 
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may have come from the magnet schools which are 

desegregated, but most did not) . Secondly, we wanted to 

focus our attention consciously on a range of multicultural 

issues during the year to support both the desegregation 

and more importantly, our own commitment to a diverse and 

pluralistic wider community. Thirdly, ancient cultures is 

part of the prescribed sixth grade social studies 

curriculum so we wanted to pay lip service to that. (See 

Figure 6.2 for A Curriculum Flow Chart.) 

To begin, the students, Brenda, and I brainstormed 

such questions as: What is culture? How does it impact our 

lives? What is/are our culture(s)? We made lists of 

resources we could bring in to start the "wondering and 

wandering" (Short, Harste, with Burke, 1996). 

First Quarter 

First quarter began as we had anticipated with Brenda 

as the Language Arts teacher on a three teacher team. 

Brenda had three groups for Language Arts, Periods 1-3. 

Most of the exan^les given in this chapter, however, will 

be from Brenda's Homeroom group which we had for Language 
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CULTURE 

Brainstorming and Sharing Ideas 

The Three Little Wolves 
and the Big Bad Pio 

"Just Friends" 

Inquiring into Cultural Issues 

Number the Materials on 
Stars Holocaust 

Materials on Materials on Field Trip 
Hiroshima issues that to Anne Frank 
and Japanese arise Exhibit 
Internment 
Camps 

Exploring and Investigating the Lives of Famous People 

Read Biographies Negotiate Groups Presentations (Becoming the person) 

Extensive Exploration of Culture 

Stellaiuna Walk Two Moons Brainstorm Group web based on 
Themes Walk Two Moons and 

Individual Experience 

Finding Common Ground 

The Giver Class Book 

Engagements S t ra teg ies  

*Read Alouds 
*Exit Cards 
^Individual Reading 
*Note taking and posing questions 
*Presentations 
*Pen Pal letters 
*Homework contracts 
•Reading logs 
•Current events 

•Webbing 
•Brainstorming 
•Discussing 
•Reader response 
•Comparisons 
•Listening 
•Paired reading 
•Readers theatre 

Figure 6.2. Curriculum flow chart. 
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Arts third period right before lunch. This is the group 

that became her self contained class (except for science) 

after this first quarter and a totally self contained group 

for fourth quarter. 

The other two teachers on the team were Diane Delbert 

who taught social studies and Betty Matison who taught 

science. While the team could set up their schedule any 

way they chose, the building was for the most part a fairly 

traditional middle school. That is, it retained a lot of 

the structures left over from being a Junior High. For 

most of the faculty, staff and students the day was divided 

up into a 15 minute Homeroom and six 53 minute periods 

separated by five minute passing periods. 

Brenda's team, as was the case for all of the sixth or 

seventh grade teams (there were no teams in eighth grade), 

could ignore the bells and set up their scheduling as they 

chose. However, because the bells could be turned off in 

some parts of the building and not others, her team set it 

up along fairly traditional lines. They divided the 

approximately 75 sixth graders assigned to them so that 

each student would have the same one of them for homeroom 
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first thing in the morning and Math and Fine Arts periods 

four and five in the afternoon. Period 6, the students 

went to other teachers for a variety of electives which 

they rotated through over the four quarters, unless they 

had band or orchestra in which case they remained in the 

same elective all year. Following Homeroom in the morning, 

the students would move through the three core subjects 

during Periods 1-3. Brenda's Homeroom students' schedule 

was, Homeroom, Social Studies, Science, Language Arts, 

Math, Fine Arts, Electives. 

During this first quarter, we introduced several 

concepts and engagements that continued throughout the 

year. The Homework Contracts were one of these. The 

Homework Contracts involved each student choosing to engage 

in three types of experiences each week (Inquiry, Literacy, 

Vocabulary) which sometimes connected with each other 

and/or with the current class work depending on the 

student's interests and choices. The Inquiry experience 

was based on a question the student wanted to investigate. 

This investigation could take the form of primairy research, 

talking with people (surveys or interviews), or secondary 
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research in which they read and wrote. The Literacy 

experience involved the reading and writing they did either 

to investigate the inquiry and share their thoughts and 

findings or the reading and/or writing they chose to do 

that was not related to the Inquiry. The vocabulary 

usually came out of their inquiry or literacy or both and 

they were required to write the words, define them and use 

them. 

We encouraged the students to include their families 

in the Homework Contract work so that they were 

collaborative experiences as well. As Alison's storying 

illustrates (see Chapter 7), some of the students' families 

did, indeed, collaborate. Sometimes pairs or groups of 

students did a homework contract together on a particular 

topic as mentioned earlier. The Homework Contracts were 

the thread which created some consistency throughout the 

school year at least for Brenda's homeroom group. As 

Alison expressed it, "I'm glad that she doesn't assign what 

you have to do because I think that she is a wonderful 

teacher with what she does and she lets us make our own 

decisions and gives us time." 
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The first day of school we started by establishing two 

expectations. First, we wanted them to realize immediately 

that picture books were not "baby books" and secondly, we 

wanted them storying with each other in small groups, in 

the large group, and with us. So we began with The Three 

Little Wolves and the Big Bad Pia (Trivizas, 1993). We had 

the students web their ideas about the story in small 

groups and then share to make a whole class web. Some of 

their ideas fell into the following categories (as jotted 

in my field notes). 

The major twist of the characters--that the wolf was 
allowed to be a good guy, breaks stereotypes of sizes 
(pig larger than wolves) 

The major twist at the end--Change/transformation of 
the bad guy in this case the pig 

Both wolves and pig personified--playing games, 
drinking tea, building houses, walking on two legs, 
talked, thought and planned 

Commionity sharing--supplies freely given by a number 
of characters 

Security of teapot--always carry it, idea of mother, 
tradition, memories, religion 

The first week's discussion of cultural issues 

continued with the students reading a short story written 

by a seventh grader about a boy and a girl who do things 
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together and are truly just friends but who are teased by 

their peers as girlfriend and boyfriend. In response to 

this story, we were able to talk about the issues of 

stereotyping, friendship across cultural groups (gender, in 

this case) and the transformation of people's attitudes as 

a result of knowing the story behind the actions of others 

and developing a willingness toward acceptance. 

The webs from this story which were made by Brenda's 

Homeroom group included the following ideas and 

understandings: 

Intertextual connection with a movie 
going to school together 
playing together 
not as big an issue as in past 
ashamed 
they were just friends, close friends 
frustrated 
peer pressure 
name calling 
feeling so bad she wanted to hit somebody 
boys and girls can be friends 
never judge actions of others 
advice 
worked together 
not fighting together 

Also, at the end of the period each day this first 

week we asked the students to write exit cards on which 

they completed three sentence starters, I wonder,- I feel; I 
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thought. The purpose of the cards was twofold. We wanted 

to know what the students were thinking and feeling and we 

wanted to send the message that we cared what they were 

thinking and feeling. We wanted them to begin immediately 

to take ownership and to negotiate with us. The following 

are several examples of exit cards written that first week: 

I wonder if my friends would still be nice and I 
discovered that I had fun and my friends are here. 

I feel very hiingry and worn out but I had a nice time. 

I thought that I was going to catch the wrong bus and 
end up somewhere lost. 

I thought today was going to be fun. It is so far, I 
like school sometimes. 

I felt very comfortable this week, but I was very 
nervous the first, second, and third day of school. 

At the beginning of the year, it was our intention to 

use inquiry as our curricular frame not just in the 

Homework Contracts, but for our work in Language Arts. The 

inquiry we engaged in followed the Authoring Cycle (see 

Figure 6.3), defined and described by Short & Harste, with 

Burke (1996). As their model suggests, inquiry is 

collaborative in nature and involves a wide rcuige of 

engagements. 
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Building from the Known 
Browsing, talking and listening 

r 
Taking Thoughtful 
New Action 
Invitation for action 

Taking the Time to Find 
Questions for Inquiry 
Wandering and wondering 
Experience centers 
Observing and exploring 

Planning New 
Inquiries 

Group reflection 
Reflection portfolios 

Strategy lessons 
Gaining New 
Perspectives 
Inquiry groups 
Indepth researching 
Tools for Inquiry 
Studio time 

Sharing What Wax Learned 
Inquiry presentations 

Attending to Difference 
Revision on inquiry 
Learning logs 

(Short & Harste, 1996) 

Figure 6.3. The authoring cycle. 
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One such inquiry began with Number the Stars (Lowry, 

1993) . Through students' questions, our discussion moved 

to include other materials on the Holocaust, as well as 

materials about the Japanese internment cartas, the bombing 

of Hiroshima, and other issues. 

On September 8, we went to see the Anne Frank exhibit 

at the Jewish Commiinity Center as part of our inquiry. We 

had the kids take notes on note cards and write questions 

that occurred to them as they walked through the exhibit. 

On September 13, we conpared Number the Stars (Lowry, 1993) 

and the Anne Frank exhibit. An example of one group's list 

of the similarities and differences is listed below: 

Similarities Di££erences 

try to get freedom locations: Holland/Denmark 
Jews were persecuted apartment/cottage 
teamwork Anne is caught/others escape 
resistance and courage hi ding/escaping 

From these comparisons, we brainstormed a list of issues 

the students felt were inportant in terms of the story and 

history. We asked each student to pick three of these 

issues and write about them in terms of their personal 

connections, feelings, and thoughts offering examples from 

personal experience that they felt were appropriate. While 
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writing, students came up with more words to add to the 

list, so we invited them to come up to the board and add 

their words. 

The words we brainstormed together (which were shouted 

out in an orderly fashion as children do when they are 

interested in the work at hand amd imderstand 

collaboration) were: 

justice power craziness freedom 
peace money prejudice control 
greed religion selfishness courage 
fear lies cruelty concentration camps 
threats rage hiding risk 
blackout innocence disguises ashamed 
hope resistance tradition starvation 
curfew bombing 

Words they added individually were: 

confusion concealment rights hate 
awfulness death drugs sorrow 

An exanple of a long term inquiry involved the 

students moving from interviews of each other and the 

writing of cind oral introduction of their partner through 

the biographies to explorations and investigations of 

famous people. These investigations began with the 

students browsing a wide range of biographical and 

autobiographical materials out of which each student chose 
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one person on whom to focus. Following an opportunity for 

in-depth individual browsing, we brainstormed the issues to 

look for while gathering information for their biographies. 

birth/death - important dates 
personality - personal characteristics 
work (school) history 
life experiences 
likes and dislikes 
family 
relationships with opposite sex 
talents and abilities 
hobbies 
fears 
life style 

Following each student's in-depth research, groups 

were formed to plcin a means for presenting their findings. 

To form these groups, we had a class session during which 

each student said briefly why her person was famous and I 

wrote this information on the board. We then looked to 

find common themes and through a process of discussion and 

negotiation, came up with five categories. The following 

listing and categories are from Brenda's Homeroom group 

(her third period Language Arts class): 

Frederick Douglass - Freedom of slaves 
Helen Keller - chanpion of disabled 
Pablo Picasso - Painter 
Troy Aikmsin - Dallas Cowboys Quarterback 
Thomas Edison - Inventor 
Anne Frank - writer/diary 
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Shakespeare - writer 
Pocahontas - princess/leader 
Albert Einstein - Scientist 
Malcolm X - Civil Rights leader 
Doc Holiday - Ok Corral 
Marie Curie - 1st woman to receive Nobel prize 
Maria Tallchief - Ballet dancer 
Mike Tyson - heavy weight chan^ion lost only one 

fight 
George Washington - 1st us president 
MLK - Civil Rights leader/ speaker 
Harriet Tubman - Salve - led slaves to freedom 
JFK - Youngest president 
Elizbeth Blackwell - 1st woman doctor 
Jackie Robinson - 1st black baseball player in 

major leagues 

The categories we negotiated were Scientists, Sports 

Figures, Peacemakers, Performers/Artists, Presidents/ 

Leaders. The students got into groups according to these 

categories with the assun:5)tion that each person would 

"become" the person they had investigated. In the 

presentations, they would share the story of some 

interesting or significant aspect(s) of each person's life 

by placing the person in an interactive situation such as a 

hospital (as the group of Scientists did) where they shared 

their stories through conversations with each other. 

During this inquiry many learning situations presented 

themselves as the following exchange with Juan 

demonstrates. 
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JUAN: I picked Mike Tyson because I didn't think 
there would be any information on him. 
LAUREN: Let me show you how to use the reader's 
guide. 

I left him to write down the magazine information and to 

get them from the library aide. When I looked later, he 

was engrossed in an article. 

It is interesting to note the way in which Juan sought 

help. He was protecting himself from failure, which he had 

had a lot of experience with in his previous schooling, by 

a seeming lack of interest. He had purposefully picked 

someone he thought he couldn't find any information on 

because Mike Tyson wouldn't be in the encyclopedia. But, 

at the same time, he sought me out to see if just maybe 

there was some information and he could indeed find out 

about Mike Tyson. Brenda and I made a conscious effort to 

listen to the multiple messages often contained in 

students' words, and to help them become aware of all that 

they were saying. This was part of our curriculum. 

Robert, on the other hand, not only became Thomas 

Edison for the presentation, he became him from the 

beginning of his research. At one point as I walked by, he 

exclaimed pointing to the pictures in the book he was 
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reading: £ invented this which led to this and today 

this. 

To end the first quarter, we had the students 

organize portfolio notebooks. The notebooks had four 

sections into which the students divided their work: (a) 

homework contracts (behind green paper), (b) projects 

(behind yellow paper), (c) notes and writing (behind blue 

paper) , (d) other (behind pink paper). The purpose of this 

portfolio notebook was to assist them in taking ownership 

of their work and to put all of it in one place. This then 

became the materials from which they would be writing self 

evaluations. 

In my field notes for September 27, I noted: 

I am impressed with the ownership most of them are 
taking of their work. They are enjoying the notebooks 
and are being careful of their organization. 

By the end of the quarter, Brenda and I were feeling 

good about the way things were going except for confused 

and confusing grumblings from her teammates and the as yet 

low but steady grumblings about Mr. Strong emanating from a 

group of faculty members and parents. Both of these forces 
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of malcontent were to bring about major changes in Brenda's 

classroom and for the entire school. 

Early in the first quarter, Brenda and I were really-

impressed with Mr. Strong's approach to beginning the year 

on a positive note. On August 30th, he held an assembly 

for each grade on the students' rights and 

responsibilities. His opening words were very much in 

keeping with our feelings and the feelings of the students, 

at least the ones in Brenda's Homeroom. He said that he 

felt school should be as comfortable as home and that he 

had an open door policy. He stated that he wanted to treat 

the kids like yoxing adults which he felt would lead to 

fewer rules. He gave the students lots of compliments 

based on what he had seen so far. He was promoting 

personal responsibility and fewer rules, in short, a 

democracy. However, many of the teachers were promoting no 

rights and their rules, in short, a dictatorship. 

The lounge talk that first week is exemplified in the 

talk of one teacher who described herself to me as 

nurturing. She was conplaining that she had such a 

diversity of kids and unless they could all do the same 
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things she would have to be singling them out. It didn't 

occur to her that she could change her practice and open up 

to the notion that students weren't "en^ty vessels" with 

varying holding capacities in various stages of being 

filled up. She just didn't get it that the students were 

sentient beings capable of knowing or at least thinking 

about what their needs were. Her's was a deficit view. 

His was a pluralistic view. The juxtaposition of these two 

perspectives, Mr. Strong's and Ms. Shultz', foreshadowed 

what was to come. 

Second and Third Quarters 

The initial team structure and schedule lasted all of 

first quarter and about two weeks into second quarter. We 

would have switched on the first day of the quarter, but 

our Language Arts classes needed to put the finishing 

touches on their presentations of the biographies and do 

the presentations. So on November 1, the team's (that is 

Diane's and Betty's) decision was put into practice. Thus, 

for second and third quarters, the students remained with 

their homeroom teacher for all subjects except Brenda's 
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kids would go to Betty for Science and Betty's kids would 

come to Brenda for Fine Arts 5th period. Betty and Diane 

would switch their students so that Betty had Diane's kids 

for Science and Diane had Betty's kids for Math. 

The decisions to do this were not made with the team 

working as a cohesive, collaborative unit. As Brenda 

explains: 

Betty and Diane were holding meetings and I wasn' t 
included. They had formed a liaison and they were 
holding meetings and some of that even started when we 
were teaming. Diane is so flighty and wishy washy and 
Betty was having a lot of physical problems. So Betty 
was in a worse situation than Diane and I think that 
made her feel a little better since she could take 
care of Betty. I didn't need to he taken care of. It 
wasn't so much that I was independent; I just didn't 
need to be taken care of. I didn't fall over with her 
suggestions. For example, one day when I still had 
all three groups for language arts, they just wanted 
to chuck it all because they were both in really bad 
moods, and they wanted to show a movie to all the kids 
on the team. But, we were still reading NUMBER THE 
STARS in preparation for the field trip to the Anne 
Frank exhibit and I said, "No, we can't do that. 
We've got to get 20 pages done today because ..." I 
don't think that sat very well. I wasn't needy. 

For second quarter, Brenda and I discussed at one of 

our planning sessions the possibility of integrating LA, 

SS, and math 1st and 2nd periods and then using third 

period for a kind of Studio time (Short & Harste, with 
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Burke, 1996) when individuals and groups could work on 

projects which grew out of the first two periods. This 

schedule worked most of second quarter, but by third 

quarter the three periods became Language Arts 1st, Social 

Studies 2nd, and Math 3rd with Math being the most 

distinct. 

This continuous change in structure made any kind of 

community building among the students across the three 

classes extremely difficult. It is in^ortant to keep in 

mind that while these team changes were happening, Mr. 

Strong, the principal was vinder formal district 

investigation because a group of teachers, staff, and 

parents felt he was not doing an adequate job of making 

Southwestern a safe building. There were many of us who 

could not understand their concern. However, he was later 

transferred to a high school much against his will and the 

opinions of the teachers and parents who supported him. 

The students' responses to these changes were mixed. 

However, to a one, they had only positive or neutral things 

to say about Mr, Strong. This positive feeling among the 
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students was corroborated by Mr. Lewis during my second 

interview with him when he recounted the following story: 

I think the kids very much liked Mr. Strong. We took 
kids over to the Renaissance Fair at Old Town Hig-h 
School during the school year. And the kids that went 
wanted to make sure they went by and said hello to 
him. And, kids aren't phony. If they didn't want to 
do that, they wouldn't have said they wanted to. I 
hope he realized the significance of that. 

The following are statements made by the students who 

responded to my question about the change in their team, 

"What are your feelings about the changes in the teachers 

you've had this year from the three teacher team to being 

self-contained with Mrs. Dinius?" 

ALISON: Some of it I don't miss because some of that 
work got really boring. Some I really enjoyed and I 
wish our class could have . . . stayed there for 
awhile. 

MIKE (entered Southwestern MS October 22 which was 
after the first switch was made to only go out of 
Brenda's room for Science and their elective): Well at 
my old school we did that [were self contained] and it 
was kind of boring because you don' t get to see 
other teachers. [The advcuitage to seeing other 
teachers is] some of the teachers might be funner than 
like say if Mrs. Dinius teaches science a different 
way you might have liked the way the other teacher did 
it. 

ISAAC: It was kind of bothersome because first we 
started off with the three and then two and then one 
because I liked ... I don't know, I just didn't get 
used to this teacher right there [points to Diane' s 
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door] . And Mrs. M, I got used to her and she was nice 
and stuff and Mrs. Dinius. I liked it that way [how 
it was second and third quarters] . And then they 
changed it, but since Mrs. Dinius is my favorite 
teacher. . . . 

I also asked about Mr. Strong's leaving, "Do you have 

any feelings one way or the other about the change in the 

principal; Mr. Strong leaving and Mr. Lewis taking over?" 

ALISON: I don't think it's fair because they ... me 
and my mom think that they didn't give him a fair 
chance with it. Well, I think Mr. Lewis is nice and 
everything, but I liked Mr. Strong a lot. I chatted 
with him not that I was in trouble or anything. We 
sent a letter to him and stuff about the hot chocolate 
that they were only selling things during seventh and 
eighth grade lunches and he changed it. 

MIKE: My dad wants him [Mr. Strong] back here. He 
liked him because the first day when I came here to 
register Mr. Strong is all. Well come on in my 
office, " and he was kind of friendly. 

ISAAC: Well, I trusted Mr. Strong more than Mr. Lewis 
because I already started to get to know him. He used 
to be really friendly like always saying hi, good 
morning and how have you been doing in school. Mr. 
Lewis does say good morning and stuff but he don' t 
have feelings towards us like he don' t say how have 
you been doing in school. Like with me and Mike he 
asked me first and then he asked Mike how have you 
been doing and he said, if you have an idea like to 
put a Jeopardy show on or something like that . . . 
and we were going to put it on only except Mr. Strong 
left. 

ANGELIQUE: Mr. Strong was a nice principal. I liked 
him. He was nice to everybody. He tried not to yell 
at them and everything. 
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CATHY: I never even knew Mr. Strong. 

It is interesting to note here that the students' 

perspectives are strictly personal. Their comments relate 

to their own experiences with Mr. Strong and Mr. Lewis and 

do not go beyond that. I will come back to this in Chapter 

9 where I discuss a comparison of the students' storying 

with the adults' storying. 

Carrying out a true inquiry curriculum that had any 

real continuity became iitpossible. Brenda's excitement, as 

I described it in Chapter 1, quickly turned to frustration 

and the amount of time and energy she had for continuing an 

inquiry based curriculum dwindled. Added to this 

frustration was a joyful distraction which also took 

Brenda's focus and time and energy away from her classroom. 

This was the addition to Brenda's family of Braiinan, their 

second adopted child, who arrived during the Thanksgiving 

holiday. It was at this point that Brenda turned to the 

adopted curriculum and the adopted texts to organize the 

explicit curriculum in her classroom. The students had 

texts for each of the four core subjects and there was 

little or no integration. However, the implicit curriculum 
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in the classroom described in Chapter 5 remained intact and 

the Homework Contracts afforded the students an opportunity 

to extend or integrate or do something coirpletely 

different. 

Since we now had Brenda's Homeroom group for the first 

three periods, we began the second quarter (actually two 

weeks into the second quarter) with an extensive 

exploration of culture. Periods one and two, we integrated 

Language Arts and Social Studies. Period three Brenda used 

for Math. 

To initiate our thinking about culture and from a 

slightly different perspective, we did a paired reading of 

Stellaluna (Cannon, 1993). The students got into pairs, 

read the book and then made a chart showing the actions of 

bats, birds, and both together. Then each student wrote 

about a time when they had felt "like a Stellaluna." (See 

Figure 6.4 for an example of one of the charts.) 

Next, we read aloud Walk Two Moons (Creech, 1995), 

During the reading, the students kept response journals 

which we used to initiate and sustain periodic small group 

discussions. When we finished the book, we brainstormed a 
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variety of themes for further exploration, such as 

imagination, mystery, racism, memories, relationships 

between people and relationships with pets. The students 

counted off so that there were approximately five groups of 

four students. Each of the groups picked a theme and 

created a web based on the novel and their own experiences, 

as well as other books, movies, tv, etc. I sat in on the 

group with Juan, Alison, Dolores, and Mike. Juan initiated 

the conversation with a spontaneous story about his uncle. 

"My Tio is divorced and is dating my cousin and I don' t 

like it." What followed were lots of stories including 

what each of them called their grandparents and Alison 

saying that her grandparents were just like Sal's because 

they always Wcint her to tell them stories. 

Things were moving along, not as we had anticipated at 

the beginning of the year, but okay. We were able to 

continue our inquiry based work to some degree and although 

the rumblings about Mr. Strong being "fired" became louder 

and louder, we went on about our business. We continued 

the Homework Contracts, the Pen Pal letters, reading logs, 

Current Events, and a wide variety of discussions. 
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Then on January 11, just shortly into the third 

quarter, I came into the building to find there was a 

faculty meeting about to begin and that Dr. Kramer (the 

Middle School Superintendent) and Mr. Lewis were in the 

building and Mr. Strong was not. Dr. Kramer began the 

meeting by introducing Mr. Lewis as the new principal. It 

was rather disturbing that several teachers who had been 

instrumental in having Mr. Strong transferred (not fired) 

suddenly were worried about Mr. Strong. They wanted to 

know: Does he have a job? Is he all right? They 

justified: It wasn't personal. It was all I could do to 

stay in that library where the meeting was taking place and 

remain a nonparticipating observer. 

Also by January, after Mr. Strong had been 

successfully removed, the idea of students having rights or 

being able to make decisions to go along with their 

responsibilities had also been removed. And of course 

there now was only one side to any story. Critical 

thinking was not only not expected, it was frowned upon. 

There had been a physical fight between a boy and a 
girl from one of the other sixth grade classes on one 
of the busses after school cind the girl had to receive 
medical attention. Brenda was in the lounge when 
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these students' teacher was sharing her outrage with 
several other syir^jathetic teachers that (1) all "the 
little girls" were very upset and nothing was being 
done about it; (2) a boy beat up a girl and nothing 
was being done about it. When Brenda asked them if 
anyone had thought to send "the little girls" to the 
counselor, they didn't know. 

In our second interview, Brenda shared these thoughts 

about this incident with me: 

Yeah, they keep them riled up and don't let them 
process this with someone who could help them process 
it. It would have been a perfect opportunity to talk 
with the kids about the violence they see every day 
and the violence that it perpetuates. And their 
feeling that girls can do no wrong. It was awful. He 
hit her and so it was violence against women. Well, 
she bit him and I don't know very many people who will 
stand still and be bitten. 

Brenda's approach would have led to a discussion among 

the students that was open and honest. She would have 

involved the counselors and instead of becoming hysterical 

with the students aoid looking to everyone else to "handle 

it," she would have stopped what they were doing in class 

and made this discussion part of the curriculum, a 

legitimate part not something "off the subject" or that 

"takes away from" the "real" curriculum. 

Further evidence that the building was reverting to a 

dictatorship was the faculty's concerns whether or not 
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students should be allowed to wear hats, chew gum, and go 

to their lockers during passing period. Once again "hats, 

gum, and locker travel" reared their ugly heads and the 

faculty, with several dissenting voices (weakened with 

fatigue and frustration), decided that indeed the students 

while in the building were not to wear hats, nor chew gum, 

nor go to their lockers during passing periods. All three 

of these rules make life easier for the adults (they think) 

and take away from students the chance to practice being 

responsible. 

BRENDA: There was a discussion at lunch today about 
the letter to the editor (about uniforms and dress 
codes written by a Southwestern student). In response 
to his comment in the letter that he was not given an 
adequate answer as to why, one teacher said they've 
been told why and I said I think he's saying so what 
to your why. 

He was offering a lot more respect than was afforded 
to him. If individual teachers don't want students to 
wear hats in their classrooms that's fine. But, why 
should those teachers speak for all of the teachers. 
He knew it wasn't a unanimous decision. His numbers 
were a little wrong about the site based and that too 
was discussed in the lounge. They wanted that cleared 
up but what they forgot to say was that no student got 
to vote. Now it doesn't really matter in the long run 
for us because the constitution says that the faculty 
has the final decision, but it would be nice as far as 
the practice of democracy and the practice of the 
system if we could say all right most of the students 
voted to wear hats but we decided not to allow it and 
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these are the reasons. At least they would have had 
an opportunity to voice their opinion. At least we 
would have had those numbers and they would have been 
heard. And, it would have forced the faculty to 
really think long and hard about their reasons for 
overruling the desires of the students. We're sending 
two messages. One is think for yourself. On the 
other hand, think what I think because it's right. 

By third quarter most of what had made the year look 

exciting for Brenda had changed. The team was gone,- Mr. 

Strong was gone; I wasn't much help any longer as the 

emphasis of my role in the classroom community had changed 

from co-teacher to researcher. And, to add insult to 

injury, Mr. Lewis was collecting lesson plans. His 

intentions were basically positive. He used the lesson 

plans to find out about the on-going curriculum in each 

classroom, but he was an unknown entity and the thought of 

explaining inquiry to someone who might not understand it 

and have a different agenda, was more than Brenda could 

contend with. So, she decided to use the more structured, 

prescribed curriculum. 

The story of this major shift is best told in Brenda's 

voice. The following conversation occurred at the end of 

February as third quarter was winding down. 
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BRENDA: Jt is very hard to decide what is important 
and what isn't important. What to put energy into. 
What battles to fight and what ones to give up. 

LAUREN: And how do you know? 

BRENDA: I don't know. At this point not with a lot 
of energy at all. Not with a lot of enthusiasm or 
. . . sometimes not even with a lot of care. Just 
survival. 

LAUREN: So at this point do you think you're making 
decisions based on what's most efficient? Or 
expedient? And, along with that if that's the case, 
is that hard? Are you finding yourself doing things 
that are contradicting some sort of basic belief 
system in the best of all possible worlds? 

BRENDA: I think it is efficiency. I think that there 
is great expediency in using the teacher's guide. You 
go step by step. You know what to do for the next 
day. You don't have to woriy about copies of stories. 
It's not in contradiction to a belief system. It is 
kind of what you do with what you have. I think that's 
different. 

LAUREN: Talk about that some more. 

BRENDA: I think the spelling thing I tried was a 
contradiction which was why I had to abandon it. 
There was nobody telling me I had to give spelling 
tests. And, nobody was doing it in seventh and eighth 
grades so it was a total contradiction. It didn't fit 
and it didn't have to fit. Nobody was forcing me to 
make it fit. When I teach out of textbooks, that's 
not a contradiction. That's a fact. It's a given. 
And then when you are ejected to do lesson plans that 
other people can read that's not a contradiction, that 
goes right along with the fact. So in order to meet 
both of those, you use the text and you use the 
teacher's prepared stuff because you can write it in 
your lesson plans. 
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LAUREN: But, if you felt you were in a supportive 
environment in which you weren' t expected to use the 
prescribed curriculum, it wouldn't be an issue. 

BRENDA: Right. I wouldn't need to write lesson plans 
for someone else to understand. What I would do is 
have some discussion so that people would know what 
was going on just because of the planning session and 
a supervisor would know what was going on hy attending 
those plaxming sessions, not by looking at lesson 
plans. But, when you have an administrator who is 
asking for lesson plans so he can find out what the 
curriculum is and when you need to do lesson plans for 
a sub who in most cases wants to walk in and be able 
to just give the kids things and then sit down, it all 
has to be right there. 

LAUREN: If somebody said you would be teaching this 
way for the next 10 years, what would you say? 

BRENDA: I don't know that I could do it for 10 years 
especially if there were tests and things involved. 

LAUREN: Are there tests that go with this material? 
Do you give them? 

BRENDA: I haven't. And I haven't used all the grammar 
and a lot of the other things. There are things I use 
out of it, getting back to the contradiction, that 
don't contradict my philosophy greatly. It will sort 
of give the students something to sink their teeth 
into but it's certainly not student generated and 
they're not student questions either. It's very safe. 

About integration she had this to say: 

The textbooks aren't integrated with each other. They 
are integrated individually. The Language Arts text 
has ways to tie in science and social studies and 
math. The math book has ways to tie into social 
studies and science. The science book has ways to tie 
into Language Arts and math and social studies and the 
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social studies book has ways to tie into math and 
language curts. So, they are all integrated 
separately. It's like a madhouse trying- to feel like 
you are doing a good job of integrating things and 
you're using all four adopted textbooks. 

Fourth Quarter 

For the fourth quarter another decision was made, 

this time primarily by Betty. The decision was that the 

classes would move to a totally self-contained structure in 

which Brenda kept her students for all subjects except 

their sixth period elective. The original three classes 

had each become a traditionally self-contained sixth grade 

class housed in a middle school. Their contacts with 

children and adults outside of Brenda's classroom were 

limited to their elective sixth period, their free time 

before school and during lunch, and an occasional movie 

seen jointly with Diane's and Betty's classes. 

Brenda organized the curriculum for this quarter much 

the same way as she did for third quarter. She continued 

the Homework Contracts and the Current Events and the Pen 

Pal letters--engagements which crossed the year and gave 

the students continued choice and ownership. And even 
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though the curriculum was mostly textbook driven, Brenda 

ended the year with two projects which I think reinforced 

her commitment to inquiry and story and learning as a 

transactional meaning making process. The students read 

The Giver (Lowry, 1994) and engaged in literature 

discussion which led to a sharing of ideas in ways which 

seemed appropriate to each discussion group. 

Also, Brenda had the students finish the year by 

making a class book entitled Countries and Cultures nf thp 

World for which each student investigated a coxintry. Each 

student set about this task somewhat differently. At the 

end of the book, the students included a section which has 

their pictures and a short autobiographical sketch each one 

wrote. As part of the autobiographies many of the students 

mentioned why they had chosen the country they researched. 

The following are the reasons two of the students gave for 

their choice of country: 

CATHY: T did Greece because I thought it was an 
interesting country to do. I also did it because I 
didn't know where my family originally descended from. 

ALISON: I chose Italy because I'm fourth generation 
Italian. My ancestors from my father's side 
immigrated over here. 
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By the last few weeks of school, Brenda was ready to 

leave Southwestern Middle School. 

I am really looking at the blue sheets [the 
District's list of job vacancies for the 96-97 school 
year] . J don't want to put a lot of energy into it 
and it's a shame because I find myself getting excited 
about stuff and I think there's going to be some good 
stuff happening. I just ... I don't trust anybody 
anymore. I will listen to them and be polite to them. 
It's time to go someplace else. 

Summary 

In spite of everything that occurred, Brenda managed 

to create and maintain a classroom community which was 

indeed literate and learning centered. From the beginning 

of the year to the end in one way or another the Learning 

Tree proved to be an apt theoretical model. (See Figure 

4.1 for the illustration of the model and Chapter 4 for a 

detailed description.) 

Through the adoption of this model, we attempted to 

provide a curriculum structure which involved intense 

kidwatching (GoodmcUi, 1978) on the part of the adults and 

conscious engagement and negotiation between and among the 

students and between the students and the adults (primarily 

Brenda and me). An example of the intense kidwatching is 
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evident in the following description Brenda offered of 

several of her students as we prepared to go to the 

Renaissance Pair for a field trip. 

Angelique has been reading this chapter on the 
Renaissance and it's Greek to her. She understands 
the words. She can read the words she knows what the 
words say, hut she has nothing to attach them to. 
Maybe after we go to the Fair there will be some 
connection, but even all the prep work that I did in 
talking about the knights and talking about all the 
superstitions that they had made little difference. 

Now Nancy, on the other hand, is off and mnning with 
it. It's not necessarily something she enjoys doing 
and Amy is much the same way, but it's something she 
can take off and go with. Some of the other guys were 
confused and asked questions so I knew that they were 
at least pondering it. Donald wasn't here yesterday 
when I introduced the trip, but he wanted to know if 
the Renaissance was a religion and others wanted to 
know who started the Renaissance Fair and if they had 
a Renaissance Fair in Renaissance times and when 
Renaissance times actually were and who decided it was 
Renaissance times. 

In an effort to give a final, overall picture of what 

Brenda's curriculum looked like throughout the year, I am 

ending this discussion of curriculum by going through the 

parts of the Tree of Learning (see Figure 6.5) and offering 

examples from the daily life of Brenda's classroom. 

Treuisaction (the roots) , of course, sustained the life 

of the community as the students negotiated the classroom 
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Figure 6.5. The learning tree. 
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spaces and the curriculum with each other, with us, with 

the materials, and the work. However, there were times 

when the transactions were particularly conscious and 

purposeful. On September 8, a student got my attention as 

they were writing back to their Pen Pals and said, "Him 

and me both like football and the Dallas Cowboys. This 

[holds up his pen pal letter] is really going to help with 

my reading and writing." He then proceeded to write a half 

page letter in response with no urging from me. His 

writing was large and neat and the spelling was pretty 

good. He had obviously transacted with the letter in such 

a way that his response was not only to see similarities 

with his Pen Pal but to also see how this correspondence 

might be useful to him. His response went beyond the 

letter itself into another facet of his life. And what he 

put back into the environment had an impact on his Pen Pal, 

me, and anyone else who becomes the beneficiary of his 

improved written communication (however slight that 

improvement might be) . 

Democracy (the trunk) supported the curriculum in 

several ways. Because this was a democratic classroom, the 
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students felt free to story with each other and with us 

knowing that their stories would be welcome and that they 

would be listened to. As Alison said, "Mrs. Dinius is the 

only one who really cares about our opinions and stuff. " 

The peace chain was an idea Brenda brought into the 

room that the students grabbed hold of and began quite 

spontaneously to write pieces to compliment each other for 

being peaceful community members. These were read on 

Fridays and added to the chain which was moving its way 

aroiand the room just under the ceiling. Cathy, in one of 

her "peace links," connected tolerance for difference with 

the character of Stellaluna when she wrote the peace note: 

"Like Stellaluna, it's not like us to be nice to people we 

don't know. But we should be." While the peace chain was 

somewhat neglected by the last quarter, we were still using 

the Icuiguage of peace to negotiate the classroom space. 

The following story illustrates democracy as it worked 

on a personal and daily level. John is a student who liked 

to receive attention from both adults and peers, but who 

didn't want to participate much in what he perceived as 
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"school" work. When I asked for volunteers to do a readers 

theatre production of George Washington's Breakfast (Fritz, 

1969) . John, too quick even for himself, volunteered. 

Then the next day when we went into the hallway to 

practice: 

JOHN: I don't want to read it. 
LAUREN: Well, you did yesterday. Just give it a try 
and let's make a final decision later. 
JOHN: You can't make me. 
LAUREN: Of course not. 

John not only practiced without further ado, he performed 

with expression and conviction. 

Brenda and I made a concerted effort to look 

deliberately and consciously at culture (the atmosphere). 

We involved the students immediately through the literacy 

memories (included in the descriptions of each student in 

Chapter 1) , and did a lot of brainstorming and talking 

about who we were individually and as a community. This 

emphasis was obvious to the students as culture was our 

umbrella concept for the year and approached from a variety 

of angles. 

On October 24, a student who came to school only 

rarely and who seemed very xinconnected to school socially 
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as well as academically reached out to me across our two 

very distinct cultures. I am so grateful that I have 

discovered over the years that I cannot make any decisions 

about a student or my relationship with a student until I 

have thought through what try actions or words will say to 

that student. In other words, I must have an idea about 

the messages I am sending with ny behavior, answer, 

attitude, etc. In this case, the student wanted to do 

something for me. This would, I decided, make us equals in 

her eyes. I also realized that she probably didn't have 

money to squander. However, in the scheme of things, I had 

to trxist her to know what was most itt5)ortant to her--her 

money or being able to do something for me as an equal. It 

may seem silly or inconsequential, but I do not believe for 

a minute it was. Ada asked me if I liked Reese's. I said 

I did. 

ADA: Do you want me to get you one at lunch?" 
LAUREN: J won't be here after lunch. 
ADA: That's ok. I'll give it to Mrs. Dinius. 
LAUREN: Oh, Ok. Thanks, Ada. I'd like that. 

During one of the group discussions, Anglique 

initiated a story about name calling and racial slurs. 
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ANGELIQUE: When I was at the store, I heard some girl 
she called a Mexican a "spick. " 
ALISON: A what? 
MIKE: What's that? 
LAUREN: Well, it's just a nasty word for someone who 
is Hispanic. You wouldn't call a white person a 
"spick", or a black person, or a Chinese person. It's 
a very derogatory, mean word for someone who is 
Hispanic. What store were you in? 
ANGELIQUE: I don't know. I forgot. 
LAUREN: What did the person do? 
ANGELIQUE: They didn't do anything. They just took 
off. 
LAUREN: How did you feel? 
ANGELIQUE: I got mad. 
LAUREN: Did you say anything to anybody? 
ANGELIQUE: My mom got mad, too. She started cussing 
because she doesn't like people saying "spick." 
We initiated the concept of Inquiry (the branches) 

with the performance of Georae Washington's Breakfast 

(Fritz, 1969) already mentioned in the story of John and 

democracy. Following the readers's theatre performance, 

the discussion led to questions they had in general about 

the world, their lives in it, and themselves and their 

cultures. We brainstormed all the cultural categories we 

could think of that a person--a sixth grade person in 

particular might fall into. The list was as follows: 

beliefs 
sports 
music 
body language 
weddings 

religion 
clothing 
dance 
games 
humor 

traditions 
hair cuts 
pets 
jobs 
writing 

foods 
housing 
language 
books/print 
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The Homework Contracts carried the concept of inquiry-

home with the students. The students had the following 

comments to make: 

ALISON: J really like those. Those are so much fun 
because I like looking for stuff. Like this Homework 
Contract that I recently did what I just turned in, I 
really did a good job because they are usually just 
two pages, but this one is four. 

ISAAC: They are better than homework. They are 
homework, but they are better. You don' t have to do 
math or anything. You get your own ideas to make it. 
I like that. 

CATHY: Like when I do my inquiry experience, I 
usually do like a report on animals or something. So 
like I leam about animals. 

MIKE: I like the choice because you can make it as 
fun as you want to. 

Sometimes inquiries began very simply with an 

off-the-cuff student question. The following occurred 

following free reading one morning. Isaac had been reading 

a book about the sea. 

ISAAC: Mrs. Dinius, can you eat sea stars? 
RICK: You mean starfish. 
ISAAC: Yeah, starfish. 
BRENDA: J don't think there's much to eat, but I'm 
not sure. Isaac, that would be a good inquiry. 

Story (the leaves) is discussed at length in the 

analysis Chapters 7, 8, and 9. Suffice it to say here that 
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storying was engaged in and that story was valued. In 

fact, I have counted approximately 250 stories that I 

gathered during tny research. 

While this year was a difficult one, the students grew 

and we learned. Through the Homework Contracts as well as 

Brenda's willingness to give the students choice within the 

prescribed curriculum and the continued assessment 

practices of projects, portfolios and self evaluation 

rather than tests Brenda promoted a process orientation. 

This emphasis on the process of learning through inquiry 

and story maintained the integrity of the curriculum amidst 

the ambiguity and contradictions of the continual changes 

and restructuring in team configuration, building 

leadership, and curriculum organization. Most importantly, 

it kept the lives of the people working in Room 2 cohesive 

and fluid. 
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CHAPTER 7 

STORYING 

Introduction 

I initiated this study with cin investigation of the 

kinds of stories that the participants shared during the 

1995/1996 school year. In this chapter, I examine the 

findings gleaned from an analysis of the data. This data 

collection and analysis centered around the first research 

question, "What kinds of stories are the students, teacher, 

administrator, and researcher sharing?" 

If, as Jerome Bruner (1986) suggests, "We live storied 

lives, " then storying is indeed one of the most significant 

ways in which we construct both our stories and our lives. 

As an analysis of the data from this study indicates, the 

participants' day-to-day lives are created and bound by the 

stories they share within the context of school both in and 

out of the classroom. Further, it demonstrates that 

storying is a social engagement which requires the active 

participation of at least two people. 
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In the Exit Interviews, I asked each of the six focus 

study students to create a metaphor for story. Their 

metaphors include both the trainsactive nature of storying 

(Bruner, 1986) as well as a more traditional notion of 

storytelling. For instcuice, Alison coit^ared story to . 

.a wave starting up small and then getting- up big, going 

back and forth. " Angelique said, "You know like how in 

Disneyland you can go to the different lands and you go on 

rides through them. Stories are like that." Mike said, 

"Adventure. Actually you really think about what is going 

on. They put you off somewhere new. It teaches you new 

stuff." 

The stories that the participants shared within the 

time and contexts of this study were constructed and 

related through a process which I call storying to 

distinguish it from both storytelling and talk. I make this 

distinction because the data indicated that storying is a 

dialogic process much like talk, but with definite elements 

of story much like storytelling--primarily the elements of 

plot, character, setting, theme and tone. 
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As I was talking with a colleague about this research 

study, and the dialogic, transactive nature of storying, I 

was asked, "Yes, but how does storying differ from talk?" 

I answered by saying that storying differs from talk in 

much the same way that storytelling differs from talk. I 

also realized that a description of storying would sound 

similar to a description of storytelling. So I borrowed a 

metaphor from biology to help me think about the 

differences. I decided that storying, storytelling, and 

talk probably all belong to the same order, but are each a 

separate genus. As such storying is to storytelling what a 

human might be to a gorilla, or to talk what a human might 

be to a chimpanzee. All are similar when described as a 

human communication tool which uses language and all are 

of equal value in nature's grand scheme. However, each one 

operates in the world quite differently. Examples of the 

storying process are reproduced throughout this chapter as 

well as in Chapters 8 and 9. An allusion to an example of 

storytelling appears in Chapter 4. I recount the story 

presented to an NCTE audience by Victor Villasenior who 

told with tears in his eyes about his third grade 
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experience of being made to feel shame toward his Mexican 

American roots and to turn his back on his first language 

and his family. The following exaitple of talk is taken 

from the second interview with Ken Lewis. We were talking 

about the recent controversy being debated in the local 

paper over the District's Bilingual program. 

KEN: f/e need to have some hcLrd data that you are, in 
fact, achieving the goals. 
LAUREN: Well, and also I think that what we need to 
look to as hard data are teachers' evaluations of 
kids, not just tests, not just . . . 
KEN: What do you mean by that? Teachers' 
evaluations, for example. 
LAUREN: Well, anecdotal evaluations. You know, this 
child started here and is now here. 
KEN: But do you think teachers are trained to do 
those kinds of things? 
LAUREN: No, because I don't think the emphasis has 
been on that, but I think some are. My sister is a 
bilingual teacher at Malcolm Elementary School and she 
can do that beautifully. 

In this study, I have defined story as talk that is 

bound, and has characters who participate in some kind of 

an event. The story shared also has to provide meaning and 

feeling for all the participants. 

[Story] . . .  i s  t h e  o u t c o m e  o f  a  m e n t a l  p r o c e s s  w h i c h  
enables us to excise from our experience a meaningful 
sequence, to place it within boundaries, to set around 
it the frontiers of the story, to make it resonate in 
the contrived silences with which we may precede it 
and end it. But, to perceive it and invent the story 
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is not enough it must be verbalized; it must be told. 
(H. Rosen, 1984, pp. 13-14) 

Each of the stories reproduced in this chapter is 

numbered in parentheses consecutively throughout the 

chapter. Each speech turn is numbered consecutively within 

each story. I have done this to make referencing 

particular aspects of the stories more efficient. 

Storying 

Storying is that process in our commmiication with one 

another that falls somewhere between storytelling and talk. 

The key word in distinguishing storying from storytelling 

is the word "with ." We story with each other while 

storytelling we do for each other or to each other. In 

storying, we are all storyers. The two roles are those of 

speaker and listener, rather than storyteller and 

audience. In storying both of these roles are dynamic,- the 

listener has almost as much control over the story as the 

speaker. In storytelling, the audience sometimes 

participates but only at the direction of the storyteller. 

Storytelling is a formal art form which incorporates 

distinctive techniques and styles. Many of the stories 
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told through storytelling are fiction while the vast 

majority of stories shared through storying are nonfiction. 

In over 250 distinct oral stories that I recorded both on 

audiotape and in my field notes during the course of this 

study, only those that were retellings of stories read, 

seen on TV or in the movies were fictional. Other than 

these retellings, the participants shared the stories of 

their lives as lived through their own experiences or the 

experiences of people they knew or knew about. It is 

interesting to note here that two of the students (Droopy 

and Isaac) in defining the concept of story suggested that 

one definition of "telling a story" was telling a lie. 

While Webster's Seventh New Collegiate Dictionary (1976) 

does give as the fifth definition of story, "lie, 

falsehood," I have no evidence that any of the stories 

shared during the study were deliberate lies, i.e., 

fictions. 

In storytelling, stories have a beginning, a middle, 

and an end. The stories students and adults share while 

storying are much less well organized and while there is 

always a discemable pattern, they are rarely so tidy. In 
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fact, one story might be woven in and out of several 

conversations over an extended period of time. For 

example, Alison in the following transcript perseveres in 

telling the story (#1) of her birthday party to one of the 

girls within a group of four girls as they read the 

horoscope section in the newspaper and talk about 

adolescent TV and movie stars. The girls are in the 

hallway just outside Room 2. (This was one of the few 

stories I was able to transcribe from the shadowing I 

attempted.) 

1) Alison: Ok. You guys, you guys, you guys. I'm 
having my birthday somewhere and I can only invite two 
people. 
2) Girl 1: Have fun. Ok? 
—three lines of conversation 
3) Alison 
4) Girl 1 
5) Alison 

And I already have one person. 
Who? 
Katie. 

—five lines of conversation 
6) Girl 1: Ok. Ok. Ok. Ok. When's your birthday? 
7) Alison: March 25. I'm going to have the party on 
March 23rd. 
—one line of conversation 
8) Girl 1: That's this Saturday. 
9) Alison: Yeah, this Saturday. Listen. Listen. 
— 27 lines of conversation 
10) Alison: Ok. I invited Katie, that one girl. 
11) Girl 1: Novak? 
12) Alison: She's really shy and she's got long brown 
hair that's always in a pony tail. I always eat with 
her. 
—two lines of conversation 
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13) Alison: Ok. That's who I invited. 
—two lines of conversation 
14) Alison: I can invite three people if they pay for 
themselves. 
15) Girl 1 
16) Alison 
17) Girl 1 
18) Alison 
people. 
—53 lines of conversation 

Where are you going? 
The Renaissance Festival. 
How much is it? 
A lot. That's why I can only invite two 

19) Alison 
20) Girl 1 
21) Alison 

See, I don't know who to invite even. 
Huh? 
'Cause you're both the same. You're 

really good friends. That's what I mean by the same. 
22) Girl 1: What about Katie? 
23) Alison: Katie? I'm still inviting her. 

30 lines of conversation 
24) Alison: And like they have all this jousting and 
these knights and stuff. It's so cool. 'Cause they 
have the Dead Bob show, and it's like this skeleton 
and this guy's covered in this potato sack and it's 
like they have to. . . . It's so funny because this 
guy who's making his mouth move, he's dressed in this 
potato sack and stuff. And he bonks people on the 
head. Then they have like all these games and stuff. 
It's like back in the knights of the round table. It 
costs so much though. 
25) Girl 1: Like how much? 
26) Alison: I don't know. It's like twenty dollars a 
ticket. 
The bell rang at this point, so they turned off the 
recorder and came into from the hallway. 

In this chapter, I will demonstrate how the data 

supports the differences between storying and storytelling, 

and discuss in detail just what is involved in storying. 

In making the case for storying as a learning/living 

process used by the participants in this study as a major 
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form of communication, I will examine the following aspects 

of storying that set it apart from storytelling. These are 

(a) storying as a participatory/dialogic process, (b) the 

elements of story as used in storying, and (c) the ways in 

which stories are initiated in the storying process. 

I constructed these three categories through the use 

of an analytic induction method (Bogdan & Biklen, 1992) 

which enabled me to develop a theoretical frame with which 

to distinguish between storying and storytelling. Next, I 

used a constant conparative coding system (Glajer & 

Strauss, 1967) to construct the three categories which 

support this distinction between storying and storytelling. 

Participatory/Transactive Nature of Storying 

As I said earlier, we story with each other not for 

or to each other. In storying, the storyers (listener [s] ) 

and speaker[s]) construct the story together. It is an 

opening up, an invitation to others to consider our motives 

and effects and indeed participate by making their own 

comments. We each have a myriad of stories to share and as 

many ways of expressing those stories (Coles, 1989). Which 
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stories we share, why and how is largely dependent upon the 

person or people with whom we are storying. 

In this process, the stories unfold and details are 

incorporated both as they occur to the speaker(s) to add 

them and as the listener(s) requests them or adds them 

themselves. Listening is an extremely important aspect of 

storying as the listener is cin equal partner in the process 

and as such must be equally as involved. As Alison's 

statement I only really want to listen to people who listen 

to me" suggests, it is also a reciprocal process. The 

following story (#2) that Droopy shared about why he can't 

(doesn't) listen to Brenda in the classroom shows the power 

of storying over Brenda's talking to engage his attention. 

1) Droopy: You know like when people talk to you and 
stuffy you ain't listening. You really listening at 
them. What you're trying to do. You be like "What?" 
Like that. What are we doing? What are we doing? 
Like that. And nobody answers and stuff. Like that. 
2) Lauren: Ok. what makes you not listen when she's 
giving directions in the first place? 
3) Droopy: I don't know. 'Cause my friends be having 
real good stuff to tell me, like, "Droopy, Oh, I went 
like that last night stuff, I went and played and 
stuff. " Then, I start thinking about it. Like that 
stuff they be saying, and I start listening in. 

During one of our group discussions, the six students 

and I began storying about the field trip we had taken as a 
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class to the Renaissance Fair on February 29, 1996. 

Droopy had missed the trip, but the rest of us had enjoyed 

it a lot. In the following story (#3) , we shared an 

incident with Droopy in which Isaac was being juggled by 

one of the magician/jugglers. There are several things in 

particular to notice about this story which make it the 

product of the storying process: (a) There are characters, 

namely Isaac and the magician/juggler, and an event, that 

of Isaac being juggled; (b) All of us who are in the 

conference room during this session except Cathy 

participate in the sharing of this story adding details 

about the setting and the characters,- (c) Mike (in speech 

turn #17) presents his part as a direct quotation from the 

magician/juggler; (d) Several times (in speech turns #6 & 

#7, #14 Sc. #15, #17, #18 & #19), the speakers interrupt each 

other and finish each other's sentences; (e) There is an 

interruption toward the end of the story but Isaac (speech 

turn #22) , who sees it as primarily his story, brings us 

back to it. Yet there is still no tidy conclusion. These 

are important characteristics in all the stories reproduced 

in this chapter. 
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1) Droopy: Miss, how was the Renaissance Fair? 
2) Lauren: Good. We missed you. I wish you'd been 
there. (Several students talking at once.) Ok. 
Let's start this way so Droopy can get a sense of what 
are some things that you guys did. 
3) Isaac: I was a show. I'm a star. 
4) Alison: We went to see a man that does magic 
5) Mike: It was hocus pocus. 
6) Alison: He made rings. No, he didn't make them. 
He was putting them together and he was like . . . 
7) Mike: Like this. (Demonstrates with his hands.) 
8) Alison: And he did something with little balls. 
They were like he put them in this hand and then he'd 
come up and they would come out this hand. 
9) Angelica: Little green ones. And he was a star 
(pointing to Isaac). 
10) Isaac: I'm a star. I belong with stars. 
11) Mike: Jt was a juggling show. He juggled with 
axes. 
12) Isaac: I got to hold the ax. I wanted to keep 
one of those, Man. Could if you brought it in Mrs. 
Dinius' truck. 
13) Lauren: Isaac, tell Droopy a little bit about 
what you did. 
14) Isaac: Ok. First, he told me .. . 
15) Mike: Wis just went over there. He was juggling 
fire. 
16) Isaac: And he told me, he had me like this by the 
neck (indicating the back of his shirt collar) , and he 
told me I could give us another hand. So I put it 
(his own hand) like this (holding the back of his own 
shirt collar), and then he said , "Go." 
17) Mike: Excuse me, Isaac. But, he said something 
before he picked Isaac. He said, "I need somebody 
small and lightweight, " and he grabbed Isaac. 
18) Lauren: Then when he picked you up to juggle 
you . . . 
19) Isaac: He said I was heavy. 
20) Mike: He wanted one of those little kids. 
21) Isaac: He taped my feet together. 
(Seven lines of discussion off the subject later) 
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2) Isaac: It's still my turn. I gave him the ax, 
then he put a hat over my head 'cause I was king. 
Then he put it (the robe) over my face and put my 
glasses (over that). 

The story ends here because Droopy asks, "Can we talk 

about the carnival?" which is a logical connection with the 

Renaissance Fair. Droopy wants to participate and is 

somewhat of an expert on carnivals as will be seen later. 

Mini-monologues. Dialogues, and Multilocmes 

Storying ranges from engaging in mini-monologue to 

dialogue to multilogue depending upon the story and the 

storyers and the context. The observations made about the 

speech patterns of the storyers is supported by the work of 

Barnes (1992) . Any given storying episode might include 

all three engagement patterns. In the story above (#3), 

the sharing was a multilogue. By this I mean there were 

more than two voices constructing and sharing the story. 

In a dialogue there would be two voices, and in a monologue 

only one. 

The mini-monologues mostly occurred during a retelling 

of some sort, either a story the students had read or 

written themselves or as a story within a larger story. 
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(See story #14.) It is in the mini-monologues that fiction 

was most likely to occur. 

During the individual interviews on 1/16/96 which were 

primarily to find out the students' feelings about the 

transfer of Mr. Strong, the initial principal at 

Southwestern that school year, I began by asking each 

student to tell me a bit about the book they had chosen for 

free reading. Alison (story #4) had chosen Flour Babies 

(Fine, 1994) : 

There are a bunch of boys in this class and they are 
doing- child development and they have to carry these 
sacks of flour around with them. This guy, Simon, he 
eavesdrops on this teacher and he thinks they are 
going to explode them when they are done. 

In a later interview with Cathy, she said that to her, 

"Stories are a hobby. " She is a good writer as described 

earlier and loves to write stories. She does so she said 

when she has nothing else to do. The following is a 

mini-monologue of a story (#5) she had written at home and 

put "... away in my storybook." She retold it to me 

during one of the one-on-one interviews when I asked, "Can 

you tell me one of the stories?" 

One story I wrote about was about a mouse, no it was 
about a cat and I think it was a dog and, um, an 
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ostrich or something, I don't remember. The dog was 
like the king and he had like everything and the cat 
was jealous and the ostrich was like the wise person 
and he had gave the dog anything that he wished for 
and anybody else that wanted something but you would 
have to pay certain things. So the cat had went to 
the ostrich and asked him like if he could have 
everything that the dog wished for but twice as much 
and so he said ok. So whatever the cat wished for he 
got twice as much so like he asked for a meal and he 
got a big feast. And then the dog didn't know that he 
was doing this. He knew he was always jealous but he 
didn't know that he was going to do that, so he had 
asked for. ... So the dog found out and he wished to 
be blind in one eye and the cat was blind in both 
eyes. And then he wished to he deaf in one ear and so 
the cat was deaf in both ears. He couldn't hear or 
see. And then the cat had begged the ostrich to 
change wishes but he couldn't change them. And that 
was the end. 

From these two exati^les, it is evident that 

mini-monologues are similar to storytelling in that the 

speaker is not interrupted by the listener, nor does the 

listener add anything to the story. In storying unlike 

storytelling, however, these mini-monologues connect in 

some way to a larger conversation. The brief retelling of 

the novel by Alison in the first example was followed up by 

a question from me, "So, they have to take these flour 

babies with them to every place they go?" Alison replied, 

"Yes, and he can't trust his mom with it. So, he has to 

take it to soccer practice with him. " In the second 
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exait^Jle, Cathy's mini-monologue was part of our discussion 

about the definition of story. 

The dialogues and multilogues function within two 

different frameworks. The first framework is constructed 

when the listener asks questions and makes comments about 

what is essentially the speaker's story. The second 

framework is constructed when two or more speakers are 

sharing a story about a common experience or already know 

the speeiker' s story and so share their input. The 

listeners may or may not interject questions and/or 

comments. Isaac's story about being juggled (#3) is an 

example of the latter. 

Dialogues occurred mostly in the one-on-one interviews 

with me, although there are examples of these in the group 

interviews as well when one student would become more 

involved in the story than other students. In several of 

these dialogues, a listener would actually finish the 

sentences of the speaker because they were so involved in 

the story (as happened in the juggling story [#3] in speech 

turns #18 and #19), or interrupt because they needed to add 
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something that just couldn't wait (as in the story (#7) 

about Ms. Delbert--see speech turn #17). 

The following exatiple of a dialogic framework is taken 

from Alison's Exit Interview during which we talked about 

the Homework Contracts. This led us to story (#6) about 

her brother and sister. 

1) Alison: My brother and sister, they are like they 
help me with my homework a lot and give me ideas or 
like . . . 
2) Lauren: Even though they are younger? That's 
neat. Give me an example. 
3) Alison: My brother, he gave me this idea to do a 
collage that I did. He would make things by cutting 
out pieces of paper and then they would also have the 
word in it of what it was. My sister is like Miss 
Neat. She can't stand anything messy. She gave me an 
idea for the diorama in there and she gave me all the 
information she learned about this plankton stuff. 
4) Lauren: So you ask them for ideas, or do they 
just offer them? 
5) Alison: Well, sometimes I ask them but they go, 
"You shouldn't do that." And I'm like, "Why?" And 
then, they help me and it's like I don't even know 
they are helping me anymore. It's like something I 
usually do. And she helps me with my vocabulary. She 
scrambles up the words for me and I type them up and 
then I write my definitions and then she brings 
another word. It's fun. 
6) Lauren: And so, do you help them with their work? 
7) Alison: Oh yeah, all the time. We play these 
games like I pretend I'm their teacher and I have this 
slate bocurd and I write their problems on it. 
8) Lauren: How old are they? 
9) Alison: My sister is eight and my brother is ten. 
10) Lauren: So the three of you are sort of a team 
with your homework. 
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11) Alison: Yeah. But we can be really mean to each 
other. 

She goes on to tell stories (see #23) of how they are mean 

to each other. My question in speech turn # 6 above 

changed the direction of the storying to an event she may 

not have addressed otherwise. Thus in storying, the 

listener's input is very much a part of the construction of 

the story. 

The multilogues occurred mostly in the group sessions 

and these had the most danger of becoming free-for-alls 

wherein everyone talked at once. It was during these times 

that I found myself being somewhat like a stage director or 

a traffic cop (as I did briefly in the juggling story [#3] 

--see speech turn #13). 

Another multilogue occurred during one group session 

following my reading of "Harrison Bergeron" by Kurt Vonegut 

(1961). "Harrison Bergeron" is a science fiction story in 

which the country (USA) has through constitutional 

amendments successfully made everyone equal in every 

possible way. Therefore, imusually beautiful people must 

wear masks which make them look like everyone else and 

unusually intelligent people must wear short wave radios 
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embedded in their ears so that thoughts are interrupted 

periodically by loud noises like twenty one gun salutes. 

Following the reading, we discussed the issue of 

equality and what that might mean. At one point, towards 

the end of our session together, the students began to 

story about one of the teachers they had had first quarter 

for social studies. In her classroom, they would 

occasionally watch videos along with the other two groups 

(the classes that made up the original team). 

In this story (#7), notice that there are distinct 

characters and events, details being added, and dialogue 

quoted, as well as people clarifying (speech turn #3) and 

furthering (speech turn #9) the storying through questions. 

Questioning is another inportant feature of storying which 

differentiates it from storytelling. Notice also that this 

particular story begins somewhat conventionally with the 

words, "one time ..." and ends with a concluding 

statement. 

1) Droopy: One time, one time, I was getting some 
water and she said, "Sit down. " Then when Joe got up 
to get some water, she let him. She said, "Ok." I 
got mad. 
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2) Isaac: That's another thing, too, like they would 
go up and get some water and they would like leave us 
till the end. 
3) Lauren: Who is the they that would get water? 
4) Droopy: LIKE Delbert's class. 
5) Isaac; Like Bill. 
6) Angelique (sarcastically): Ms. Delbert's class is 
special. 
7) Droopy (also sarcastic): They're the haddest 
ones. 
8) Alison: They think they're better than us. 
9) Lauren: Why? 
10) Angelique: Just 'cause they have all kinds of 
parties and stuff. She doesn't like us. That's why 
she picked her own class and so she started . . . you 
know how we had changes with Ms. Matison? 
11) Lauren: Yes. 
12) Droopy: She didn't like our class. 
13) Angelique: After that we go to our room and then 
her class goes to Ms. Matison and then Ms. Matison's 
class goes to her room. 
14) Droopy: But she called our class the slow 
learner class 'cause she'll go in and finish that lab 
and she called us slow learners. 
15) Issac: I know and then she would brag about her 
kids. Look, even Bill made 92 points in one day. I'm 
like, "So?" 
16} Mike: Or remember when Cameron and all . . . 
17) Isaac: That's why it was all good when we beat 
her at basketball. 

The storying shifts to that basketball game and then to 

other basketball games the class has had during the year at 

morning recess. It is significcuit to note that though the 

story begins and ends with storytelling-like conventions 

{One time, one time . . . /that's why it was all good when 
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ve beat her at basketball) , the initial speaker is Droopy 

while it is Isaac who ends the story. 

Role of the Listener 

The role of the listener in storying in much more 

dynamic and fluid than the audience role in storytelling 

(H. Rosen, 1984), In storying, the listener(s) is 

responsible for getting the information she/he/they needs 

through (juestioning and commenting. The speaker shares 

what seems necessary to the speaker for their purposes but 

the details chosen do not necessarily take the listeners' 

background and knowledge into account. During one of the 

first group sessions, the talk which had started simply by 

my asking them to share stories had moved to a discussion 

of the movie "Beethoven." From this. Angelique, as she did 

often throughout the year, made a connection to her cousin 

who had been killed a year emd a half ago (story #8) . This 

time the memory had surfaced even more strongly because 

another child in the community about the same age as her 

cousin had recently been abducted and murdered. Issac 

became interested and involved, but as his questions show 
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he was a bit behind. However, without his questioning I 

don't think she would have offered the detail that she did. 

It is also fairly common in storying for intertextual 

connections to be made across stories as Isaac does with an 

earlier story of the movie "Beethoven." The "jeez" 

expressed by Isaac in speech turn #8 is also in keeping 

with the tone of frustration and sadness evidenced in 

Angelique's sharing. 

1) Angelique: Like my cousin Emily Gonzales. The 
one that was kidnaped and killed. 
2) Isaac: That was your cousin? 
3) Angelicjue: They believe that it's the same killer 
as that other little girl. 
4) Isaac: So that was your cousin? What was her 
name? 
5} Angelicjue: Emily Gonzales. 
6) Isaac: Did she die or what? 
7) Angelique: Yeah. They found her under the 
(inaudible) . Remember that guy was walking his dog 
and he let his dog go and the dog found her. 
8) Isaac: How come they didn't leave her with 
Beethoven? They needed a guard dog. Jeez. 
9) Angelique: My uncle says it reminds him. ... So 
when they come over, they start crying. 
10) Lauren: J bet this is really hard for your 
family. It brings all those memories back. 

Angelique actually shares two stories here. The first 

is about her cousin. The second is about her uncle. 

Angelique could have chosen the story of her family grief 

following my comment. But, she did not and we moved on to 
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a sharing of pet stories initiated by Isaac with the 

opening line, "My lizard died. Poor Scottie." 

Types of Listener and Speaker Responses Purina Storyina 

The direction that a story or a storying session might 

take depends in large part on the responses of the listener 

or listeners to the speaker and the response of the speaker 

to the listener(s) as well as the content of the story 

being shared (Brunner, 1994) . The following five types of 

responses were gleaned from the data: intermittent 

responses, ignoring a story starter, listener(s) tangential 

comment(s), popcorn stories, sustaining a story through 

extraneous interruptions. 

Intermittent responses. These responses keep the 

speaker speaking. It is these responses which allow the 

speaker to know that the listener(s) is engaged in the 

storying process with her.Two exatt5>les of this kind of 

response follow. The first (story #9) occurred during the 

beginning of the group session in which I was about to 

read "Harrison Bergeron." We had just sat down. 

1) Isaac: Ms. R. gave me a purple lip. She hit me 
with a softhall. 
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2) Mike: You mean Ms. C. 
3) Isaac: No, Ms. R. 
4) Droopy: She bust your lip? 
5) Lauren: She hit you with a softball? Tell us how 
that happened. 
6) Isaac: She hit the ball. I was kind of 
daydreaming. 
7) Mike: About what? 
8) Isaac: J wasn't daydreaming-. I saw the ball, but 
I put like the thing right here. It was supposed to 
come to here, and she hit it on the brown part that's 
down there. And, I thought it was going to come right 
here. 
9) Lauren: 
10) Isaac: 
11) Lauren: 
attention. 
12) Issac: 
here. 
13) Droopy: 
14) Isaac: 
rim and it, 
I got . . . 
15) Lauren: 
16) Isaac: 
hurted. 
17) Lauren: 
18) Isaac: 

So, she hit the ball. 
And it came through here and it went . . . 
Oh, 'cause you just weren't paying 

I mean, you were . . . 
I was paying attention, but it went right 

But, were you daydreaming? 
And, then my finger like got stuck in the 
I couldn't get it out. By the time 

Are your teeth loose? 
No, 'cause I went like this. Ow, that 

Yeah. 
I bit my lip so I wouldn't, so it wouldn't 

like do anything to my teeth. That's what I always 
do. 
19) Cathy 
20) Isaac 
21) Cathy 
ooooooh. 

How hard did she throw it? 
She hit it hard. 
You heard the bat boom and it went 

At this point, I stopped any further storying about Isaac's 

lip and proceeded to read the story. But, notice that 

almost every speech turn other than Isaac's are responses 

which further the story. Most of these responses are 
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questions asked by several different listeners, Droopy, 

Lauren, Mike, and Cathy throughout the story. 

The second story (# 10) occurred during the first 

interview I conducted with Ken. This story came about 

during our discussion of the fact that Southwestern Middle 

School needs a lot more minority representation on the 

faculty. 

1) Ken: Because obviously when you advertise a job, 
you have no way of controlling who applies. 
2) Lauren: Right. 
3) Ken: But, I do know that. . . . Let me give you 
an example. When we opened up our sixth grades (at 
another middle school where Ken had been the 
principal), I ended up hiring an African American 
male, who is an unbelievable educator. We ended up 
hiring a Native American female. We hired an Hispanic 
male and an Hispanic female. I thought, damn, we did 
pretty good here. But the African American male, I 
went out and got him. I said, "I gotta have him." 
Ok! ? 
4) Lauren: Yeah. 
5) Ken: And the Hispanic female was at one of our 
feeder schools and I knew her already. I told her 
(about the job) . So maybe you beat the bushes, but 
that still doesn't guarantee. But you have to try. 
6) Lauren: Right. And why can't we say in this 
district that we have these needs. . . . 
7) Ken: They said we could say it. 
8) Lauren: Ok. People just don't do it? 
9) Ken: There are some district roadblocks because 
of the union, because of the contract, but . . . 
10) Lauren; There are ways around it? 
11) Ken: But what you try and say is that your 
school's a racially identifiable school. And, if you 
can get that label put on your school, then that gives 
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you the opportunity to jump over seniority and look at 
some minority applicants. 
12) Lauren: And certainly Southwestern fits rig-ht in 
there. 
13) Ken: Oh yeah, so we just don't have the 
representation which would help in this building. We 
perceive that particularly in a deseg school we would 
like to have some minority staff members, and not just 
in classified positions. 

We went on to talk about some specific people we both knew 

and would like to see on the faculty at Southwestern. 

Again, the even numbered speech turns demonstrate how the 

listener's responses keep the story moving forward. I 

began responding with interjections (speech turns #2 & #4), 

moved to questions (speech turns #6, #8, #10), and ended 

with a comment (speech turn #12). 

Ignoring a story starter. This is done by continuing 

with a story already in progress. It is a response which 

stops a story from starting at least for that particular 

time and context. During one group session, Alison was 

telling a rather lengthy story (#11) about her sister 

having a seizure. In speech turn #5, Mike tries to 

interject a loosely connected story which would have taken 

us in a totally different direction. It was completely 
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ignored by everyone and Alison continued to tell about her 

sister. The process went as follows: 

1) Alison: . . . And then she threw up and all the 
blood and yuck came up. 
2) Students (in unison): ooooooooooooo. 
3) Cathy: Gross. 
4) Mike: We had a bahy turtle. 
5) Alison: And she was like, she was all cold too 
cause and that's why my mom thought she was shivering-

The connection Mike is making is unclear, but it may 

well be that his baby turtle had some kind of gruesome, 

bloody experience. However, he didn't persist, we ignored 

him, and Alison went on to finish her story. 

The li5tener(s)'s tangential rommentfs). This is 

another response which has an impact on storying. It can 

either change the speciker (example one) or take the current 

speaker off on a new story (example two). 

Example One: We were talking about why students have 

to call teachers Mr. and Mrs. (Miss or Ms.) while teachers 

can call students by their first names. Mike started to 

share a story (#12) when Cathy responded with a tangential 

comment that made her the speaker. 

1) Mike: We had a substitute yesterday in 
keyboarding and we can call him by his first name. 
2) Cathy: I got in trouble in typing (keyboarding) 
because of somebody else. She asked a question. She 
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said why do vre have to .. . you know how we do the 
cross when we pass churches. 

This led us to a rather extensive discussion of how to 

make the sign of the cross. This took us in a completely-

different direction than Mike had started us on with his 

concern about calling a teacher by his first name. 

Example Two: At one point in the first interview with 

Brenda, she was talking about Mr. Strong. I made a comment 

about something I had observed that morning as I came in 

the building, and Brenda shifted to a connected but 

different story line (#13) . 

1) Brenda: . . .  H e  (Mr. Strong) wasn't out to put 
anybody down. He wasn't out to demean anybody. He 
was out to empower everybody. And, people didn' t like 
that. 
2) Lauren: It's interesting. When I came in the 
building during the faculty meeting this morning after 
Ken had taken over, Elsie was in the hall and when I 
asked her how it was going, she gave me an odd sort of 
look and said, "Well, at least now we know where we 
stand." 
3) Brenda: He was yelling at us. 
4) Lauren: What was he yelling at you for? 
5) Brenda: Confidentiality. Some of our kids got 
busted for having pot and he was talking to one 
teacher and he said he walked out into the hallway and 
that teacher was talking to another student about the 
student that had just been arrested. 
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My comment in speech turn #2 caused Brenda to shift 

from a story about Mr. Strong to the one about Ken and the 

faculty. 

Popcorn stories. These are another common response 

which keep stories moving around a similar topic from a 

variety of perspectives. I borrow this term from Mike who 

used it to describe certain kinds of stories during the 

initial interview. The storyers are constantly shifting 

roles from speaker to listener to speaker to listener and 

so on. All of the students I storied with in the course of 

this study liked to go to carnivals. Two of the students 

were particularly knowledgeable about the rides. The 

following is some of the storying (#14) we engaged in 

around carnivals. 

1) Droopy: Me and J J got on it [the Zipper] . He 
had three people sit on him. It took us like that. 
It took us way up. It took us real fast and it took 
us backwards. You be going down and it looks like 
you're gonna hit the ground. 
2) Isaac: One thing about the Zipper, I got my 
friend (he's a real scaredy cat) to ride on the 
Zipper. He had a lot of money on him that day and 
when he had a lot of money he bought me a ticket. I 
bought myself tickets, but he bought himself tickets, 
a lot of tickets, but he still had like $10 left over. 
3) Lauren: This was at Spring Fling? 
4) Issac: No, just at the carnival. 
5) Lauren: Oh. Ok. 
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6) Isaac: And then we played al the games and at the 
last he had like $3 left. That's when we got on the 
Zipper. We rode like that. We bought some fries, a 
soda and a hamburger. 
7) Cathy: A ticket costs $5. 
8) Isaac: And he got off that ride, he said, "Here, 
Dude, I don't want the hamburger." I said, 
"Alrightee. Do you want some fries?" He's all like 
no. And I ate everything too. It was good. 
9) Droopy: It's the Swing. You get on there and it 
takes you like around and taking you higher and higher 
and I could see JJ. He was way down there and he was 
all sick, when we got on that thing I told you about, 
the Ring of Fire, he got off dizzy and he started 
throwing up, and he was all jelly. then I could see 
JJ all falling on the ground and stuff. He went to 
that Burger King; he ate, and it was like 10 minutes 
later, he started fooling around like that. Me and 
Courtney were on this thing. 
10) Isaac: My brother. He gets on with me and ever 
since I was little he would make, when I was little he 
used to make me cry on the rides like that. 
11) Lauren: How much older is he than you? 
12) Isaac: Ten years older. One time he got me on 
this thing where it would spin. I used to be afraid 
but now he got me on the Octopus and you go up like 
that but while you go up you're spinning like this, 
around like that, and then there's these things to 
make it go faster. There's these things to make it go 
faster, so he pulls it and we go . . . it's scary. 
13) Droopy: There's this guy John. I seen him at the 
carnival and I felt sorry for him. I felt sorry for 
him because every ride, he had to go on every ride his 
little sister want, and his sister didn't even go on 
that much rides. His sister was riding on the cars 
every time, and didn't want to go nowhere. And, John 
had to stay with her. I felt sorry for John. He said 
I want to go on a big ride. He said, "No, you stay 
with your sister. " And his other sister went where 
she wanted to go. It was pretty sad, I think. I 
said, "Tell your mom, can't she go with you?" 
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In this series of popcorn stories, the speaker shifts 

from Droopy sharing about the Zipper, to Isaac sharing 

about the Zipper, stays with Isaac as he stories about the 

food at the Mexican Restaurant, to Droopy sharing about the 

Swing, to Isaac sharing about his older brother and riding 

the Octopus, to Droopy sharing about his friend who had to 

ride with his sister who only wanted to ride the cars. 

Sustaining a story through extraneous interruptions. 

This is a speaker response to a listener(s) who has made an 

attempt to take the story in a new direction or who is no 

longer listening attentively. It is interesting to me how 

persistent the speakers were at retaining control of the 

story. 

There is a minor example of this in the "juggling" 

story (#3) when Isaac brings us back in speech turn #22 

with the phrase, "It's still my turn. ..." A more 

complete example of this kind of speaker response occurred 

following my read aloud of "The Wrong Lunch Line" (Mohr, 

1975) a story set in 1946 about Jewish children being 

separated from the Christian children in a school cafeteria 
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line. Alison started to share a story (#15) about the 

lunch routine at her elementary school, 

1) Alison: At Watson, they divided you by if you 
had hot lunch you ate at these two rows of tables, and 
then cold lunch you had to .. . You wouldn't be able 
to eat with them [those with hot lunch]. 
2) Droopy: That's weak. 
3) Angelique: That's mean. 
4) Lauren (to Alison) : And hew did you feel about 
that? Wait a minute. Please let her finish. 

At this point everyone was talking at once. {The tape 

was too garbled to even transcribe.) So we stopped to 

discuss why it was so difficult to listen sometimes. This 

discussion on listening lasted eight speech turns. 

Finally, Alison said, "Can I finish now?" Alison shared 

the rest of her story about lunch at Watson with me acting 

as the only verbally transactive listener. The rest of the 

students were silent, some listening and some not. After 

eighteen speech turns of Alison's story. Droopy and Isaac 

who obviously had been listening, shared their experiences 

with the limch procedure at Colvin (I will return to their 

story in Chapter 8, "The Purposes of Storying"). 
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Elements of Storyina 

In Chapter 4, I offered a variety of definitions of 

story found in the literature. In the beginning of this 

chapter, I delineated the differences between storying and 

storytelling. But, before examining story elements and how 

they function in storying, I think it is only fitting to 

include the students' definitions of story as these helped 

me to identify their stories in the transcripts. 

The students' definitions of story included such 

elements as: 

ALISON: Something that happened; plot; meaning, 
reasons for it; characters; information but not just 
information; an idea. 
MIKE: Adventure; details; a setting; people; 
biography--talking about your life. 
DROOPY: Like when you tell me something, like what 
happened, details about characters; lying. 
ANGELIQUE: was Silent for a long time and finally 
said, "I don't know." 
ISAAC: Like a fiction; some are true; jokes. 
CATHY: Once upon a time, What I did. 

As is evident from these definitions, story includes 

the idea of character, event, setting, theme and some 

notion of detail, What is not mentioned by any of the 

students is tone. I'm not sure why. It could be that 

emotion underlies all oral speech and is taken for granted. 
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or that they don't have the words to label emotion 

abstractly in terms of story, or that emotion is the last 

aspect of story they would share consciously and directly. 

The elements of storying that are common to a standard 

definition of narrative are characters, plot, setting, 

theme, eind tone. Other elements such as point of view and 

the use of dialogue or direct quotation while not exclusive 

to narrative form are present in both storytelling and 

storying. An examination of the stories shared by the 

students and the adults, indicated that while all of these 

elements were present in one form or another, they were 

rarely as organized or as developed in storying as they are 

in storytelling. The discussion of narrative elements in 

relation to storying is supported by the work of Bruner 

(1986) , Coles (1989), Rosen (1984), and Rosenblatt (1976). 

Tons. 

It is important to note that tone is one of the 

elements that is always present in oral speech no matter 

whether we are engaging in storying, storytelling or talk. 

It is through tone that we indicate to our listener much of 
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the emotional content behind our words. While, I want to 

make clear the importance and presence of tone in storying, 

it is almost impossible to reproduce it in any meaningful 

way when oral language is written down. This is one of the 

flaws in reporting a study such as this one. However, 

suffice it to say that where the tone is not implied in the 

words or I felt the tone needed to be identified, I have 

put a descriptor in parentheses or stated it outright. For 

an example of the former, see story #7 speech turns #6 & 

#7. For an example of the latter, see the lead in to story 

# 8 .  

Character. Plot. Theme 

The elements that were always part of the speaker's 

initial sharing were character, plot, theme. While 

participation by the listener(s) often added details to 

these as the story unfolded, these elements were already 

present in some form. This finding is supported by Smith 

(1990) who suggests that the thinking of human beings 

follows the patterns of story. 
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For example. Ken began sharing the following story 

(#16) about Mr. Strong's unprecedented mid-year transfer 

with all three of these elements present: characters 

(parents, staff, Mr. Strong, Gonzales), events (Mr. Strong 

being"canned") , themes (power of staff, loyalty and power 

of parents, vulnerability of the superintendent, mistakes 

of a beginner). 

I think staff fed them [the parents] information. I 
think staff was a major player. Because, see, parents 
are very loyal to their school and to their kid's 
teachers. The parent maybe can' t even tell you who 
the superintendent is or who the deputy is but they 
could tell you who the principal of their child's 
school is. So, I think once people became so unhappy, 
they began a letter writing campaign, and they 
worked the phones real well. I think Gonzales [the 
superintendent] had a hard time going to Rotary or 
Business Advisory Council meetings and having people 
say, "Hey, what are you doing with that guy over there 
at Southwestern? I mean I've heard these stories from 
my students or from my friends." And, I think that 
began to work. Also, I think Mr. Strong may have said 
or done some things that didn't help, but I'm not sure 
they warranted him being canned. Those are just 
mistakes first year principals make. 

Another example comes from an interview with Droopy 

during which we storied about his change in sports 

preference from basketball to football. In this story 

(#17), the character is Droopy; the event is his playing 

football; the theme is he's good at football and likes it. 
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J just don't like it no more, 'cause it's boring-. I 
used to like basketball, but now I like football. I 
used to like football when I was little, but now I 
like it again. I don't like basketball no more. 

At lunch on Tuesday, not on Tuesday, on Monday when I 
was playing football, when I caught the ball, I was 
riinning back when I caught the ball, and I was running 
and the ball came over me and I went up like that 
[demonstrates with upper body, arms up] and I bent 
like that and caught the ball. I kept running. I 
almost fell over. And, I went for a touchdown. Then, 
I made four interceptions and two more touchdowns. 

Since I recorded over 250 stories, I could offer one 

example after another to illustrate these elements, but in 

the interests of time and space, I will offer only one 

more. This one occurred during the initial interview with 

Mike when we were talking about what a story might be. I 

am going to reproduce the "talk" prior to the story (#18) 

as it also illustrates the difference between storying and 

talk. Notice, though, that this story (once we get to a 

story) also has the elements of character (Martin Luther 

King, Jr.), event (Martin Luther King, Jr.'s schooling and 

early career) , and theme (helping people deal with racism) . 

1) Lauren: If someone asked you to tell a story 
about Martin Luther King, Jr., what would you tell 
them. 
2) Mike: Well, he was a civil rights leader. He 
helped racism come to a stop. It still goes on, but 
he tried to stop it. 
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3) Lauren: Did you just tell me a story or did you 
tell me three facts about Martin Luther King, Jr. ? 
4) Mike: I told you facts. 
5) Lauren: Now, tell me a story. 
6) Mike: Well, when he attended school, he skipped 
ninth grade and after he went to college, he went to a 
Baptist study group. He studied in there until he 
could become a preacher. He graduated with an A 
average so they appointed him to a church and he was 
teaching other people about God. He was around 
racism. Back then black people had to only go to one 
church and he kind of helped them. He told people out 
on the street. 

It was significant to me that Mike recognized so 

quickly the difference between talk--the three facts, and 

story. In the story, he still offered facts, but they were 

embedded in the details about Martin Luther King, Jr.'s 

character, details about his schooling and career, and 

details about the setting. Also, the theme of King's work 

against racism was stated. 

Setting 

While the setting in storytelling is often fully 

described, in storying it is more often than not extremely 

specific to the event and rarely described explicitly. The 

setting is embedded in the storying, that is, the speaker 

gives only that information which is necessary for the 



304 

Story to make sense. This is particularly true of the 

storying of the students. The adults occasionally were 

more descriptive. Still, it is difficult to fully 

visualize the context of most stories in the storying 

process. There are lots of blanks which must be filled in 

by the imagination of the listener. When this is not 

possible or the story no longer makes sense, the listener 

usually asks for more detail. If the storying does not 

depend on the context for meaning, it is usually left out. 

During the group session on 2/9/96, Angelique shared 

three stories (#19, #20, #21) explaining the scars on her 

head. In all three of these stories, she gives very 

specific information about place with no description and 

almost no information about time. She offered the 

following information about the setting in the first story 

(#19) : 

I was in my house. 
My cousins called me up to help them . . . 
There were four apartments. 
I went aroxind back cause there was no gate right here. 
I just took off for my house. 
We went to the hospital 

We (the listeners) didn't ask her any questions about the 

setting as we had all the information we needed to 
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understand how time and place impacted her injury. In 

fact, all we asked about was how many stitches she had 

gotten, and how badly it hurt. In the second story (#20), 

she offered this information about the setting: 

A couple of months later . . . 
I couldn't go outside because it was wet . . . 
There were like biankbeds like right there, a door over 
there, and another door over here, and a window right 
here. 

Again, we didn't ask for any further information about 

time or place, but we were curious about the number of 

stitches. In the third story (#21), she offered this 

information about the setting: 

I was at my grandma's. There was like a camper right 
here and boards right here hanging from it. There was 
a wall right here with nails sticking out from it. 
They took me to the hospital. 

This time I asked if this incident happened soon 

after the second one because I was interested in the 

chronology. She said, "This happened a year later." In 

all three examples, there is actually quite a bit of 

information about setting. Labels are given of specific 

locations such as house, apartment, hospital, outside, 

bunkbeds, Grandma's camper. In each case, however, as 

listeners we had to visualize from our own experience with 
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such locations as there was no description given to guide 

our mental images. 

During the group session precipitated by my reading of 

"The Wrong Lunch Line," I wanted to know where the event 

that Cathy begins to story about occurred. No one else did 

though, so the setting and the story (#22) get lost in a 

more general discussion of the time period which was after 

World War II. 

1) Cathy: My grandma got a rock thrown at her. 
2) Lauren: Why? 
3) Cathy: When she was marching. 
4) Lauren: Where was she? 
5) Cathy: With Martin Luther King. She got a rock 
thrown at her head. 
6) Lauren: Did it hit her? 
7) Cathy: Yeah. 
8) Lauren: Where was she marching, in Tucson? In 
Alabama? 

I never did get an answer to my question. The 

storying had moved on to women's baseball leagues. This is 

another example of a speaker ignoring a question that has 

the potential to take the story in a new direction. 

Point of View and Use of Dialocfue or Direct Quotation 

In the data, the stylistic elements of point of view 

and the use of dialogue or direct quotation are important 
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pieces which aid the speaker in making their point. Again, 

these elements are not nearly as developed as they are in 

storytelling. They often depend on the listener's input to 

make them clear. In the following examples, I selected 

from both student and adult stories to demonstrate some of 

the ways in which these stylistic elements are incorporated 

into storying. 

Point of view. Most often the point of view of a 

story was that of the speaker. However, there were times 

when the storying was about someone else's experiences, 

sometimes in conjunction with those of the speaker and 

sometimes completely separate. 

In the first exanple (story # 23) which occurred 

during one of the individual interviews, Alison is storying 

about the relationship between herself and her two 

siblings. 

1) Alison: We can be really mean to each other. My 
brother anytime I say anything, he'll like just attack 
me. One time he pulled my hair. 
2) Alison: My mom's always gone at school, so I'm 
sort of the mother around the house. She's learning 
massage and she stays there until 6:30. I make dinner 
and everything. 
3) Lauren: That's a hard position to be in sort of a 
pseudo-mom. 
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4) Alison: Yeah, I know. Being the older one around 
the house and they think they are smarter than I am. 
They are like just because you are on the honor roll, 
it doesn't mean you're smarter than we are and I'm 
like yeah, it does. I'm in sixth grade and you're in 
fourth and you're in second. It's funny 'cause my 
brother tries to use words he doesn' t even know what 
they mean. One time he said, "You're bustling." I 
said, "Do you know what that means?" He said, "No, 
but I think it's a mean word." 

In this story about her relationship with her younger 

brother and sister, Alison is speaking solely from her 

point of view even though she attributes a point of view to 

her siblings. We, therefore, have no way of knowing what 

version of this story her brother or her sister might share 

and how much it might corroborate hers. 

In the following example, Mike shares a story (#24) 

about the first book he ever read. Like Alison's story, 

the point of view is his own as he makes connections 

between his own experiences and those of the character in 

the book. 

1) Mike: When I read my first book, I was so 
interested in it that I read it in one day - fifteen 
chapters. 
2) Lauren: Viow, what was the book? 
3) Mike: I don't remember, but it was a good book. 
4) Lauren: Do you remember anything about it? 
5) Mike: Well, it was about baseball. It was 
fiction. I was nine when I read it. 
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6) Lauren: Why do you think it grabbed you like 
that? 
7) Mike: Probably, I was beginning baseball 
so. . . .It was about a boy, I remember now. The boy 
just got his new uniform and I got my uniform that 
same day and so I was kind of just like him and 
playing second base. 

Mike, unlike Alison, does not attribute a point of 

view to the character. Rather, he singly shares his 

connections with the character from his own point of view. 

When Isaac and I were talking about how he chooses the 

inquiries for his homework contract, he shared the 

following story (#25). He relates the story primarily from 

his sister's point of view. 

1) Isaac: I investigate like simple things. I go 
and ask my sister what kind of food she likes. She 
likes pizza, chicken and she hates shrimp. She likes 
it, but she gets sick. 
2) Lauren: So, she's allergic to it? 
3) Isaac: No, she gets tired of it. Her husband 
takes her over there to Mexican restaurants where they 
serve shrimp. She's just eaten so much. She gets 
tired of pizza, too, because he doesn't have any 
little brothers or nothing like that. He likes taking 
me out to pizza. 

We don't know whether or not Isaac's sister would 

corroborate the perspective of this story. But, we do know 

that he believes this to be her point of view. As Coles 

(1989) suggests, story is a significant means of making 
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Other people' s stories our ovm in perhaps ways that are not 

exactly parallel to their own. Nonetheless, having other 

people share our stories is a part of the process which 

gives the stories life and validity and in turn give our 

experiences broader and deeper meaning even if it that 

meaning is sometimes ambiguous and contradictory to the 

original character's meaning (Bmnner, 1994). 

During our first interview, Brenda was explaining some 

of the problems at Southwestern that were discussed at the 

first faculty meeting after Ken Lewis was appointed 

principal. At the meeting. Ken had talked with the faculty 

about a law suit being brought against Southwestern. 

Parents were upset by the lack of accommodation made by 

some of the faculty to student differences particularly 

students identified as having learning disabilities who are 

mainstreamed into some of the regular classes. Brenda 

shared this story (#26) from both her point of view and Ken 

Lewis's. 

1) Brenda: We talked about the litigation we're 
involved in because some teachers won't accommodate 
for special ed. kids. 
2) Lauren: They won't? Who won't? 
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3) Brenda: It's a specific parent with a specific 
child and several teachers. It's a 7th or 8th grade 
student. 
4) Lauren 
5) Brenda 
6) Lauren 
7) Brenda 

But, we've always accommodated. 
No, we have not. 
You mean some of us never have? 
Some of us never have. And, some of us 

have gotten really upset about accommodating 
especially when it's written in an lEP [Individual 
Education Plan] . 
8) Lauren: And, the Learning Disability teachers have 
deliberately not put kids in their classes before? 
9) Brenda: I think that's why you and I always had 
so many kids labeled LD in our classes. You know, 
Kathy's been complaining about this for years. She 
hasn't gotten any back up so i<- will be interesting to 
see what comes from the law suit in the long riin. It 
is federal law after all. 
10) Lauren: Vfhat is Ken's perspective on all this. 
11) Brenda: He was very upset. That's what he was 
saying, "This is not an isolated case. If I heard 
this one time then I would think, ok, maybe there were 
some extenuating circumstances, maybe there is 
something going on, maybe there is this parent who's 
out to get us or whatever. But, I heard it from at 
least five parents. Southwestexn just does not 
accommodate for special education kids and so one 
parent has finally decided to sue." 

The shift in perspective comes in speech turn #11 

following a direct question from me asking Brenda to relate 

her sense of Ken's point of view. Storying often includes 

this kind of speculation of other people's points of view. 

Use of dialogue and/or direct quotation. Use of 

dialogue and direct quotation are used to add veracity to 

our storying. This observation is supported by Britton 
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(1993) . When we can quote someone verbatim, it strengthens 

the validity of the story and makes it more believable. 

This element was used in a number of the stories I 

recorded, and has appeared in many of the examples I have 

reproduced thus far. The question that comes to mind, 

however, is how trustworthy is the speaker about word for 

word quotation? 

The four stories reproduced here demonstrate 

specifically how dialogue and direct quotation function in 

storying. In one of the individual interviews, Droopy is 

sharing a story (#27) about how some of the other boys want 

him to be their "body guard." He quotes both J. and 

himself directly in speech turns #3 and # 5 respectively. 

1) Droopy: J just don't like when they get in 
trouble, they're always running to me. 
2) Lauren: They want you to protect them? 
3) Droopy: Yeah. Not R. 'cause R. don't mess with 
nobody. It be like J. and S. They pick on people, 
then they start chasing them, then they run to me. J. 
goes, "Droopy, he tried to get me. Beat him up. " 
4) Lauren: Is this like out on the playground? 
5) Droopy: Yeah, like at lunch time. I bet they're 
going to try to do that today because S. he likes to 
pick on people if they don't let him play no games. 
He be running to me and stuff. I say, "Why do you try 
to get me into trouble?" 
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It is difficult to deny the verisimilitude of the 

speciker's ovm words even if they have been changed since 

the event to suit other purposes the speaker may have. 

But, we must take on faith that the words of the other 

characters in the story are indeed quoted accurately as 

they are remembered sind not taken out of context. This 

aspect of storying is one that has the potential to create 

conflict in almost every sphere of an individual's life 

experiences. 

Cathy in the following story (#28) about a 

misconception caused by a lack of knowledge and a sort of 

miscue or malaprop, offers both direct quotation and a bit 

of dialogue to make the story more animated. See speech 

turns #1 and #5 respectively. 

1) Cathy: My grandma's daughter which is my cousin 
had a seizure. She's 32, she just turned 32. While 
she was 31, she had a seizure. My aunt was there and 
said, "The doctor says she's had a grand mal seizure." 
I didn' t know what a grand mal seizure was so I 
thought it meant that my grandma was having a seizure. 
She was sleeping and I thought she was dead and I 
started smacking her. She got up and . . . 
2) Mike: Wake up. Grandma. 
3) Alison: What's a grandmother seizure? 
4) Lauren: No, her cousin had a grand mal seizure. 
It's a French phrase that means literally big, bad. 
5) Cathy (continues without acknowledging our 
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interruptions): I went in there and I started 
slapping her and she got up. She was going, "What? 
What? What? What's wrong? What's Wrong?" I'm 
going, "You had a seizure. The doctor said you had a 
seizure." She goes, "No, he didn't. He said that L. 
had a grand mal seizure. " 

The recreation of the dialogue in this story brings it 

to life. It is what actually makes it a story. Without 

the dialogue, these words would be more in keeping with a 

definition of talk in the same way that the beginning of 

Mike's story (#18) about Martin Luther King, Jr. was merely 

a string of facts. 

During one of our group interviews (1/18/96), we were 

sharing experiences about prejudice and name calling. 

Isaac shared the following story (#29) which includes 

quoting the dialogue of the two people most directly 

involved in the story, his Africcin American friend and one 

of the "white" boys. 

I was at the park with my cousin and I have a very 
best friend that's African American. These, how do 
you say, white people, yeah, these white people were 
right there in the park. They were kind of, a little 
bit my friends and they were playing soccer. I asked 
if we could play and one of them said, "I don' t want 
to play with that 'nigger. '" My African American 
friend got mad. His name is J. [To Droopy: Not your 
friend J, another J over at Dunlap at my 
grandmother's.] He got mad so he started calling him 
"white cracker" and stuff and then he left. He just 
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walked off because the white guy wanted to fight with 
him, but he said, "Nah, he's not worth it. Let's get 
out of here. " 

In this story, Isaac is sharing a mini-monologue about 

an event he mostly observed. Therefore, he offers the 

dialogue to give a clearer picture of the points of view of 

the two characters. This dialogue supports the "action" of 

the story. 

During the first interview with Ken, we talked about 

relationships between students and teachers. I explained 

how so often we push kids away when we take offense at 

their atteit5)ts to push us away. I tried to make the point 

with the following story (#30) that we are the adults and 

should be able to see beyond their words to their needs. 

One year there was this kid who hated school and 
refused to do anything. He sat in the back of the 
room in one of my eighth grade Language Arts classes 
and was rarely a problem. Then, all of a sudden out 
of the blue, he shouts up from the back of the room, 
"Hey, Miss, you know you can see through your skirt." 
A hush fell over the class as you would expect. 
Eveiryone was waiting to see what I would do. I looked 
at him and smiled and said, "Well, it's a good thing 
I'm wearing underwear, isn't it?" And, I moved on 
quickly to what we were supposed to be doing. He 
never said anything more about it. But he did change 
in one respect. He started taking some of the 
paperbacks off the shelves and reading them during 
class. Finally, one day as he was leaving the room I 
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said, "You know you are welcome to check any of those 
books out, if you want to." And, he did. 
Again, the direct quotation of dialogue adds validity 

to the story. It puts the listener in the scene as a kind 

of eavesdropper. 

Comparing Story Styles 

In this section, I compare the story styles employed 

by three of the students to retell a story Brenda shared in 

class one day. I use the term style in a limited sense to 

refer to the ways in which the students brought the 

narrative elements into their retelling and to what extent 

they provided descriptive details. 

Mike, Angelique, and Isaac retold the story Brenda had 

shared with them in class about a rather disconcerting 

experience she had had on the freeway driving home from 

school. All three retellings came during one of the 

individual interviews in response to my question, "Do you 

think teachers tell stories?" I will reproduce all three 

stories here and then examine the similarities and 

differences in the students' styles. 

MIKE 
Well, Mrs. Dinius told this story about when this 
lady ... We were talking about what the bad things 
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are and what we can do to change. And this lady was 
naming in and out of cars and she jumped into the 
back of Mrs Dinius' car and she was all, "Help me, 
help me because my husband's beating me up. " And she 
was poor so she had to drive around and the guy next 
to her had to call 911. 

ANGELIQUE 
She was driving home and there was cars stopped and 
she seen this lady that was running back and forth 
like that. And the lady came up to her truck and 
stuff and jumped into the back and laid down so that 
the guy wouldn' t see her because he was beating her 
up. And, um, the guy found her and grabbed her by the 
hair and started pulling her. So she stopped the car 
real quick and he had to let go. And somebody in 
another car called the police. 

ISAAC 
You know when she told us about this girl being beat 
up by this iiicin on the freeway and she junroed in back. 
She was rvinning around the car and then she jumped in 
back of her truck and then she didn't know what to do 
and he got, he like found her, but Mrs. Dinius pulled 
back the car and then she and since he was running and 
he had her hair, Mrs. Dinius just put on the brake and 
then that man he fell down and she just left and the 
nearest place this man was trying to help her too on 
the side of her and when they got there she called the 
cops and stuff but she didn't want to press charges 
but Mrs. Dinius said since she needed her help now 
she's going to accept it she had to press charges 
that's not a playing way to do. 

All three stories contain the characters--Brenda, the 

lady, the man who was beating her, cuid another person who 

phoned for help. Each of the student's mini-monologues 

makes clear what the event is--a woman being beaten by a 



318 

man jumps into the back of Brenda's truck to escape. And 

each story contains the theme that Brenda was put in a 

position to help out another person in a crisis situation. 

The differences then are in the amount of detail. 

Mike's contains the least detail. However, he does add a 

piece that neither of the others do and that's the context 

of Brenda's telling the students the story which gives a 

hint at the theme of the story. In the second line, he 

mentions what the class was talking about that led to 

Brenda telling the story. Other than that, though, he 

offers very little. He does say that the woman is poor 

which neither of the others suggest and he calls Brenda's 

vehicle a car rather than a truck. 

Angelique adds the detail of a setting--Brenda was on 

her way home and the cars were stopped. She also gives 

more information about what the woman was doing--running 

through the traffic until she jumped into Brenda's truck 

and what the man did--grabbed a hold of her hair. And, she 

shares what Brenda did to make the man let go of the woman 

--stopped the car real quick. 
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Isaac gives the most detail. He tells us everything 

that Mike and Angelique do. And, we also leam from him 

that Brenda was on the freeway, and that once they called 

the police, she insisted that the woman press charges. 

These three retellings of a story that all three of 

the students heard at the same time in the same place 

demonstrate that listeners respond to story elements in 

different ways and with differing degrees of attention to 

detail. What is significant to one listener may hold no 

meaning for another. This observation is supported by the 

work of Rosenblatt (1976) and other reader response 

theorists. 

The Initiation o£ Storying 

In my observations and in the interviews, I noticed 

that stories were shared both spontaneously and through 

invitation. Both spontaneous and invited stories are 

important in the life of a literate, learning centered 

classroom community because both allow the members to 

construct meaning out of their on-going transactions with 

each other and the environment. Spontaneous stories, as 
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the label suggests, are those stories which come into the 

storying process without much provocation. For example. 

Droopy was always coming up with carnival stories. During 

one of the individual interviews, he was talking about his 

parents moving away when he was little cuid leaving him with 

his grandmother. He was saying how he didn't remember much 

when all of a sudden his whole demeanor and tone changed 

and he shared this story (#31). 

1) Droopy: The only thing I can remember for a long 
time is when I went to the carnival. I didn' t even 
want to leave the carnival. I was having so much fun. 
I didn't have no more tickets and I went in the 
parking lot. There were like tickets in there and 
stuff and people didn't even want the tickets. They 
said, "Do you want these tickets?" I'm like, "Yeah." 
2) Lauren: That's a good idea. 
3) Droopy: I had a lot of them. I went over there 
and I started getting on the Ring of Fire and stuff 
with my cousin. I was like, "I got more tickets." He 
was like, "Ok, I want to stay. I want to stay a 
little bit longer." I gave him all the tickets. Me 
and J. went on every ride together. 
4) Lauren: Wow. 
5) Droopy: C. he was brave. Like when the Ring of 
fire go up like that, he went by himself. I don't 
know how he do that. I'd want to be with somebody, so 
if I fall, he falls with me. 

It is evident that the connection he had made with the 

carnival enabled Droopy to call up a memory that he could 

enjoy and wanted to share. 
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Invited stories, on the other hand, are ones that have 

been requested. For exan5)le, in the individual exit 

interviews, I asked each of the students to share a story 

with me about a memory they had from this year. While the 

three stories (#32, #33, #34) I'm using as examples are 

quite different, they pertain to the topic I had requested. 

Story #32 
1) Alison: I'll remember you and Mrs. Dinius and my 
friends and how I've responded to some of their 
actions and stuff. And my 6th period class, 
orchestra. That was really fun. 
2) Lauren: Can you share a story about . . . 
3) Alison: My teacher told us it was her birthday 
and we were like we didn't get you anything. Then the 
next day, we wouldn't let her in the classroom. We 
locked her out and we had all this birthday stuff up. 
When we let her in, she was really happy. 

Story #33 
DMIKE: Oh, wow, the first day I came here there was 
a fight in the locker room. They caught this guy 
wearing panty hose so they teased him and the kid, he 
started slamming this other kid up against the locker 
and stuff. 
2) Lauren: What did that make you think about 
Southwestern? 
3) MIKE: Well, all my friends are nice. It's just 
that that guy's really mean. 
4) Lauren: The guy that was wearing panty hose . . . 
5) Mike: Yeah. He started hitting the guy that was 
teasing him over the head with his boot. 
6) Lauren: Was this a sixth grader? 
7) MIKE: Yeah, he's still here. 
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Story #34 
1) Angelique: I'll remember my friends and the time 
we spent together, the lunch times, the breaks. I 
helped my friend. Her name is Angie. She came down 
from somewhere, I forget, and she doesn't go to 
school. She's 12 years old and she was smoking and 
drinking. I made her stop. 
2) Lauren: Is she going to start going to school? 
3) Angelique: I hope so. 

Alison shared an event with a favorite teacher; Mike 

shared a startling event from his first day at Southwestern 

that involved other students; Angelique shared an event 

that involved a specific friend. Both Alison's and Mike's 

stories were set in class. The context of Angelique' s 

story included liinch and breaks and away from school all 

together. These differences in the students' stories offer 

teachers rich insights into their students if they choose 

to listen and reflect on them. 

Spontaneous and invited stories are not mutually 

exclusive. Spontcineous stories don't just appear out of 

nowhere. There is always a context for storying and the 

most spontaneous story must fit into the context in some 

way. It must connect in some way or it will probably be 

ignored as we saw when Mike tried to spontaneously insert a 

story (#11) about his pet turtle. And, even here when a 
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Story seems not to fit, if we look closely at the 

surrounding storying, there is usually something to suggest 

why that particular story appeared in that situation. In 

the situation with Mike's turtle story, the line before 

that was about Alison's sister "vomiting blood and yuck." 

My guess is that if we had heard Mike's whole story it 

would have had something to do with his turtle and its 

"blood and yuck," 

Invited stories also can never be controlled by the 

invitation. That is, we can ask someone to tell a certain 

kind of story or even a story about a specific incident or 

person or place. However, the actual story will have 

aspects of the spontaneous as the speaker makes decisions 

about what details to include and by the listeners who have 

the power to move the story in one direction or another 

with their comments and questions. 

Spontaneous stories often take their cues from 

associations made with the ideas, words, characters, 

events, settings in stories previously shared. Sometimes 

the connections may be difficult to see, but if you trace 

back far enough and examine thoroughly, it's almost always 
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there. Invited stories need suggestion to come to the 

fore. Questions often spark these kinds of stories 

In the following discussion of these two ways of 

initiating stories, I will provide exatt5)les and examine the 

kinds of phrases which seem to signal the initiation of a 

story both in spontaneous and invited stories. 

Spontaneous Stories 

Spontaneous stories are those that the storyer shares 

without being asked directly to do so. These are the 

stories we are so accustomed to sharing that we often don't 

realize that we are engaging in storying. In the course of 

the year, I found that almost anywhere people gather 

together (students and adults) spontsineous stories erupted 

as regularly as an active volcano. Spontaneous stories are 

initiated in a variety of ways such as: Did you hear what 

happened? Guess what? Did you know? When my cousin . . . 

I remember when . . . One time I was ... I'll tell you a 

story about . . . Hey, this reminds me .. . And, then once 

. . . It makes me mad. That's another thing. You know 

what my friend did? 
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For several days in a row. Droopy would come to class 

in the morning and tell me pieces of an on-going story 

about his cousin J. who according to Droopy was a known 

shoplifter at the malls. Droopy said this bothers him a 

lot especially when they are asked to leave because he 

feels that storeowners label him as guilty by association. 

On the third day of this "saga, " I spontaneously told 

Droopy a story (#35) about a broom I almost "shoplifted." 

It occurred to me to tell Droopy this story not to say J. 

was bad, but to corroborate the feelings Droopy was sharing 

with me about being thought of or thinking of himself as a 

thief. 

One time about a year ago, I had gone to the hardware 
store to get new faucet fixtures to replace the old, 
leaky ones. I noticed that the brooms they had on 
sale were really cheap. So, I picked one up and took 
it to the counter with my other stuff. I set it 
upright on the floor and I guess the clerk missed it. 
I didn't realize this until I got to the car and 
glanced at the sales slip. When I realized she hadn't 
charged me for the broom, I took it back in, told her 
about it and paid her for it. The person I was with 
couldn't believe I had done that. But, I said that I 
just wouldn't feel right not paying for it. 

I had no idea what impact this story had on Droopy 

until he referred to it several days later in another 

conversation. The piece he quoted back to me almost 



326 

verbatim was that I had gone back in and paid for the 

broom. 

During both individual and group interviews, Angelique 

would often spontaneously initiate a story about a cousin 

or some other family member. On 2/9/96 in a group session 

I began by asking for school stories, Alison had just 

shared a story about her brother getting into a fight at 

school. Angelique said, "I've got one," and proceeded to 

share a story (#36) that had nothing to do with school. 

1) Angelique: She scared us at night when we were 
sleeping over. We were in the cemetery at 8:00 at 
night and it was already dark and we didn't have a 
flashlight. 
2) Mike: Who? 
3) Angelique: My cousin. She was lost, but she's 
already 12, but we went . . . 
4) Lauren: She got lost in there? 
5) Angelique: Yeah. And she started crying. We 
waited for her, and she started kicking us. 
6) Mike: You know what you do? You go to the 
cemetery when there's no moon out and it's nice and 
cloudy. 
7) Angelique: No. 
8) Mike: Yeah. And then you leave somebody in there 
and you take a flashlight. 

Angelique had chosen to ignore the "school" story 

topic which invited a specific setting and instead, 

connected with Alison's choice of character, her brother. 
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Angelique iimnediately offered a story about a relative, in 

this case, one of her cousins. 

Invited Stories 

Invited stories, on the other hand, include those 

stories which are requested by a listener. Invitations are 

extended in a variety of ways. Some of these are: How 

come you ... 7 How did you? Give me an example. Tell 

me a story about . . . What do you think about . . . ? 

How does it make you feel? Give some other . . . Talk 

more about . . . The following four examples of stories 

which resulted from invitations range from those that call 

for a specific story to be shared to those that allow the 

speaker a wide range of choice within the invitation. 

In the first example, I asked Brenda to share with me 

the story (#37) of the beginning of Mr. Strong's demise. 

In this case, I asked Brenda to tell me about a specific 

character and a specific event. 

1) Lauren: When did the rumblings about Mr. Strong 
begin ? 
2) Brenda: The first I heard of any intense effort 
was October. But, if you do investigation, the 
rumblings started the first day he was announced. 
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3) Lauren: Because of losing Richard or because of 
Mr. Strong himself? 
4) Brenda: I don' t really know. All the rumors 
started before school began because people knew people 
who had worked with Mr. Strong at Cactus High School. 
It was the same kind of stuff. The comments made 
about him were that he was too child oriented. So, we 
weren't going to like him. And, they were absolutely 
correct, "we" hated him. 

In the second exan^le, I ask Cathy to share an 

experience having to do with a best friend. In this case, 

I am inviting a story (#38) about a specific type of 

relationship. The characters and events of the story are 

Cathy's choice. 

1) Lauren: Do you have a best friend? 
2) Cathy: Nope, not no more. 
3) Lauren: Who was your best friend? 
4) Cathy: Abbie. 
5) Lauren: And where is she? 
6) Cathy: She's still here, but I don't like her no 
more. 
7) Lauren: What happened? 
8) Cathy: She likes to hurt animals for no reason. 
She likes to throw rocks at birds. She likes to get 
her gun and shoot cats in the head. 
9) Lauren: And you've seen her do that? 
10) Cathy: I saw her do it once. I said, "That's 
mean. I'm not your friend anymore." 

The third example comes from the second interview with 

Ken. In this instance, the invitation was to speculate 

about the upcoming year. In this case, I am inviting him 
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to share a story (#39) about himself in a specific context. 

How he chooses to address the events is open. 

1) Lauren: How do you feel your experiences in all 
the different positions you've held in this school 
district from teacher to district administrator will 
help you in terms of what you see needs to happen at 
Southwestern? 
2) Ken: Professionally, I've had some opportunities 
to grow and I'm not easily rattled. I think I can 
articulate a vision. Someone shared with Doris [the 
office manager] that they think I'm arrogant. My 
comment to that is that I'm convinced that what I'm 
asking folks to do is the right thing and that it's 
good for kids. Sometimes when you can't articulate 
your vision or you're not quite certain and self 
assured, you can be rattled and swayed. That's one of 
the nice things about experience, I'm going to be true 
to what I believe in. The other situation I've been 
in is working as central staff and asking how the 
system works for that side of the fence. I had access 
to some information and developed a working knowledge 
of how to get things accomplished. I think that will 
serve me well. 

In the fourth example, Mike asks me to share one of my 

school stories (#40). I am obligated to connect in some 

way with my schooling career, but the range of choices is 

immense, after all I've been in school now almost 45 years. 

1) Mike: Tell us one of your school stories. 
2) Lauren: When I was in high school, my friend and 
I were giggling out in the hallway. The algebra 
teacher came out and got really mad at us for making 
so much noise and sent us down to the P.E. teacher to 
get a swat. That was back in the days when they could 
paddle you. 
3) Mike: Did it hurt? 
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4) Lauren: Oh yeah. I really liked the woman who 
did the paddling. Her name was Miss Linne. 
5) Isaac: Was she a big, fat woman? 
6) Lauren: No, she wasn't fat, but she was almost 
six feet tall. She was the girl's P.E. teacher and 
she was very strong. It hurt. You had to bend over 
and grab your ankles. We were standing just inside 
her office door and there was a hallway outside. She 
literally knocked me through the door and out into the 
hallway. It really hurt. 
7) Alison: Did you cry? 
8) Lauren: Not until later. I wasn't going to let 
Miss Linne see me cry. 

In all four of these examples, the speaker's storying 

is constrained to some degree by the listeners invited 

expectations. In story #37, those expectations are very 

specific. In #38 and #39, the constraints are eased 

somewhat, but the topic (#38) and the character and context 

(#39) remain limited. In #40, the boundaries are broadened 

to a general topic. 

It was interesting (and somewhat disheartening, but 

not surprising) to discover that the stories shared by the 

students about curriculum and school work were all invited 

stories. And that even with direct invitations and much 

cajoling, stories about school work were the fewest in 

number. It was rather telling when in the first group 

interview I said, "Tell stories about something you've 
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learned this year, " and the first response [from Isaac] was 

"I've made good friends with R. and J. and stuff." The 

only stories that the students shared that related directly 

to class work were those I invited about the Homework 

Contracts, current events, and their study of mummies. I 

share some of these stories in Chapter 9, "Purposes for 

Storying." 

Summary 

An analysis of the data collected through individual 

and group interviews with the students, individual 

interviews with Brenda and Ken and my field notes, I led me 

to conclude that the most significant finding was not about 

kinds of stories. Rather, the most compelling finding had 

to do with storying as a process. While I could have come 

up with genre categories and counted the number of family 

stories or friend stories or pet stories, for example, I 

was much more intrigued by the dialogic nature of the 

stories that were being shared. Therefore, I began to 

examine more closely the differences between the data and 

the conventional concept of storytelling. I came to the 
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conclusion that I needed to construct a theoretical 

framework for what I have come to call storying and then 

develop categories with which to con5)are storying and 

storytelling. I constructed three categories, storying as 

a participatory/dialogic process, narrative elements as 

used in storying, and the initiation of the storying 

process. 

Storying as a participatory/dialogic process included 

a discussion of three dialogic processes--mini-monologues, 

dialogues, and multilogues, the role of the listener, and 

types of listener and speaker responses during the storying 

process. These types of responses were further divided 

into intermittent responses, ignoring a story starter, 

listener's tangential comments, popcorn stories, and 

sustaining a story through extraneous interruptions. 

The elements of narrative as they are used in storying 

included a discussion of the five elements basic to all 

story, that is, character, plot, setting, theme, and tone. 

It also included an examination of the uses of the 

stylistic elements of point of view and direct quotation or 

dialogue. 
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When examining the data for the ways in which storying 

is initiated, I constructed two categories which rather 

than being opposites are more like the two ends of a 

continuum. These two categories are spontaneous stories 

which simply arise out of a conversation, and invited 

stories which need provocation to be shared. Most stories 

are initiated by a mechanism which is neither wholly 

spontaneous nor wholly invited. 

We know now that eveiry Tom, Dick and Harry is a master 
of infinitely delicate language skills from a very 
early age, rich competencies of grammar and modulated 
language use and that every Tess, Bess and Hannah 
inherits a complex linguistic semiotic, systems of 
meanings developed in their culture, which include 
modes of story-telling. (H. Rosen, 1984, p. 6) 

As the data analysis described in this chapter 

indicates, one very significant "mode of story-telling" is 

storying. It is a process which is enployed by students 

and adults to make sense of and gain insights into their 

life experiences. Storying is first and foremost a 

collaborative engagement in which both speaker (s) and 

listener(s) are equal participants. It is unplanned and 

unrehearsed. An analysis of the data indicated that 

storying is a dynamic, natural process which is learned 
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culturally through our day to day transactions with others 

(Bruner, 1986; Heath, 1983; Vygotsky, 1986). Storying 

takes place anywhere two or more people gather together, 

adults cind/or children. We need to understand and 

recognize this because storying is a powerful tool we ought 

to be using consciously in our classroom communities. 
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CHAPTER 8 

A COMPARISON OF THE STORYING 

OF THE STUDENTS AND THE ADULTS 

Introduction 

In this chapter, I examine the similarities and 

differences between the ways in which the six students and 

the three adults in the study shared stories. This 

comparison was generated cind guided by the second research 

question. What are the similarities and differences between 

the storying of students and adults? 

The categories for comparison which I gleaned from the 

data include the relationships between and among the 

storyers, the roles of the storyers, the types of stories, 

the use of narrative elements, and the use of stylistic 

elements. The examples I use to support the similarities 

and differences in the storying of the students and the 

adults are taken mostly from Chapter 7 and Chapter 9. 

Before each example, I will give the "title" I have 

assigned to that story and a brief synopsis as well as the 

chapter and the story number for further reference. Where 
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I use a story not reproduced in this document, I will 

reproduce it in a somewhat siTi5>lified form, that is, I will 

only reproduce that part which is particularly relevant to 

the discussion. 

Before I begin, it is important to add a few words of 

caution. While I feel strongly that the comparisons I have 

made are valid ones, any generalizations made from them are 

limited by the nature of the data. The data I collected 

from the two groups (students and adults) is not parallel. 

The data used in the analysis included the transcripts from 

four individual interviews and four group sessions with the 

students as opposed to the transcripts from three 

individual interviews with Brenda and two individual 

interviews with Ken. 

In the first section, I will examine the relationships 

among the students and myself and the relationship between 

each student and me. I will also describe the 

relationships between the two adults and myself. 

In the second section, I will examine the roles of the 

storyers in the two groups in terms of the ways in which 

the speaker role and the listener role operate. This will 
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include a discussion of several of the response patterns 

described in Chapter 7. The third section delineates the 

types of stories shared by each group and compares the 

ways in which each group initiated the storying process. 

The fourth section examines the narrative elements of 

character, plot, theme, and setting as used by the students 

and the adults. The fifth section compares the students' 

and adults' use of the two stylistic elements--point of 

view and dialogue or direct quotation. 

Each of these five sections is divided into the two 

comparison categories--similarities and differences. The 

discussion of the issues raised in each section is then 

organized accordingly. 

The Relationship Between and Among Storyers 

In the course of the 1995-1996 school year, I was able 

to develop close, working relationships with all six of the 

focus study students. That is, I think that each of them 

felt comfortable with me and was will to share their 

stories openly. My friendship with Brenda is mentioned in 

Chapter 1, "The Characters, " and further described in 
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Chapter 5, "The Classroom," and Chapter 6, "The 

Curriculum." The collegial relationship I've had with Ken 

which spans a 17 year period is described in Chapter 1, 

"The Characters." 

Similarities 

As the researcher, I was an integral member of both 

participant groups (students and adults) in the storying 

process. I participated in the student storying both as a 

member of the group sessions and as one member of a twosome 

for the individual interviews. With the two adults, Brenda 

and Ken, I participated in one-to-one interviews. 

In all of the interviews including the group sessions, 

I was the initiator of the conversations, orchestrating the 

setting, the framework, the general topics. However, as 

the conversations grew with both groups, I became an equal 

participant in the storying and often the stories went well 

beyond the initial topic. More often than not, I assumed 

the role of listener, but I did share a story or two where 

it seemed natural and appropriate. For example, I shared 

the "Broom" story (#38, Chapter 7) with Droopy to negotiate 
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and evaluate with him the story he had shared several times 

about his cousin J. who was "known" at the mall as a 

shoplifter. 

Though I was usually in the role of listener rather 

than speaker, it is inportant to remember that in the 

storying process listening is a participatory role. And, 

since we had established open and caring relationships with 

one another in both groups none of the interviews or group 

sessions ever ended because we had thoroughly exhausted our 

repertoire of stories. Storying in such a context is never 

"done" (Britton, 1993; Bruner, 1986; Brunner, 1994; Coles, 

1989; H. Rosen, 1986; Smith, 1990). The storying ended 

because in each interview or group session, we had used up 

our arbitrary time allotments. In fact, in one of the 

interviews with Ken we were storying on borrowed time as he 

had people with scheduled appointments waiting to see him. 

Differences 

In the individual interviews, the relationship between 

each student and me was quite different from the 

relationships I had established with Brenda cuid Ken, My 
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relationship with the students began in the Fall of 1995 

and in terms of regular, daily contact lasted only through 

the end of the third quarter. The relationships I had with 

the two adults had been estciblished years before the study 

began. Ken and I have known each other for over seventeen 

years. Both of us moved to Southwestern to teach in 1979 

when it opened as a "new" school under the court ordered 

desegregation program. We had also worked together on 

various District committees. I would describe our 

relationship as collegial. We have seen each other only 

intermittently over the past 10 years. Brenda and I, on 

the other hand, have been good friends for about eleven 

years and spend time together socially as well as 

professionally. 

The relationship that developed between each of the 

students and me was primarily a teacher/student 

relationship. That is, while I negotiated much of the 

procedure and encouraged them to story freely and without 

restraints, I was clearly the one in charge. It remained 

this kind of adult/child relationship throughout the course 

of the study. Between Brenda and me, we determined how 
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much time out of the students' class time could be allotted 

to both the individual interviews and the group sessions. 

In the group sessions, I often organized the order of the 

speakers and reminded the listeners to stay quiet so they 

could listen and participate and in turn share their 

stories and be actively listened to. It was encouraging to 

see how easily and enthusiastically they engaged in the 

storying process, but disheartening because it felt as if 

they were starved for active listeners. Several of the 

tapes had places that were impossible to transcribe as all 

of the students were talking at once. Unlike adults who, 

unless they are particularly heated about something, can 

sort out the necessary turn taking without even really 

being conscious of it, the students had a hard time doing 

this. These were the times I stepped in and made 

statements such as, "First Cathy, then Isaac, then Alison." 

I was impressed with how persevering the speakers could be 

who had a story they needed to share. An excellent example 

of this is Alison's "Birthday story" (#1, Chapter 7) about 

taking two friends to the Renaissance Fair, Since I didn't 

have any group data for the adults, I cannot say with 
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certainty whether adults would be so persevering, but I 

think it is unlikely. I think most adults would simply 

shut down, determine the listeners to be iinwilling or 

uncaring and story about them later "behind their backs" 

with their "friends." This is not a particularly healthy 

use of the storying process but one that goes on all the 

time in teachers' lounges all over the country. 

My experiences with Droopy were somewhat different 

from the other students in that he was a much more adult 

storyer in terms of his understanding of the give and take. 

In the individual interviews with him, I shared more of my 

stories than I did with any of the other students. He was 

interested and encouraged this by questions he would ask in 

much the same way Brenda and Ken did. This observation is 

supported by the work of Heath (1983) . This is interesting 

to me as Droopy was also the poorest student academically 

and was suspended more often tham. not the last quarter of 

the school year for fighting and too many referrals. 

While my relationships with both adults could best be 

described as equal, peer relationships, these were "my" 

interviews, for "my" study and as such both Ken and Brenda 
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looked to me for direction. However, I tried with them, as 

I had with the students, to become a participant in the 

storying rather thcui a director and, for the most part, I 

succeeded. Also, the length of the interviews were not 

prearranged. With both Ken and Brenda, the interviews 

lasted until one or the other of us had to move on to other 

obligations. Both of the interviews with Ken lasted over 

two hours and the three with Brenda two to three hours. In 

both cases, we could have gone on. My participation with 

Ken and Brenda was more active in the speaker role than 

with the students as I couldn't resist sharing a 

spontaneous story or two. The conversations with Ken and 

Brenda fit more into my life both personally and 

professionally and my experiences as an adult. Thus, the 

storying was more significant and purposeful for me not as 

a researcher, but as a fellow educator and adult human 

being. 

Another difference in the relationships which had an 

impact on the kinds of stories that were shared was the 

purpose the participsucits saw for doing the interviews. 

Because of the nature of the interviews, even with Brenda, 
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the conversation was restricted to school and professional 

storying. Ken saw me primarily as a researcher with a 

specific agenda and thus, our storying remained geared to 

school/professional issues. The students, however, saw me 

as an interested adult who wanted, really wanted to listen 

and participate. Thus, the content of the stories was much 

more open and ranged from classroom experiences (mostly of 

a non-academic nature) to neighborhood events to family 

histories. 

The Roles of the Storyers 

There are two roles in the storying process--listener 

and speaker. Both roles are participatory. Listeners 

participate by questioning and commenting on the story 

shared by the speaker. Either storyer might initiate the 

story, but both the listener and the speaker are necessary 

to the construction of a story in the storying process. 

Similarities 

Both the students and the adults proved to be active 

listeners and would go so far as to fill in words or 
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phrases, help a speaker explain something that was 

particularly confusing, or make reference to a story 

previously shared. For example, in the "Colvin's Cafeteria 

rules" story (# 5, Chapter 9), Isaac and Droopy clarified 

details for each other about the punishment for disobeying 

the rules. In the "Juggling Isaac" story (#3, Chapter 7), 

Mike takes over the description from Alison of how the 

juggler put the rings together by saying, . . like 

this, " and using hand gestures. In the initial interview 

with Droopy, I made reference to the "broom" story (#35, 

Chapter 7) I had told him two or three days before about 

how I had almost shoplifted a broom from a hardware store. 

He responded, "Yeah. And you went back and paid for it. " 

With Brenda, it was similar. In the first interview, 

she and I were storying about an experience I had had 

several years ago with another faculty member at 

Southwestern. The following piece of the story 

demonstrates the participation of an active listener. 

LAUREN: So the only thing I can figure out is that 
she screwed up. It was a detail she just didn't get 
and . . . 
BRENDA: She's such a detail person. Or .. . 
LAUREN: She assumed I'd just taJce my kids back to the 
classroom because she had this muckety muck visiting. 
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BRENDA: But, without any explanation? 

In speech turn #2, Brenda adds a detail about the 

other faculty metnber which demonstrates active 

participation. 

Differences 

The characters in the adults' stories tended to be 

mostly other adults and the characters in the students 

stories tended to be a mix of adults (teachers, adult 

friends or family members) as well as children (other 

students or friends or siblings). 

The students often questioned those aspects of a 

speaker's story they didn't landerstand. This usually 

furthered the story, but it was in a different way than 

when adults asked questions to fill out a story. For 

exaitiple, when Cathy was sharing the "Grandma Seizure" story 

(#28, Chapter 7) of the misunderstanding of her cousin's 

seizure, several students wanted to know more about Grand 

Mai seizures and what happens when a person has one. Or 

when I told the "Paddling" story (#43, Chapter 7) of 

receiving a swat from the women's PE teacher when I was in 



347 

high school, the students wanted to know the details of how 

it was administered and my reaction. 

On the other hand, when Ken asked me what I thought 

about a series of three articles that had appeared in the 

newspaper about Bilingual Education, I paraphrased what 

Richard Ruiz (1996) had said in an interview with a 

reporter. He said that the way Bilingual Education is 

practiced in most District schools is not very effective. 

Ken asked me to explain what I meant. To do so, I shared 

with him a story about my sister's bilingual, multi-age 

classroom at an elementary school in the District. I 

shared with him her beliefs and practices which are indeed 

effective. 

In these two examples, the students as listeners asked 

primarily for specific information while Ken asked more for 

an interpretation. In the "Grandma Seizure" story (#28, 

Chapter 7), the students asked, "What is that?" They 

wanted a definition and an explanation. During the 

"Paddling" story (#43) , they asked me, "Did you cry?" They 

wanted to know my specific reaction. Ken asked, "What 

exactly do you mean?" He wanted me to give an 
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interpretation of my paraphrasing of Ruiz's quotation from 

the newspaper. The adults as listeners were more willing 

to deal with abstractions and generalizations. The 

students wanted specific details to us to visualize the 

story accurately. 

While the students used intermittent responses to keep 

a story going, the adults used more interjective sorts of 

comments which had no real meaning other than to encourage 

the speaker. Mike during Cathy's "Grandma Seizure" story 

(#28, Chapter 7) reinforces Cathy's urgency to wake up her 

grandmother when he echoes, "Wake up. Grandma" in speech 

turn #2. However, in Ken's "Minority Representation" story 

(#10, Chapter 7) about specifically hiring minority 

teachers, I interject several "Yeah's" aind "right's." 

While these words add little to the meaning, they offer 

support and encouragement to the speaker. 

The Length and Range of Topics of Stories 

In this section, I cottpare the length of the stories 

shared by the two groups and the rsuige of topics raised in 
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the storying. The differences in this category were far 

greater than the similarities. 

Similarities 

Both the adults and students told stories about their 

own experiences and both were prone to spontaneous stories 

when they felt strongly about something or got particularly 

interested in it. For exanple, Ralph's enthusiasm for 

carnivals is not unlike Ken's enthusiasm for teachers 

getting to work on time. 

Differences 

Adult stories were usually longer and offered more 

detail than the students. This is evident in most of the 

stories reproduced in this document. 

The students storying seemed much more exploratory and 

experimental in nature. They would play off the stories of 

one another and make connections that at first were hard to 

see. For exaitple, while reading through the transcripts of 

the popcorn stories from one of the group sessions, one of 

the stories just didn't seem to me to be connected at all 
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until I went back and reread the transcript. Several of 

the stories had been about the students' grandparents and 

how long they had been married. Then, from what seemed to 

me at first to be left field, the following stories were 

shared (I have condensed the actual transcript to provide 

only what's needed for the exatt^jle) . Angelique makes the 

first shift, but it is still connected to the notion of 

family, however loosely. 

ANGELIQUE: My sister's best friend's sister is twelve 
and she was going to have a baby but she lost it. 
LAUREN: Oh, she had a miscarriage? 
ALISON: A miscarriage? I know what that is. 
ISAAC: When you're going like on a roller coaster 
that's really scary at Six Flags, your hearts like 
boom, boom. Something like that. 

The storying then shifts completely to amusement park and 

carnival rides due to Isaac's connection that a roller 

coaster ride could be like a miscarriage or cause a 

miscarriage. I'm not exactly certain which he meant. 

Obviously, the facts are not particularly accurate, but the 

idea is there and there is definitely a connection. 

The students' stories spread into a wider range of 

subjects and were more often about experiences outside the 

classroom and certainly the curriculum. The adults adhered 
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to the boiindaries set by the circumstances and the research 

agenda. While this is similar to comparing apples and 

oranges, it is fair to say that the students were exploring 

a wider world. By that I mean that, perhaps as adults, we 

forget that what is common place to us as adults may be 

brand new and exciting to our students. Experiences that 

adults would take for granted or find miindane and vinworthy 

of "class time" may be unique and intriguing to the 

students. For exatiple, I can't say I was particularly 

curious about or had any kind of vested interest in all the 

storying around carnival rides, but I could see where some 

of these stories would be perfect lead in's to 

reading/writing invitations, and inquiry projects. Some of 

the possibilities for investigation which immediately come 

to mind are machines, the physiology of motion, carnival 

folklore, carnival finance, or careers in the carnival 

world. 

Even with the differences in the kind of data for each 

group, it is interesting to me that the adults storied 

freely and at great length about school and curriculum 

issues while the students, even with repeated invitations 
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to do so, did not story much at all about their academic 

work. There are almost no spontaneous stories about 

"school work." And, the invited ones about school are 

among the most cursory of all the stories. 

The Use of Narrative Elements 

This section cott^ares the ways in which each group 

incorporated the narrative elements of character, plot 

(event) , setting, theme, tone into their storying. Of 

these five elements, setting was the least developed and 

described by both groups. 

Similarities 

Both the storying of the students and the adults 

contained characters and events as the core of the story. 

There was always a discemable theme as well. And, while 

the adults storying included a bit more detail in their 

descriptions of setting, this was an element that was 

mostly neglected by both groups but for different reasons. 
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Differences 

The students rarely gave much information about time 

and place for descriptive purposes. Only when the 

information was essential to the meaning of the story did 

they include any and then it was very specific as 

Angelique's "injuiry stories" demonstrated (#19, #20, #21, 

Chapter 7). Students seemed to assume that because they 

knew where and when they were storying about, the listener 

would, too. I think this comes from children assuming that 

most everyone will know what they know, and therefore, 

little explanation or description is needed. Many of our 

questions during the group storying sessions had to do with 

setting. However, even the student listeners in the group 

sessions weren't nearly as concerned with the setting as I 

was. For exait^le, in the story Cathy told about her 

Grandma marching with Martin Luther King, Jr. (#22, Chapter 

7) , I was the only one who wanted to know where she was and 

when it was. I think this has to do with the fact that I 

have an historical perspective that the students have not 

yet developed. 
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The adults on the other hand were a bit more 

conscientious cibout giving information about time and 

place. However, with both Brenda and Ken, we were storying 

about places and times we had in common. So, it seemed 

superfluous to provide much detail. However, when Ken was 

sharing some of his experiences outside the District when 

he worked in a school district back east, he did provide a 

more thorough description of the context. 

I think the reason for storyers not providing much 

attention to detail has to do with both the relationships 

between and among the storyers and the fact that storying 

is so participatory. Detail that is needed by the listener 

will be requested. This observation is supported by Greene 

(1991) who suggests that education will work best when we 

are timed to one another's stories in reciprocal ways. 

The Use of Stylistic Elements 

The stylistic element of point of view was used quite 

differently by the two groups. The dialogue or direct 

quotation element was used to a great extent by both the 

students and the adults. The data indicates that this 
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element is an essential ingredient used by most speakers 

when sharing a story with two or more characters. 

Similarities 

Both the students and the adults made wide use of 

direct quotation and the reproduction of dialogue. I 

speculated before that I think this is an effort to ground 

our stories in reality and to present them as truth. When 

we quote someone directly, we are adding credence to our 

explication of those words or supporting our suppositions 

with fact. Chapters 7 and 8 are filled with stories that 

use this stylistic element. Further, I saw no evidence 

that either the student group or the adult group used this 

element more than the other. It seemed to be one of the 

strongest aspects of storying that they had in common. Two 

brief examples one from Brenda and one from Isaac and Mike 

demonstrate the similarities. 

In the third interview, I asked Brenda to describe 

each of the six students. Part of our storying about 

Droopy included, 

BRENDA: But, he's talking to himself about 
apologizing. He's not talking to the person. 
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LAUREN: Or, he's saying it to you when he tells you. 
BRENDA: Right. He says, "I told him I was sorry, and 
he said everythng was Ok, everything is cool. So, I'm 
not suspended. 
LAUREN: Which is what he would like it to he, but he 
can ' t bring himself to do it. 
BRENDA: And that's kind of interesting on one level 
because that kind of shows that he understands that 
that's what need to take place. 

In our first group session, Isaac and Mike engaged in 

storying about the first day of school. 

ISAAC: Like the first day I got here, "Who's that and 
who's that?" I was all looking for my old friends. 
Then, they started talking to me and then . . . 
MIKE: You said, "Hi." And, I said, "Hi." 
ISAAC: "Hi. What's your name. I'm Isaac. What's 
your name? Mike? What's your last name?" 

Differences 

The students and the adults used point of view quite 

differently. The students' stories were mostly about 

themselves and their own experiences they had had either 

personally or vicariously. The adults, on the other hand, 

while sharing from basically their own perspective, use 

other people's experiences suid perspectives as well to make 

their point. For example, in the "Vine math student" story 

(#17, Chapter 9) about the math student who was having 

ti-ouble with GATE math. Ken was actually recounting a story 



357 

that had been told to him by a parent. The students rarely 

did this. They would retell books, TV shows, and movies. 

But, the only story that was con^letely someone else's that 

didn't in some way affect their lives was "the Abuse Story" 

of Brenda's that three of the students shared with me in 

the initial individual interviews. It was the story about 

the young woman who was being abused and jumped in the back 

of Brenda's truck to escape (Chapter 7). 

I think these differences in the use of point of view 

come from the differences in adults' and children's 

understanding of the individual's place in the world. As 

children, we are at the center of the universe. As we 

mature, we realize that each of us is a member of a variety 

of cultural communities. Each one of these communities 

offers a wealth of life experiences (Dewey, 1938) as well 

as a unique perspective on these experiences. We come to 

realize that we can expand our experiences by sharing in 

those of others who are more experienced (Vygotsky, 1986). 

The irony of this, however, is that in transmission 

classrooms, as children advance through school, they are 
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given less and less of an opportunity to do this (Hymes & 

Cazden, 1980). 

If we examine Isaac's "Racism" story (#29, Chapter 7) 

in which he shares the racism experienced by his African 

American friend, it is significant that while he is not 

really a main character in the story, he is an eye witness. 

In Brenda's story (related in Chapter 6, "The Curriculum") 

of the fight between a boy and a girl which caused a furor 

among several faculty members, she takes on the role of a 

commentator who is removed from the situation except 

ideologically. She shares the story from the teachers' 

point of view saving her comments for later. These two 

examples show that for students being involved even 

indirectly in the event of a story is important. For 

adults, sharing beyond our own experience is common and 

being a player in an event is unnecessary. 

Summary 

An analysis of the data suggests that there are 

several strong similarities and differences in the ways in 

which students and adults engage in the storying process. 
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These comparisons and contrasts fall tentatively into the 

categories of relationships between and among the storyers, 

the roles of the storyers, the length and kinds of stories, 

the use of narrative elements, and the use of stylistic 

elements. While I think the comparisons that I have made 

from this analysis are accurate, they must remain tentative 

as the transcript data is not parallel enough to make any 

definitive statements. The most significant difference is 

in the group data. While I have transcripts from four 

group story sessions with all six students, all five of the 

adult transcripts are interviews between me and one of the 

other adults either Brenda or Ken. 
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CHAPTER 9 

PURPOSES OF STORYING 

Introduction 

In this chapter, I examine the ways in which the 

participants used storying to fulfill certain purposes in 

their classroom/school lives. This analysis was guided by 

the third research question, "What purposes do stories seem 

to serve in the students', teacher's, administrator's, and 

researcher's classroom/school lives?" In Chapters Four and 

Seven, I discussed story as a meaning making tool. "Story 

... is the most basic means we have for organizing our 

experience and making meaning with others" (Schaafsma, 

1994, p. 152). Storying helps us sort out life's 

transactions (Bnuier, 1986) , bound them, order them, and 

make sense of them so that we may develop a perspective of 

the world and our place in it. Through storying, we build 

a world view that is dynamic and continually transforming 

with each new sorting, bounding, ordering and sense making 

(Brxinner, 1994; H. Rosen, 1984) . Because of the nature of 

experience and story, this process spans each person's 
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lifetime and will continue as long as humans remain 

sentient beings (Dewey, 1938) . 

The categories I have used to look at the purposes of 

storying were constructed from both the students' ideas 

about why people story cind the reading I have done of 

theorists and researchers whose work involves story 

(Britton, 1993; Bmner, 1986; Brunner, 1994; Coles, 1989; 

Dyson & Genishi, 1994; Heath, 1983; Kohl, 1995; Meyer, 

1996, Polakow, 1985; H. Rosen, 1984, 1986, 1992; 

Schaafsma, 1994; Scholes, 1985; Smith, 1990; Trousdale, 

Woestehoff & Schwartz, 1994; Wanner, 1994; Wells, 1986). 

From these theorists and researchers, I was able to compile 

the following list of purposes for storying: To leam about 

and make sense of the world, explore, experience, 

understand, reflect, evaluate, connect, negotiate, 

communicate, teike ownership, organize, value, build/share/ 

reinforce knowledge, develop/sustain relationships, build 

community. 

In our discussions about story, the six students 

offered a variety of purposes for storying (these are 

reproduced within each category) which coincide with both 
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what I have gleaned from the literature about the human 

need for story and from my own observations in the course 

of this study. While neither the students nor the scholars 

use the word storying, I believe that that is in large part 

what they are describing rather than the more formal 

storytelling. 

It is from the purposes stated by the students, the 

above list coit^iled from the literature, and the purposes 

found in the storying data collected from both the students 

and the adults that I have constructed the following four 

categories. Included under each category are quotations 

taken from the transcripts of both the initial interviews 

(1/10/96) and the exit interviews (5/20/96) with the 

students. These quotations are a coit^osite of each 

student's ideas about story and storying as expressed in 

the two interviews. All of these quotations were intimated 

by my asking the students to talk about why they think 

people share stories with each other. 

Following the student descriptions, I examine each 

category one at a time, further define it and offer 

examples from the storying of the participants to 
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illustrate each one. It is important to keep in mind, 

however, that storying, like life, is con^lex and always 

interwoven. As the overarching purpose of storying is to 

make sense of our lives, our stories often serve many 

purposes at the same time. 

Purposes of Storying 

1. To reflect on and understand life experiences 

ANGELIQUE: They make you believe in stuff, made up 
things and real things, too. Probably just to get us 
to open up. A story can match your life. 
MIKE: About my life. 
CATHY: What I did. 
ISAAC: Sometimes about the dreams I have. 
ALISON: When ve eat dinner, we tell stories and stuff 
like they always ask me what happened (at school) . 
DROOPY: Share what I've seen. 

2. To negotiate and to evaluate life experiences 

ANGELIQUE: We leam outside ourself. Leam not to go 
out by ourselves 
MIKE: Something else to do besides work, to gain 
attention. 
CATHY: They want to share. 
ISAAC: Stories about how they crash their bikes and 
how they wcint to build it. 
ALISON: Like from the two week vacation (Winter 
Vacation), I told stories to people like what I got. 
DROOPY: He told me like he went to a car show and a 
lot of places and he be having fun. 

3. To develop and to sustain relationships 
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ANGELIQUE: You can leam stuff about each other 
'cause I like to have best friends 
MIKE: To leam about other people that you want to 
leam about like your friends. Leam about their 
families and things. 
CATHY: They want to share. 
ISAAC: Tell stories to Rob 'cause he's kind of my 
best friend. 
ALISON: Telling all about each other. Telling 
Stories (to become best friends) 
DROOPY: Like I told everyone that I like went to the 
movie with my mom and went to the mall and Dairy 
Queen. 

4. To construct and to reinforce knowledge 

ANGELIQUE: How to make babies, how tigers got 
their stripes. 
MIKE: To get information from people. 
CATHY: About camping. 
ISAAC: To know other things that are going on in the 
world like in the news. 
ALISON: You leam what people's experiences are. 
DROOPY: About gangs or something, rappers, hydraulic 
cars and stuff like that. 

While I could use several stories from each 

participant to support each of the following four 

categories, I have decided for the sake of length and 

maintenance of interest to choose two or three student 

stories for each category representing each student's voice 

as equally as I can across the four categories. I have 

also chosen to use one story from either Ken or Brenda in 

each category. As in Chapter 7, the stories are numbered 
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consecutively throughout the chapter and the speech turns 

are numbered consecutively within each story. It still may 

seem like a parade of stories, but the saving grace is that 

the stories in their own right are fascinating and offer 

many insights beyond the scope of this discussion. 

To Reflect on and to Understand Life Experiences 

(Transactions) 

Storying allows us to explore our experiences in 

manageable chxmks however we choose to construct these 

chunks (chronologically, by issue, by emotion, by interest, 

by genre, etc.) . It is though reflection and understanding 

that we make decisions about how our experiences affect 

what we do next, what decisions we make, how we choose to 

feel and how each experience might relate to and intact on 

the next (H. Rosen, 1984). 

There is always tension in learning [life] because 
the act of learning [living] itself reminds us that 
knowledge is tentative. The next act of learning 
[living] could be the instigator for a major overhaul 
of our belief system. This tension is what keeps us 
alert, monitoring the possibilities, taking new risks, 
stretching ourselves and our capabilities. (Short & 
Burke, 1991, p. 28) 
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Storying is a means of dealing with this tension. It 

is a way of becoming reflective (Brunner, 1994) . When we 

participate in the sharing of a story either as a speaker 

or a listener, we become aware of perspectives and 

behaviors not known to us previously, at least consciously. 

We begin to recognize what it is that concerns, confuses, 

frustrates, saddens, intrigues, pleases, enlightens us 

(just to mention a few) about ourselves, others and the 

world which we inhabit (Coles, 1989). 

The following exair^jles demonstrate the reflective/ 

understanding purpose for storying. In this section I will 

be using the stories of Angelicjue, Brenda, and Droopy. I 

will introduce each story with a contextual frame. It is 

interesting to note that in many of these stories the 

element of character is highlighted. It indicates that 

much of our reflection concerns the whys of what we and 

others do more than the whats. In other words, the events 

become secondary to the motivation of the characters. 
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For Angelique, storying to reflect and iinderstand the 

seemingly senseless kidnaping and murder of her six-year-

old cousin Emily Gonzales in the Winter of 1995 is 

essential to her well being and continued growth and 

development. Throughout our time together this past year, 

Angelique would periodically interject spontaneous stories 

which brought us (either she and I alone or all of us 

together) back to the loss of her cousin. I have 

reproduced here two of these stories, one from the Initial 

Interview and one from the interview dated 2/27/96. In 

Chapter 7, story #8 is another exan5)le of one of these 

spontaneous stories. 

Initial Interview: 

1) Lauren: Have you read any stories you really 
enjoyed this year? 
2) Angelique: Yeah. The BFG (Dahl, 1982) . It was 
a pretty funny story. When the little girl was in 
danger it reminded me of my cousin. She was playing 
outside and her mom went to the store. Some guy came 
up and took her. 
3) Lauren: How old was she? 
4) Angelique: Six. 
5) Lauren: What happened? 
6) Angelique: She died. 
7) Lauren: How long ago was that? 
8) Angelique: Last Christmas. She was supposed to 
come and visit us for Christmas. 
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9) Lauren: Where did she live? 
10) Angelique: On Collins and 33rd Street. At my 
uncles's house. 

Interview 2/27/96: This brief story was initiated by 

my asking her what her feelings were about doing the 

Current Events assignment each week. 

1) Angelique: Jt's fun to look for things. 
2) Lauren: Are you interested in the news and what's 
going on in the world. 
3) Angelique: Oh, yeah. 
4) Lauren: Do you watch the news on TV? 
5) Angelique: Yeah, to see what happens 'cause, you 
know, my cousin was missing? So I've watched since 
then. 

In our second interview which focused on curriculum 

and classrooms, Brenda shared her perspective on another 

teacher's beliefs. This story was a means for her to 

reflect on and understand Maggie's perspective on 

multiculturalism. It is important to mention here that 

reflection and iinderstanding does not necessarily lead to 

agreement. 

Brenda: Maggie has a lot of wonderful ideas about how 
to progress and she gets so frustrated that her team 
keeps getting stuck in the same place all the time. 
And, she had no patience with the railroading of Mr. 
Strong. She is really a proponent of committee work 
and the idea that the committee brings a motion to the 
faculty and the faculty votes on it. And, that vote 
is final. 
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But, she wants to control those kids. She is so 
white, middle class. I mean she is more tolerant than 
a lot of people. She is a little more sensitive to 
differences and she doesn't talk about the differences 
in language and dialect as being a deficiency. She is 
going for her ESL certificate so she has some kind of 
awareness and appreciation for biculturalism and 
bilingualism. But her values are just so anglo, 
middle class, that, yes, in that respect she is an 
assimilationist. 

Her attitude is that you don't want to lose the 
Spanish, but you need to leam the English so you can 
have a fair chance and if you are willing to do the 
work, that shows that you are willing to succeed. If 
you are not willing to do the work, then you don't 
want to succeed. She doesn't question the work or why 
the kids might not do it or want to do it. 

Brunner (1994) suggests that reflection rather than 

leading to agreement ought to lead to a consciously 

critical awareness and an increasing interest in the 

political ramifications of our beliefs and actions beyond 

the classroom. 

Droopy and I were talking about the movie Boys in the 

Hood during the interview on 2/1/96. The storying revolved 

around whether or not the movie was realistic. Droopy 

states at first that he likes the movie because "I just 

like the car and I like how they act. . . . "  H e  d i s m i s s e s  

the violence with "When he came up with a machine gun and 

like blew all of them on the ground, I started laughing. " 
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1) Lauren: You don't think any of it is sad? 
2) Droopy: I think it was really sad when his 
brother got shot. They beat up his brother and then 
he got killed. I thought that was sad and I didn't 
like it. 
3) Lauren: What do you think about all that stuff? 
4) Droopy: That's not for real. That was fake. 
5) Lauren: You don't think that's realistic at all? 
6) Droopy: I just like how Ice Cube is. He's clean. 
He's hard. He's not that hard because he don't do a 
lot of bad stuff. Well, he do a lot of bad stuff, but 
his brother ... I really like the part where his 
brother tried to go to college. I don't like the part 
where Ice Cube beat up that man. And when he shot him 
in his chest, all kind of steam was going over his 
face. He was digging his skin like that. 
7) Lauren: I just wish the world weren't so violent. 
8) Droopy: And you want to know why he got killed? 
9) Lauren: Why? 
10) Droopy: Because at first Ice Cube was at this 
thing and that man, you know, that black man was 
there. Ice cube was a Crip and that other one wore 
that Chicago Bulls stuff, like that. And that other 
one bumped into Ice Cube's brother. He said, "Stop 
pushing me. What do you do that for?" Ice Cube said, 
"We got a problem here. You got a gun. I already 
know that gun is fake, " like that. Then that lady 
said, "Can we have one night without shooting and 
fighting?" Ice Cube said, "Shut up, B." After that, 
he went back to the car and then he heard shots [uses 
sound effects, here] . He be all duckin' and stuff. 
Ice Cube wasn't messing with that man. That man was 
messing with Ice Cube's brother, Ricky, first. 
11) Lauren: That was so sad. 
12) Droopy: How he got killed. Yeah. 

Droopy, Brenda and Angelique provide examples of 

storying that demonstrate an effort toward reflecting on 

and understanding life experiences over which they have 
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little, if any, control, but which raise questions and 

create tensions in their lives. These stories are aimed at 

explaining phenomena which create a sense of 

disequilibrium. This is especially evident in Droopy's 

question in speech turn #8, "Do you want to know why he got 

killed?" This is both a question to me and a question for 

himself which is answers, in part, through the story he 

shares. 

To Negotiate and to Evaluate Life Experiences 

Storying is a way to periodically stop the flow of 

life's events, determine what we want, and then, take 

responsibility for our choices. It is a mechanism for 

weighing the pros cuid cons. It allows us to determine how 

we want to make decisions, how we feel about the decisions 

we've made or the decisions of others that affect our 

lives. Through storying, we are able to negotiate and 

evaluate our lives empowering ourselves by taking ownership 

of what happens to us (Britton, 1993) . We delineate what 

it is we can control cuid tcike charge of and what we must 

accept at least for the moment. As Mrs. Basil E. 
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Frankweiler says to Claudia who is intent on "learning" one 

new thing everyday in The Mixed up Pilps nf Mrs. Basil E. 

No, I don't agree with that. I think you should leam, 
of course, and some days you must leam a great deal. 
But, you should also have days when you allow what is 
already in you to swell up inside of you until it 
touches everything. And you can feel it inside you. 
If you never take time out to let that happen, then 
you just accumulate facts, and they begin to rattle 
around inside of you. You can make noise with them, 
but never really feel anything with them. It's 
hollow. (Konigsburg, 1987, p. 150) 

Storying is one way to let things "swell" up inside. 

It allows us to take the "facts" of our lives and use them 

thoughtfully to make sense of the whole (Wells, 1986) . 

Storying used in this way enhances our ability to negotiate 

and evaluate our place in the world and to create a world 

view which is dynamic and open to possibilities (Giroux, 

1983). Negotiation is a transactive process by which we 

take the environmental information and constraints, add 

these to what is already available inside ourselves, and 

make a decision to do or view something in a certain way in 

a certain space for a certain time period. Evaluation is a 

matter of assessing the value or worth of what it is we've 
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negotiated. Both of these purposes for storying are 

dynamic and eternal. 

In this section, I will reproduce stories initiated by 

Droopy & Isaac, Mike, Angelica and Ken. Notice in each of 

the stories, the speaker(s) is/are dealing with something 

problematic in their lives. There is an internal conflict 

concerning a belief or a behavior or both that is being 

brought to light and examined. 

Staries 

Following my read-aloud of "The Wrong Lunch Line," and 

Alison's storying about Watson's cafeteria, Isaac and 

Droopy share a story about Colvin's cafeteria rules. 

1) Droopy: Like at Colvin, we had to eat at like 
this table, but we had to sit four to a seat, and the 
bench might be that long, huh? [He looks to Isaac for 
confirmation. Isaac nods.] You'd be all crowded and 
everybody would be stealing your food and stuff. You 
can't hardly sit with your friends. You had to sit 
with like other classes and stuff. I didn't like 
that. 
2) Isaac: Like when you get down, they'll tell you 
to go to this table, fill up this table, and then fill 
up another one and another one and another one. I 
didn't even know the people sometimes. 
3) Lauren: So you were sort of assigned? 
4) Isaac: Yeah. And if you would like refuse, you 
had to go to the office. 
5) Droopy: No, you had to sit on the stage. 
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6) Isaac: No, then you'd have to pick up the papers, 
then clean up. 
7) Droopy: Yeah, you clean tables and stuff. 
8) Isaac: Then you'll get detention by your teacher 
for being late because they don' t give you a pass. 

Milce is into hunting and brings hunting sind gtin 

magazines to class for free reading. Brenda and I made no 

secret of the fact that we were not "into" hunting. 

Consequently, Mike worked very hard, sometimes seriously 

and sometimes teasingly, to convince us of its value. In 

this story, Mike is sharing his response to an article he 

has just read in one of his hunting magazines. He is 

working hard here to justify the shooting of the cougar. 

1) Mike: This one guy shot a cougar and because he 
wasn't hunting specifically for cougars he could get 
in trouble. But, he had a license to kill cougars and 
he had to because it was going into this area where it 
could attack people. It would have, too, if it had 
found them because it was hungry. So while he was 
sitting there waiting for this mountain goat or 
something, this cougar came out and jumped on him and 
that's when he shot him. 
2) Lauren: To get him off of him? 
3) Mike: Yeah, it was. A cougar could kill you if 
they are hungry enough. 

Early in January, before the hat and gum rules took 

effect, Angelique came into the room one morning with a hat 

in her hand. The hat was a green baseball cap with red 
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trim. It had a large, full-body image of a bull dog above 

the brim. 

1) Angelique: Miss, do you think this is a gang hat? 
2} Lauren: I have no idea. What do you think? 
3) Angelique: Well, S. and G. [the monitors] both 
said it looks like it is and that I shouldn't wear it 
anymore. 
4) Lauren: How do you feel about that? 
5) Angelique: I don't like it 'cause I'm not in a 
gang. I like the hat. 
6) Lauren: Well, ask Mrs. Dinius what she thinks, 
but I think you have to decide for yourself whether to 
wear it or not. 

In our first interview. Ken Lewis and I talked about 

how difficult it is for many of the teachers on the faculty 

to acknowledge difference as difference and not as 

deficiency. We shared our beliefs that there is tremendous 

value in diversity and that that means a move away from 

assimilation into the majority, European-American, middle 

class culture and toward a more pluralistic approach. 

However while Ken acknowledged black dialect as a positive, 

"acceptable" dialect of English, he doesn't use it in his 

day-to-day "school" life. 

1) Lauren: It's like we have a club here and if you 
want to join, you have to become just like the 
majority. If you want to retain anything of your own, 
then you can't get in. We push standard English as if 
anybody actually speaks it except maybe on TV news 
shows and even there regional dialects are audible. 
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2) Ken: It's funny to hear you say that. I had a 
secretary , my secretary when I was an assistant 
superintendent back east who was startled one time hy 
a change in my language. I had hired a new high 
school principal who was an African American guy my 
age and we really hit it off. So when he would come 
to the office, my language would change. My secretary 
didn't understand that. This guy and I would sit back 
in my office and speak in what is called black 
dialect. 
3) Lauren: Sure. Right. 
4) Ken: And she ended up talking to someone else 
about it who came and shared it with me. I guess if 
you haven't been exposed to it or if you hear it and 
you haven't an appreciation for it or a respect for 
it, you make assumptions that aren't true. 
5) Lauren: That's right. 
6) Ken: And, they [some teachers] do it all the time 
when they say, "Those kids can't learn." 

In each of these four stories, the storyers were 

grappling with a conflict about which they needed to make a 

decision or take a stcuid (Brunner, 1994/ Polakow, 1985; 

Schaafsma, 1993). Droopy and Isaac were in conflict with 

the lunchroom rules at Colvin. Mike was weighing the 

necessity of the hunter shooting the cougar when he wasn't 

really hunting them. Angelique was concerned about her hat 

and what statement she was making if she wore it. And, Ken 

was working on revaluing a dialect he had as an adult 

restricted to his private life. 
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To Develop and Sustain Relationships 

This category includes storying that supports making 

friends, being colleagues, working together, building 

community, solving conflicts, playing. It includes 

relationships between teachers and students, relationships 

with peers, relationships with family members, and 

relationships in the wider world. 

Through storying, one person's experiences mingle with 

those of another. This mingling provides common threads 

which like sticky spider's silk spread out in a web to bind 

the lives of the diverse community members (Smith, 1995; 

Trousdale et al., 1994; Witherall & Noddings, 1991). 

The power of storying to bring people together is seen 

again and again in the data of this study. It is 

impossible to know someone's stories and not feel they 

(both the person and their stories) are a part of your 

life. Once we include someone in our lives, we "care" 

about them, we are concerned with them. We may care 

negatively and spend our time hating them and wishing them 

ill. Or, we may care about them positively and work 
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collaboratively toward accord. As Schaafsina (1994) 

suggests, 

Stories are one way for both students and teachers to 
leam in school and about school and one possible 
avenue for the culture of the community, the students' 
various home communities, and the students' ways of 
knowing, to intersect with the culture of schools, (p. 
154) 

The major purpose of storying in this category is to 

bind ourselves to one another in responsible, reciprocal 

ways. Through storying, we can determine how best to 

collaborate, what it is we offer to one another in a 

classroom community that will allow each of us to leam and 

grow. We each want to hear our stories through the 

perspective lent by another (Coles, 1989) to assure our 

connection with the world and to create a world view which 

is inclusive rather than exclusive (Freire, 1992). 

Developing and sustaining relationships is hard work as the 

following stories attest. Storying both about this work 

and as part of this work often makes it more profitable as 

well as pleasurable. 

In this section, I have selected stories initiated by 

Alison, Cathy, Mike, and Brenda. In each of these stories, 

the relationships developed and sustained are not without 



problems. The delineation of these problems through 

storying aides in their solution. 

During the Exit Interview with Alison, she and I were 

talking about her relationship with her brother and sister. 

I asked her if she ever shared stories with them. This 

story demonstrates the give and take inherent in 

relationships. 

1) Alison: Yeah, with S. [her sister] . 
2) Lauren: How do you go about it? 
3) Alison: J used to have my own room and she would 
get scared because K. [her brother] would do things to 
frighten her. He's like a guy and he wants a 
reputation or something. So she would come into my 
bedroom and lay down. She would ask me to tell her a 
story about school and stuff. So I would. I used to 
use voices because she really liked it a lot. 
4) Lauren: What kind of voices? 
5) Alison: Like they were usually like voices on 
cartoons. I would impersonate those and she would 
just laugh and laugh. Then, sometimes, I would be 
just so tired that I would be like, " Nooooo." She 
would go, "Wake up, wake up." 

This story illustrates the give and take of 

relationship. It demonstrates the constant tension that 

exists between our feelings of responsibility toward others 

and our care for our own needs and wants. 
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During a conversation about current events, Isaac 

informed me that he got most of his articles from the 

newspaper. I asked Isaac if he read the newspaper before 

he started doing current events for class. This led to a 

story about one aspect of his relationship with his dad. 

1) Isaac: I used to read the newspaper to look for 
cars, mo torcycl es. 
2) Lauren: And now you're reading more of the 
articles? 
3) Isaac: Yeah. My dad, he buys cars and then he 
sells them. And, I look for him and say, "Oh, here's 
a nice car. It has a radio and a CD player. " 
Sometimes, I get good cars, and he goes and looks at 
them. Sometimes, he calls for a good car and they 
say, "Oops. We've sold it." 
4) Lauren: Well, that's pretty neat. So you are 
part of the business. 
5) Isaac: Yeah. Like he gives me money when he 
sells a car. "Here's twenty bucks for helping me." 
6) Lauren: Like a finder's fee. 
7) Isaac: Yeah. And he asks me, "Should I give it 
to him [a buyer] for this price or not?" I look at 
it, and say, "Nope." He's like, "Ok." and, I say, 
"No, no. Go a little bit lower because he's going to 
walk by. " He said, "Ok, " and he went $100 lower. 
That man said, "Ok, let's go to the bank." 

This story demonstrates Isaac's being valued and 

feeling valued by his father. His father treats him to 

some extent as a colleague in the car "business" and 

rewards his efforts monetarily. Isaac obviously enjoys and 

values this relationship. 
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Before Brenda was certain about wanting to transfer 

from Southwestern to another middle school in the district, 

she talked with Ken about setting up the sixth grade teams 

for the 1996-97 school year. This story which she shared 

during our first interview in early February indicates her 

interest in developing a teaming relationship and her 

frustration with this year's team's inability to sustain 

such a relationship. 

1) Brenda: They've [Betty and Diane--Brenda's 
initial team members] been planning- and they are going 
to team with each other next year. So, as I told Ken, 
it looks like I was uninvited. 
2) Lauren: What did he say? 
3) Brenda: He asked me, "How do you feel about 
teaming?" I said, "I love teaming. I really enjoy 
teaming. I think it's the way we should do things." 
He said, "You love teaming, but you're not on a team?" 
I said, "No, I started out on a team and then things 
started falling apart. I still don't understand 
exactly what happened, but things fell apart. Now the 
two of them are planning for next year, and I wasn' t 
included so I guess I'm uninvited." He said, "Well, 
I've been talking about two teacher teams." 
4) Lauren: So what does that mean? 
5) Brenda: Well, maybe that's where they got it. 
But, again, it's a matter of their saying, "Let's take 
care of ourselves and let Brenda fend for herself. " 
This is because two teacher teams means I'm going to 
be teamed with either R. or J. both of whom do not 
want to team. I mean J. most definitely does not want 
to team. In fact, it's my understanding that he was 
brought over to Southwestern from Watson with the 
promise that he would not have to team, that he could 
remain self-contained. 



382 

Brenda attributed the inability of Betty and Diane and 

herself to establish a relationship that made teaming a 

viable possibility to Betty's and Diane's lack of 

professional concern for her. They had not storied enough 

in reflective sind negotiative ways to sustain their 

relationship. The team "web" was too weak to provide a 

framework for the three of them to work successfully 

together. 

When we talked about the friends she had made in the 

classroom this year, Cathy shared how one of these friends 

"sometimes gets a snobby attitude." 

CATHY: Like we'll play with her. We'll say that she 
likes somebody in he classroom. We'll say we're just 
kidding around, but she'll get mad. Then, she'll go 
off by herself expecting us all to run over there and 
say, "What's wrong." Then, we'll just leave her and 
go on about what we're doing and she'll get mad at us 
because we didn' t go over there and ask her what' s 
wrong. 

As can be seen from the preceding storying, 

relationships are dynamic and sometimes fragile entities. 

They are dependent upon storying to smooth the rough edges 

and create spaces for those involved to mingle enough to 
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truly know each other and care about each other (Noddings, 

1992) . 

To Construct and to Reinforce Knowledge 

This category contains the stories which focus on both 

our ways of knowing and what is known (Dewey & Bent ley, 

1949). The storying process includes sharing two kinds of 

knowledge. The first is information about as well as a 

coTtprehension of things learned which are outside the 

speaker's direct experience. The second includes 

information about as well as a comprehension of things 

learned as a direct result of one's own experience. 

Reading and the academic work of school might be ways of 

knowing which are outside the learner's direct experience. 

Day-to- day existence within one's home/neighborhood 

environment and one's non-academic school environment would 

include ways of knowing within the learner's direct 

experience. These daily life experiences lead to what Moll 

and Gonzales (1992) call "funds of knowledge." These fiinds 

of knowledge are all too often ignored as resources in the 

academic work of classrooms. This is one of the major 
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faults in our education system which creates the chasm 

between students' "lived" lives and their "school" lives. 

As Polakow (1985) suggests, 

We must listen to children's stories and reconstruct 
the meaning of schooling through their eyes and 
through our own, for we too were members of child 
culture once. Stories are where we must begin and 
stories are the clues which will lead us to new ways 
of knowing, (p. 833) 

Through the stories they share that support their ways 

of acquiring and using knowledge, students attempt to break 

through the silencing (Fine, 1991; MacLeod, 1987) imposed 

by certain stultifying academic practices. These are the 

practices which esteem the "cultural literacy" of the 

dominant culture and encourage the memorization and 

regurgitation of disembodied "fact." The storying process, 

on the other hand, allows students the freedom to truly own 

the knowledge for which they have a purpose. This purpose 

may be as light as, "I just wanted to know," or as heavy 

as, "I have to know for survival's sake." 

Further, these "academic" practices limit the 

connections students are making with the knowledge they are 

constructing. Often these connections are fraught with 

confusion and misinformation. If students through storying 
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make clear what they are thinking as they construct 

knowledge bases, these confusions can be turned into 

understandings and further questions. Inquiry comes from a 

knowledge construction process that is based on storying 

(Short & Harste with Burke, 1996). 

In this section, I have reproduced three of the 

students' (Mike's, Angelique's, and Alison's) stories which 

were initiated by a question about mummies, a topic of 

study the second semester. It is interesting to note how 

each of these stories constructs "knowledge" about mummies 

quite differently, and illustrates several different 

connections between mummies and the student's "lived" 

lives. I have also included Isaac's story about the Great 

Wall of China as this is an example of student initiated 

knowledge construction. I conclude this section with a 

story shared by Ken that looks at a particular student' s 

problems with math and the teacher's disinterest (from the 

point of view of the parent) in "knowing" this student. 
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Stories 

This first group of stories was initiated by my asking 

each student a question about their study of tttuininies. This 

study was part of a unit that Brenda was using to integrate 

Language Arts and Social Studies. While, Brenda structured 

it so that there was a certain amoiint of student inquiry 

involved, it was still a text-based unit. 

Mike begins his storying with a list of facts and 

moves to a series of connections with the idea of death and 

dead bodies. 

1) Lauren: What can you tell me about muiianies from 
all the studying you've been doing? 
2) Mike: They are dead. They are ugly. They are 
mostly royalty. And sometimes they even have their 
royal pets like cats with them. 
3) Lauren: Ok. What else? 
4) Mike: They wrap up their . . .if they have a 
baby that's dead, they wrap it up like the one picture 
showed. It was a picture of this doctor filling the 
baby that died with chemicals and they didn't bury the 
body or anything. They just kept it. 
5 Lauren: This was an Egyptian doctor? 
6) Mike: Actually it was 1929 or something. 
7) Lauren: And he mummified a baby? So, this was a 
child bom in this century? [Mike nods. ] Why did the 
doctor do that? 
8) Mike: To keep the body. But, the doctor died so 
they have no way to find out what chemicals he used. 
I want to he cremated. I want to donate my organs and 
be cremated. 
9) Lauren: I feel that way, too. 
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10) Mike: I don't want people to see my dead body 
because my grandma told me about a girl she knew when 
she was in fourth grade or something got in an 
accident and was killed. They had an open casket 
ceremony in the church and her body was all messed up. 
They powered it up, but it was blue. It was nasty 
looking. I don't want to see a dead body. 

Mike quickly moved from "an explanation" of the 

mummification process to a statement about his own death 

and a brief discussion of death in general. His storying 

about death came directly from knowledge he had gleaned 

from what his grandma had shared with him about a dead 

body. 

Angelique begins her storying about mummies with a 

connection to a Goosebumps TV show and actually never gets 

to anything she learned in the classroom. It is 

interesting to note that in the beginning, she is 

enthusiastic about mummies (speech turns #2 and #4), but by 

the end, she is somewhat confused and not much interested 

in talking about them anymore (speech turn #12). This 

story helped me to understand that her connections with and 

knowledge construction about mummies were superficial at 

best. Angelique had not tciken ownership of any of the 
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information about mummies even though she could use words 

like pyramid and had some vague notion of a "gold charm." 

1) Lauren: Tell me about studying muimies. 
2) Angelique: Yeah, I liked it. 
3) Lauren: What did you like? 
4) Angelique: It's pretty neat because I seen this 
Goosebumps show on Channel 11 at 8:30 on Friday night. 
It was "The Night of the Living Mummy. " 
5) Lauren: What were some of the connections with 
what you know about real mummies? 
6) Angelique: LIKE they're in a tomb and they have 
that face thing, that gold. . . . 
I) Lauren: Mask? 
8) Angelique: No, like this boy he lost.. What is it 
called? It was like this hand of a mummy and it has 
like a little thing like you can hang around your 
neck. 
9) Lauren: Like a charm? 
10) Angelique: Yeah. He had lost it, then he found 
it or he thought it was his, but when he went to grab 
it, this mummy grabbed him and the little girl and 
they couldn't get out. 
II) Lauren: Of the tomb? 
12) Angelique: No, it was a wall. One of those, I 
think it was a pyramid. They couldn't see nothing 
because there was no light. Then when a light came 
on suddenly, they tried to open the tomb. All of a 
sudden, here's a mmmy standing up. They went behind 
the tomb and the mummy was coming their way. His 
sister said, "I've been waiting for this moment." I 
don't know why. She had that thing. He said, "It's 
mine." She said, "No, this one is mine." And then 
she just made it drop. I didn't like it. 
13) Lauren: Did you see the actual mummy? 
14) Angelique: Sort of. He was wrapped. He wasn't 
wrapped right here. He was wrapped here though. 
15 Lauren: Well, what are some of the things about 
the muimies of ancient Egypt that you remember? 
16) Angelique: I don't know. 
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Angelique had made only a superficial intertextual 

connection between the information contained in the TV show 

and the text. Further, she was vinable to describe or 

explain either one with any certainty. 

Alison's storying is unlike either Mike's whose 

construction of knowledge of mummies is fact generated or 

Angelique' s who has not taken ownership of any of the 

information about mummies. Alison shares a story about one 

of the scientists who discovered the mummies. Her story is 

the most complete in terms of being whole and staying with 

the Initial concept. It is significsuit to note here that 

of all six students, Alison was the most adept at devising 

inquiry experiences for her Homework Contracts. I think by 

second semester, she was approaching the work in class from 

a similar stance, that is, she was reading to answer her 

own questions and constructing and reinforcing knowledge 

based on her own inquiries. Even her language is inquiry 

based--"I found out. . . ." 

1) Lauren: Just tell me a little about what you are 
learning. 
2) Alison: Well, I found out that Dr. Cryder didn't 
know that there were three tombs in which the mummy 
was preserved. It took a lot of time and patience and 
work to build the tombs for the mummies. They were 
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made of solid gold. I found out that the second tomb 
held the third tomb. It had a different face on it 
and Dr. Cryder felt that it belonged to somebody else. 
And, I found out that the mummies had holes bored in 
their brains. When they opened them, they made a 
hypothesis that the Egyptians did brain surgeries and 
stuff. 

Alison's mini-monologue offered both the detail and 

the structure that were missing from Angelique's and Mike's 

stories. This indicated that Alison had found a way to 

take ownership of her inquiry about mummies and investigate 

aspects which were of interest to her. 

Isaac and I were talking about reading during the 

Initial Interview and he said that he ". . . liked to 

imagine it [what he was reading about] in his head." 

Unlike any of the three stories about mummies, this story 

was based on a topic Isaac had chosen to investigate and 

the reading material was authentic, that is, it was not a 

textbook. 

1) Lauren: you really like seeing the story and what 
is going on? 
2) Isaac: Yeah. 
3) Lauren: What was the last story you read that let 
you do that? 
4) Isaac: About Chinese civilization. How they 
lived on the Yellow River. 
5) Lauren: Tell me a story you remember about the 
Chinese civilization. 
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6) Isaac: How they built the Great Wall. They used. 
I forgot what they are called. . ., but they 

like lifted up the bricks little by little and I think 
s o m e t h i n g  l i k e  1 5 0  t h o u s a n d  b l o c k s  . . .  o r  . .  .  
7) Lauren: What else do you remember? 
8) Isaac: The Chinese used to have like seven wives. 
They would get married at like age 14 and when the 
girl was going to get married, they put like this 
thing over her. They would let the windows open and 
if the candles blow out, she's going to have a bad 
life. If the candles still light up, then she's going 
to have a good life. 

While Isaac's sharing of this story is not totally 

coherent, it reveals a great deal about Isaac's interests 

and a basic knowledge of one facet of ancient Qiinese 

civilization. For a kidwatching teacher, this is valuable 

information. 

Ken Lewis shared the following story as an exait^le of 

why it is important for teachers to know their students. 

We had been talking about ways to combat the kind of single 

minded, content focus that drives some teachers and adds 

bricks to the virtually unscalable wall that's been built 

in some classrooms between students' "school" lives and 

their "lived" lives. 

KEN: I had a GATE (Gifted and Talented Education) 
parent tell me once that her son was struggling in a 
GATE math class at Vine Middle School. This parent's 
name was M. and she said, "You know. Ken, they don't 
even know that M. [her son] plays the guitar. They 
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think M. is dumb. They don't even know that M. Plays 
baseball games after school or that he's crazy about 
science fiction. They don't see my son like that. 
Ken. " She said the problem was the teacher, "She just 
sees that he can't do math." 

Again, Ken's story offers detail and fact to support 

how important it is that we know our students through their 

eyes as well as our own (Coles, 1989; Polakow, 1985). 

Storying enables us to not only know our students but 

allows them to know us in an open and caring reciprocal 

relationship. 

Summary 

The four categories of purposes for storying that I 

have constructed in the course of this study grew out of 

the interview and field note data that I collected, the 

purposes described by the six focus study students and the 

purposes delineated in the literature. These four purposes 

are: to reflect on and understand life experiences, to 

negotiate and evaluate life experiences, to develop and 

sustain relationships, to construct aind reinforce 

knowledge. 
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None of these categories fxinctions separately in the 

day-to-day process of storying. Like storying itself all 

of the elements I' ve pulled out to examine one at a time 

are actually happening simultaneously and are 

interdependent. Therefore while I have taken each purpose 

category separately, described it and offered examples to 

support it, it is crucial to a clear understanding of the 

storying process to see for example that constructing 

knowledge ceinnot be accomplished without reflection/ 

understanding, negotiation/evaluation, and developing/ 

sustaining relationships. However, it is equally as 

important to see that all four of these purpose categories 

exist and not to subsume one into another. For example in 

story #13, Mike shares the knowledge he has constructed 

about mummification, reflects on death, and evaluates the 

experience of seeing a dead body by visualizing the story 

shared with him by his grandmother. 

Especially in classrooms, it is vital to see that each 

of these purposes for storying is woven into the storying 

process. I separate them out and label them in an effort to 

raise storying and its purposes to a more conscious level. 
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It is important to look at our stories to see what it is we 

are thinking and acting on. It is essential to examine our 

stories to determine our world view, our perspective on 

learning/living at least as it is right then. 

Narrative is more than a way of knowing'; it is a way 
of knowing that we know something and that we have a 
right to know. It is not necessarily knowing that is 
filled with certainty, but it is, at the very least, 
knowing^ we have the right to puzzle over situations in 
a quest for understanding. It is a way of bring to 
the surface what was once inarticulatable. (Brunner, 
1994, p. 187) 

Examining the purposes for storying may enable us to 

reflect on and xinderstand more constructively the 

contradictions, ambiguities, and dynamism inherent in 

learning/living. It may help us to negotiate questions 

(Harste, 1993) and evaluate hypotheses (Polakow, 1985; 

Carter, 1993) . It may enhance our ability to develop and 

sustain relationships though open dialogue (Greene, 1994) 

and keeping an open-mindedness (Dewey, 1938) that is not 

empty-mindedness but a thought perspective that is willing 

to entertain new/different ideas. A closer examination at 

our purposes for storying should allow for a "reading of 

the word and a reading of the world" (Freire, 1992) that 

builds a bridge between students' "school" lives and their 
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"lived" lives so that all learning/living becomes a matter 

of exploration and discovery (Short & Burke) within the 

dynamic swirl of experience. 
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CHAPTER 10 

THE THEMES AND IMPLICATIONS 

Ceremony 

I will tell you something about stories. 
They aren't just entertainment. 
Don't be fooled. 
They are all we have, you see, 
all we have to fight off 
illness and death. 

You don't have anything 
if you don't have stories. 

He rubbed his belly. 
I keep them here. 
Here, put you hand on it. 
See, it is moving. 
There is life here 
for the people. 

Leslie Marmon Silko, 1986 

The purpose of this interpretive ethnography is to 

investigate the storying process used by the students, the 

teacher, the administrator, and the researcher in their 

classroom/school lives at Southwestern Middle School. It 

also compares how this process was used by the six students 

and the three adults, and examines the participants' 

purposes for storying. 

The questions which guided the study are: 
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1. What kinds of stories are the students, teacher, 

administrator and researcher sharing? 

2. What are the similarities and differences between 

the storying of the students and the adults? 

3. What purposes do stories seem to serve in the 

students', teacher's, administrator's, and researcher's 

classroom/school lives? 

The data collection strategies included the use of 

unstructured and semi-structured interviews (Merriam, 1988) 

with the students and the adults and participant 

observation (Spradley, 1979) with field notes. The 

analysis consisted of the examination of transcripts from 

four individual student interviews and four group sessions, 

and transcripts from three interviews with Brenda and two 

interviews with Ken. A theoretical framework for storying 

was developed using a modified analytic induction method 

(Bogdan & Biklen, 1992). Prom an analysis of the review of 

the literature and the many professional and personal 

experiences I've had over a 23 year career as cin educator, 

I generated a theory about the process of storying. 
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Categories were constructed and coded using a constant 

coTi:5)arative method (Glaser & Strauss, 1967) . 

The theoretical base for the study suggests that 

storying is a significant coiraminication/leaming process. 

Further, storying is a tool for making meaning and 

communicating that meaning in ways that stimulate 

negotiation, emphasize relationship and enhance 

connections. Storying allows for the exercise and growth 

of the imagination (Egan, 1992); it stimulates empathy 

(Carter, 1993). It allows the storyers to reflect on 

themselves and others which creates a critical stance 

toward the "othering" behaviors which occur so readily in a 

traditional transmission classroom. Without storying, 

these "othering" behaviors go virtually unnoticed except by 

those who are being "othered." And even then, those who 

are marginalized often have been successfully convinced 

that it is their fault, and therefore, they are further 

silenced and ultimately cast out. Storying interrupts our 

"othering" behaviors. Instead of pushing others away, we 

become intrigued and want to know more, thus moving closer 

together. 
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Background 

The history of Southwestern Middle school, the model 

Brenda and I used to create a literate, learning centered 

classroom community, and the curriculum as it unfolded in 

the course of the year are integral aspects of the study. 

They provide the framework within which the storying 

occurred and from which some of the implications about and 

for storying can be determined. 

The history of Southwestern Middle School is important 

for several reasons. First, I, as both a researcher at 

Southwestern for two years and a teacher at the school for 

fifteen years, have a vested interest in the well being of 

this school. Secondly, Southwestern has had a turbulent 

history since the initiation of the desegregation program 

in 1979. In those 17 years, a smooth transition from a 

predominately European American, upper middle class school 

to a pluralistic community of learners had yet to be made. 

In fact, it is fair to say that the last two years 

(1994-96) have seen a dramatic surge in the iinwillingness 

of some of the faculty to view diversity as healthy and 

positive. 
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The Learning Tree provides a way to represent the 

theoretical underpinnings for the curriculum. Both the 

model and the curriculum demonstrate the effectiveness of 

praxis (Freire, 1992) , and reflexivity (Brvinner, 1994) in 

the development of teachers as reflective practitioners. 

The importance of this approach to our classrooms is that 

it maintains the learning and growth in the adults which in 

turn stimulates the growth and learning in the students. 

This provides a basis for the conscious use of the "Zone of 

Proximal Development" (VygotsJcy, 1986) . 

A curriculum which is structured according to a 

transactional learning theory, the contextual frames of 

democracy cind culture, and the curricular frames of inquiry 

and story cannot help but create a pluralistic community of 

learners whose primary objective is to each become a 

competent, caring, and loveable person (Noddings, 1992). 

Storying is the piece of this model which initiates and 

culminates each spiral of our life/learning experience. 

Story flows in and through out lives in a constant, fluid 

motion. It synthesizes and holds together much of the 

meaning of our lives and has the potential to help us build 
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a world trcuisformed from a reproductionistic motivation to 

a reconstructionistic one (Sleeter & Grant, 1994) . 

Findings 

The major finding of this study indicates that 

storying is a participatory/dialogic process much like 

talk, which makes use of the narrative elements of 

character, plot, setting, theme, and tone/mood much like 

storytelling. It is a process which has thus far been 

ignored mostly because it is "unruly" (B. Rosen, 1988). 

However, it is most assuredly a significant part of 

students, teachers, administrators, and researchers 

classroom/school lives as indicated by the sheer number of 

stories I collected. While there is certainly a 

discemable structure and pattern to storying, it is 

difficult to describe definitively because of it' s 

open-ended, dynamic nature. 

Storying involves at least two storyers who take on 

the roles of speaker and listener respectively. These 

roles are not static and may shift back and forth in the 

course of a conversation. There are three dialogic 
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processes involved in storying--mini-monologues, dialogues, 

and multilogues. The mini-monologues include the least 

amoxint of participation on the part of the listener, 

however they are always embedded in a larger conversation. 

In dialogues and multilogues, the speakers and listeners 

are both participating equally. Dialogues and multilogues 

function within two different frameworks. In the first the 

listener role is to question and comment. In the second, 

there is more than one speaker actually sharing the story 

as well as listeners who questions and comment. 

The findings also indicate that there are several 

types of responses made by both listener(s) and speaker(s) 

within the storying process. I divided these responses 

into the following categories: intermittent responses, 

ignoring a story starter, listener's tangential comments, 

popcorn stories, and sustaining a story through extraneous 

interruptions. 

The storying process used by the participants of this 

study eit^loyed the elements of narrative that are basic to 

all story, that is, character, plot, setting, theme, and 

tone, as well as the stylistic elements of point of view 
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and direct quotation or dialogue. The findings indicated 

that all stories have from initiation clearly delineated 

character(s) and event(s) and theme(s). Tone is also 

present but is difficult to reproduce in written form and 

thus difficult to analyze. Setting was the least employed 

of the elements amd was more often than not left up to the 

listener to ask for if she/he felt it was needed. 

Stories are initiated in two ways. The can be 

spontaneous which is when someone singly starts to share, 

or they can be invited by a listener who wants to know 

about certain people and events the speaker might have 

knowledge of and experience with. The findings indicate 

that most stories are initiated by a mechanism which is 

neither wholly spontaneous nor wholly invited. This makes 

sense in light of the truly integrated participation of 

both speaker(s) and listener(s) during the storying 

process. 

The elements of point of view and direct quotation of 

dialogue were evident in the over 250 stories recorded. 

The point of view of each story was either clearly stated 

or in^jlied by the speaker. The use of direct quotation and 
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dialogue was employed in almost every story where there was 

more than one character involved in the event. The use of 

dialogue and direct quotation seemed to add veracity to the 

story. 

The findings of the study indicate that the storying 

of the students cind the adults was similar in structure, 

but that the adults offered more context and details for 

the stories they shared. Both groups used the narrative 

elements and both groups clearly delineated point of view 

and used dialogue and direct quotation. Also, both groups 

demonstrated the same purposes for storying. The major 

difference is that the adult stories tended to be longer 

and more descriptive. The comparison between the storying 

of the students and the adults must remain tentative as the 

transcript data for both groups is not parallel. In fact, 

I have no group data for the adults only one-on-one 

interview data. Therefore, this coit5)arison raises more 

questions than it cuiswers. 

The data analysis also indicates that there are four 

major purposes for storying as used by both the students 

and the adults. These purposes support the overarching 
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purpose which is the making of meaning from life' s 

experiences. These four purpose categories are, to reflect 

on and understand experience, to negotiate and evaluate 

experience, to develop and sustain relationships, and to 

construct and reinforce knowledge. These categories were 

developed from an integration of the review of the 

literature and the analysis of my observational data and 

the transcript data. Both the students and the adults used 

storying similarly in terms of purpose. All four purposes 

seemed to be of equal significance. One did not appear 

more than any of the others. And, none of the categories 

functions separately in the day-to-day process of storying. 

Like the elements of story, these four purposes often occur 

simultaneously and interdependently. 

In^jlications 

The implications drawn from this study are primarily 

in the areas of curriculum development and research 

development. In this discussion, I examine these 

itr^lications through the lens of praxis (Freire, 1992) and 

reflective practice (Briinner, 1994) , This lens demands that 
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the implications of research take into account both the 

development of theory and the suggestions for practice. 

Therefore the iirplications discussed will not only suggest 

possible action, but critically reflect on both the goals 

and the potential consequences of such action and the 

relationship between these goals/consequences and future 

action. The iTt5)lication areas are curriculum development 

and research development. 

Cnrriculum Development 

I want to share a metaphor which I think aptly 

demonstrates the power of storying as a classroom resource. 

When we learned as humans to harness the chaos of a storm, 

we were able to draw from it electricity. This gave us 

light to see so that we wouldn't stumble in the dark as we 

moved from place to place. Just so, if we can "harness" 

the chaos of storying in our classrooms, we will be able to 

draw learning from it. This will provide us with 

enlightenment so that we can see more clearly along life' s 

pathways. This concept is already at work in the fields of 
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psychology and psychiatry in the use of "narrative therapy" 

(Coles, 1989) . 

Storying is a powerful "technique" or strategy or 

resource which can be employed in several major arenas in 

curriculum planning and practice. These arenas are 

community building, critical thinking, and knowledge 

construction. It is important to remember that one of the 

main impacts of storying in terms of curriculum is the way 

it joins the implicit curriculum with the explicit 

curriculum, bridging the chasm between students "lived" 

lives and their "school" lives. 

Community Building 

Community building is one of the most important 

elements in the creation of a literate, learning centered 

classroom. Without a democratic community of learners 

engaging in inquiry in a pluralistic setting, the 

curriculum becomes burdened with cold, sterile facts which 

are transmitted by the teacher to the students setting up a 

"me and them" dichotomy. Stories are both the sustenance 

and the product of a community of learners (as depicted in 
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"The Learning Tree," see Figure 6.5). Therefore, storying 

blocks the construction of the dichotomies that otherwise 

develop between teacher/student, good student/bad student, 

smart/stupid, nice/mean, able/deficient, etc. In a 

community of learners, the perspective of all the learners 

is one of hoth/and rather than either/or (Brunner, 1994) . 

All voices are heard, supported, and critiqued. This 

creates a sense of oneness at the same time that it allows 

for diversity. It provides an atmosphere in which students 

can become critical because they know that they and the 

teacher are "in this together," and that the critique is 

not a sorting out mechanism but a strategy for bringing the 

commixnity members together to improve the community as well 

as the lives of each of the members. It is essential 

especially in middle school to develop a community in which 

the students feel safe to share their stories. 

Preadolescents are particularly vulnerable and painfully 

aware of their vulnerability. Storying in a caring 

community dulls the edges of the double edged sword which 

cuts on one side because someone has used your stories 

against you, and on the other because you are silenced and 
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cannot share your stories. Storying turns the sword into a 

large letter opener which protects the contents of the 

story and the storyer as she/he opens it up, and encourages 

a response once the "letter" is "read." 

Listening. Listening is an inportant piece of 

building a classroom community. When storying is brought to 

a conscious level, students realize that listening is not 

passive and soporific. Rather, listening is active, 

participatory, and awcikening. They also begin to realize, 

as Alison did, that they really only want to share with 

people who listen and that listening therefore needs to be 

reciprocal. 

Students and teachers also realize the immense value 

of conversation in strengthening the community. 

Conversation requires the active involvement of all the 

participants. 

The learning coimunity benefits when people speak out 
from their own life experiences and world views. When 
students speak authentically of what they know and 
imagine, others experience the speaker. Entering into 
another person's life by taking delight in their 
imaginative responses and through what they are 
willing to disclose about themselves is one of the 
joys of belonging to a community of caring people. 
(Peterson, 1992, p. 51) 
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Stories are no longer irrelevant tangents nor are they 

a waste of class time. Kohl (1995) tells a story of a 

teacher who was " . . .a caring and passionate person [who] 

poured his life into teaching. ..." This teacher had 

reprimanded his students to "Tell their stories briefly and 

... to get to the point, " and was upset with himself for 

doing so. He told Kohl that he was feeling pressure ". . . 

to rush the students to conclusions, to show increments of 

learning, to meet preset objectives, to establish goals and 

to test achievement." And yet, this same teacher felt the 

power of stories and knew they were ". . .at the center of 

his most effective teaching" (p. ix) . 

The listening expected of students can no longer be 

the kind that requires a student to be a sponge or empty 

vessel. To be a storier, one must accept the roles equally 

becoming both an active listener as well as an active 

speaker. To build a community of learners, teacher and 

students alike must be adept storiers who engage in 

storying freely and consciously. 

Voice. Building a democratic classroom community 

requires that each commvmity member have a voice and that 
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that voice be exercised and heard. Democracy by definition 

is participatory. In a democratic classroom community, the 

students participant in all aspects of classroom life 

including the curriculum development process. Through 

dialogue and conversation (which are made up primarily of 

stories), students and teacher(s) negotiate what the 

choices will be as well as choosing from among them. This 

is quite different from students simply choosing from among 

the items on a teacher made menu (Edelsky, 1994, Shannon, 

1993). What better way to initiate and sustain such 

democratic participation than through conscious and 

deliberate storying? 

Through storying the macro issues of society are given 

voice and can be investigated on a micro level. For 

example, our discussions in Room 2 of racism, gauigs, 

violence, and hatred during the year played back and forth 

between macro and micro levels. These issues were first 

presented within a broader theme such as "Prejudice and 

Discrimination" and then passed through the filter of a 

piece or pieces of literature, such as Number the Stars 

(Lowry, 1989) or The Star Fisher (Yep, 1991) or Walk Two 
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Moons (Creech. 1995) or Roll of Thunder. Hear my Cry 

(Taylor, 1976), to the storying of personal experiences. 

This storying is the piece which facilitates the creation 

of connections that lead back through the literature to 

further discussions of the possibilities for new 

generalizations to describe the way we want life to be in 

the wider world. Storying then becomes the language of 

possibility (Giroux, 1987), when the curriculum is open to 

it and this language is recognized, planned for, and 

encouraged. 

Power. When storying is used as a resource for 

coraminity building, it restores power to the teacher and 

the students in that classroom. It reclaims this power 

from the mandated programs, the textbooks, the teachers' 

guides. It promotes all community members adding their 

questions and their perspective cind their beliefs and 

knowledge to the collaborative storying of the community. 

When I was sharing some of my ideas about the differences 

between teacher storytelling (lecturing) and storying from 

the data, my cousin, Susan Freedman suggested, "One 

(lecturing) is receiving a blanket whole, the other 
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(storying) is taking part in making a quilt. " This 

metaphor has major ramifications for the creation of 

curriculum in our classrooms. Because, to continue the 

metaphor, whole blankets tear and fray and become 

inadequate in other situations. We (each member of the 

community) need to be capable of replacing them as we 

determine that we need new ones, lighter ones, or heavier 

ones depending on the contexts we find ourselves in in the 

future. As this replacement is dependent on collaboration, 

we need to practice working with others. There is no more 

effective form of collaboration thsm. storying. 

Pluralism. Storying encourages an open-mindedness 

(Dewey, 1938) that welcomes a variety of perspectives. 

Where questioning and commenting (that is, active 

listening) are encouraged, differences are valued. In the 

process of storying, my story becomes your story (Coles, 

1989; Dyson, 1994; Polakow, 1985; H. Rosen, 1992). As 

human beings, we want to hear our stories echoed in our 

listeners stories. This is not to say that our objective 

is to become the same. Rather, our motivation is quite the 

opposite. When we share stories, we experience the lives 
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of those we story with; we begin to xinderstand their joys 

and fears, successes and failures, traditions and values. 

The similarities draw us together and the differences 

expand our experiences and the meaning we make from our 

lives. Storying among a diverse group of people 

strengthens the pluralistic perspective necessary to create 

and sustain a community of learners. 

Critical Thinking 

By planning storying into the curriculum, it can be 

raised to a conscious level which invites critique both of 

the process and the content of the storying that takes 

place. This in turn requires a certain amount of 

reflexivity, a praxis that examines the who, the what, the 

when and where, the why, and the emotion embedded in the 

storying about our lives, both in school and out of school. 

By using story as a curricular resource, the teacher and 

students participate in developing curriculum which 

enhances critical thinking. The teacher is motivated by 

the storying to add some of the materials which may support 

possible themes for negotiated inquiry and the students 
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are invited to take these materials as well as those they 

have gathered themselves and build critical bridges between 

their "school" lives and their "lived" lives. This bridge 

building brings these two closer to one another in ways 

that enhance the impact of each on the students' overall 

learning and growth. 

One such bridge that was built during this study was 

done by Angelique who used her "school" life to make sense 

of the kidnaping and death of her cousin in her "lived" 

life. Another exait^le is Ken Lewis' story about being 

accused of arrogance. He would build a bridge between this 

perception of arrogance by some of the faculty at school 

and his belief in himself as a visionary in and out of 

school by sharing his vision with the faculty in a way that 

invites questions and comments. This is the kind of 

storying that invites critique of self and the group. 

Critique is an integral part of all genuine knowing, 
whether in the arts, sciences, mathematics, or daily-
living. . . . It is through critique that we humans 
are ahle to improve upon situations. To improve a 
situation, one must examine what is (what exists) and 
imagine how it should be. (Peterson, 1992, p. 92) 

It is this kind of storying that can lead students to 

transformational ways of thinking which may in turn bring 
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about new and transformational ways of behaving which, in 

turn, could transform society at large. 

Knowledge Cgnstruction 

One of the four major purposes I discovered for the 

participants' engagement in storying was the construction 

of knowledge. This has in^ortant ramifications for 

curriculum planning and practice. In fact, I think it is 

no accident that Mike' s metaphors for story were an 

adventure and a teacher. Both of these metaphors suggest 

story as a resource for knowledge construction. Story 

encourages specificity, avoids generalizations, and puts 

everything in a context. Knowledge is continuously 

constructed and shared through storying. 

Constructing Categories. Storying enables each of us 

in a community of learners to construct knowledge about the 

people (characters), events (plots), places and times 

(settings), ideas (themes), and emotions (mood/tone) we 

experience in our lives in and out of school. Through 

storying we develop flexible categories which aid us in the 

organization of our knowledge and understanding. Storying 
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eliminates the accumulation of disembodied facts that, as 

Mrs. Frankweiler (Konigsburg, 1967) suggests, just rattle 

around and make noise. 

It was evident from the analysis of the data that 

students not only can leam, but that they do leam and 

that they retain what they leam. The storying process is 

a key factor in this learning. For instance, Droopy, who 

was failing most everything, had no trouble remembering in 

detail "the broom" story which I had shared with him. When 

I mentioned it, he said, "Yeah, and you went back in and 

paid for it." The three retellings of Brenda's "abuse" 

story also demonstrate that given the opportiinity to 

connect in meaningful ways, students are not only willing 

learners, they are quite capable learners. 

Eisner (1993) suggests that an analysis of students' 

conversations away from our classrooms would be a far 

better index of school achievement than any standardized 

achievement test. While I agree with him, I think we can 

look to how they engage in conversation in our classrooms 

as well, by providing ample time for storying. 
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It is significant for both the teacher and the learner 

to know what it is that is important to them, what each of 

them has questions about, what they already know, and what 

they want to investigate. These are ways of knowing which 

lead to the construction of knowledge and are best 

discovered through the sharing of stories. While stories 

about academic work were rare in this study, I think that 

if students were encouraged from early on in their 

schooling to value each other's stories, I would have heard 

more school stories. And, it was evident that the few 

stories I did record were generated by a genuine interest 

in the content--Isaac's storying about Chinese 

civilization, for exait^le. It was also evident in the 

storying among the six students that they already possessed 

a great deal of knowledge about the world and wanted to 

share what they knew and construct more knowledge. 

Kidwatching 

Storying provides an unobtrusive mechanism for getting 

to know our students through kidwatching (Goodman, 1982) . 

It enables us to watch and listen as they share their 
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interests, their knowledge base, their wants, their fears, 

their strengths, their weaknesses. Further, it enables us 

through our participation in the storying to show we value 

them and care about them. It allows us to share ourselves 

with them storying about our own interests, knowledge, 

wants, fears, strengths and weaknesses. 

Storying forces us to see life from our students' 

perspective. It encourages us to remember our own 

"student" lives. This also removes the "me/them" 

dichotomy. Memory is a powerful tool for building 

connections as long as we resist the didacticism of the 

"when I was your age ..." stories. If we can keep our 

storying honest and open to their questions smd comments, 

we will be able to build strong and lasting relationships 

with and among our students. Once these relationships are 

established, it becomes impossible for us to engage in some 

of the devaluing behaviors all too common in classrooms 

where storying is kept to a minimum. For exanple, it will 

no longer be possible for a teacher to use career choice as 

a motivator by making statements such as, "What, you want 

to be a janitor?" or "You want to work at McDonald's all 
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your life?" These statements will no longer be acceptable 

because valuing students means valuing their families and 

storying invites us to know one another's families. Our 

eyes will be opened to all of our students and their 

backgroiinds. Storying is a way to heal the kind of 

blindness that Coles speaks of when he says, 

. . . how uptight people become with other people, how 
they won't really see those people for who they are. 
It's a kind of blindness we develop. You can't have 
someone invisible without there being someone who is 
blind, (p. 73) 

Our students want to hear our versions of their 

stories. They want to see themselves valued, reflected 

somehow in our lives. This I believe is the ultimate goal 

of kidwatching. 

Multicultural Education 

School administrators, faculties and staffs must come 

to understand multicultural education not as one rather 

limited aspect of the curriculum, but as an "orientation" 

to education (Ruiz, 1994) . They need to spend time 

thinking about and discussing some version of the four 

tenets of the Position Paper on Multicultural Education 
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recommended by the Department of Language, Reading and 

Culture at the University of Arizona. 

1. Learners bring a variety of linguistic and 
cognitive strengths from their families and 
commxmities into the classroom; these strengths are to 
be appreciated as such by educators. 

2. Education must expand on the linguistic and 
cognitive strengths that learners already possess and 
bring with them to the classroom, rather than ignore 
or try to replace them with others. 

3. Respect and appreciation for cultural and 
community knowledge means that universities [schools] 
serve the interest of education when they allow for an 
exchange of views, rather than rely exclusively on a 
transmission model of instruction. 

4. We recognize the existence of a variety of 
communities--each with its own voice and 
interests--both within and outside the university 
[school]; a broad education offers the opportunity to 
hear and study as many of these voices as possible. 
Such an accommodation must include those communities 
which have traditionally been excluded or 
underrepresented in the university [school] . 

Through storying, we can move from the all too 

pervasive deficit model to a "funds of knowledge" model 

(Moll,1992). We can change our purpose for education from 

the reproduction of the status quo to the conscious 

reconstruction of our society (Sleeter & Grant, 1994). We 

can, through the use of storying as one of our strategies 

transform our society from one that privileges members of 
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the dominant culture, to one which values diversity, 

espouses pluralism, and treats everyone equally (not the 

same, but equitably) . 

Critical Pedagogy 

. . . Reflection may depend on asking harder 
questions--ones that begin with a self-critical, 
self-conscious awareness and then extend to wider 
political contexts that include always questions about 
knowledge, power, voice, and position. (Brunner, 1994, 
p. 48) 

Storying provides a mechanism for critique which 

denies excuses. It promotes a thinking about our students 

and our classrooms that encourages us to dissolve the power 

of the "they" that set up constraints to the possibilities 

for transformation and create a sense of hopelessness. 

We must provide lots of time in our schools and in our 

classrooms for storying. We must help each other and our 

students xinderstand the process. We must use this storying 

time to transform the whining and the complaining into 

healthy critiquing which creates a sense of hope as defined 

by West (1995) . "Hope is a leap of faith that we can make 

a difference. Faith is a matter of stepping out on nothing 

and landing on something" (Speaker, 1995) . We must take 
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risks. But risks are not nearly so threatening if we can 

story with each other about them. Stories provide at least 

some of the something we can land on. 

Storying keeps school relationships dynamic by 

allowing for ambiguity and contradiction among the 

commonalities. We must leam to approach each other when 

we disagree not with reproach (at best) or silence (at 

worst) but with questions which initiate storying. Spaces 

need to be provided which engage administrators, faculties 

and staffs in storying. Some of these spaces might be 

study groups, faculty meetings, planning family nights at 

school, group projects, joumaling in small groups, 

planning and participating in in-service. 

Creating the spaces for adults to story is a critical 

piece in bringing about the curricular in^lications of this 

study. It is my belief that learning is learning and that 

human beings of any age leam through experience euid the 

sharing of that experience through storying with others. 

Pre-service and in-service education programs need to look 

to the implications for curriculum of storying and consider 
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these beliefs and practices when developing teacher 

education curricula. 

Research Development 

I believe that storying may be a significant way to 

promote both the way research is conducted and reported. 

storying as Research Methodology 

Narrative has become recognized as a viable research 

methodology (Carter, 1993). As such, it provides a means 

for examining more and more closely the how's and why's of 

education as we work toward changing and improving it in 

ways which are caring, just, and equitable. 

This document is an example of story as a research 

methodology. I have used role as participant observer 

to gather data with which to tell my story. As a critical 

narrator, I have made decisions about what and how to 

analyze and what to share and why. As the critical 

narrator, I am making these decisions based on a need to 

share what is in order to bring about change. Critique is 

taking a close look at the way things are so that we can 
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move in our thinking away from that image toward how we 

want them to be. Storying about what we want is a powerful 

way to visualize it and work toward its becoming a reality. 

In thinking about the role of narrative in research, it is 

important to remember "... that teaching in schools is 

experienced as complex social events and that the 

acquisition of expertise in teaching is, in essence, the 

acquisition of event-structured knowledge" (Carter, 1993, 

p. 7) . 

Storying, therefore, provides a powerful tool for 

teachers to use in investigating the c[uestions they have 

about their classrooms and sharing the findings of these 

investigations. It provides a natural foundation for 

collaborative research among teachers in a building, across 

a district, or in partnership with university researchers. 

Using storying as a research strategy could also include 

the students in investigating questions they have about 

schooling and their educations. 

Thus, especially in education research, we can no 

longer accept the prescriptions and directions of what 

traditionally has been, nor can we settle for the 
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descriptions and explanations of what is. We must, now, 

with the use of narrative move through transformation to 

the possibilities of what could be. The following ideas 

are suggestions for continued research on the process of 

storying. 

Further Research 

Because storying is dynamic, chaotic, and fluid, it 

has the potential to provide a major link between students' 

lived experience and what they have come to believe is 

supposed to be their school experience. Through continuing 

research, we need first of all to find out if this is 

indeed true. If it is, then we need to find ways to create 

a structure which includes storying as a curricular 

framework in terms of time and space to work with and help 

our students to vinderstand it and use it. 

Eisner (1991) suggests, . .a much better index for 

school achievement than standardized achievement test 

scores is the level and quality of the conversations 

[storying] children engage in away from their classrooms" 

(p. 14) . 



^11 

This idea is one that ought to be pursued through 

research in and out of classrooms. I agree wholeheartedly 

with Eisner, but I also think we can look at how students 

story in school to assess and evaluate their learning. 

Further research needs to be done in this area inside and 

outside of classrooms and schools. 

In order to make the storying process an effective one 

for teachers, I believe that we need a better understanding 

of "lounge talk" and the differences in teachers' 

conversation (storying) when they are in their chosen 

groups (cliques) and when they are put into groups in such 

situations as faculty committees and in-service. 

We also need a more in-depth understanding of the 

storying process as used by children and adults. How do 

the ways in which we use story, story with each other, 

story across age groups change as we grow up? If the 

tentative findings of this study hold true, adults and 

children share more similarities than they have differences 

in the ways in which they story. It may be that storying 

can bridge not only the chasm between our school lives and 
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our lived lives, but the chasm existing between too many-

students and their teachers as well. 

We need a better understanding of children's 

desperate need to share their stories. Through research, 

we need to investigate why children such as Alison have 

such a well developed sense of self and a high level of 

self-esteem. Does this, as I suspect, have a great deal to 

do with the fact that she stories with her mom everyday 

after school and through this has developed an 

understanding of the give-and-take of storying? 

We need to examine the relationships between "success" 

in school, "delight" in school, "failure" in school and 

"dislike" for school and the storying styles of our 

students. I noticed in this study, for example, that Mike, 

while he got good grades, voiced an intense hatred of 

school and shared very brief, thin stories. Droopy, on the 

other hand, did very poorly in school but wanted to be 

there and was there when he wasn't suspended. His stories 

were lengthy, full of detail and were shared spontaneously 

with tremendous enthusiasm. 
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Other issues I would like to suggest for further 

investigation are offered in the following questions: 

What are the irr^jlications of storying for 

multi-age classrooms? 

What are the uses cuid significance of tone and 

body language during storying? 

What are some ways of building time into the 

school day and into the curriculum for children and 

adults to story with each other? What structures seem 

to work best? 

How do we enhcince the pluralistic nature of 

storying to provide a multicultural orientation to 

education in our schools? 

How do teachers engage in storying about the work 

of their classrooms? 

How can and does storying enhance the 

relationships between teachers and students? 

Administrators and teachers? Administrators and 

students? Teachers and teachers? Students and 

students? Parents and teacher? 
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Summary 

In our classrooms and our schools, we must first and 

foremost share and negotiate the meanings of our life 

experiences in order to honor and value each other, benefit 

and care for each other and construct knowledge with, from, 

for, and about each other. Our lives are ongoing, dynamic 

transactions. Much like the atoms in a material object, 

our experiences swirl in endless motion. Through story and 

the process of storying, we are able to bound these 

experiences in ways that enable us to know our lives, be 

conscious of our living, and to know others as living, 

sentient beings. 
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EDUCATING FOR DIVERSITY: 
An ACTion Plan for Diversity Education 

IT TAKES A WHOLE PUEBLO 
TO GROW A CHILD 
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EDUCATING FOR DIVERSITY: 
An ACTion Plan for Diversity Education 

EDUCATING FOR DIVERSITY: An ACTion Plan for Diversity Education 
represents months of collaborative efforts by parents, community members, 
students and staff.The work began in November, 1991, with the adoption of 
Governing Board Policy 6112, Diversity Appreciation Education. Subsequently, 
a steering committee, representing community, parents, and staff was formed to 
facilitate development of a plan to implement the Diversity Appreciation Education 
Policy. The Steering Committee selected the Charrette Process to involve 
community, parent, student and staff participation in development of an 
implementation plan for tlie policy. 

The Charrette Process provides opportunities for active, meaningful community 
input within a structured framework. Tlie term charrette is the French word for cart 
and is derived from a practice of architecture students at the medieval University 
of Paris. The students placed their course projects on a cart to take to the University 
and on the way there, they obtained comments and advice on their projects from 
others. The projects were often modified and improved as a result of the reactions. 

To implement tlie Charrette Process, the Steering Committee conducted 21 group 
meetings with community, parents, students and staff to elicit input on how best to 
implement the Diversity Appreciation Education Policy. Additional input was 
gained from TUSD staff who submitted position papers addressing implementation 
of the policy. Ten major areas of focus emerged from review of the input from the 
group meetings and the position papers. 

These major areas of focus were addressed during a one-day Charrette. Over 250 
people responded to the information gathered from the group meetings and 
position papers in temis of the ten major areas of focus. 

Recommendations from the Charrette formed the basis for the development of the 
action plans. TUSD staff developed goals, activities and outcomes for each focus 
area. Responsibilities and time frames were designated, ensuring accountability. 
The action plans were revised and edited by the Steering Committee and staff 
following review by the Superituendent's Cabinet. 

EDUCATING FOR DIVERSITY: An ACTion Plaji for Diversity Education is a 
muitifaceted implementation strategy addressing ten areas of focus. Tlie action 
plans are an integral part of the strategic planning, development, and assessment 
cycle described in VISION 2000. Each action plan provides guidelines for 
developing .specific objectives and identifying resources for unit action plans. 
These guidelines ensure diversity education infusion through a comprehensive, 
integrated strategy. 

1 
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The action plan fonnat delineates an area of focus, a description, a major goal, 
activity(ies), dates (start/complete), unit responsible, and expected outcome(s). The 
action plan format is adapted to delineate the recommendations gathered by the 
Multicultural Non-Sexist Steering Committee while focusing on diversity education. 
The formal is explained below. 

Area of focus: the action plan area of concentration. The areas of focus are derived from 
the focus group process. 

Description: the context forthe area of focus. Each description relates the area of focus 
to diversity education. 

Goal: the overall purpose of the action plan. The goal directs the activities to the 
expected outcomes. 

Activity(ies): actions ensuring the infusion of diversity education. Unit action plans 
transform the activities into specific objectives. Specific resources are tlien identified 
to achieve the objectives. 

Dates (start/complete): a timeline foraction. Some activities are currently underway. 
Many activities must be ongoing to sustain diversity education efforts. 

Responsibilities: the designated unit coordinating the assessment cycle for that 
activity. Accountability improves performance. 

Expected Outcome(s): the aims of the activity. Tlie outcomes reflect the 
recommendations. 

Action plans foreach unit (regions, depanments, and sites) will be wintten, based on the 
framework provided by the ACTion Plan for Diversity Education. In addition, the 
ACTion Plan will be subject to the Strategic Planning, Development, and Assessment 
Cycle. Tlie Steering Committee will monitor implementation of the plan and submit 
an annual report describing progress to the Superintendent and the Associate 
Superintendent. The Steering Committee also will review the progress of the five-year 
ACTion plan at an annual meeting of Charrette participants. 
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DIVERSITY APPRECIATION EDUCATION 

BOARD POLICY 6112 

Multicultural/non-sexist education is tiie identification and eradication of the 
dehumanizing biases of sexism, racism, prejudice and discrimination. The TUSD 
Governing Board affirms its commitment to multicultural/non-sexist education to 
develop staff and student understanding and appreciation of diverse cultural and 
ethnic heritages and to foster knowledge, respect and appreciation of the contributions 
of women as well as men. Tlie educational process conditions neither women nor 
men for stereotyped career roles. Learning produces an understanding of diverse 
values, history and achievement of identifiable groups in society. No achievement 
or contribution is overlooked because of race, color, national origin, language 
proficiency, sex, religion, disability, or sexual preference. The District will neither 
group by ability nor track by achievement. 

Students are taught attitudes and skills to recognize debilitating biases, and to develop 
a responsibility to protect and advocate a respect of human dignity and the rights of 
each individual. Instructional material, reaching and curriculum are free of the 
negative influences of bias. All students have the opportunity to learn their cultural 
heritage and appreciate its uniqueness as well as that of others. Each student learns V 
to communicate, associate and participate in a diverse community and a pluralistic / 
society. 

Multicultural/non-sexist education is aciiieved through an infusion of a multicultural/ 
non-sexist focus in the curriculum and teacliing strategies, increased options for 
students and high academic standards and expectations for students. Accurate 
comprehensive non-biased information about diverse cultures is the basis for 
Governing Board policies, administrative regulations, curriculum, teaching 
instructional materials, staff development, assessment and evaluation, classroom and 
school climate, human resource practices, counseling and guidance, conununity 
involvement and staff recruitment. All staff is held accountable for implementation 
of multicultural/non-sexist education within its areas of re.sponsibiIity. 

TUCSON UNIFIED SCHOOL DISTRICT 

Tucson. Arizona 

Adopted by Board: November 19. 1991 

3 
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The main points of the TUSD Diversity Appreciation Education Policy are as 
follows: 

1. Affirms multicultural, non-sexist education. 

2. Supports the elimination of all dehumanizing biases. 

3. Fosters knowledge, respect, and appreciation for the contributions of women 
as well as men. 

4. Educates everyone to understand tlie values of all groups' contributions to 
history and to society. 

5. Eliminates ability group and/or tracking of students. 

6. Espouses respect and rights of humankind. 

7. Provides materials and curriculum in keeping with the focus and thrust of 
tlie multicultural/non- .sexist policy. 

8. Sets high standards for all students to learn communication skills and 
participatory skills for a diversely pluralistic society. 

9. Infuses the policy's focus throughout the instructional spectrum; 
curriculum, teaching, strategies, etc. 

10. Insists on high academic standards and high expectations for all students. 

11. Holds staff accountable for every aspect of the policy. 

12. Protects and advocates the rights of all individuals regardless of race, color, 
national origin, language proficiency, sex. religion, disability, or sexual 
preference. 

4 
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September 5, 1995 

Dear 

By now your student has probeUaly mentioned that there is another 

teacher in Mrs. Dinius' classroom. Well, I'm that teacher and I'd like 
to introduce myself and let you know why I'm here. 

My name is Lauren Preedman. Until last year ('94 - '95), I had 
been a teacher at Southwestern for fourteen years teaching some 

combination of 7th and 8th grade Language Arts, Social Studies, and 
Drama. After twenty years of teaching (total) , I left last year to work 

full-time on a Ph. D. in Lcinguage, Reading and Culture in the College of 
Education at the University of Arizona. 

This year, I will be working on my dissertation. As Mrs. Dinius 
and I have worked together for the past seven years, I felt that her 
classroom would be the best place for me to do my research. She agreed. 

So, I will be a permsuient member of her classroom community everyday from 
8:00 - 12:00. 

My research deals with studying how children leam and how 

classroom environment euid curriculum design faciliate their learning. My 
research will involve taking field notes, making audio and video types of 
classroom activities both whole class and small group, cind making audio 
tapes of individual and group interviews. 

I would like to include your student in my project, and need your 
permission to do so. Please, fill out the form on the attached sheet and 

have return it as soon as possible. Be assured 
that your student will remain anonymous in any written documentation of 
this research including the dissertation. 

I would be delighted to share my project with you in detail at 

anytime. Please do not hesitate to contact me with any questions or 
concerns you may have. I Ccin be reached at Southwestern (322-0888) in 

the mornings or you can leave a message at the University of Arizona 
(621-1311) and I will return your call. 

I am looking forward to an enjoyable and productive year for us 
all. 

Sincerely, 

Lauren Preedman 
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PERMISSION FORM 

I (We) grant permission for the student named below to 
participate in the doctoral research project conducted by 
Lauren Freedman during the 1995-1996 school year at 
Southwestern Middle School. 

Student's Name 

Parent's or Guardian's Name 

Address Phone 

Signature Date 

Special notes or comments: 
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May 29, 1996 

Dear Ken, 

Here are some questions we might use to begin our 
conversation. I really appreciate your agreeing to talk 
with me as I think your perspective will offer unique 
insights into the situation at Southwestern from both a 
current and an historical perspective. I have attached a 
copy of an article by Donna Jurich and Kathy Carter 
entitled, "Commiinication Theory and the Place of Story in 
School Reform." I think you'll find it supports what we 
spoke of yesterday. I am also enclosing a copy of the 
District's Diversity Policy. It is interesting to look at 
what it says in cott^arison to what has been done (or not 
done) at Southwestern over the years. 

I look forward to meeting with you on June 20 at 2:00. 

Thank you. 

Lauren 
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QUESTIONS 

1. In what ways is Southwestern the same/different from 

1979 to the present? 

2. How is your perspective as the principal different from 

that of a teacher? 

3. What do you think has happened or not happened over the 

17 years? 

4. VJho do you think holds the power at Southwestern? 

5. What is the major motivator for their use of power? 

6. Do you feel that the students at Southwestern are 

served equitably? Why or why not? 

7. What do you see as the community's goals for 

desegregation from the initiation of the original law suit 

to the present? 

8. What do you see as the District's goals for 

desegregation? 

9. What do you see as Southwestern's goals for 

desegregation? 

10. Have any of these goals been met? Why or why not? How 

do these goals compare with the District's Diversity 

Policy? 
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11. What do you understand to be the reasons for Mr. 

Strong's unprecedented (as I understand it) transfer from 

Southwestern? How do you feel eibout being assigned to 

Southwestern? 

12. What do you see as the root causes of the problems at 

Southwestern? What are the major constraints to positive 

change? 

13. Do you feel that most of the teachers at Southwestern 

could articulate their teaching beliefs and learning 

theories? Do you think their practice matches these 

beliefs and theories? Why or why not? 

14. What do you think it would take to create a cotnmunity 

of learners (adults and children) at Southwestern? 

15. If you had free reign, what would you do to create a 

community of learners? 
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