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What makes teaching a moral endeavor isthat it is, quite centrally, human action undertaken in regard to
other human beings. Thus, matters of what isfair, right, just, and virtuous are always present. ... The
teacher’s conduct, at all timesand in all ways, isamoral matter (Fenstermacher, 1990, p. 133).

Teaching as an activity can be described as moral because, in very general terms, it presupposes notions of
better and worse, of good and bad. Astypically understood, teaching reflects the intentional effort to
influence another human being for the good rather than for the bad (Hansen, in press, p. 6).

That teaching has moral implications may seem self-evident, yet there is nevertheless a great need for

research in the area of teachers’ beliefs and practices with regard to the moral dimensions of teaching, and the ways



in which the cultivation of moral and intellectual virtues are intertwined in teaching practices. David Hansen statesin
achapter called “ Teaching asaMoral Activity” for the new Handbook of Research on Teaching:

Perhaps there has never been agreater need for research that seeksto spotlight enduring aspects of
educational work, those which constitute the very reasons for performing such work in thefirst place. Aswe
have seen, theidea of teaching asamoral activity captures many of these aspects. Keeping theideain view
in asharp and lucid manner remains an important task of both research and practice (Hansen, in press, p.

9).

Like Hansen (1998), | too believe that “the moral meaning of teaching can be derived from the basic terms of the work
itself.... Teaching means attending to students, listening to them, speaking with them in intellectually serious ways,
identifying their strengths and weaknesses with an eye on supporting the former and overcoming the latter, and
more” (p.652-3). Furthermore, | believe acareful and close analysis of classroom life, with a particular focus on
seeking a better understanding of pedagogical beliefs and practices that are influential in the moral and intellectual
development of students, can lead to improving the ways in which we engage teachers and students in thinking
about these moral dimensions of teaching and learning. The discourse, beliefs, and behaviors of students should
also be carefully examined if the influences of the teacher are to be fully explored.
The questions for this study are:
How does an elementary teacher together with her students construct what counts as morally acceptable
behavior through verbal, non-verbal, and written communication in order to establish the climate of the
classroom?
In particular, how does the teacher take advantage of the interactional moment and use it as ateaching and
learning “opportunity,” and what is the evidence for student “take up” of the intended lessons?
Does the teacher perceive certain student characteristics that differ across two school contexts, and what
noticeabl e effect do such differences have on the ways in which the teacher perceives the co-construction of the
classroom climate?
The final question emerged when Darlene, the teacher who is the focus of this study, moved to another school after
the second year of the study. This change provided a unique opportunity to begin to explore how differencesin
schools may have an effect on moral dimensions of teaching.
The second question relates to a study from the Santa Barbara Classroom Discourse Group (Tuyay, Jennings, &

Dixon, 1995) that showed how opportunities for learning become visible through discourse interactions. They define



an opportunity to learn as “one that offers the student a chance to interact with information and to make sense of it”
(p. 76). “Take up” isillustrated through sociolinguistic analysis by examining “how, through talk, members
negotiated and constructed situated definitions” (p. 92). My goal in this study has been to gain aholistic view of the
classroom community, and to co-construct with the teacher an interpretation of the emic meanings that the students
and their teacher reveal in everyday actions and discourse. | have sought to understand the “ customary actions,
beliefs, knowledge, and attitudes of a social group asreflected in the ways of engaging in everyday life” (Zaharlick &
Green, 1991, p. 207).

One of the ways in which Darlene takes advantage of an interactional moment during instruction to construct
understandings of morally acceptable behavior with her students can be seen in the following vignette adapted from
avideotape of alesson (Jordan Elementary, second year of study, 10/22/98). Darleneisinthe middle of a
brai nstorming session with the whole class of third and fourth graders when she notices that Justin has gotten up
out of his seat and walked to the back of the room, out of the camera srange. However, thereisaclear view of

Stephanie, who follows the exchange with great interest:

line# TEACHER' STALK GESTURES

006 Now Darleneturns off overhead,

007 I’m alittle confused caps pen, watches Justin, then

008 Justin what’ s happening here? frowns

009 Stephanie follows Justin’s path
with her eyes

010 wuh wait wait wait

011 right there

012 wait stop Darlene puts her hand out

013 stop nods her head

014 can you answer me please? Darlenelooks straight at Justin

015 What’ s happening?

016 Stephanielooks at Darlene

017 Areyou learning right now?

018 Stephanie shakes her head

019 Am | teaching right now? Darlene points at herself

020 Stephanie nods her head

021 So what’ s your responsibility?

022 Stephanie looks back at Justin

023 Yeswill you go back to your position please | Darleneremainsin the same

your learning position position, watching Justin
Quickly!

024

025 Justin goes back to his seat,
then away again off camera




026 Y ou stopped our teaching time
027 Thank you
028 Don't do that anymore okay
029 Stephanie shakes her head
030 ‘cause it stops my teaching and makes me
angry
031 Right?
032 Stephanie nods her head
033 Okay Darlene tumns from Justin

What is morally significant about this episode? Darlene interrupts the lesson to ask Justin about his behavior (lines
8-21), and to help him remind himself of hisresponsibility as a student in her classroom. She then provides him with a
clear rationale as to why sheistelling him he shouldn’t get up out of his seat (26, 30). Furthermore, in this example we
have evidence that another student in the classis taking up her lesson on morally acceptabl e behavior because
Stephanie shakes and nods her head in response to Darlene’ s questions and statements. The purpose of this paper is
to explore more thoroughly and systematically what Darlene is attempting to teach and what her students are taking
up by looking at afew segments of everyday classroom life in each school setting in order to understand how
Darlene takes advantage of the interactional moment. This analysiswill be complemented by students’ and teacher
interview excerpts and by a comparison of student remarks during a community circle classroom meeting that was
structured in similar ways in both schools at about the same time of year.
CONCEPTUALLY FRAMING THE STUDY

Looking at the classroom as a culture is essential to thisinquiry into moral dimensions of teaching.
Peacock’ s (1988) working definition of culture is a succinct and appropriate one:

Thetaken-for-granted but powerfully influential understandings and codes that are |earned and shared by
members of agroup. (quoted in Egan-Robertson & Willett, 1998, p. 8)

In al classrooms, words spoken and patterns of action converge in ways that help the members of that classroom
understand what is morally acceptable and what is not. Robert Boostrom has said of rules, “They are structures of
meaning we use to make sense of the world around us” (1991, p. 194). In the classroom | have chosen to study what
counts as morally acceptable behavior is taught very purposefully, with a specific vocabulary and using consciously
chosen strategies.

Three conceptual lenses that are used for this study are: the concept of manner in teaching, which helps
clarify why teaching is an inherently moral activity; an ethnographic approach; and a discourse microanalysis of

interactions. Each of these enables a particular view into the moral dimensions of teaching of concern in this study,



and when they convergeit is hoped some new light will be shed on the dynamics of establishing the moral climate of
the classroom. Each will be presented in the following sections, followed by abrief discussion of arelated study.

The Concept of Manner

| am currently a member of the Manner in Teaching Project at the University of Michigan that is athree-year
study funded by the Spencer Foundation. Manner in this context is defined as human conduct that expresses virtue
and is consistent with arelatively stable disposition or character trait (Fenstermacher, 1992). In the words of the
Manner Project proposal:

The purposes of this study are to further develop the concept of manner in teaching, and to address the

question of whether and with what means teachers can undertake the reflective study of their own manner,

attending to it in ways that permit its thoughtful connection to instructional method and to their intended

results for student learning (p.5).
This study is somewhat unique in that it combines a philosophical inquiry and analysis, led by co-principal
investigator Gary Fenstermacher, and a qualitative empirical study, led by co-principal investigator Virginia
Richardson. In collaboration with the eleven teachers in two schools involved in the project, we are attempting to
better understand the nature of manner in teaching and the ways in which its members strive to construct a virtuous
classroom community. Theinitial findings of the researchersinvolved in the Manner Project were presented in a
symposium at the 1999 annual meeting of the American Educational Research Association in Montreal, Canada.
Fenstermacher’ s paper seeks to examine the ways in which moral and intellectual theories bear upon elucidating the
concept of manner, particularly how these theories impact making manner visible in the classroom. Six methods are
identified as ways that teachers seek to convey virtues, enhance moral relationships, and develop intellectual
dispositionsin their classrooms: constructing classroom community, didactic instruction, designing and executing
academic task structures, calling out for a particular conduct, and showcasing specific students (Fenstermacher,
1999). Cdll-outs are especially relevant to this study, as we see multiple examples of this approach in the segments of
videotape analyzed. As Fenstermacher explains:
“At least in the case of the teachers participating in our study, the call-outs were, in the main, far from simple
demands for compliance or order, but the expression of avery genuine interest in helping the student to become a
good person” (Fenstermacher, 1999, p. 9).

Discourse Analysis and Adopting an Ethnoaraphic Approach

Ethnographers set out to describe and compare the cultures of the people they study by observing closely

the activities, discourse, and patterns of everyday life. Erickson said: “Interpretive, participant observational



fieldwork research, in addition to acentral concern with mind and with subjective meaning, is concerned with the
relations between meaning-perspectives of actors and the ecological circumstances of action in which they find
themselves” (1986, p.127). Elsewhere, Erickson has used the analogy of ethnography in educational research as
useful for revealing what isinside the “black boxes” of daily lifein classrooms by documenting processes that
“consist of the routine actions and sensemaking of participantsin educational settings, which, because they are
habitual and local, may go unnoticed by practitioners and researchers alike” (1992, p. 202). Gee and Green (1998)
explain what is meant by an ethnographic perspective that guides the analysis of discourse by citing the definition
by Spindler and Spindler (1987) which states that a“ culturally constructed dialogue” expressed in action, words, and
symbolsis constructed by social actorsin asocial scene and setting. Discourse, then, islanguage as social action
and behavior. The following quote provides a succinct summary of how the microanalysis of discourse interactions,
including talk and gestures, coupled with an ethnographic approach is useful for this study:
Discourse analysis, then, when guided by an ethnographic perspective, forms abasis for identifying what
members of asocia group (e.g. aclassroom or other educational setting) need to know, produce, predict,
interpret, and evaluate in a given setting or social group to participate appropriately (Heath, 1982) and, through
that participation, learn (i.e. acquire and construct the cultural knowledge of the group). Thus, an ethnographic
perspective provides a conceptual approach for analyzing discourse data (oral or written) from an emic

(insider’ s) perspective and for examining how discourse shapes both what is available to be learned and what is,
in fact, learned (Gee and Green, 1998, p. 126).

A Related Study

Richardson and Fallona (1999) look at how classroom management brings together experienced teachers
manner and method, by comparing two teachersinvolved in the Manner Project, one of whom is Darlene, the teacher
who is aco-researcher inthisstudy. “We are looking at classroom management, manner, beliefs about classroom life
and moral and intellectual goals for students, and classroom behavior that directly informs students of expectations
for virtuous conduct” (p. 3). Their findings suggest that “the degree of authenticity-coherence-in which she [the
teacher] expresses her beliefs, goals, manner and methods” can help enhance our understanding of effective
classroom management and teacher expertise. There are also significant implications for teacher education. Pre-
service teachers “must be asked to reflect upon their beliefs about teaching and the attributes of their style that may
beindicative of their manner” (p.29) as this has everything to do with how they will interact with their students and
establish the classroom environment.
CONTEXTUALIZING THE STUDY

Profile of Darlene



Darleneisawhite female in her late forties who has been teaching elementary school students for 15 years.
She has also worked for several years as a staff developer for an early reading program. During the years of the
study’ s data coll ection, she has been teaching a multiage class of third and fourth graders, and she was team-
teaching with two other teachers who also teach in third and fourth grade multiage classrooms at her previous
school. One of the team teachers has also been involved in the Manner Project, and she and Darlene had adjacent
rooms so students could move easily from one to the other when necessary. Darlene has aready snile, and greets
her students each day at the door with a hug, handshake, or a high-five. A peaceful calm characterizesthe
atmosphere in her classroom. Things run very smoothly, and students move purposefully around the room when
appropriate during activities and during transitions. Darleneis avery self-reflective teacher who expresses keen
interest in research and in furthering her understanding of manner and the issues we are exploring together in the
Manner Project. Sheisvery purposeful in selecting strategies for eliciting morally virtuous conduct from her
students, and she is adept at analyzing her own communication in the classroom. She has been willing to devote extra
time to analysis of videotapes, and she developed her own system of coding certain teacher moves in selected
portions of her videotapes. Furthermore, four of her students who were interviewed in early February of 1999 were
able to articulate some of Darlene’s strategies and their purposesin surprising and revealing ways.

Darlene’s students describe her as nice, funny, caring, loving, and likeable. Sheis“strict when she needs to
be” and has a good sense of humor. “ She always makes these little mistakes that we laugh about it with her,” explains
Darcy. She' sagood teacher, they say, because “ she like learns like how one kids learns... she adapts to their
learning” and because “ she gives you timeto think.” Lisa said she was a good teacher *because | have akind of
problem reading and she helps meread and I’ m getting better at it.” Darlene’ s team teacher, Margaret, wrote about
her in ajournal entry from late October of 1998:

Darlene and | have asimilar work ethic and value system but we approach issues quite differently. Darlene

and | have made a nice marriagein our teaching. We have begun to think each other’ s thoughts. ... Darlene

isone of the best teachers | have ever seen! Sheis so good at getting children to work to their
potential...sheisapro. Darleneis so good at breaking the very complex down so that it becomes digestive
for students. They will easily learn the concept. Sheis so good at putting it all back together so that
students see thereal lifeissues. She hardly ever raises her voice or snaps at achild. | am simply amazed how
she can stay so calmin acrisis. | really respect her patience.
When asked to describe herself, Darlene said, “I think I'm loving...inclusive. | see myself asrelating to kidsin a
caring way...personable. ...l have high expectations and yet there’s aleniency about getting them there at their own

time within certain parameters’ (4/27/98).

The Schools



The school site where Darlene was previously teaching is Jordan Elementary in the Riverton School District
(pseudonyms are being used to protect the participants’ privacy). Itisarelatively small neighborhood K-5 school
with approximately 280 students and 13 certified classroom teachers. Slightly more than half of the student
population is Caucasian, about athird is African American, and nearly 40% of the students receive free or reduced
lunch. The school’ svision isdriven by the T.E.A.M. concept of Together Everyone Achieves More and awarm,
inviting atmosphereisfelt throughout the school.

Darlene’' s current school, Woodcreek Elementary, is on the opposite side of town, but is part of the same
district. Woodcreek is larger than Jordan with an enrollment of about 350 students, 84% of whom are Caucasian.
There are 15 certified classroom teachers. In comparison to Jordan, only about 12 % of Woodcreek’s students receive
free or reduced lunch. The school’ s mission is to “ nurture within each student the joy of lifelong learning through
academic preparation, building positive self-esteem, and devel oping social responsibility.”

Many schoolsin the Riverton School District have adopted the language of the “lifeskills’ (Kovalik, 1994)
which seeks to teach the importance of integrity, patience, effort, cooperation, responsibility, and so forth, and these
are prominently used at both Jordan and Woodcreek and in Darlene’ s classroom. Behavior guides known as Lifelong
Guidelines are al so posted throughout the two schools:

TRUSTWORTHINESS
TRUTHFULNESS
ACTIVELISTENING
NO PUT-DOWNS
PERSONAL BEST

At Woodcreek, where the lifeskills have been used for alonger timeand by more teachers than at Jordan, the parents
and students sign an agreement “to work together to model the Lifelong Guidelines and lifeskills every day.”
Treating people with respect and dignity, as well as making othersfeel they belong and are cared for and are
important to the community are all messages that the schools work hard to convey to students, parents, and
teachers.
METHODSAND METHODOLOGY

Primary datafor this study was taken from two videotapes of classroom lessons, onein each school, aswell
as two videotapes of acommunity circle class meeting in each school with asimilar purpose and at the same time of
year. In addition, four of the students from Jordan Elementary were interviewed. The teacher herself interviewed three

students from Woodcreek Elementary. The teacher was interviewed six times, and three of the teacher interviews



were structured around viewing videotapes of classroom lessons. In addition, various artifacts such as the teacher’s
reflections and journal entries were collected and analyzed (see Appendix A for adata collection map).
Data analyzed for this study includes:
Classroom videotapes from 2/4/98, 10/22/98, and 2/15/99 (Jordan Elementary) and 1/28/00 and 2/16/00
(Woodcreek Elementary)
Teacher interviews from 10/20/97, 4/27/98, 2/18/99, 11/29/99, 12/2/99, 3/3/00
Teacher’sanalysis of video segments
Four Jordan Elementary student interviews from 2/1/99 and 2/12/99 (for interview schedule, see Appendix B)
Three Woodcreek Elementary student interviews by the teacher from 3/17/00 and 3/23/00

Field notes from years 2 and 3 of the study, and context notes for videotapes and interviews
Varioustext artifacts from the classroom, from journal entries, and email communications

The videotaped data chosen for analysisis meant to be arepresentative slice of lifein the classroom.
However, rather than argue for typicality, the intent is to see each episode as atelling case (Mitchell, 1984) “in which
the particular circumstances surrounding a case serve to make previously obscure theoretical relationships suddenly
apparent” (p. 239).

The method of constant comparison for generating theoretical ideas as set forth by Glaser and Strauss
(1963) is also applicable to my study. “ The generation of theory requires that the analyst take apart the story within
hisdata’ (p.108). The purpose of meticulously going through the process of coding data (field notes, interviews,
videotapes, etc.) is“to establish an evidentiary warrant for the assertions one wishes to make. Thisis done by
reviewing the data corpus repeatedly to test the validity of the assertions that were generated, seeking disconfirming
evidence as well as confirming evidence” (Erickson, 1986, p.146).

Working closely with Darlene on the analysis of the data was essential, and enhances the validity of the
findings. Nevertheless, it isimportant to note that these interpretations are evolving and we are continuing to push
for deeper understandings. Like Kyratzis and Green, | view “the research narrative as a theoretical exposition of how
narrative can be understood as ajoint construction and as‘a not ‘the’ representation of the ways in which members
of agroup inscribe asocia world, identity, knowledge, and practice” (1997, p. 17).

The transcripts of the videotaped classroom lessons are also jointly constructed representations. As
Carolyn Baker said:

Transcription (the process) is amethod of inquiry, involving analysis from the beginning. The transcript

(the product) reflects that inquiry. As anumber of researchers have observed, transcription is more than a

merely technical matter; the transcription process and its outcomes are by no means neutral (1997, p. 110).
| have chosen to use “message units’ of talk (Green et al., 1988) in the transcription from videotape so as to place

nonverbal and other contextual datain the precise momentsin which they occurred. This was necessary to reveal



indications of student take up (Tuyay et al. 1995; Putney et al. 1999), asin the episode from the introduction with

Justin and Stephanie. In the longer transcripts, interpretative commentary was added to assist the reader in

understanding the related meaning of both talk and gestures constructed in the interactions.

DATA ANALYSIS: Jordan Elementary

Thefirst data chosen for analysis from Jordan Elementary represents aslice of classroom life, astaken from

avideotape of awhole class |esson on February 4, 1998, in thefirst year of the study. It isasix minute excerptin

which Darleneis giving instructions for writing math story problems with a partner. | have excerpted five episodes

that help to illustrate how morally acceptable behavior is constructed in this classroom by the teacher and the

students. Supplemental data from interviews and from acommunity circle class meeting will be analyzed aswell in

order to demonstrate further student take up of these ideas.

Larry and Max

Thefirst episode involves two boys, Larry and Max, who are sitting adjacent to each other in atrio of

individual desks. When Larry claimsthat Max pushed his desk, Darlene chooses a stance with Max that avoids

accusing him and gives him the responsibility for fixing the situation. (In the transcript, emphasisin indicated by bold

type.)
Line | Speaker Tak Gestures Commentary
001 Darlene you'regoing to bereally excited | Darlene standsin
to be able to do these difficult front of cluster of
problems three desks; Larry
002 | wassoimpressed with the ones | adjusts his desk that
you wrote | ast week appears to have been
003 | thought you were ready for this | shifted by Max’slegs,
challenge then moves his chair
004 Now
005 what | hopeto do
006 Larry Quit it! Pushes his desk
forward again,
Darlene notices
007 Darlene is to have you Darlene looks down Darlene's proximity allows her to
at Larry and Max see what is happen-ing, even
though Max’ s legs are hidden
under the desk.
008 Larry He pushed my desk into me! Larry looks at Max
009 Darlene Max Turnstolook at Max | Darlene acknowledges Larry’s
010 do you need to pull back? directly, makes eye claim that Max has caused a
contact problem, but puts the
responsibility for remedying the
situation in Max’ s hands with her
guestion to him.
011 Max Huh? Max has his handson | Shewaitsamoment before

his head, isleaning
back slightly, hislegs

repeating the question, giving
Max another chance to respond




are still extended even though he showslittle or
under desks no reaction.
012 Darlene Do you need to move back? Still looking at Max
013 Well dosoiif it’sgoing to irritate Now she gives directions but
others also arationale. She checks with
014 Okay? Max to make sure he
015 Okay? Max nods slightly understands and accepts her
016 Okay. Good. Darlene looks out at thinking. Max nods and moments
017 Um | hope at the end of thislesson | class later moves his desk away from
that you will be able to trade your Larry’sdesk, and adjusts his
story problems with somebody chair.
from another pride
to challenge them
018

When Larry explains why he pushed his desk forward and said, “Quit it!” to Max, Darlene

accepts his explanation that Max had violated hisright to his personal space. Rather than reprimanding Max, or just

telling him what to do, she asks him if he needsto pull back, giving him the responsibility for righting awrong. When

shefinally doestell him to adjust his desk, requesting a particular conduct, she gives him arationale for her

directions. He respondsto her request by nodding and then moving his desk and chair back away from Larry.

Darlene explained in an interview about this episode that “he [Max] can be very oppositional and to avoid the

immediate defensiveness that he would have had, even though he was the instigator, | phraseitin theway in which |

do to kind of encourage him to decide to take responsibility.” Thisimpliesthat Darlene has learned to use this

approach with Max from past experiences, when perhaps other approaches made him defensive and oppositional .

Max’ s acknowledgement is important to Darlene, and she goes on to say, “1 have to get something, so | get anod

and | accept that, and then if | leave him alone he generally will do it because he decided to do it and that makes it

okay.” So Darleneisvery intentional about enhancing moral relationships by empowering Max to take responsihility,

because she has |earned from experience that when he feelsin charge of hisdecisions, “he can still learn. Otherwise,

he’ s oppositional and he’ sticked to the hilt and he will not learn” (12/2/99).

Justin

Immediately following this episode, Darlene notices that Justin is having problems focusing on her. She has

noted that he needs frequent behavioral redirection. As Darlene describesJustin, “if he ever has the chance to

wander, that’swhat he does’ (4/27/98). In fact, as we saw in the episode from the introduction, Justin sometimes has

trouble staying in his seat when he is supposed to be listening and learning, an intellectual disposition that Darlene

values. Body language and eye contact are important signals that students are engaged, and Darleneis explicit about

what “active listening” looks like.

| Line | Speaker

| Tak

| Gestures

| Commentary

-10-




021

Darlene

You need to be the expert on your
story problem Justin

Darlene notices that
Justin is turned away

Darlene says Justin’s name and
Justin doesn’t stay focused on

Soif fromher; when he her. Then she showcases him
022 for instance hears his name he and makes him the focus of her
023 Travis can't figure out your story | turnshisheadto her | explanation, with Travisasan
024 problem then back away again. | example of his potential partner

you haveto be able to Justin continues to for the activity.
025 Justin faceaway from
026 I’m talking to you sweetheart Darlene.
027 If Travis can't figure out your

story problem He turns around to
028 you have to be the expert that look at Darlene, they

teacheshim how make and sustain eye
029 Soyou can't just write a contact.

ridiculous one that nobody can Darlene points at
030 figure out Justin

Y ou want it to be challenging

but you want to know how to Darlene pointsfor
031 teachitin casethey can't do it emphasis.

Got it?
032 Darleneisstill

pointing right at
Justin

033
034 Justin turns around Justin acknowledges Darlene’s

away from Darlene
and mouths “got it”
to girl to hisleft while
nodding his head up
and down and smiling
at Laura, sitting
diagonally across
from him. Then he
turns back to look at
Darlene.

question by repeating it as a
statement, signaling his
understanding of what she
expected of him.

In this episode, Darlene is emphasizing the importance of listening to directions, and implies to Justin that sustained

eye contact will show her that heislistening. Aswith Max, she awaits acknowledgement that Justin “got it” before

she continues with her explanations. She explained her approach as “with Justin you haveto say it sternly or it

doesn't, it’slikeit doesn’t get past thisfirst barrier, the one that is thisinattention thing” (12/2/99). Justin shows that

heistaking up her lesson when he turnsto a peer and says “got it.” Furthermore, Justin talked several timesin an

interview about the importance of paying attention to the teacher. When asked how he shows the teacher that he

likesto learn he replied, “Pay attention when she' steaching,” and when asked more generally what someone should

doin that classroom to be a good student he said, “When it’ s teaching time you don’t sharpen your pencil and you

don’t get up fromyour seat unlessit’san emergency.” He also elaborated that following directions, keeping your

hands to yourself, and not tipping back in your chair were important aspects of being a good student. Justin is also

-11-




aware of therole that Darlene playsin his learning these lessons. When asked, “What is your teacher doing to help

you be a better student?’ he answered, “To stay on task.” When probed as to how she did that, he said she only

gives him one reminder (2/12/99). In Justin’s comments we can see that Darlene’ s strategies of calling out for a

particular conduct in order to develop certain behaviors and dispositions toward learning, and showcasing Justin by

incorporating him into her example, are not only explicit but effective.

Travis

In the next episode, we see asimilar example of calling for appropriate behavior when a student doesn’t hide

his displeasure regarding the partner he will have to work with. Darlene has just explained that the students will be

working in pairsfor this assignment with the person sitting across from them. One student, Travis, who is sitting

opposite agirl off camera, reacts by turning away from her and shielding his face from her with hisleft hand. He then

turns back around and talks to someone straight ahead of him, but still out of the camera’srange. Moments later he

shakes his head and lowers it down to the desk. Then a student asks a question that is unintelligible.

Line | Speaker Tak Gestures Commentary

069 Student [...]

070 Darlene Alright Darlene puts her hand | Darlene can’t focus on the

071 I’m sorry on the shoulder of the | student’s question because she

072 There are two questions here student in front of her | isdistracted by noise and she

that you might have as she looks over at also notices Travis' s behavior.
Travis? Travis, who looks Sherespondsto it by asking him
073 Areyou ready for thislesson? back at her when she | aquestion.
074 says hisname. He
barely nods when she
asksif heisready for
this lesson.

075 Adamraiseshishand | Adam keeps hishand up for
several minutes, patiently
following the classroom norms
for participation.

076 Darlene Are you worried about thislesson Now she offers him two

or areyou just being silly? alternative explanations for his

077 behavior

078 Travis What?

079 Darlene Are you worried about this lesson

or areyou just being silly?
030 Student off | I'mworried Darlene seems to either register
camera this or maybe Travis makes an
expression that leads her to
believe he will choose the first
option
0381 Darlene You'reworried?
082 Travis No Travis shakes his Travisisemphatic.
head
083 Adam’s hand is now

folded over his head




as helooks at Travis,
who sits diagonally
across from him

Darlene Okay

Then stop silliness please
thisislearning time

thank you

Again Darlene provides a
rationale for her directionsto
stop being silly.

Darlene nods her
head for emphasis

SEEE

Travis then decides the best way to handle his discomfort about his partner isto look up instead of across his desk
to avoid further silliness. Once again in this episode we see that Darlene provides arational e when she calls out for
certain behaviors (lines 85 and 86). Darlene describes Travis as someone who “spends alot of time pointing fingers
at everybody else and cannot admit fault.” She does find that in talking with him he has begun to change his
behavior of putting others down. “Every time we talk, he can admit it, but we' ve got to go through this little game of,
‘How are you going to grow if you don’t be honest. Y ou can’'t make the change. And everybody else hereis ableto
say, thisiswhat | did wrong...now we need to hear it from you. What did Travis do wrong? And he could always do
it, but you have to go through the game. Now, he’ sjust beginning to change that” (4/27/98). Darlene has devel oped
an interactional stylethat is beginning to be successful with Travis and is helping him to change his behavior of
blaming others and not admitting when he has been wrong. Aswith the other examples, Darlene is conscious of
teaching her students to be responsible for their behavior and their learning, and sheis keenly aware of the progress
they are making in that regard. Learning over time from trial and error which approaches work with each individual
student, Darlene is able to promote understandings of morally acceptable social behavior in her classroom. Justin,
Max, and Travis show in their response to Darlene’ s requests that they are taking up her attempts to teach themin
each of these interactional moments.
Laura

Although the previous episodes involved boys, Darlene calls out for certain behaviors with the girlsaswell.
Her approach with each student is slightly different depending on the interactional style that she has found to be
most effectivein each case. In the next episode, Laura, who is sitting diagonally across from Justin, has been turning

around in her seat to ook at the camera, which is close by. Justin is not in the camera’ s range.

Line | Speaker Tak Gestures Commentary
105 Darlene you do have to make sure that Darlene notices Laura
every member turning to face the
106 of your story writing teamis cameraagain. Darlene
working on the story though looks down, then up
and understandsiit at Laura
107
108 Laura Lauraturnsto the
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camera.

109 The camerapans to Lauraand Justin are engaging in
theright asJustinis | what Darlene describes as
also looking at the “parallel play.”

camera, and he
flashes atoothy grin.

110 Darlene Laura? Laura turns back Darlenedoesn’'t give Lauraa
111 Move back away from your pride | around to face choice, but she does give her a
please Darlene rationale for her decision, which
112 you've lost your privilege and slumps down, Laurareadily accepts.
113 Y ou need to be where you can then getsup andis
114 listen smiling as she moves
Thank you to aplace off camera.
115 Joe, something else? Justin looks at Laura
116 and then back at
Darlene.

Darlene provided an explanation for her direct approach with Laura. “ There was a new little friendship developing
there, it was the thing between Laura and Justin that kept going on.” She described it asakind of “parallel play” and
added that “some people would think they were both off task but if you really know the kids you know they’ re doing
it for each other...It was a constant daily problem all day, and you work with them and work with them...We
ultimately had to separate them, they couldn’t work in the pride [table group] together because she just became a
whole different person in his presence, which was not helpful to her.” Unlike her approach with Max and Travis,
Darlene doesn’t ask L aura a question about her behavior. As she explains her reasoning, “Y ou can’t ask her
guestions because she doesn’t integrate and process the language well enough to make the connection with what’s
going on. You just haveto tell her. And she'sjust so kind hearted and wonderful and just tickled pink to have your
attention whether it’ s positive or negative, and [she’s] very compliant and she’ll be fine, so seeg, it’sreally okay with
her” (12/2/99). Darleneisintentionally teaching Laura about acceptable behavior in aslightly different way based on
her assessment of Laura’ slearning style and needs.
Adam

In the last episode, Adam, who has had his hand raised since the Travis episode, demonstrates that he has
taken up Darlen€e’ slessons about appropriate norms for participation. But there is something more sophisticated at
work in this episode than in the previous ones. Here we can glimpse a moment that hel ps shed light on how Darlene
enhances amoral relationship with a student through discourse. It is also significant because Darleneislearning from

the student, and she explicitly acknowledgesit and thanks him for it.

Line | Speaker Tak Gestures Commentary
132 Darlene Any other questions about your Darlene points toward
assignment? Adam, who still has
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Isthat aquestion?

his hand on his head

133 Adam nods
134 Darlene Adam? No?
135 Adam shakes his Adam has a comment, not a
head question, but he doesn’t say that
to Darlene yet
136 Darlene Well put your hand down Darlene motions
137 I’ [l think you have a question! down with her hand
Okay. and her toneis
138 Alright playful.
139 would you please begin with the
140 person acr oss from you
or
in the case of uh Tim and Joe
141 beside you or in the case of three
142 people
okay you may begin
143
144
145 Adam shoots his Adam changes his mind.
hand up in the air
146 Darlene Don’t do that unless you have a Darlene shakes her
guestion head and moves
toward Adam
147 | Adam [...] Adam putshishand | Adam obeysthe teacher’s
down direction, and puts his hand
down because what he wants to
say isnot intheform of a
question.
148 Darlene Then don’t do that Darlene startsto turn | Darlene means he shouldn’t raise
away from Adam hishand if he doesn’t have a
question.
149 Adam [...] Adam explains something to
Darlene.
150 Darlene Oh, well why didn’t yousay that? | Darlene moves back
toward Adam
151 | Girl [...] Stops Darleneto ask
her a question
152 Darlene Absolu oh
153 you gotta go next door?
154 The girl shakes her
head no and points
155 Adam taps on
Darlene’sarm to get
her attention back
156 Darlene Out there? Darlene asksthegirl.
157 Yes Darleneturnsto face
Adam
158 Adam Why do we gotta do thisfor you? | Adam looks up at Adam frames hiscomment as a
Darlene, who is question.
bending down so
they are face to face
159 Darlene That’saquestion Darlene doesn’t answer his
guestion; she makes a comment.
160 Adam S He quickly reframes his question
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as acomment, because he
doesn’t want to know the answer
to his question, he wants to make
his clever comment.

161 Darlene that’s not a comment
162 | Adam this Adam points his Adam’stoneis playful.
163 we gotta do thisfor you because | pencil for emphasis
you don’t want to do it
164 Darlene ‘causel don't wanttodoit? Darlene islooking Darlene contemplates his
Ahhahaha right at Adam asshe | statement for amoment. Then
165 that’ s good thinking asks him the she shows she understands, and
166 | hadn’t thought about it but 1’11 question. Then, she shows Adam she finds his
167 have to use that now that you stands back up and comment funny, but she also
gave metheidea throws her head back, | praiseshim for being clever.
168 Thanks laughing. Adam shows heis pleased.

She taps his shoulder.
Then she points at
Adam and is smiling
at him. As she walks
away sheisstill
chuckling, and Adam
turnsto smile at his
neighbor.

Darlene described Adam as a“high level thinker” even though when heinitially came to Jordan Elementary asathird
grader, he “couldn’t read anything, couldn’t spell anything, couldn’t put letters on theline.” It pleased her greatly
that he had the confidence to share his “joking little comment with the teacher in front of the class’ as demonstrated
by the length of time that his hand was raised, and his patience in waiting to be called on. “He was being literal,”
Darlene explained, “it’s not aquestion it’s a comment and then he asked it as a question and | thought, well, he does
have some language learning problems so I'll just take thislittle second to train him that it is a question, so you could
have asked it, and you didn’t know the difference between a question and comment so that this doesn’t have to
happen again. Or else you need to be ableto say, no, it’s not a question, but | have acomment.” Adam’ s thinking,
she added, was “that’ stherule, you don’t ask that, you don’t make a comment now she said isit aquestion, so 1’|l
just hold it, but | don’t want to loseit so I'll get my hand up there keeping my brain holding on to that.” Darlene said
thisisatypical comment for Adam, that he has a great sense of humor and “can catch double meanings when you
say something and laugh because you mean for it to be funny.” Adam likes to reciprocate with his own wit, Darlene
said, although usually it happens privately. “He' |l often come up after and say, well, Mrs. Danielson, you know, and
he'll do thislittle thing like he did, like take thisto another level” (12/2/99). Darlene's own sense of humor is evident
in her response to his comment, and she not only laughs out loud, she praises him for his“good thinking” and lets

him know that hisideaisworth putting into practice.
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Each of these episodes gives some insight into how Darlene and these students are building
understandings about what is acceptable and what is not in the classroom. Clearly, Darlene has devel oped
relationships with each of these students that enable her to handle the disruptions in the ways that she does. Each
relationship is unique and entails in-depth knowledge of the student and the interactional style or stance that is most
effective with that student in different classroom scenarios, both public and private. Thisis developed over time from
multiple close observations of students, and from trial and error in using different stylesin order to test hypotheses
about which ones are most effective. To better understand exactly what Darlene has accomplished in terms of
developing her students' understanding of morally acceptable behavior, it isworth looking at other evidence that
students understand what Darlene is attempting to teach them in adifferent classroom context. Thiswill also help to
show how resilient thislearning is and how students are able to apply the conceptsin a more abstract example.
Community Circle

Further evidence that students are taking up Darlene’ s lessons about responsibility and what good student
behavior entails can be found in a classroom meeting (known as “community circle”) which was videotaped on
February 15, 1999 in the second year of the study (an event map for this can be found in Appendix C). Community
circle meetings occurred frequently, sometimes several times aweek, and served different purposes. Darlene
describes why she planned this particular activity:

We had dealt with a concern about the “crabbiness’ of the computer teacher and decided that, if we

changed our action during class, she would change hers. We created a graph on which a student would

write the name of another student who helped them remember our commitment to good behavior. We sent a

letter to the computer teacher telling her we were committed to improving our behavior and asking for her

help in using the chart. It worked! Our behavior improved and sheis nicer to us. So | thought we were ready
to take this a step further. On the whole, cruelty was on therise. Students’ ability to see another point of
view during conflict management was hampered by apparent lack of understanding and care regarding the
full impact of their actions. Commentslike “1 wasonly kidding” and “It’s not that big adeal” helped to prove
my concern. Somehow | had to make the point that everything we do or don’t do affects everyone whose
liveswetouch. | would set up a chain storytelling experience in which the children had aright to pass. We
would reflect on the experience with every child contributing thoughts and feelings. | would make the
reason for the activity clear: everything you do or say affects every member of this community. | would
make the connections between this activity, the computer lab experience, and our livesin and out of the
classroom.

After an introduction in which Darlene explained the purpose of the community circle meeting that day to the

students, they created the chain story, and then were asked to reflect on alist of questions written up on the board.

These were:
1. Why iscreating a story fun?

2. How isit different if one person creates the whole story?
3. How can we improve the way we work together?
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4. How does your part of the story affect everyone else?

5. How does it affect us when one person doesn’t listen?

6. How doesit affect us when one person doesn’t participate?
After students had a chance to reflect, they went around the circle and those that wanted to share their reflections
with the group did so. Three girls who picked question number five said the following:

Okay um, mineis number five, how doesit affect uswhen aperson doesn’t listen? It affects us because if a

person doesn’t listen we have to wait and wait and wait and so, and then when the person doesn’t listen,

um, we have to wait and wait and wait and wait and wait and then we get really mad if a person doesn’t

listen. And then they’ Il be going huh? uh? What did you say? Huh? Huh? And then they’ |l be like puzzled

why they why, why they weren’t, what they were supposed to be doing. So it really affects us because

when a person doesn’t listen and we haveto say it al over again. (Sarah)

| picked number five um, how does it affect us when one person doesn’t listen to us. Um, if the teacher is

teaching it takes up the teacher’ steaching time and it takes our learning time. It takes up our learning time.

(Jenny)

| picked five, how doesit affect us when one person doesn't listen. | think, I think the teachers get really

mad becausethen they have to say what they just said again and we have to wait and start over again.

(Katie)
Sarah and Katie have picked up on Darlen€’ s rational e from the episode with Justin in the introduction: “don’t do
that anymore ‘ cause it stops my teaching and makes me angry.” They also express that consequences of not
listening are both for the individual, who won’t know what he or she is supposed to be doing, and for the group,
which hasto wait while directions are given again. Jenny’ s language echoes Darlen€e’ s “you stopped our teaching
time” from the same episode with Justin, and “thisislearning time” from the episode with Travis. Lisa, in an interview
(2/1/99), said of Darlene, “just sometimes when people start talking alot, she kind of getsangry.” She explained that a
good student “is somebody who follows directions...and who doesn’t talk that much. | mean, you can talk, but
doesn’'t do like too much talking.” Dan, like Justin, echoed thisin hisinterview (2/1/99) when asked what it takesto
be successful in Mrs. Danielson’s classroom. “Don’t play around while she’ s teaching, don’t interrupt while she's
talking, um, do your work and don’t talk to neighbors. And follow instructions, if she’'s giving them out for
something.” Some students have taken up Darlene’ srationale for why paying attention isimportant, for examplein
Darcy’ sinterview (2/1/99) she states:

WEell, Mrs. Danielsonislike...shelike says, “Who is responsible for your learning?’ And like we, if we say

her, she knows that we weren't like, we're not really knowing everything about what they need to

know...and then we always say like, “Wearel” ...so really we're responsible to learn and we could be like

drifting off in space and stuff and pretending to listen, but really we'rein control of learning. We just got to
likelisten.
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Another comment demonstrates that the message Darlene istrying to convey about the importance of
community, that “everything you do or say affects every member of this community” has been taken up by Melissa,
who says:

| picked number six, how doesit affect us when one person doesn’t participate. Well, | wonder like Mrs.
Danielson said, um, what they have to say, but it also feelsto me like a piece of our community is missing.
Like we're a pie and somebody ate half of it.

Now we will turn to Darlene’s current school setting for some other examples of significant interactional
moments. While there are many similarities, there are also some differences that Darlene has become aware of, and
that she articulated in interviews. These will help to see to some extent both change and continuity in Darlene’s
teaching of morally acceptable socia behavior in two different school contexts.

DATA ANALYSIS: Woodcreek Elementary

The February 16, 2000 lesson analyzed in the next section was awhole class reading comprehension exercise
that entailed coding an expository text about zebras (see Appendix D) with categories such as“What doesit look
like?” and “How doesit behave?’ Theteacher sat at the overhead projector during most of the lesson, and students
were seated in four long rows of desks. Initially, students read through the text to identify places where the word
zebraor an equivalent word such as “it” appeared in the text. They were instructed to circle with their finger, not their
pencil, and to say “beep” each time such aword was encountered. There was also a discussion about the title and its
relationship to the subject of the text. After the first ten minutes of the lesson, coding of the text was completed one
sentence at a time as students volunteered to read aloud and to offer acode. In the following episodes, it is possible
to identify ways in which Darlene makes use of these interactional moments with students to develop
understandings of morally acceptable behavior.
Mark

In this episode we see Darlene calling for students to show readiness for learning in their body language.
But thereis aso an interesting moment with a student who isn’t following Darlene’ sdirections. Mark is sitting at the
end of thefirst row, just to Darlene’ sleft. They are about to begin coding the text when Darlene notices that Mark

has been circling words with his pencil.

Line | Speaker | Talk Gestures Commentary
001 Darlene Isit coming back now?
002 Let'sseeif we can get Alex Darlenelooks at the

and Courtney and uh Mark students as she says
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to cooperate here. their name.

Head up please we're learning Alex raises his head.
thank you.

Ready Mark? Darleneisassuming and
Y ou probably didn't hear me say we're stating areason for

not going to circle with our pencil Darlene waves her Mark’ sfailure to follow
SO you can stop now. hand. her directions.

You're ready?

Darlene gets the attention of students by mentioning specific names, as she did in the Justin episode at Jordan, and

by inviting their cooperation and participation. When she requests that Alex raise his head from being slumped on

his desk, she providestherationale, “we' relearning.” Especially noteworthy isthe way in which she lets Mark know

he doesn’t need to be circling words with his pencil. She doesn’t repeat the earlier rationale for these instructions,

but assumesthat Mark didn’t hear them. In an interview, Darlene elaborated on her decision to phraseit in thisway:

When he was circling with the pencil and we had made an elaborate thing about we don’t need to do that
anymore and if you really absolutely have to, then use your pencil eraser so it doesn't [...], because you’ve
got too much to look at there. And so he goes through the whol e lesson doing that and of course | didn’t
catch himand | didn’t stop him (and/or | don’t remember which it was) but when | did catch him to just say
“you didn’t hear me” not that you' re abad child or you're doing it anyway or you' re being obstinate or
anything like that, “you didn’t hear me,” so now you know you don’t need to do that anymore.

She goes on to explain why this sort of approach is needed more often than it was at Jordan:

Those kinds of things arereally essential with this population, where with the past population it was nice, it
kept them from feeling it was a put down, and therefore they could continue to learn. With this population
it'sessential. They will, they recognize put downs where they aren’t even there. Sometimesthey’re just so
alert and aware, the antennae of watching for anybody who might challenge them because they’ re so secure
in their own thinking and they think that, (well, there must be an insecurity or they wouldn’t be doing that,
but, just by virtue of their age), but they are so secure in understanding that they are important in this
universe, that they don’t allow that. So they go down deeper and they stay down and they’re angry at you
because you did it. Soit’sreally important with this popul ation to make sure that those are in place, those
ways of accepting the responsibility myself, “Oh, | didn't makeit clear” not “If you had paid attention!”
which iswhat you want to say, you know? (3/3/00)

The “security in their own thinking” that Darlenereferstois evident in a second episode involving Mark

that followed a discussion of the distinction between the code for “Where doesit live?’ and “Whereisit found?’

Here the academic task structure is such that students negotiate, through discussion, the code for each sentence.

Darleneis developing an intellectual disposition toward reading comprehension that makes explicit what one thinks

asonereads. In this episode, Darlene showcases Mark’ s thinking as important not only for his classmates, but for

teachers aswell.
Line | Speaker | Talk Gestures Commentary
049 Darlene Mark Points at Mark. His

hand has been raised
for several minutes

-20-



050 Mark Most animals are not found where they Mark is offering a new
live. distinction on found vs.

051 Like hyenas are found in plains but live,
they liveinburrows

052 Darlene Okay okay Sheturnsto look at him

and nods.

053 Mark Likelionsarefound in grassy areas Mark offers anew
but they don't livein, they livein example.

054 plains

055 Darlene OhMark Darlene extends her Darlene acknowledges

056 now say that again ‘ cause I'll bet Kay's | hand out to Mark. Mark’s good
going to be thinking yeah yeah, contribution and makes
say that again thisis agood sure others have heard

057 explanation and are learning from him
Y ou got this Trevor? Sheturnsto Trevor.

058 Listento Mark

059

060 Mark Most animals are not found where they Mark repeats his
live examples, and adds

061 because hyenas are found in plains Darlene turns back to additional information
but they live in burrows Mark, then out to class | about lions.
and lions are found in grassy areas as sheisnodding.

062 but they livein plains. The only Darleneturnsto Mark
reason lions are found in grassy areas | again.

063 is because of they are predators and
they have to hunt

064 Darlene That is so cool, I'm going to have you Darlene wants Mark to
write that down. Have you done your record his thoughts so

065 thinking log entry today? Mark shakes his head she will remember it too.
Would you write that in your thinking | no.

066 log please for me because= Darlene nods her head.

067 Mark =I've got, Mark cuts Darlene off

068 I've got fifty major thingsto write
down

069 Darlene | Well write that statement down Darlenepointsat Mark | Darlene shows Mark his

070 because that | am going to photocopy | for emphasis. ideas are important to
that and take that to teacher training teachers aswell as
because teachers have the same She gestures with a students.

071 problem you're having trying to figure | pointing finger out at
out what's the difference. the class and then turns | Darleneissignaling to
That was an excellent explanation so back to the overhead. Mark that sheisready to

072 now= move on.

073 Mark All | did was watch the Discovery Mark cuts Darlene off
Channel! again.

074 Darlene Okay well I'll give them that Darlene turns back to She offers him the
suggestion too. him again. chanceto provide

075 So then could we agree by that closureto their exchange.
definition that thisiswhere they live?

076 Mark Y eah, that's pretty much where they Mark nods.
live

077 Darlene | They don't get to burrow Darleneis offEveg anon-

example.

078 Mark They'reliketheonethird of theanimal | Mark gestureswith his | Mark wantsto continue
population that lives whereit'sfound. | hand, looking at to hold the floor and
Because zebras are not going to be Darlene. He uses both provides additional

079 seen walking around going "Hey lions, | handson “hey lions!” information about zebras
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come and attack me!" because lions
are much faster than zebras.

and lions.

So they're gonna be=

030

081 Darlene | =and they don't get to burrow and Darleneistill looking Darlene offers another
they don't get to nest so they just sort | at Mark. non-example.
of wander

082 Mark Y eah because zebras don't livein
grassy aresas.

083 They eat there but they don't live
there. Now Darleneis signaling

034 So if they don't live therelions are Darlene turns back to again that sheisready to
going to have a hard time attacking the overhead. move on.
them because the lions can't hide
anywhere

085 Darlene Okay Darlenelooks out at the

class.

0386 Mark Unlessthey liveright next tothetree Mark hasto finish his

last thought.

087 Darlene | Alright | think we got that cleared up Darlene provides the
and you can probably speed through closure while honoring
some of the rest of this? Mark’s contribution to
Yes? We'reready to go? clarifying thelivevs.

038 Do you have another comment? Okay. found distinction and

039 Darlenelooks at Alex. then asksif they can

090 move on.

She waits when she sees
Alex’s hand up.

Mark has the confidence to share his examples of the distinction betweenfound and live aswell as his additional

knowledge of zebras and lions with the class. So great is his enthusiasm that he is unwilling to give up the floor when

Darlene attempts to signal through body and verbal language that it is time to move on. Darlene noted in an interview

that this was a difference she had begun to notice between the different school populations:

| mean they [Jordan students] would feel secure to share that information, and the Discovery Channel was
one of the thingsthat afew kidsin particular really enjoyed and they would share information like that, but

once it was done, or their teacher indicated it was done, it was done. Y eah. That’sthat, | call it asecurity, it's

a, there' s a self-esteem thing. Kids, parents have done awonderful job in this community [Woodcreek] of
making kids feel that they are very important. Their point of view isimportant and they should speak up and
shareit. It'sadifferent population.

Darlene contributes to Mark’s confidence in hisideas not only by allowing him to share all that he hasto say, but

also by publicly commenting that his insights will help teachers as well as students. She shows she respects Mark’s

contributions, and by having him record them in histhinking log, provides an opportunity for him to take

responsibility for remembering them. In fact, Mark says he has “fifty mgjor thingsto write down” in his thinking log,

signaling that he is aware of other important thoughts that are worth recording and preserving. Mark was also able to

articulate how important this recognition and respect isto himin hisinterview with Darlene. “Y ou’ re pretty much




always demonstrating respect for students,” he told her, “including me. It’ s like one of your special abilities”

(3/24/00). Showcasing students publicly is one way that Darlene builds mutual respect in her classroom community,

at the same time developing an intellectual disposition toward sharing knowledge for the betterment of others’

learning.

Alex

In the following two episodes, we see how differences of opinion are negotiated through discussion as

Darlene works to clarify both her thinking and that of her students. They have just finished establishing that the text

is about zebras, and are discussing the title, “ A Horse in Striped Pajamas.”

Line | Speaker | Tak Gestures Commentary
010 Darlene It says zebras or al about zebras Darleneisat the
overhead screen
011 Alex it'satwist
012 Darlene or something about zebras Darlenerealizes Alex has
013 Oh apoint to share that’s
014 you think it's adirect statement witha | Darlene pantomimes different from where she
twist? twisting akey with her | wasgoing
015 What makes you= hand
016 Alex ='cause you think there'd be azebra
under the[...]
017 Mark How would you know it'sin the horse Mark calls out, but
family? doesn’t interrupt Alex
018 Darlene Ah, it's assuming that we know that
Y eah | can see what you're thinking
019 if Darlene nods
if your audience=
020
021 Sheleansin
022 Mark =if it'satwist | would think it'sadouble | Mark looks at Darlene Mark cuts Darlene off.
twist
023 Darlene I'm sorry let me finish hearing this Puts her hand out to Darlene lets Mark know
Mark but looksat Alex. | that Alex still hasthe
Mark turnsto look at floor. Mark shows he
Alex. understands by turning
to Alex.
024 | Alex If you were like shining alight on Alex points with his
them, hand to indicate the
025 likeazebraand ahorse zebraand horse
026 and you look at their shadow you'd
think they were the same
027 Darlene So you're assuming that your readers | Darlene pointsto the Darleneistrying to
all know that the zebraisin the same text on the screen. clarify Alex’s underlying
family asthe horse assumption.
028 Alex No | didn't meanall of [...]
029 Darlene Ah, so then it probably wouldn't be a Darlene uses the
twist twisting key gesture
030 adirect statement withatwist again. Alex shrugsthen
031 Y eah, so for some peopleit would be looks at Darlene. She Alex seems unwilling to

for othersit would be a special feature

uses her fingersin

give up on hisideathat
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036
037

So we're probably safe to say special
feature for everyone

And that some readers

who know the family

would be able to recognize it as atwist
Okay?

Good.

quotes for “special
feature.”

Alex looks at his paper.

it'satwist, so Darlene
triesto find away to
compromise between his
opinion and hers.

Darlene said in an interview that this sort of negotiation occurs alot at Woodcreek. Ultimately what mattersto her is

that students come to understand the point of view that differs from their own, and she sees herself as negotiating

for clarity, not necessarily for conversion to another’s point of view. “1 really do believe that aslong as they

understand, | don’t really care which onethey take.” At Jordan, she said these type of exchanges were different. “I'd

say thisiswhat I’m taking and thisiswhy I’ m taking it. But | want you to feel powerful enough to say that thisis

what I’ m taking and thisiswhy I’ m taking it. Aslong as you can tell me that and it’s not awrong answer, then | can

accept multiple right answers. | had to teach them how to do that. These kids [Woodcreek] come with that. That

power, it’s my way, and thisiswhy...Everybody’ s got acomment about everything. Like Alex and histwist” (3/3/00).

Alex and Darlene negotiate another difference of opinion about the coding categories shortly after the previous

exchange.

Line | Speaker | Tak Gestures Commentary

038 Darlene Alex? Alex raises his hand

039 | Alex | think like when they say stripes it Alex points to the text Darlene had established
could also be the special category for emphasis. it was the “looks like”
because most animals don't have that category.

040 Darlene Hmm most don't Darlene gestures with Darleneisreminding him

041 But if we canfit it in another category | her handsfor emphasis. | of her previousrationale
that other category for using the special

042 category only when no

other category fits.
043 | Alex [...]dso He points again Most of Alex’s comment
isincomprehensible

044 Darlene Good. Darlene continues her

045 | just want to make sure you explanation and asks if
understand that we won't pick the Alex understands the
special category if it could possibly fit point she is making.
somewhere else.

046 Isthat really clear?

047 Alex Yeah He nods.

048 Darlene Okay, good, we were saying thesame | Movescloser to Alex
thing | think | just wanted to clarify. and moves her hand

back and forth.
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Darlene provides Alex with arationale for their exchange about the use of the special category by saying she wanted
to “clarify.” Once again she is modeling how discussion helps everyone to see different points of view aswell as
learn the academic content. Her design and execution of this particular academic task structure enabled her to weave
moral and intellectual instruction together. Theseinteractions show that she values students' contributions and
respects their points of view, and that she expects other students to value them as well.
Eve

Such negotiations of meaning occur in similar wayswith girls. In the next episode, Eve, like Alex, wants to
use the special category to code a sentence that relates to what the zebralooks like. When Darlene realizes that Eve
isnot convinced after her initial attempt at negotiation, she tries additional examples and strategies. Here we see

Darlene’ strial and error processin action.

Line | Speaker | Talk Gestures Commentary

103 Darlene Look likeLL

104 Do you agree with that Devin?

105 That’skind of acool look | think too
isn'tit=

106 Eve =| don't really agree with that. Eve cuts Darlene off.

107 Darlene Y ou don't.

108 What are you thinking?

109 Eve It’sjust saying something on how it Eveis attempting to
looks it's not saying what it looks like. argue for adistinction

between how and what.

110 Darlene Close enough. Darlene nods her head Darlene startsto close

111 Well call that the same category. asshelooks at Eve. the exchange with her
Do you see a category that fitsit statement, but then

112 better? poses a question to Eve.

113 Eve What's special about it

114 Darlene Hmm

115 [several kidstalk at once] Eve's comment sets of f

many reactions.

116 | Jeff If you putitin but it doesn’t make too
much sense but you can still fititin

117 Darlene Good | like that thinking.

118 What Cameron?
119 Cameron | IfitcouldbelL it shouldbe
120 Darlene If itcouldbeLL itshouldbelLL. Darlene repeats his
statement for emphasis,
since heisusing the
argument she used in her
earlier explanations.
121 | Alex But what if it could be, let’ssay L? Alex’squestionis meant
OrB? to clarify the use of
122 multiple categories.
123 Darlene | What do you think? Darlenelooks at Alex.
124 Alex What about when we should use Now heistrying to
specidl if it doesn't fit anywhere else? clarify the use of the

special category.
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125

126

127

128

132

133

135

136
137

138

139
140

141

Darlene

Then we'll dukeit out when that
happens, okay?

Duke it out, you know what that
means?

Well have a controversy and we'll
make a decision.

But that's not happening here. One of
the things you have to bereal careful
about, Eve, and I'm glad you brought
this up, because thisistypical,

for some thinkers,

some people are so good at being
specific that they make the whole
process difficult for themselves.

If you are that kind of thinker, you
have to let goalittle bit. Think of these
categories as having no lines on the
boxes, just kind of like dotted lines,
so some of the ideas can overflow into
other categories.

That might help you alittle bit. The
wholereason for collecting themina
certain category isto help you see
which facts should belong in this
paragraph and which facts should
belong in this paragraph,

so that you're not putting lots of
different kinds of thingsall in one
paragraph.

Does that make some sense? When we
get to the writing stage | think it will
make more sense, hopefully.

It always hasin the past if that gives
you any comfort, okay?

Darlene nods at Alex.
He tilts his head, then
shakesit no.

Alex looks down.

Darlene turns back to
Eve.

Darlene nods.
She points her finger to
her palm.

Eve nods.

Darlene opens her arms,
then holds up the paper
to point.

Darlene opens her
hands, then punches
her fist in her palm on
“facts’

She shapes her handsin
aball to represent the

paragraphs.

Eve makes a so-so
gesture with her hand
out.

Darlene looks at the
overhead.

Darleneisgoingtotry a
different approach to
help Eve see why the
special category
shouldn’t be used in this
case.

Eveisacknowledging to
Darlenethat sheisthat
kind of thinker.

Darlene continues with
her explanation and
reminds students of the
rationale for coding the
sentencesin the first
place, which isto help
them with
comprehension and with
their own writing of
animal reports. Eve
doesn’t seem entirely
convinced.

Darleneis sharing her
knowledge from previous
teaching experiences to
persuade Evethat the
process of coding will
help with writing later on.

Darleneis attempting to develop flexibility as an intellectual disposition in this episode by explaining to Eve that

inflexible thinkers make this kind of process more difficult for themselves. Darlene’ s explanation of dotted rather than

solid linesis quite sophisticated, and Eve shows she recognizes herself asthe kind of thinker that hasto see things

as black or white by nodding her head. Although she shows sheis not entirely convinced in this episode, in alater

one from the same lesson she and Darlene come to a mutual understanding that endsin a shared smile.

Cameron

Darlene negotiates the use of the proper codes in the following episode as well, but this time with another

mal e student, Cameron, who she says “cannot understand flexibility. He cannot understand gray. It'sblack or it's
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white and it does not fit if it doesn’t fit into ablack or awhite category” (3/3/00). In this example, students had been

discussing using two codes for one sentence.

Line | Speaker | Tak Gestures Commentary
142 Darlene Doesthat fit under what they eat or Darleneistrying to
howthey behave? clarify the debate over
143 That's the dilemma. whether the sentences
should be coded for both
behavior and what it
eats.
144 Cameron | It'show they eat.
145 Darlene Y ou think that'showthey eat. But this | Darlene nods, then
146 category sayswhat doesit eat. pointsto the paper.
That's the dilemmawe're having.
147 Y ou see what we're saying? Darleneistrying to
She nods. clarify theissue.
148
149 Cameron | It eatsgrass. Cameron istrying to
clarify the issue of what
it eats.
150 Darlene Yesit does, Darlenerefers back to the
151 and this saysits lipssnatch the grass text to further illustrate
while the strong teeth bite it off and her point that it also
we're thinking= refersto the zebra's
behavior.
152 Cameron | =iteats]...]
153 Darlene | although it’sabout their eating it
doesn't tell uswhat they eat, it'stells Darlene points to the
154 us howit eats. paper.
155 That'swhy we're having to put the She moves her handto | Darleneistrying to
behavior thing inwith the eating thing. | show they go together. | clarify the use of two
Does that make sense? codes.
156
157 Cameron | Yeah. Cameron shrugs. His body language
suggests heis not
convinced.
158 Darlene | Just because they were so specific Darlene pointsto the Darlene provides
about this. paper again. additional reasons for
159 They didn't say eating, using both codes in her
160 then we could just put E couldn't we, She gestures with both | effort to persuade him of
161 but they said what doesit eat so that's | handstogether. her reasons for using
the only reason we're putting in both both codes.
categories.
Does that make sense?
162
163 Cameron | Well Cameron shrugs. He still seems
unconvinced.
164 Darlene Y ou don't havetoagreejust aslong Cameron looks down, Darlene’s godl is
asyou understand, then up again. clarification and
165 okay? understanding.
166 Cameron | Alright

-27 -




When Darlene senses from Cameron’s comments and gestures that he is not convinced that the codes for what it
eats and for behavior should be used together for one sentence, she tries giving multiple examplesto clarify for
Cameron the collective thinking of the class. Her closing comment (line 164) states explicitly what wasimplied in
previous negotiations, that what mattersis clarification of ideas and points of view, not agreement on asingle right
answer. In an interview with Cameron, Darlene asked him about the role of explanationsin these kinds of
negotiations.

Darlene: Do you think that children want to know why?

Cameron: Y eah, becauseif they don’t really know why then later on, they might get like,

if they have fractionsthen they’ll get stuck on it. (3/17/00)

Before turning to the community circle meeting at Woodcreek that was very similar to the one at Jordan, it is useful to
hear in Darlene’ s own words what she is attempting to get across to her studentsin the types of interactions that we
have examined at Woodcreek. “One thing | want for children,” she said in arecent email (4/5/00), “is that they assert
that authority while, at the same time, remai ning open to opportunitiesto learn and grow and try on new things.”
Community Circle

Because of some problems with her class at Woodcreek similar to those that had been going on at Jordan
around the same time of year, Darlene decided to try the same activity (1/28/00) she had done the year before. They
would create achain story in community circle and Darlene would ask children to reflect on some questions that were
meant to help them make a connection between the storytelling experience and the way their actionsin the classroom
affect everyone else in the classroom. Unlike the meeting at Jordan, Darlene didn’t explain the purpose of the activity
ahead of time, that “ everything you say or do affects every member of this community,” but Evan predicted the
purpose. “I think thisis about, islike the questions about like how one thing um affects other things? Likeif one
person starts this story it affects um the way the, if someone, the next person hasto uh, hasto like make the story
connecting? So then if what one person says affects what another person is going to say.” Darlene praised him for
this prediction before beginning the story. When students went around the circle, many chose to pass instead of
participate, making the story shorter. Some noted in their reflections that less participation made it less fun. Some
explained why creating a story together was more fun than doing it alone:

When more than one person creates the story it’ s funner because not only do you get to participate, but

when at the end, when you're listening to it you get everyone’ s mind in it and when you do it by yourself

you only get one imagination (Carrie).

| thought that when one person does the whole story sometimesit can be hard for that person, so

sometimes it takes more than one mind to make a story but sometimesit’s harder to do that ‘ cause people
don’t participate on the story, and they get lost in jokes and things when they’re really supposed to be
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doing the story. But when you use more than one person another person doesn’t feel left out and it sort of
makes it more fun of astory (Mindy).

If one person isthinking of anideafor astory and they can’t think of another? If you have another person
init that’ s two minds combined. So that means that there’s more ideas that could come out of your brain and
stuff? And it’skind of like, uh, if you're writing astory by yourself, and you’ re stuck on one thing and you
ask your friend for help and they giveyou alittleidea, it'sagood thing (Eve).

A few students chose to answer the question, “How doesit affect us when one person doesn’t listen?” They were

candid about how this can generate bad feelings:

It affects the rest of the class when a person doesn’t listen. The class would feel bad and that person will
not know what to do and it would take areally long time for him to think about it (Andrew).

If one person doesn’t listen and then the person talking feels bad they weren't listened to, then they feel
upset and are thinking about how they feel and forget to listen, and then you have two people not listening
and it could keep going (Evan).
Darlene noted the references to bad feelings when she compared the tapes of the two community circle meetings.
“They were saying thisisagood placeto let you all know how | feel when you don't pay attention to me, because it
didn’t happen here[in this community circle] so they’ re harking back to something else” (3/3/00). Although the
student comments at Woodcreek were not as explicitly related to the language Darlene uses about why it isimportant
to listen and participate in the classroom community, it is clear that they understand the positive and negative
consequences of listening and participating versus not doing so. This understanding is sometimes fragile, and
Darlene elaborated in an interview why community circle plays an important role in helping students with morally
acceptable social behavior:
I know when | haven’t touched it recently because things start to fall apart. Kids start to act differently
around kids. We get more call outs. We get more negative comments. We get more kids coming in from
recess and saying, “Hedid this, shedid that.” And | just have to back off, put everything academic on the
shelf, get up herein community circle and we have to go back. Not just deal with the issues, but go back to
community development (11/29/99).
Darlene used the storytelling experience as a metaphor for other kinds of classroom interactions, but what is
especially significant about her pedagogical choicesin thisexampleis her recognition of the need to set aside time
for discussing with students the process of improving the classroom climate so that it isinclusive, fun, and enhances
positive relationships.
DISCUSSION AND IMPLICATIONS
This analysis has shown that Darleneis consciously and purposefully working with her students to

construct together understandings about what it means to be a good student and to behave in morally acceptable

waysin their classroom community. The microanalysis of classroom interactions has shown how Darlene and her
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students accomplish this co-constructed understanding. Moreover, students’ actions and discourse indicate that her
students are taking up and internalizing these lessons. In their study of classroom management, Richardson and
Fallona (1999) found that one aspect of effective classroom managers “ derives from the seaml essness among beliefs,
manner and method” (p. 21). Another aspect of effectivenessthat is shown in this study isthe degree to which
students aretaking up what it is the teacher is seeking to impart to them. As Boostrom said, “When we think about a
successful classroom, we imagine that the students’ inclinations and the teacher’ s plan are so united that the
statement of classroom rules seems superfluous’ (1991, p. 203). He later goes on to add:

The way we think about rulesis very important. It is not just a philosophical point, but a practical one,

because when teachers forget the significance of their own rules, a chasm begins to open between what

they are doing and why they are doing it. The results can be both a mechanical classroom and an uncertain
teacher. ... Avoiding the mechanical in the classroom is not amatter of letting up on rules but of seeing them
for what they are — amoral ordering of the world for which the teacher is accountabl e just as the students

areto be obedient” (Boostrom, 1991, pp. 212-213).

Therefore classroom management should be reconsidered as not just amechanical series of strategiesfor running a
smooth and orderly classroom, but also as a significant aspect of developing morally acceptable social behavior in
students that will construct a positive classroom climate.

This analysis has also shown that the waysin which Darleneis helping her students to have common
understandings of what it means to be a good student in her classroom is a construction of language. She uses even
the smallest of classroom disruptions as |earning opportunities for understanding morally acceptable behavior.
Through careful choice of words and by using the appropriate interactional style, Darlene is able to make students
feel and want to be responsible for their learning. The implications of this are reflected in the following quote from
Douglas Barnes regarding the influence of Mikhail Bakhtin’s (1986) concepts of dialogue:

Bakhtin’sline of thought carrieswith it two important corollaries for education. First, talk isnot just an

individual creation, but arises from previous participation in many dialogues. Second, much of our most

important learning depends upon building networks of connections with other “voices’ that have made up
our lives. If thisis how the culture is maintained and how we become participantsin it, then every member of
society, including school students, isinevitably involved in the maintenance and recreation of the complex
patterns of meaning, intentions, and action that make up our lives. One implication of thisisthat students

should be given as much responsibility as they can bear for the management of their learning. (1995, p. 6).
Darlene articul ated her feelings about thisin arecent interview:

Theimmediate reaction from me generally is how can | get them to take care of thisthing and still learn. But

the higher good is exactly what we said. Ultimately you want them to feel responsible and want to be

responsible and want to be compliant in order to help everybody learn that. And you’ re not going to get
therein oneday. ...You just have to make sure that you get to the place where they give you permission to

have authority over them, and that comes only when they respect you and they know you respect them
(12/2/99).



We have seen how concepts such as mutual respect and personal responsibility are not just empty wordsin
Darlene’ s classroom. Fenstermacher’ swaysin which manner is made visible (1999) are plainly evident in Darlene’s
teaching. Through her calling out for particular conduct, while at the same time providing students with arationale
for her requests, Darleneis able to devel op certain behaviors and dispositions toward |earning that are both explicit
and effective. We have also seen how showcasing students and publicly thanking them for contributing to the
learning of othersis an important aspect of developing a classroom climate of mutual respect. She also uses didactic
instruction with specific language from the lifeskills to teach students. She designs academic task structures so asto
facilitate discussion and debate, negotiating differences of opinion and clarifying students’ confusion, so that they
learn from each other as well as from her. She uses other classroom participation structures such as community circle
to develop common understandings of what a healthy classroom community should look like and sound like.

Finally, two other claims that can be made about Darlene echo findings from Richardson and Fallona's
(1999) study. Using Fallona' s (1998) interpretation of Aristotelian moral virtues, they described those that were most
strongly expressed by Darlene in her teaching. These included “friendliness — showing care and respect for children”
and “justice — fairness in the application of both rules and normsto individual children” (pp. 10-11). This analysis has
shown aswell that Darlene is a caring teacher. In Darcy’ sinterview she was asked, “What isit that she [Darleng]
doesto let you know that she cares?’ and the student’ sreply was, “ She like... sometimes when she, like, we help
and stuff or do something while she’ s gone, she sayslike, ‘Oh, | loveyou guys!’ and she’salwayslikereally nice to
us.” Theinterviewer went on to ask, “So you can tell she cares from that?” and Darcy added, “ And she always
like...at the end of the day she usually makes us give a, one of the three H’ s— a high five, a handshake, or a hug.
And then she got this signthat says, Free hugs! Onesizefitsall!” (2/1/99). Darlene described herself as “relating to
kidsin acaring way. | havethetimefor you, butif | don't I'll say, ‘1 really want to hear this. Can | check it out at
recess? Can | ask you after spelling? That kind of thing...If they’re talking to me and I’ m talking to somebody else, |
put a hand on theirs and just keep my attention here so that they know. And if they keep, ‘Mrs. Danielson, Mrs.
Danielson” then I'll say, ‘Inamoment please, I'm talking,” and | make it real clear that that was inappropriate without
stopping too long to do that. So what isthat? | think that still shows caring” (4/27/98).

Furthermore, Darleneis clear about her differential treatment of individual students based on their
personality, learning style, and needs. She takes her responsibility to understand these aspects of each student very
seriously, and works hard at developing relationships with all students that are based on mutual respect and

understanding. This entails an in-depth knowledge of each student that is developed over time from close
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observation, and from reflection on success and failure as hypotheses about students are tested and tried out.
Darleneis conscious of using this knowledge of each student during in-the-moment decisions about which
interactional stance to take or what choice of wordsto use when promoting morally acceptable social behavior.

This study has important implications for teacher education. If teachers are made aware of their beliefs about
teaching and their personal style as aspects of their manner, they can become more conscious of the ways in which
they are helping to establish a classroom environment that values morally acceptable social behavior. Oneway in
which they can begin a process of reflection isto carefully analyze their discourse and their interactional style with
individual students. An important part of thiskind of learning is experimenting through trial and error and
experiencing success and failure over time. But a significant outcome of such experimentation is a much morein-
depth knowledge of each student. Darlene described how her involvement with this research has had an effect on
her:

Y ou made mereally look at what | do and how | doit. Not asif you wanted me to change it, but asif you

wanted me to understand it. And um, therefore, | do understand it more. | look at why | do what | do. And

I’ ve made some changes...so now | look more at, look at the children, at their upbringing, and what do they

need...So | kind of fine tune, change, ater things um, from the way | did because of this experience of

having to look at it, but also | now look more carefully at how it’ s affecting the children, and who it’s
affecting, and in what way, and who’'s coming along easily and who isn’t coming along easily, and why, and
then | have to change it again to meet that child’ s needs, and | know that it isn’t the same for every
child...It'sgot to be kind of aspiral approach to moral development...Y ou have to continue to teach it.

(12/29/99)

Such awareness does bring change and growth for the teacher, and consequently, for her studentsaswell. There are
also implications for classroom management, which continues to be a puzzle for many beginning teachers. Helping
them understand the importance of examining their own beliefs and actions with regard to the moral dimensions of
teaching should be a prominent feature of their professional development.

This study raises several questions for future research. What, for example, are the influences of
constructing the classroom climate at the school level? So far we have only explored some initial impressions of
Darlene’ s experiences in two schools. What are some factors that are influential beyond those directly related to
classroom interactions? Do the characteristics of the parent community have an influence, and to what degree? Is
there evidence of student take up outside of the classroom, for example in the lunchroom, playground, and at home?
Arethere gender and racial differencesin how students take up these understandings? These questions merit further
study if thiskind of research is going to help teachers understand how classroom climate is constructed both in

momentary occurrences and in sustained ways over timethrough language. What is at stake is nothing less than the

welfare of the young people who are striving to become contributing citizens in a pluralistic and democratic society.
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Appendix B: Interview Schedule for Student Interviews




Student Interview Questions (K-3)

General questionsthat help to focusthe attention of the interview on the teacher and the student’s per ception of

teaching:

1. What isateacher? What does ateacher do?

2. Doyou live at home with your mother or grandmother? How is ateacher different from your mother? Or your
grandmother?

3. How do you know your teacher cares about you?

4. How would you describe your teacher?

Communication about teaching— student per ceptions of what happensin the classroom:

5. Pretend that | am anew student. What kind of things would you tell me to help me do well in your class? Are
thererules| should know about? How are you supposed to behave or “be good” in your classroom?

6. What makes your teacher happy or proud of you?

Student feelings about lear ning— shift focus from teaching to student lear ning:

7. Doyouliketo learn different thingsin school ? What kinds of things are you being asked to learn?

8. Tell me something interesting or cool that you have learned about in school. Did you talk to people at home
about it?

9. Would you say that you really like to learn? How do you show this? Does your teacher like to learn? How does
your teacher show this?

Achievement — Student assessed teacher perceptions of student lear ning:

10. How areyou doing in school?

11. What isyour teacher doing to help you become a better student?

12. If your teacher were making an example of someone who was a good student, what kinds of things would she
say about him or her?

Differences and per ceptions— student feelings of individual treatment by teachers:
13. Doesyour teacher treat different kids differently? Explain.
14. How well does you teacher know you?

School level questions— broader student/school relationship:

15. Whatisit like being a student at this school ?
16. How would you describe your school ?

Appendix C: EVENT MAP OF COMMUNITY CIRCLE — FEB. 15, 1999 2:45pm
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Acts of kindness chain— discussion and questions



Appendix D

Name:

A HORSE IN STRIPED PAJAMAS

Subject

What animal has stripeson itstail, stripes on itslegs, and stripes on its back and sides? If you said a zebra,
you are correct.

A zebraisamember of the horse family. It isahorsethat livesin Africa. A zebra has black or dark brown
stripes. The stripes go from the rump to the tummy and from the back of the head to the neck. The stripes from each
side curve by its eyes and meet at its nose. The stripes help hide the zebra from its enemies. Y ou could say a zebrais
ahorsein striped pajamas!

Zebraslive on grassy plains of Africa. A zebra spends much of itstime eating grass. Its lips snatch the
grass while the strong teeth bite it off.

Zebras are never far from a spot to get adrink, but they must be careful when they drink. Enemies often wait
in shady bushes along theriver bank.

A zebracan be made tame, but it must be trained when it istiny. Instead of riding a bucking bronco, you

could ride abucking zebral
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