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CHAPTER FIVE

COMING TO AMERICA

Daphne Watson taught in Lincoln High School, a four-year school of about
2,000 students. Lincoln High occupied an aging building in the industrial sec-
tion of a Midwestern city. The sounds of traffic and factory machinery provided
a steady background for Daphne Watson's teaching and students’ learning, rat-
tling through the security bars and chipped wincow frames that occupied the
exterior wall of her classroom. Beneath the windows steam radiators hissed and
clanked throughout the long winters, adding another layer of noise to the
cacophony.

The school was a neighborhood comprehensive high school; that is, it was
not one of the city'’s “magnet” schools: it had no special programs to attract stu-
dents from other parts of the city, but only served the immediate cormnunity
surrounding it. Typically about one-fifth of Lincoln's graduating class went on to
college or trade school, mostly to one of the city's colleges or junior colleges;
fewer than half of these students ended up earmning degrees from four-year col-
leges. Many students worked at entry-level, blue-collar jobs after school, and
often sought full-time work in the neighborhood's factories or small businesses
upon graduation.

The students of Lincoln High were, as many faculty members joked, a
“United Nations” of races and ethnicities. The racial breakdown was 40% white,
20% African American, 15% Latino/a, 15% Asian American, and 10% Native
American. Among these racial groups there was considerable ethnic diversity. A
great many students were first, second, or third generation Americans who lived
in the same neighborhoods as their extended families. The closeness of
extended families was helped by the homogeneous makeup of the city’s neigh-
horhoods. The city as a whole tended to be voluntarily segregated, with such
areas as Chinatown, Liitle Italy, Greektown, and other ethnic enclaves easily
identifiable through clusters of restaurants, markets, and other culturally distinct
businesses.

Ms. Watson taught in a department of fifteen English teachers. Like most of
her colleagues on the faculty, she was a white female. Her teaching assignment
included two sections of basic-track sophomores, one section of drama, and two
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sections of regular-track juniors, Class size typically ranged from twenty-five to
thirty students, with no aides or parent volunteers to help with management,
instruction, or grading papers. In addition to her teaching, Ms. Watson super-
vised a study hall of eighty students and had one period of hall duty every day.
Afier school she served as the director of the school's plays, which featured one
performance in each of the schoolyear's four marking periods. She was also
required to chaperon at least one school-sponsored extracurricular event each
marking period.

Ms. Watson taught within a clearly prescribed curriculum that was devel-
oped through the city’s central curriculum office by a group of teachers and
administrators representing each school in the district. The curriculum tended
to foliow the organization of the commercially produced anthologies and text-
books that the district purchased. The sophomore curriculum followed the text-
book’s “genre” format, with each marking period centered on one or two specific
genres: first short stories, then poems, then drama, and finally novels and nonfic-
tion prose, The junior curriculum covered American literature chronologically,
starting with the Puritans, colonial literature, and Native American legends, and
moving forward through time to the mid-twentieth century.

Ms. Watson did not particularly like either of these two means of organiza-
tion, but needed to adhere to them with reasonable faithfulness in order to
maintain good relations with her administrators and colleagues. According to
the school administration, il she were to teach literary selections or parts of
speech out of order, she would make the transition difficult for the students who
changed their schedules in mid-term. She also needed to make sure to teach
specilic literary works at the agreed-upon point in the curriculum: early in her
carcer she had taught Crane’s “The Open Boat” one of the staples of the junior
curriculum, to her sophomores and had been disparaged at a department meet-
ing by a colleague who felt that her own teaching of the story the following year
had been violated by the students’ prior exposure to the work

Her discomfort with the curriculum came from the restrictions it placed on
her decision making, The genre format of the sophormore curriculum made it
difficult for her to combine various works into thematic units; and the chrono-
logical approach of the junior year, while allowing for some thematic grouping,
mitigaled against grouping selections from the anthology across eras. Further-
more, the junior curriculum started the vear with Puritan and colonial texts that
most students found remote and archaic, thus making her goal of engaging stu-
dents with literature difficul.

Beyond the problems of the chronological sequence, Ms. Watson had always
found the content of the American literature curriculum to be unsatisfying.
While offering an excellent set of selections from the traditional canon and rein-
forcing many of the values that were central to the development of mainstream
American culture, the anthology-based anrriculum did not reflect the full range
of experiences and perspectives that her students brought to class. Her Asian
students, for instance, included Laotian, Cambodian, Korean, and Chinese immi-
grants whose contributions to American culture were rarely addressed in the
traditional canon of American literature, because either the traditional canon
was well established and difficult to displace or because the ethnic groups’ relo-
cations were too recent to be represented. She saw similar problems with other
groups of students who had a difficult time finding a purpose for reading the
experiences and viewpoints of the Puritans and other early colonists. The cur-
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riculum worked well for some of her students, but was problematic for many,
leading Ms. Watson to consider other ways (o approach it.

Unhappy with both her own experiences with the course and those of her
students, Ms. Watson decided to make some changes in her approach. In
reflecting on why she had become an English teacher in the first place, she
thought of the many books she had curled up with since her childhood and the
ways in which she found them insightful about the human conditiorn. Yet in the
school curriculum, literature often was presented as an object to study, not as a
means for students to consider and make sense of their worlds. The problems of
the approach to literature assumed by her curriculum were perhaps epitormnized
by the factual questions that were scripted in her teacher's manual, questions
that rarely spoke to her students’ purposes for reading, Daphne Watson
believed that literature should serve as a stimulus for students to help them
think about themselves, their own worlds, and the more exotic worlds presented
by authors. The way the curriculum was presented, it seemed to provide little
for students to respond to in terms of their own personal interests, and did not
sufficiently engage students to help them think about other perspectives on the
world. During her previous efforts to teach American literature, she had been
struck by her students’ inability to see the ways in which the colonial experience
was a reflection of their own histories. By making changes, she hoped to enable
students to see that colonial literature, while written in what registered to them
as antiquated language, contained themes that spoke to the esperiences of the
many and varied American immigrant groups.

The Puritans, for instance, had left England to escape religious harassment
and atternpted to set up a new community in a new land. Many subsequent
immigrant groups had similarly been persecuted at home and emigrated to
escape and begin a new life. Rebecca, for example, was a fourth-generation
Byelorussian Jew whose grandparents had immigrated to America m 1915 to
escape the pogroms that were exterminating Jews throughout Eastern Burope at
the time. Huong was a Cambodian who, as a young child, had been crammed
aboard a crude seacraft by his parents in the hopes that he would escape the
death squads of Pol Pot that were sweeping across their land. He ended up sail-
ing across the world and being relocated to this Midwestern city, living with
extended farnily members who had fled in the same manner. Many of Ms. Wat-
son's other students were from families who had escaped similar oppression, or
who had left economically destitute circumnstances and seen America as a New
World in which to start afresh.

In addition, there were two other groups of students at Lincoln High School
who were alfected by the European settlement of America: Native Americans
and African Americans. The Puritan story, while a celebration of the opportuni-
ties offered to oppressed Buropeans by the New World, was viewed quite differ-
endy by the Native American students in Ms. Watson's class, who saw Buropean
immigration as the beginning of the end of their ancestors’ way of life. The
African American students saw the Jamestown settlement as the beginning of
the plantation society that created new markets for African slaves, and, thus, as
the impetus for their own tragic history.

These various perspectives were often refracted by her students’ cultural
ambivalence. Ms. Watson was aware that the history of immigration was more
complex than simple racial or continental divisions could account for. The
early Spanish, French, Dutch, and English explorers-typically lumped together
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as Buropeans—were not unified, hut competed with one another, often in
armed conflict, for New World resources, Many Native American tribes had
been at war with one another for centuries, and some forged alliances with
European traders and their superior weaponry to help win their intraracial bat-
tles. Some early groups of explorers consisted entirely of men, and, as a conse-
quence, were more likely to intermarry with indigenous people and develop
relatively harmonious relationships. The African slave trade was primarily an
Arab enterprise, and New World settlers copied Arab methods by enslaving
conquered native people and selling them throughout the Caribbean. Finally,
Daphne Watson knew that few people had a “pure” heritage, but were mix-
tures of many cultures. Her understanding of the culturally complex heritages
of American citizens led her to seek a more complex way of studying Ameri-
can literature.

As she thought about her students in relation to the curriculum, Ms. ‘Wat-
son began to sce possibilities of an approach that would help thern see more
personal meaning in their studies and, consequently, produce more substantial
academic work. She therefore decided to recast the colonial period as a “Corn-
ing to America” unit that focused on the complexity of the colonial period and
also allowed students to explore their own involvement in the history of Amer-
ican imimigration. She decided that she could help her students meet the dis-
trict’s writing goals—and help students synthesize their understanding of
colonial settlement and their own position in American history—by having
them produce a research project on their families’ and cultural groups’ experi-
ences with immigration.

What you teach, teach thoroughly.
Alfred North Whitehead, The Aims of Education, p. 2.

The umit she conceived included both an introduction to the unit's themes
and a subsequent research project related to those themes. She viewed the
mtroductory aclivity as a means for the whole class to consider the possibility
that history, including the history of immigration, may be viewed from many per-
spectives. For the introduction, Ms. Watson seized on an unexpected opportu-
nity provided by mass media. The summer before she planned to teach the
"Coming to America” unit, Disney released its animated version of Pocahontas,
"The film was roundly criticized by conservative commentators as promoting a
revisionist “politically correct” version of the traditional Pocahontas story, for-
warding a political agenda that undermined white male institutions and perpetu-
ated “the politics of guilt.” Ms. Watson became fascinated by the coniroversy
surroumding the film and began reading about Pocahontas. Through her
research she found that there was no authoritative version of the story, even
John Smith, the primary source of the tale, had told it in different ways on differ-
ent occasions. Subsequently, there were many different versions of the story that
different people had developed over time in order to represent their own inter-
ests. She decided that she could introduce the “Coming to America” theme by
selecting several versions of the Pocahontas tale and having students stucly them
to understand the vision of America represcnted by each, and subsequently to
see that perspectives on history—including immigration—differ depending on the
values, experiences, and agendas of the historian.
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She began by asking each student to write down the “true’ Pocahonitas story
as he or she understood it. Although some students were fuzzy on the details,
most had a basic lmowledge of the story, at least in terms of Pocahontas saving
john Smith from death at the hands of Powhatan. Michael, the son of Greek
immigrants, wrote:

I didn't see the Pocahontas movie so I'm not sure [ know the whole story.
1 think Pocahontas was an Indian who lived with her tribe, the Powhatans.
Her father was the chief I think his name was Powhatan too. They lived in
either Masachusets or Virginia, I forget which one, John Smith was scnt by
the king of England to go to America to find gold and furs. He was the
captain of his ship and was very brave. They got to America and build a
fort. T dom't think he was a Puritan because [ don't think he dressed [unny
80 maybe it was Virginia. They tried to survive in their fort but the Indians
kept attacking them. Somehow John Srmith got caught by the Powhatans
and they tried to kill him but Pocahontas ran in and saved him so he lived
and they became friends and the Indians taught the settlers how to grow
corn so they survived after all

When the students were finished writing their stories, Ms. Watson asked
them to get in small groups to compare their versions. She usually allowed stu-
dents (o get in groups of their choice, because she believed that they worked
better with friends than with people they were assigned to worlk with. For this
assignment, however, she assigned the group memberships, selecting people of
different backgrounds and outlooks to work together because she hoped to see
variety in the perspectives of the stories they wrote.

As she anticipated, each group had diverse representations of the story.
There was variety in students’ knowledge of the story line. Some knew that after
marrying John Rolfe, Pocahontas had gone to England, met the queen, and died
of iliness shortly thereafter at the age of twenty-one. Others thought she had
married John Smith and stayed on her own continent. Others knew she had
married John Rolfe but were not quite sure how she had made the transition
from Smith to Rolfe, or what she had done with her life following her marriage.

There was also variety in the perspectives that students took on the story.
Some adopted the perspective of the Powhatans and viewed the Europeans as
trespassers and usurpers, generally portraying them as greedy and exploitative.
Ms. Watson was not surprised that her Native American students took this view,
as did some other students who had seen the Disney film or whose sympathies
lay with the conquered. Such students had mixed views of Pocahontas, some
seeing her as a dupe of the explorers, others as a peacemaker between two
incompatible ways of life, and others as a young fool who sowed the seeds of
her own destruction. Other students regarded the Native Americans as “savages”
who threatened the lives of the more civilized European explorers, and
regarded Pocahontas as a saintly figure whose rescue of John Smith revealed
her enlightenment and recognition of the superiority of English culture and
technology.

Ms. Watson provided students with the following set of questions, had them
pet into their groups, and asked each group to use the questions to identily the
perspective of each group member’s version.

1. Which events of the story are presented in this account of the tale, and
how are the characters depicted in these events? What does the selection
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of events and portrayal of characters reveal about the perspective of the
storyteller? What values is the storyteller conveying—intentionally or unin-
tentionally—through the qualities portrayed through the characters and
their actions?

2. How “accurate” is the story? What does it mean to be “accurate” when
reporting history?

Michael was assigned to a group that included three other students: Jabari,
Imelda, and Luis. After looking at Michael's rendition of the story, the students
engaged in the following discussion of his narrative:

Jabari: Well, looks like this is mostly about John Smiih.
Michael: Hey, I wrote what I could remember, alright?

Imelda: Right, that's what you're supposed to do. And now we're supposed | Students use spoken, written, and vi-

to talk about how you told the story. iﬁ ;ﬁ:ggggg’ (gog a?;ogﬂ?ggﬁﬂ_r

Luis: OK, what's the first question, “Which events of the story are presented joyment, persuasion, and the ex-
in this account of the tale, and how are the characters depicted in these change of inforratian),
events?” Well, Michael talks about John Smith coming over and building
a fort and getting caught and getting saved by Pocahontas and then sur~
viving. Jabari's right, this is mostly about John Smith.

Imelda: Yeah, Pocahontas only comes in at the end.

Jabari: Looks like you're telling this from John Smith’s point of view since
that's who you talk aboul.

Imelda: Right, look what you say at the end, the settlers survive. In the movie
the story is about how the settlers are wrong, and at the end they lock
up their leader for exploiting everyhody.

Laris: So, Michael, it looks like you're on the side of the settlers here.

Michael: What's wrong with that? Just because the movie’s on one side
doesn’t mean that I'm wrong,

Jabari: Hey, no problem, our job is to see whose side you're on, not to see
who's right. Now let's see, what next? I'd say that Michael here is on the
side of the settlers, and we've already said why.

Imelda: You sure forgot a lot of the details.
Michael: Hey, give me a break. [ told you I didn't see the movie.
Luis: Well that's probably enough for Michael. Let's try someone else. . .,

Following the small-group analyses of their stories, the students came
together as a class to share their findings and discuss the problem of perspective
in historical writing, After looking at various versions of the story, the class dis-
cussed the idea of historical perspectives.

Ms. Watson: Well, what do you think history is? We have history books and

they tell us what happened in the past. Are history books always right?
Ted: Sometimes history books tell the same story in different ways. When 1 4‘7 Siudents apply knowledge of lan-

. . . . .. . 2 structure, | age conven-
was a kid I lived in the South. We studied the Civil ‘War, and all the pic- Egr?sg g, spellingagr?; pgtllnctuat‘irgr?)

tures of John Brown in our history book were really wild looking, you media techniques, figurative lan-
know, crazy beard and bugged out eyes, and the books described him guage, and genre to create, ciltique,
like a nut. 'Then I moved up here and studied the Civil War, and John and discuss print and nonprint texs,
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Brown was described as a hero for being an abolitionist. So T can tell
you that not all history books tell the same story the same way.

Imelda: How about things that are happening right now? Did you see the
¢rial on TV last summer? 1 watched it every day when I wasn't working.
Some witnesses tell it one way. some tell it another, Sometimes the
same witness will say different things depending on the question. Its
really hard (o tell what really happened in this trial. I think maybe the
rest of history's the same.

Yong: But in the trial people got paid to testily, so they tell the story the way
the lawyers want. History books aren’t written by paid witnesses.

Ted: Yeah, but history books are written by people, and people see things
dillerently.

Tsabel: 1 was just going to say that everyone’s got an opinion, but some opin-
ions are better than others, T mean, some people check the facts, and
other people just say what they think, or they just say what they want
you to believe.

Lautcas: Right, some people just tell the facts of what happens, and some peo-
ple change them so they get their way. I think history books just tell the
facts and don’t put their opinions in.

The discussion continued in this fashion, becoming energetic and at times
heated as students considered the question of a “real” Pocahontas story and also
raised questions about other historical events, such as whether ar not there was
a Holocaust, whether or not the Bible is literally true, and other problems
related to the question of whether history is an objective or subjective account
of the past. Students whose families had recently escaped Indochina reported
the ways in which their governments provided “official” versions of history that
supported their own interests, therefore raising questions about the authenticity
of recorded history. Other students responded by saying that such government
control could only come in totalitarian countries, but not in America. One stn-
dent whose father was a labor organizer in his factory said that the union’s
recent strike was reported very differently in the city newspaper than in the
union newspaper, supporting the idea that history can be told from different
angles, Other students responded that his union newspaper bad the interests of
union members to protect and so distorted the facts, while the city newspaper
was more objective and, therefore, more likely to be telling the true story. Ms.
Watson found that the students had plenty to say on the topics, making her role
more an orchestrator than a director of the discussion.

Following this discussion the class returned to the issue of Pocahontas by
analyzing a set of published versions of the story. [n a manner similar to their
study of their own stories, students were given several different books about
Pocahontas that Ms. Watson had checked out from the library, and were asked
the same questions they had answered about their own versions.

Students discussed the stories in groups, using the questions as guidelines.
Jabari, Imelda, Lais, and Michael got back together and looked at two books, the
Pocahontas book by Disney based on the movie, and Pocahontas, Gid of
Jamestown by Kate Jassem. The books were considerably longer than their own
narratives, providing many more details for them to consider in determining the
narrator's perspective. They found that the Disney version told the story from
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the Native American perspective, and that Jassem’s book took the perspective
of the settlers.

Rather than following the small-group discussions with a class discussion, Ms.
Watson asked each student to select one version of the story that they'd read
and write an analysis of it, using the ideas exchanged in their discussions as the
basis of their essays. Through this assignment Ms. Watson was able to meet one
of the requirements of the writing curriculum, the production of an argumenta-
tive essay. She reviewed with students some of the traits of such writing; for each
claim they made, they needed to provide evidence in the form of an example
from the story, and needed to explain why the example illustrated the claim.
They also needed to anticipate how someone would disagree with their claim
and rebut the objection. Ms. Watson pointed out that in their sma -group dis-
cussions of the stories they had gone through all of these processes. For their
writing they needed to reconsider the content of the small-group discussions
and take a position in their writing, To provide a concrete guideline for the stu-
dents, she prepared an outline of the points they needed to include to develop a
persuasive argument, with an illustration from their previous class discussion on
their own versions of the Pocahontas tale:

Arguing a Point
To persuade someone of your point of view you need to do the following;
1. State the main contention of your argument,

Example: In this story, the writer believes that Pocahontas is a
heroine for saving John Smith and preveniing the Indians from dri-
ving out or killing the explorers. The writer believes that the
explorers have a right 1o conquer the Indians and settle the New

World.

2. Make several claims to support the main contention of your argu-
ment. A claim is a statement thal you believe to be true in your
analysis of the situation. Your argument may have any number of
claims. I will only illustrate two on this guide.

Claim #1: The writer believes that the Furopeans are more civi-
lized than the Indians, and therefore should conquer them.

Claim #2: The writer believes that the Buropeans believe in
Christianity, and therefore have a more enlightened way of life.

3. Provide evidence to support each one of your claims, usually in the
form of examples.

Claim #1, Evidence #1: The writer describes the Indians as
“savages.”

Claim # 1, Bvidence #2: The writer refers to the Buropeans as
having more advanced technology by saying that their guns were
superior to the Indians’ how and arrow.

Claim #2, Bvidence #1: The writer describes the Indians as “hea-
thens,”

Claim #2, Bvidence #2: The writer said that Pocahontas would
be rewarded by God for saving John Smith.

4. Provide a warrant that cxplains why each piece of evidence sup-
ports the claim it illustrates.
Claim #1, Bvidence #1, Warrant: The writer refers to Indians as
“savages” because they don’t wear Buropean clothing, they don't
live in houses, and they don’t have stores to buy food from. They

Coming fo America
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live in the woods with animals and therefore are not civilized, and
will benefit from being conquered by the European explorers.

Claim # , Bvidence #2, Warrant: The writer describes the ways
in which an explorer can ldll an Indian easily with a gun, while the
Indians must sneak around to be effective with a bow and arrow,
Cuns are therefore a superior weapon and represent the more
advanced Furopean society.

Claim #2, Evidence #1, Warrant: The description of the Indians
as "heathens” means that they believe in primitive religions and
therefore are not as advanced as Christians.

Claim #2, Bvidenice #2, Warrant: The writer believes that God
will reward Pocahontas for saving the English explorer John Smith
from the Indians, and therefore believes that the Christian God is
more powerful and better than the Indian gods.

3. You should finally anticipate your opponent’s response to your
argument, and explain why it is wrong,

Example: Some people might believe that the Furopeans are
wrong to come to America and conquer the people who lived
there and make them change their way of life. These people are
wrong because advanced societies have always congquered less
advanced societies, and the Buropeans were only spreading their
own advanced ways to the uncivilized people of the New World.
To make an omelet, you have to break a few eggshells.

Ms. Watson reviewed these traits with the class. To help them with generat-
ing information for an argumnent, she led the class in an analysis of a second nar-
rative, this one embodying a Native American perspective to provide a balance
for the narrative analyzed on the guide she had passed out, Through this
process she helped the students to see how to make claims, find evidence, pro-
vide warrants, and rebut opposing arguments.

Students were then given class time to begin their arguments on the per-
spective taken by the writer of a published Pocahontas narrative. They were
allowed to use notes from their discussions and to consult with other group
members on the content of their arguments provided that they did so without
disturbing other writers at work. They were given two days of class time plus
time out of class, and then brought their papers in for small-group peer
response. For the first draft of his paper, Jabari wrote the following analysis of
Disney's Pocahontas:

Disney’s Pocahontas

Most people think the Disney movie Pocahontas is very P.C. 1 think it's
sort of P.C. but not completely. For the most part you get the story from
the Indians point of view. Mainly, the white settlers are nice but stupid
people but they're led by a pretty evil and greedy guy. On the other hand
just about all of the Indians are good.

The leader of the explorers was a really ugly guy named Ratcliffe. He
even had an ugly dog, Ratcliffe was only interested in getling rich. He
came to America to find gold, and that's it. He liked John Smith mainly
because John Smith was a good Indian fighter. Because he was so evil and
ugly and was the leader of the settlers, I think the story is told from the
Indians’ point of view.

Also, the Indians are good people. They believe in family values, even
though Powhatan wants Pocahontas to marry Kocoum and she doesn't
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want to. But Pocahontas loves her father, and the story calls her “his
beloved daughter.” Powhatan is not ugly and he seems very wise. Since
the Indians are shown as one big loving family, the story seems ta be
about them.

The Indians also veally love Nature. When Pocahontas doesn’t know
what to do, she goes and talks to a tree. She tells John Smith that his peo-
ple are greedy and don't respect Nature. John Smith at first thought that
the Indians were primitive. Pocahontas got pretty mad and John Smith
completely changed. Because John Smith changed to be more like Poca-
hontas, I'd say the story is more from her point of view than his.

Some people might think this story is told rom the white people’s
point of view. John Smith is a real hunk and kind of a hero, so people
might think the story’s about him. The Indians try to kill John Smith with-
out realizing he’s nnocent, and he only survives because Pocahontas
saves him. And aside from Ratcliffe, the settlers aren’t so bad. Also, the
way the story’s told all of the Indians spealc English. But Pocahontas is
beautiful, which evens things out. And she's the real hero because she
saves him. Even though the settlers turn out OK they actually end up
seeming stupid because they've lollowed this evil guy for so long without
realizing he's evil, and finally see things the Indians’ way.

So I think the story’s told [rom the Indians’ point of view. Mostly this
is a love story about people from different backgrounds. But because the
story makes the greedy people look bad at the end and because the
Indians’ natural way of life looks better, I'd say that the story is about the
Indians.

Jabari brought his paper to class and got with his group. Ms. Watson asked
the students to read one another’s papers and evaluate the strength of the

claims, the appropriateness of the examples, the clarity of the warrants, and the

persuasiveness of the rebuttal of opposing positions. She also asked them to

consider other factors: What aspects of the student’s writing might interfere with
the argument’s persuasiveness? Students considered whether improper language
use, incorrect punctuation and spelling, and other factors would malke the writer

less persuasive, and offered suggestions on how to improve the appearance of
the argument so it would be taken more seriously.

In looking at Jabari's paper the students attended to the areas that Ms. Wat-
son had asked them to focus on. Alter reading his paper they made several sug-

gestions:

Michael: Well Jabari this is pretty good. You covered most of the stuff we
talked about before.

Jabari: Thanks.
Imelda: Jabari, I think you could do better with these examples.
Jabari: What do you mean?

Imelda: Well, like right here you say that Ratcliffe and his dog are ugly. I
think you could quote from the book and use the words the author

used. You know, say, where is it in the story. .. here it is, say something

like, “Ratcliffe was ugly and was called ‘ruthless and ambitious’ and
‘haughty’ and his ugly dog was ‘snooty and spoiled,” something like
that.

Michael: Yeah, that’s pood, that shows what a jerk he was.
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Jahari: OK, let me write that down. Anything else?
Lauis: Maybe you could add other quotes at other times in the paper.

The students continued to evaluate Jabari's paper in this manner and then
proceeded to critique the papers of the other students according to the same
criteria. When they were done, they had some class time remaining and began
working on their revisions.

Students were then piven several days to revise their essays and turn them in
to Ms. Watson. To encourage their use of the school's computer lab, she
allowed one extra day for students who turned in papers typed on a word
processor. For evaluation criteria she used the same attributes that students had
considered in their small-group response to one another's essays and stressed in
the handout: the marmer in which the claims supported the main contention of
the argument; the appropriateness of the examples in supporting the claims, as
indicated by the warrants; and the persuasiveness of the rebuttal to opposing
arguments. She also took into consideration her students’ recommendations that
papers should be relatively [ree of errors in grammar, mechanics, and usage in
order to be persuasive. She required students to turn in all drafts of their work
any notes they'd taken during the small-group discussion, their first draft includ-
ing marginal comments made by their peer-response group, any subsequent
drafts, and the final product From this set of dralts she could trace the extent to
which students were developing their ideas and monitoring their presentation
through the process of composing,

Jabari revised his essay into the following final dralt:

Review of Disney’s Pocahontas: The Book

Everybody thinks that the Disney movie Pocahontas is very P.C. I read the
book that they made about the movie, and I think it's sort of P.C., but not
completely. For the most part you get the story from the Indians’ point of
view. Mainly, the white settlers are nice but stupid people but they're led
by a preity evil and greedy guy. On the other hand just about all of the
Indlians are good. [l explain why.

The leader of the Susan Constant was a really ugly guy named John
Ratdliffe. The story called him “ruthless and ambitious” and “haughty” and
he even had an ugly dog who was called “snooty and spoiled.” John Rat-
cliffe was only interested in getting rich. He came to the New World to
find gold, and didn't even care about the king and queen of England who'd
sent him, even though he pretended to. He liked John Smith mainly
because John Smith was a good Indian fighter. Because he was so evil and
ugly and was the leader of the setilers, T think the story is told from the
Indians’ point of view more than the settlers’ point of view.

Also, the Indians are shown to be very good people. They believe in
family values, even though Powhatan wants Pocahontas to marry a pretty
boring guy named Kocoum and she doesn't want to. Kocoum gets killed
later on so she doesn't have to go through with it. But Pocahontas loves
her father, and the story calls her *his beloved daughter.” Powhatan is not
ugly, he's usually smiling until the settlers kill Kocoum. And he seems very
wise, compared to the greedy John Ratcliffe. Since the Indians are shown
as one big loving family, the story seems to be told from their point of view.

The Indians also really love Nature. When Pocahontas doesn't know
what to do, she goes and talks to a tree. She also has a favorite place to go,
which is on a cliff where she can see a beautiful waterfall. She tells John
Simith that his people are greedy and don't respect Nature, and he
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changes from being an Indian fighter to being an Indian lover. John Smith
at first thought that the Indians were primitive. He told Pocahontas,
“There's so much we can teach you, We've improved the lives of savages
all over the world.” Pocahontas got pretty mad and showed John Smith
the wonders of Nature and he completely changed. Because John Smith
changed to be more like Pocahontas, I'd say the story is more from her
point of view than his.

Some people might think this story is told from the white people's
point of view. John Smith is handsome with long blond hair, and he's kind
of a hero, so people might think the story’s about lim. The Indians try to
kill John Smith without realizing he’s innocent, and he only survives
because Pocahontas saves him. And aside from Ratcliffe, the settlers aren’t
so bad, especially at the end when they decide that it's wrong to be greedy
and lock Ratcliffe up. Also, the way the story's told all of the Indians speak
English, which some people might think means that the settlers were
supetior. But I don't think so. John Smith’s handsome, but Pocahontas is
beautiful, which evens things out. And she's the real hero becanse she
saves him. Even though the setilers turn out not being so bad at the end,
they actually end up seeming kind of stupid becausc they've followed this
evil guy for so long without realizing he’s evil, and finally see things the
Indians' way. Finally, T think the person who wrote the story made the
Indians speak English so most people could understand what they were
saying, not because it's a better language.

So I think the story’s told [rom the Indians' point of view. Mostly this is
a love story about people from different backgrounds, kind of like Romeo
and Juliet except they don't die at the end, even though they have to split
up. But because the story makes the greedy people look bad at the end
and because the Indians’ natural way of life looks better, I'd say that the
Indians are the ones who win this time.

Following this introduction, Ms. Watson told the students that they would
spend the next three weeks of class time writing their families’ immigration sto-
ries. She talled with them about what they might learn through researching their
family histories. She started by talking about some things she might like to learn
about her own family’s experiences with immigration, and said that she would
try to find out about her own history as they were researching theirs. Ms, Wat-
son knew that her ancesiry was Bnglish, Norwegian, Swedish, and Portiguese,
but wasn't entirely certain when each branch of the family had left Europe or
why her ancestors had left their homelands, She thought it would be interesting
to learn about what had motivated them to leave: economics, discrimination,
adventure, religion, or something clse.

She then asked students what they would like to learn about their famnily his-
tories. Some said they wanted to talk to their grandparents to understand the
experience of leaving a homeland and coming to live in a foreign place. Others
wanted to understand whether their ancestors had wanted to assimilate into
American culture or preserve their old ways. Others wanted to learn about the
journey itself. What was it like to travel on a boat across an ocean, or (o cross a
border to live in a foreign land, leaving possessions and customs behind? Some
Alrican American students wondered if there were differences hetween people
who chose to emigrate, and people who were forced to leave a homeland to
become a free person’s property. A student who had both Native American and
European blood wondered how the different sides of her family viewed the con-
sequences of the Buropean settlement of the continent.

Coming to America
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Alter discussing possible motivations for conducting research on [amily
experiences with immigration, Ms. Watson told the stuclents that to help them
produce their stories she was going to alter the way in which she set up the
dlassroom. Her overriding goal was (o have students develop personal perspec-
tives on immigration, and she anticipated that each history would be different,
not only in content but in medium and format. She therefore wanted to make
the classroom structure informal so as to allow students freedom in the choices
they made. She had attended the state NCTE affiliate conlerence the previous
year and had talked to teachers who used “writing workshops” in which students
used class time to develop writing of their choice, and saw an opportunity to
adapt the idea to her “Coming to America” unit. Because she encouraged stu-
dents to create both written and multimedia productions, she thought of it more
as a “composing workshop” than as a writing workshop.

She raised the workshop idea with her students and they approved of it.
Once they agreed to use this format, she said that for the next few weeks they
would he able to make decisions about how to spend their class time, as long as
they used it productively. Ms. Watson decided to consult the students about
how to set up the parameters of the workshop to guide their classroom produc-
tion. She posed the question one day in class: “We are going to spend class time
this marking period writing personal immigration histories. To do so, we will
change the way we use the classroom so that you can make choices about how

" you spend your time. At tines you will stay here and work; at times you may go

to another part of the building to work. In order for us to stay with this arrange-
ment, we need (o set up some rules (o govern our activities. What gnidelines
can you suggest that will help us use our time productively?” She suggested that
the class think of rules that structure performance in a variety of contexts: rules
or laws that people follow in society, in school, at worl, in games, in other areas
of social life, What, she asked, is the purpose of a law? Is there one set of laws
that guides all behavior, or does the context matter? What are the conse-
quences of breaking rules? What types of guidelines would best govern their
elforts to use class time productively to create family immigration stories?

The students raised a variety of issues. Were rules helpful to people in con-
ducting themselves, or did they overregulate people’s freedom? Did rules
encourage people to respect one another, or only provide them with incentives
for misconduct? Why was the same crime, such as theft, punished one way in
Saudi Arabia and another in the United States? Is school important enough to
care whether or not rules are followed? Did there need to be an umpire for
deciding who follows the rules in the classroom? What is the purpose of school
rules?

After a lengthy discussion the class agreed on a small set of rules to govern
their behavior. The fundamental rule that they identilied was the need to spend
class time on their projects. If they signed oul to go to the library and went
somewhere else instead, this was a violation of their agreement to [ollow the
rules, and would place the integrity of the whole class in jeopardy. The class
voted that any students who signed out for one area and instead went elsewhere
had to stay after school with Ms, Watson for one hour as she called parents,
graded papers, filled out student reports, and attended to the other schoal busi-
ness that she normally took care of after school. This punishiment was the worst
the class could think of-students who stayed after school missed their jobs and
threatened their employment, Within class, students needed to work produc-
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tively or face the same consequences; students were welcome to collaborate on
their work, but could not distract others or do nothing,

Taking into consideration the interests students had expressed in conducting
personal research on immigration, Ms. Watson then posed the specific question
that would guide their research, which she distributed in a handout:

You have access to many sources of information about your family’s role
in American immigration, including people in the community, books,
films, and information from the Internet. Different people have different
perspectives on immigration depending on their experiences. Your job is
to develop some type of presentation on your family’s experiences with
immigration to the American continent. You may collect information
from any sources available to you for your project. Some possible ques-
tions to consider are: If your family immigrated to America, why did they
leave their former country? Were the reasons religious, economic, ethnic,
legal, or something else? Did they leave voluntarily or were they forced to
leave? What did America olfer them that they lacked before? What did
America lack that they had before? Ultimately, how do you view your
position as an American [rom the standpoint of your family’s Immigration
story?

If your ancestors were natives of this continent, how do you view the
changes brought about by the immigration of other people to this land?
How has your family experienced the arrival of people from other
nations? How do you view the development of the United States of
America on this conlinent? What have been the consequences to you?

For your project you may develop any mode of presentation that you
choose. You may write a research paper the way students usually do in
schoal. You may prepare a documentary Glm such as the ones you've
seen on television. You may prepare a hypertext presentation on a
computer. You may produce a “docudrama’ which is an imaginative
presentation of history. You may write an opera. Or you can develop a
presentation that combines these forms, or others of your choice.

With these guidelines established, Ms. Watson and the students set up the
classroom so that it would facilitate their work. With so many students holding
afler-school jobs, few could meet her unit goals unless substantial class time was
devoted fo work on their projects. In addition, she wanted to be available for
students to consult with her as their work progressed. To make the classroom
as conducive as possible to the development of student projects, Ms. Watson
transformed it into a resource center that was writing center, museum, think
tank, studio, gallery, and library all rolled into one. One corner of the room
included books and other resources that students could check out to use for
their projects. Concerned that the choices available in the American literature
anthology provided too narrow a view of the explorers and native people of the
continent, she first sought to include more varied perspectives on the colonial
period. The school library had recently acquired the video series How the
West Was Lost that presented the story of European settlement from a Native
Ammerican perspective, and she received permission to move this collection to
her classroom for the duration of the unit. Along with this videotape she
checked out a TV with VCR and headphones so that students could watch
parts of the series in class. In addition, she prepared a list of other video prochic-
tions for students to draw on to consider the history of the continent from a
variety of perspectives. This list included not just docwmentaries, but fictional
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and autobiographical films that dealt with immigration such as The Godfather,
Part IT and the Roots series. Throughout the unit students were encouraged to
add to this list both titles and summaries and reviews of movies they had seen.
Students interested in a film could consult the set of reviews to help make a
decision on whether or not to see it. Two students who had seen The Godfa-
ther, Part ITwrote conflicting reviews of the film:

Review of The Godfather, Pari I

T think this movie stinks. My family is Italian and everyone thinks we're
gangsters. The reason is that they've seen movies like The Godfather Part
II'where an llalian immigrant comes to America and can’t find a job and so
starts killing people for the Mafia and stealing things. There probably are
real people like that, but all this movie does is create stereotypes. Bvery
Ttalian in the movie is a gangster. But T live in the Italian part of the city and
everybody I know has a normal job. Nobody I know kills people or mms a
protection racket or anything like that. You might like this movie because
it's exciting, but don't believe that all Italians are like the Corleones.

Review of The Godfather, Part IT

This is a great movie that everyone ought to see. It gives a real feeling of
what it was like to be in New York City a long time ago. And Robert
DiNiro is a great actor in the movie, and so is Marlon Brando and Al
Pacino. I read Chuck's review and I disagree. All of thesc actors are Italian
and so is Mario Puzo who wrote the book and so is the director who
made it, so I don't think the Halians are being stereotyped since they're
the ones who made the movie. The Mafia is real and there's one right
here in this city, so I think it's a good way to learn about what happened to
Italians who came to America back then. And ii's a really exciting movie
too. Bven though there’s a lot of blood and killing, it's still very educational
and very entertaining, I recommend that you see it so you can make up
your own mind.

Students could consult these reviews to decide whether to watch the videos to
help them with their projects or simply to see them for entertainment.

The in-class library also included books and magazines that students could
check out. These hooks concerned immigration stories from a variety ol nations
and cultures, including historical narratives and fiction. Again, students were
encouraged to add titles to this list and provide summaries and reviews of those
they'd read. Ms. Watson required students to complete a minimum number of
compositions of their choice to be submitted at the end of the unit in a portfolio.

I will challenge the prevalent belief in “coverage,” that the
course of study which spreads over many areas is necessarily
better than a more modest one. . . . My basic conclusion is con-
tained in the aphorism “Less is more.” I believe that the qualities
of mind that should be the goal of high school need time to
grow and that they develop best when engaging in a few, impor-
tant ideas, deeply. Information is plentiful, cheap; learning how
to use it is often stressful and absolutely requires a form of per-
sonal coaching of each student by a teacher that is neither pos-
sible in many schools today nor recognized as an important
process.

Theodore R. Sizer, Horace's Compromise, p. 89.

Standards in Practice, Grades 9-12



Ms. Watson wanted students to draw on a variety of resources. She wanted
to make sure that their resources included the traditional classics from the
course anthology. She also wanted students to draw on other sources from
either the classroom library or elsewhere. She therefore required all students to
keep a journal in response to all the reading they did to inform their research,
and required that they show evidence of reading at least four selections from
the anthology and four from other sources. Their log could include any
response they had to the selections, but needed to indicate clearly that they had
read them and related them to their research.

Ms. Watson realized that she herself could not sufficiently provide the
resources for the projects that she envisioned her students producing, The class-
room resources, while helpful in geiting students started, would be insufficient
for them to complete their projects. In order for them to produce a quality effort
they needed to draw on additional outside resources that she would recom-
mend to them. In addition, at the beginning of the unit she sent a note home to
each parent and guardian explaining the unit and asking for volunteers to come
to the class to share their stories with the students. She also contacted a history
professor at one of the city colleges who specialized in the colonial period and
had her to visit the class for a brief lecture and an extended question and
answer period,

Traditionally, students had produced research papers by using index cards
for notes, writing a rough draft, typing it, and then turning it in. Ms. Watson felt
that some recent developments in her community could help her students pro-
duce research reports that took advantage of some new technologies that were
available. Two types of technology in particular could, she felt, both increase stu-
dents’ interest in the project and provide them with technological literacy that
would help them better succeed in the world economy of the future.

The first of these was the Internet. The city public ibrary had recently pro-
vided an Internet connection that was available to all citizens, including her stu-
dents. Ms. Watson took them on a field trip to the city library, where the
librarian’s technical assistant oriented them to the Internet, provided them with
access addresses, and taught them how to use the software to “swrf’ the Internet
in search of information that would help their research efforts. The students
learned how to access remote libraries, newspapers, museums, archives, and
other sources of information. They also discovered online discussion groups
that ended up benefitting some. One student came across a network that pro-
vided a forum for holocaust survivors to stay in touch, and received permission
to use some of their Internet comments and stories as part of his report on the
immiigration of German Jews in the 1930s and 1940s, the period when his
grandparents had migrated,

The second technology students learned to use was computer-based hyper-
media. The school's business department had recently installed a new computer
lah, and Ms. Watson developed a partnership that allowed her students access
to the lab during periods when business students were not using it. In preparing
their reports students had the option of presenting them as hypertext produc-
tions; instead of presenting their reports in the conventional linear format, their
presentation would begin with an opening orientation page that would allow a
user to click on specilic topics and explore available information.

Other students conducted more primary research. With their extended fami-
lies living in the neighborhood, many students could simply go down the block
to talk to older relatives and community members about their reasons for immi-
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grating and the stories of their experiences. Ms. Watson helped students learn
how to conduct interviews by sharing with them some of ber own methods for
researching her own history. She tape-recorded a phone conversation with an
older relative, played it for the class, and also gave them a copy of the questions
she'd asked. She invited her aunt to visit the class and interviewed her before
them, showing students how to tape-record an interview, lake notes, and pose
questions.

Ms. Watson also thought that students could learn something from their
after-school worlk that could inform their research. Olten their work in local
husinesses and factories brought them into contact with older members of the
community who had come from “the old country” or who were connected to
bygone generations. Ms, Watson encouraged students to use their coworkers as
resources for their research.

For their own research students were encouraged lo audiotape conversa-
tions and transcribe them [or inclusion in the text of their reports. Students
with access to videocameras could also videotape oider family members to get
their stories and artifacts on film. Students could conduct the interviews in both
English and, if desired, their family's native tongue. If they chose, students could
scan the voices and images from their primary-source research onto hyper-
cards and include them in hypermedia productions. For some students music,
food, and other cultural practices were central to their stories. They were
encouraged to include examples of the ways in which such practices were
involved in resettlement.

As noted, Ms. Watson made a link with the school’s business department to
allow her students access to advanced computer technology. In addition, she
tumed to other departments in the school for resources her students could use
to their advantage. In directing the school’s plays she had become friends with
the art teacher, who helped design the sets. The art teacher visited class one day
with samples [rom her slide collection and agreed to lend students images that
they could incorporate into their productions. Ms. Watson's hall duty was sched-
uled near the history department chair’s office, and she informed her of the unit
so that students could more explicitly apply lessons from one class to the other.
One of the biology teachers was a personal friend of Ms. Watson's and came to
class to talkt about how conditions create the famines that accounted for the
immigration of the Trish and other groups to America.

Ms. Watson believed that she could not single-handedly oversee each stu-
dent’s progress towards the completion of such complex productions. She also
knew that students would benefit from getting a variety of viewpoints in devel-
oping their work She therefore enlisted the support of parents and other farmily
mermbers, other teachers, librarians, and the extended human resources pro-
vided through the Internet to help her students develop their projects. She also
encouraged students to work together on their projects; students of similar
backgrounds could collaborate on their productions, and they were always
allowed to consult with one another and review each other's work as they pro-
ceeded. The social organization of the classroom encouraged students to talk to
one another frequently during their research efforts and to provide one another
with information about useful resources. Ms. Watson additionally worked with
students during the process of their research, holding formal conferences with
individuals and groups every other week and providing additional consultation
as requested by students.
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Ms. Watson found that with such a multilayered structure to the class, she
needed to be highly organized in order for the unit to be successful. Students
who went to the library, husiness computing lab, or other location needed to
sign out, and spent an afternoon after school with Ms. Watson if they went else-
where, as agreed upon by the class. She conducted and recorded a brief daily
survey of each student’s progress which contributed to student accountability.
These records also helped her account for student productivity when parents or
colleagues inquired about the unconventional instruction taking place in her
class. She arranged the physical structure of the dlassroom to facilitate productiv-
ity, providing cairels, conference areas, tables, and an area to store student fold-
ers. She also kept a public chart on the class bulletin board where students kept
a record of their reading, which other students could consult to inform their
own reading choices. Each student additionally kept an "Organizer” for storing
records of writing conferences, research notes, and other types of information
that were used for both student resources and pareni-teacher conferences. On
Fridays the students gave a progress report for their weeld's activities and a plan
for what they hoped to accomplish the next week.

Ome of Ms. Watson's greatest concerns was that by focusing on individual
heritages she would encourage scparation along racial and ethnic lines. Students
in her school were already segregated enough, she felt, and she feared that by
encouraging them to define themselves according to their differences, she could
deepen some of the schisms that already existed. As the unit developed, she
realized that it would only succeed if it served to create a classroom community
that helped students understand the complex fabric of American society, The
unit “Corning to America” thus needed to end in an exploration of the question:
Considering all the differences
among American citizens, what
does it mean io be a member of
American society today?

In order to answer this ques-
tion, each student needed to
become acquainted with one
another’s stories. Ms. Watson
realized that the class had in part
reached this goal through a social
environment in which the stu-
dents conducted their research,
afllowing them to follow one
another’s stories as they were
being constructed. Yet since stu-
dents tended to socialize with
[riends rather than those with
whom they had differences, she
was concerned that the greatest
social chasms threatened to
remain open. Ms. Watson
decided that a more public pre-
scntation of the productions was
necessary in order for students to
learn about one another and
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sirategies as they wite and use differ-

ent wiiting process elements appre-
priately fo communicate with different
audiences for a variety of purposes.
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develop a sense of kinship as a community. The class did not have time for
twenty-cight individual presentations, so she asked students to form groups of
people with similar backgrounds and create a presentation on the experiences
of their ethnic groups in the context of American immigration. No one student
presented the whole of his or her research, but each sludent's story became part
of the class’s understanding of American history. Students were provided two
days of preparation time, and then each group could take up to one class period
for its presentation, They were encouraged to supplement their report with
food, photographs, artwork, and other cultural tools and artifacts central to their
group’s history.

In presenting their research, many students alluded to their families’ interest in
their projects. In Ms. Watson's conferences she learned that family members who
were consulted on the project often requested copies of the fimished product, and
that students often shared their findings at the dinner table and other family gath-
erings. The research thus reached an important audience beyond the classroom.

Ms. Watson suggested that the students set aside an evening where they set
up their projects and display them for interested community members. Many
students objected, however, saying that they could not miss work, or that their
older relatives did not like to go into the school neighborhood at night. They
suggested instead that they display their projects in the school library, where
other students could see them and where relatives could come by during the
day. Ms. Watson proposed this idea to the librarian, who agreed to set aside
space for any students who wanted to display their projects.

Pollowing these presentations, Ms. Watson organized the ¢lass into hetero-
geneous groups of four to five students and gave them the question: Consider-
ing all the differences among American citizens, what does it mean to be a
member of American society today? The groups discussed this question, then
met together as a class to explore it further.

To follow up this discussion, as a final project for the unit students con-
trasted their own “Coming to America” history with that of someone whose
experience was significantly different. Ms. Watson hoped that in so doing stu-
dents would consider the perspective of someone else and gain a broader
understanding of the different views of America and a better understanding of
how to resolve these differences. Students could choose to contrast themselves
with either another student from the class, or with someone whose experiences
they encountered through their reading or viewing, If they chose a classmate for
comparison, they needed to get the student’s permission first, in order to protect
the student from unwelcome personal critiques. In keeping with the open-ended
emphasis of the unit as a whole, she gave students a choice of writing a conven-
tional comparison/contrast essay, writing a work of fiction that dramatized two
different types of experience, or other medium of their choice. Students pro-
duced drafts, worked together in peer-response groups for feedbacls, and ulti-
mately turned in final copies for grades.

Linda, a mixed-race student officially classified as Native American in school
records, produced the following paper based on her interactions during the unit
with Mai, the daughter of Viemamese refugees:

Two Views of America

My experiences as an American are very different from most people’s in
this class. I am part Cherokee and Osage Indian and also part Irish and
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Hungarian, I have many heritages, but my Cherokee ancestors are the
ones I think of most when thinking about who I am. Most people don't
know it, but we have a very complicated history.

Originally my people lived in what is now called Georgia. After white
people came from Europe and took over the eastern part of the country,
they decided they didn’t want Indians around any more, So they found a
place in the middle of the country where only Indians lived and decided
to move Eastern Indians out to live there. The path they took out West is
called the Trail of Tears because so many people died on the way. They
finally ended up in a place called Oklahoma Territory. The word Okla-
homa means both Red Harth and Red People.

Indians who already lived in this territory did not want eastern Indians
o come out an live on their traditional lands, and so there were many
wars between the original plains Indians and the ones from the east. The
Osage were natives to the land, and battled the Cherokee, so my ances-
tors were once al war. 'The TLS. Army was supposed to keep the peace,
which just added one more group to the fight. Some of these scldiers
were Irish, which was one more group of my ancestors who fought against
each other.

Cherokee Indians tock to white people’s ways very easily. They devel-
oped a wrillen language and became plantation farmers. I's hard for me to
believe it now, but about 150 years ago my ancesiors owned black slaves
on their plantation. They fought on the side of the South during the civil
war. After the war they lost their land. Eventually my people ended up
here, and married while people and now we live in an apartment, watch
TV, go to school, and do other normal American things. But I have a dil-
ferent feelmg about America than most people in my class because I still
wonder what it would be like o live in the old way.

My life as an American is very different from Mai Nguy's, but in some
ways it’s the same. Mai's parents came here from Viet Nam in the seven-
ties when they were teenagers. In Viet Nam everything was a mess, There
was a civil war, and America and cther countries tried to help out each
side. When Mai's people lost, her parents and mauy others from ther vil-
lage got on rafts and headed out to sca. After many stops, they ended up
in America. So they were like us because they had to leave their home
and move (o a place far away, and they didn't have any choice about
whether or not to move, They were different in that my people were told
where they had io live, and Mai's people just got on boats hoping they'd
find some place that would take them. And my people were ordered to
leave by outsiders, while she had o leave because her own people were
trying to kill her.

Mai's parents now speak English OK, even though when they came
and talked to our class 1 had trouble understanding them. But Mai talks
just like us and will probably end up being a normal American just the
way I am, sort of. We're different because she really feels that America is a
much better place for her to live in than her old home because there are
1o wars to worry about. 1 still feel kind of mad that my people had to
change their Jifestyle and leave their home.

"The unit that Daphne Watson taught on “Coming to America” ended up
going well beyond the three-weel time period she'd initially planned. However,
once it was under way she could not interrupt students’ progress on their
research and consideration of the unit's concepts. The unit's length caused her
to reconsider how to plan her implementation of the carriculum for the remain-
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der of the first semester, Her value on the process of her students’ learning,
however, justified the compromise in terms of coverage, even if it created some
stress for her. Some of her students were concerned that they were “getting
behind” other classes, and some of her colleagues clearly did not approve of
what they felt was her cavalier approach to the curriculum, but Ms, Watson felt
vindicated by the performance of her students on their projects.

She also found that the "Coming to America” unit helped set the stage for
the remainder of the year's learning, thus calling into question the criticism
that she had sacrificed a portion of the curriculum to accommodate the stu-
dents’ work on their projects. She saw the curriculum as involving a flow of
ideas, rather than being partitioned into sections, and so saw their work on
their projects as part of a larger process of considering the issues raised in
American literature. The dlass’s attention to historical perspectives provided
the basis for a year-long critique of narrative point of view, both in fiction and
nonfiction prose. Students looked at the narrators in The Red Badge of
Courage, The Scarlet Letter, and other stories and imagined how the story
could be told by other characters. At times the students toole episodes from
the literature and rewrote them, narrating the same action [rom other charac-
ters' perspectives. In addition, her instruction in argumentation enabled her to
ask her students to write increasingly sophisticated arguments, and students
became adept at persuading other people of their views in both class discus~
sions and in writing.

Finally, the classroom structure she adopted for the research workshop
ffecied the class for the rest of the year. The students often worked in social
configurations, using the class as a resource center (0 inform their inquiries.
While Ms. Watson did not abandon convention altogether, she often returned
to the class’s informal arrangement, with students frequently working collabora-
tively on projects, in smali-group discussions and in pairs. Her use of portfolio
principles continued as she gave students options on choosing compeositions to
develop into polished pieces, and she urged them to reflect on their composing
processes in writing, discussion, and other formats. The wit, therefore, provided
the intellectual and procedural foundation for the students’ learning for the rest
of the year.

The main tension that Ms. Watson experienced through her restructuring of
the classroom to facilitate learning processes was in terms of the conflict that
developed in covering the prescribed curriculum. Lincoln High School was a
curriculum-driven place, and Ms. Watson had covered fav less of the American
literature anthology than did her colleagues. This change in priorities concerned
some of her students, who worried that they were missing out on something
important by not reading all of the anthology selections. This regard for covering
the curriculm was also shared by some parents who visited class on Parents’
Night and as guest speakers for the class. On the other hand, Ms. Watson had
far more parental contact, for better or worse, during this unit than at any other
time during her brief career.

Daphne Watson also had to defend herself to her department chair agamst
the complaints of some colleagues who clearly disapproved of her nnovations.
Her justification for her methods came through the work of her students, and
the records she kept of their progress. While no longer a comlortable fit with
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the conventional ways of teaching practiced in her department and throughout
her school, her teaching was, she felt, more compatible with her studenis’ learn-
ing needs.

Standards in Practice

e Students in Ms, Watson's class engage with a wide

N % range of print and nonprint texts to explore their own
personal histories, the histories of their classmates, and

the histories of other Americans that are represented in book,

fibm, and personal narrative, Their personal family histories provide the basis for
their understanding of the development of society on the North American con-
tinent, and their development of their research projects engages them in the
gathering, evaluation, and synthesis of data from many sources. Additionally,
their research takes place over many weeks, and thus engages them in a
process of composition through which they must consider the conventions of
the genre in which they are working and the needs of the audience with whom
they hope to communicate. Through their exposure to the immigration experi-
ences of people from many backgrounds, they need to consider the moral and
aesthetic dimensions of the establishment of the United States and the impact
of the development of this society on people representing groups with different
degrees of power and advantage. Students use technology to gather and syn-
thesize information and communicate with others. In many cases, they account
for linguistic diversity and second language acquisition through their explo-
ration of immigrant groups’ experiences. Through their personal explorations
of their family histories, and through their expasure to the stories of other class
members, they participate in a variety of literacy communities and develop per-
sonal goals for conducting research in the school setting.
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GLOSSARY

This plossary is intended to provide a brief introduction to some terms used
in this book. If readers wish for more detailed information, they should consult
the lists of resources located at the end of each chapter.

Cooperative Learning: Cooperative learning stresses the social aspects of
learning. Advocates of cooperative learning criticize conventional school struc-
ture and assessment in which students are isolated for instruction and evaluation
and compete with one another for grades. Cooperative leaming usually involves
small groups of students working together towards a common end. Rather than
competing with one another for a grade, they try to pool their resources to
develop a group product. Students both learn from and teach one another
under such arrangements.

Cooperative learning does not simply “work” by putting students together.
There are no universal formulas concerning group size, group composition, task
structure, incentive structure, or other aspects of group formation and process.
In general, in cooperative learning situations each participant seeks to help oth-
ers learn and grow, and the group members share a common goal. The process
through which a group functions towards this end varies from situation to situa-
tion, and is a function of the processes that govern a class as a whole. In other
words, a class in which a teacher primarily lectures and grades according to a
competitive curve is not likely to have a smooth transition to a cooperative
small-group setting, a setting that requires learners to discuss complex, open-
ended problems and issues to achieve collaborative, mutual understanding. A
cooperative learning environment needs to be fostered through coliaborative
work in both whole-class and small-group discussions and activities.

Grammax: In Grammar for Teachers, Constance Weaver points out that
the term “grammar” refers to many different things. Among them are:

1. “Grammar” is synonymous with syntax, and thus refers to aspects of sen-
tence structure.

2. *Grammar” is synonymous with “usage”; thus, “good grammar” refers to
standard usage of English.
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3. In linguistics, a “grammar” describes the syntactic structure of a language.

4. In psycholinguistics, a “grammar” describes the processes by which sen-
tences are produced and comprehended.

3. “Gramnar” is a text book used for teaching the first four notions of gram-
mar.

“Traditional grammar instruction” refers to instruction in the parts of speech
independent of the social uses of language. By most accounts, traditional gram-
mar instruction is among the most widely practiced method of teaching both
language usage and writing in American schools. According to Weaver, “as long
ago as 1936, the Curriculum Commission of the National Council of Teachers
of English recommended that ‘all teaching of grammar separate from the manip-
ulation of sentences be discontinued .. . since every scieniific attempt to prove
that knowledge of grammar is useful has failed . ..'” (p. 5). Both Braddock,
Lloyd-Jones, and Schoer's Research in Written Composition {which reviewed
writing research from 1943-1963) and Hillocks's Research on Written Com-
position (which reviewed writing research from 1963-1983) emphatically sup-
port this conclusion.

Multiple Intelligences: Floward Gardner developed his theory of multi-
ple intelligences through studies of neurology and cultural history. He believes
that people have seven “intelligences,” which involve both problem solving and
problem finding: linguistic intelligence, which is the ability to use language with
facility; logical/mathemaiical intelligence, which allows one to compute num-
bers or string together chains of logic; musical intelligence, which allows a per-
son to create or appreciate confligurations of sound in an effective way; spatial
intelligence, through which one configures space for a desired effect:
bodily/kinesthetic intelligence, which is the intelligent use of the body; inter-
personal intelligence, through which people understand one another; and
intrapersonal intellipence, through which people understand themselves. The
implications of his theory for English/language arts classes are that productivity
and assessment should not be conlined to narrow areas of intelligence, such as
the individual production of analytic essays, but should involve drama, art,
musie, collaboration, introspection, and other types of performances as well.

Portfolio: The idea of a portfolic is borrowed from the art world, where
artists keep a selection of their best, most represeniative work to show to others
for evaluation. Assessing language aris students through portfolios is a response
to conventional evaluation in which a student receives a grade for every assign-
ment done, and in which a final grade is determined through a computation of
the average of all scores. By using conventional evaluation, teachers value the
product of student work at the expense of the process behind its production,
and also assume that the grade a student ultimately receives for a marking
period is the sum total of all efforts. Portfolio approaches asswme that students
make mistakes, learn through errors, require time to develop skills, and other-
wise are Involved in a learning process as they work towards the completion of a
product. In a portfolio approach, grading each and every step in the learning
process can be punitive and ultimately provides a false picture of a student's
learning. Students are instead evaluated on a smaller set of finished products,
with the steps taken along the way evaluated and responded to but not always
officially graded. Often a portfolioc will include not only finished products, but
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the series of drafts that the student generated in order to arrive at the final ver-
sion, All finished products are not necessarily included; students may make
selections from among portfolio iters rather than submitting them all, allowing
students opportunities to experiment with topics and genres without the fear of
evaluative repercussions. Finally, portfolio approaches stress the learner's reflec-
tion and self-evaluation. Drafts, outlines, and other efforts undertaken in the
process of writing often serve as opportunities for students to reflect on how
they Jearn, with this reflection coming through writing (perbaps in a journal),
through conferences with the teacher and/or other students, or through another
medium,

Process Approaches to Teaching Writing: References to "the writing
process” are now common among English teachers. The “process movement”
began as a response to instruction that focused on written products. Product-
oriented instruction typically focused on form at both the text and sentence lev-
els. The form of a text was emphasized by showing students model essays of a
particular genre such as the five-paragraph theme, having them label its parts,
and then asking them to imitate these parts in essays of their own. Sentence
Jevel form was a focus of traditional grammar instruction in which students
learned to label the parts of speech and parse sentences written by someone
else, and were then instructed to follow the grammatical rules they'd studied in
their own writing.

Process-oriented approaches are more concerned with the generation of
content, with aspects of form coming later during consideration of the finished
product’s communicative purpose. Often teachers refer to “the writing process”
as a series of stages progressing from prewriting to drafting to revising to editing
to completion, with feedback from peers and/or teachers taking place through-
out the process. At times writing instruction under the “process” banner is
reduced to a linear progression through these stages. Many teachers feel the
process ought o be more recursive, with each "stage” taking place during all oth-
ers. There is disagreement over whether there is a single writing process that
students can leam to guide all of their writing, or whether different tasks and
communities require attention to specific features, thus necessitating an under-
standing of a possibly in{inite variety of writing processes.

Reader-Response Theory: Reader-response theory regards reading as a
constructive process. From this perspective a written text does not have an
inherent meaning, but takes on meaning through a reader’s response to it. A
reader reads a text somewhat in the same way that a musician ‘reads” a musical
score: The notes provide a guide that the musician interprets according to a per-
sonal vision. Excessive improvisation is worthy in its own way, but does not con-
stitute a “reading” of the written score. In the same manner, a reader of a wrillen
text needs to follow the words but imputes personal meaning to them.

In A Teacher’s Introduction to Reader-Response Theortes, Richard Beach
describes five types of influences on a reader’s construction of meaning for the
words of a written text:

Text-hbased: The written text itself is written according to codes. At times
these are obvious, such as the use of subheads in an academic article; at times
they are subtle, such as the use of cultural references, eg, Faulkner's title Absa-
Jom, Absalom, to signify relationships within a literary work. The manner in
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which a reader recognizes these textual codes and constructs a meaning for
them determines the “meaning” that a text will have for him or her.

Psychological: Readers rely on frameworlks lknown as “scripts” or “schemata”
to inform their reading, These scripts might come from knowledge of genres: A
scientist kmows how a research report is structured and uses that lnowledge to
locate information quickly. A script might also come from personal experience:
people who have experienced absurdity will use that knowledge to inform their
understanding of the characters in novels by Kurt Vonnegut, Jr.

Experiential: Bvery reader brings personal experiences to a reading that
affect the ways in which meaning is constructed. These experiences may affect
meaning construction for fiction and nonfiction as well. In fiction, a reader may
have experienced ostracism in such a way as to create sympathy for Hester
Prynne and antipathy towards the townspeople in The Scarlet Letter. In nonfic-
tion, a reader may read a history book and develop sympathies based on per-
sonal experiences parallel to those of historical figures.

Social: The social environment of learning can affect how readers respond to
literature. A classroom that regards literature as a puzzle to be solved according
to a single formula will encourage readers to respond in one way; a class in
which students keep reading logs, talk about how they feel about the characters,
and are encouraged to make personal connections to characters will encourage
readers to respond in another.

Cultural: Readers’ cultural hackgrounds can affect their response to literature.
'This phenomenon helps explain why many African American readers have a
negative reaction to Twain's Hucldeberry Finn, or why a woman reader might
feel empty or angry reading fiction in which female characters serve primarily as
props.

In practice, all five of these factors contribute to a reader’s response, If I read
Faulkner's As I Lay Dying, I recognize Faullmer's use of spiral form and multiple
narrators {text-based); use my schematic knowledge of journey myths {(psycho-
logical), draw on personal knowledge of avarice to recoghize Anse’s motives
{experiential); read according to prevailing values, such as the New Critical val-
ues of the college classes I attended or the affective orientation of an adult read-
ing club (social); and draw on cultural lnowledge, such as shared references for
the Biblical images of fire and water {cultural). Often, however, theorists and
teachers believe that one of these approaches ought to prevail at the expense of
others.

Reading/Writing Workshops: Workshops are activity-oriented class-
rooms that involve a great deal of student choice and autonomy in directing
their leaming, A writing workshop is devoted entirely to writing, often invoking
Dewey’s notions of “discovery learning” and “learning by doing” to justily the
method. Students typically identily their own writing goals in conferences with
the teacher, and then student and teacher set up a personal curriculum that will
lead to the achievement of those goals. Students’ grades are determined by the
degree to which they meet their own goals. Students may use class time to work
on any writing of their choice. The teacher’s role is to oversee student produc-
tion, meet [requently with each student in conferences, maintain records of
progress, make decisions about whether group instruction in particular areas is
necessary and provide that instruction in brief “mini-lessons,” provide a formal
beginning and ending to each class in whole group meetings where students can
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share thoughts and writing, and otherwise facilitate students’ progress toward
their goals. Teachers in such classes often write along with their students and
share their writing during group sharing times.

Scaffolding: The metaphor of an “instructional scaffold” comes from Jerome
Brumer's effort to translate Vygotsky's developmental psychology into teaching
principles. A scaffold refers to the support a teacher provides for students during
the early stages of learning a specific skill. Ideally, students will receive explicit
support early in a learning process and have that support gradually withdrawn as
they take greater responsibility for learning. Teachers scaffold learning by clearly
articulating goals and providing students with an understanding of how particular
tools (e, writing and reading strategies) can help them achieve the stated goals.
Often students move from teacher-supported whole group settings to small
groups where they support one another's development without the teacher’s
direct intervention, and finally move toward independent performance.

Some have criticized this metaphor for being too top-down, and have argued
in the manner of Dewey that learning is a joint activity between teachers and
learners that requires negotiation and reconstruction. of the goals and uses ol
learning tools. A scaffold, therefore, needs to be co-constructed by ieachers and
students. Others have criticized the idea of scaffolding because it places teachers
in the directive role of determining the learning goals students ought to have
and the processes through which they ought to achieve them. Such approaches
are not sufficiently "student-centered” to these critics, and can involve cultural
bias when members of cultural minorities are taught that their own ways of com-
mumicating and purposes for leaming are not valued by schools.

Student- and Teacher-Centered Instruction: Most educational publica-
tions today favor “student-centered” {aka “progressive” or “transformative”) teach-
ing, often in contrast with what is called “teacher-centered" (aka “traditional,”
“mimetic,’ or “academic”) teaching. The person at the “center” of teaching
decides what content and processes are learned, and how, when, and under
what arrangement that learning takes place. Larry Cuban, in How Teachers
Taught, defines the two extremes as follows:

Student-Centered Instruction: Students talk at least as much as the teacher;
instruction usually takes place individually or in small groups; students help
choose and organize the course content; students help determine the classroom
rules: classrooms include a variety of learning stations to suit different student
interests—these stations are available at least half the time; furniture (and thus
student confligurations) is realipned [requently.

Teacher-Centered Instruction: Teacher talk exceeds student talk; whole class
instruction predominates, with students usually seated in rows facing the teacher
in front: the teacher determines the content and process of study; the teacher
relies on a textbook for decision making,

In actual practice, these approaches represent extremes on a continuum,
with most teachers falling somewhere in between the two as what Cuban calls
“hybrids.”

Teacher-Research: Teacher-research (aka “action research’} refers to
research conducted by teachers on their own teaching. Historically, teacher-
research has had low status among educational researchers because university
researchers have controlled the terms of discussions about research. Recently
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teacher-research has gained greater credibility because many have begun to
argue that it be viewed and evaluated on its own terms rather than on those pre-
ferred by university researchers. University researchers have historically valued
research that can be “replicated”; that is, research where the findings are the
same no matter where the research is conducted. Teacher-research now empha-
sizes that the most valuable research findings that teachers can achieve are
those derived [rom a study of their own teaching. The particular configiration of
teacher, students, school, commumity, state, and others involved in a teaching-
learning relationship provides a specific context that is often poorly informed by
research conducted at other sites. Teacher-research is valuable precisely
because it cannot be replicated; rather it informs specific situations. Teachers
who study their own classes can enrich their practice through a greater under-
standing of the consequences of the particular ways in which they structure their
activity with students. According to Cochran-Smith and Lyile in Inside/Qutside,
teacher-research can come in four forms: teacher journals, oral inquiry, class-
room studies, and essays.

A second focus of teacher-research is the study of students outside school.
Rather than studying classroom processes, these teacher-researchers study stu-
dents in their homes and communities to try to understand their cultural back-
grounds. This knowledge of student life in turn informs classroom practice as a
teacher tries to conduct the class so that all learners have equal opportunities to
succeed.

Tracking: Tracking refers to efforts to divide students up into homoge-
neous groups for instruction. Ideally, a “track” will place students of similar per-
formance ability or aptitude together so that a teacher can tailor instruction
specifically to each group’s needs. Schools often develop three tracks: a top
track known as “honors,” “high ability,” or perhaps a neutral term (such as a
color); a middle track known as “regular” ‘average,” or a neutral term; and a low
track known as “basic,” "essential” low-ability,” or a neutral term. Proponents of
tracking argue that such arrangements do not penalize especially high-achieving
students by placing them in classes in which instruction is aimed at less able stu-
dents; similarly, low-achieving students can have instruction geared {o an appro-
priate pace so that they are not left behind by classes designed for more adept
students.

Critics of tracking argue that the placement of students is a matter of percep-
tion that may underestimate or ignore their various abilities and mtelligences,
Additionally, tracking can become a self-fulfilling prophecy, that is, a student
placed in a track will perform according to the expectations of that track regard-
less of ability. Tracking is often seen as racist since minority students dispropor-
tionally make up the ranks of low tracks and are similarly ahsent from high
tracks. Tracking is criticized for sorting students according to behavior rather
than academic performance; students who are “trouble” in school frequently get
assigned to low-track classes, creating difficult learning and teaching challenges
for the classroom. Finally, tracking can beget a “rich-get-richer” condition within
a school; that is, students who get placed in higher tracks early achieve at an
accelerated pace and make it unlikely for a student in a lower track to "move up”
because of the ever-increasing distance in content and process knowledge.

Writing Across the Curriculum: Proponents of Writing Across the Cur-
riculum (WAC) argue that students should engage in extended writing in all
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subject areas, even those in which writing has not historically been valued for
communication. Advocates argue that through such an arrangement students
would engage in extended thought across the curriculum, rather than taking
short answer, multiple choice, and true/false tests in content areas. Critics argue
that (1) students do not easily transfer writing skills from one genre and disci-
pline to another, thereby making it essential that teachers in all subject areas be
knowledgeable writing teachers if WAC programs are to succeed; (2) teachers
in all subject areas do not receive training in writing instruction, nor are they
usually experienced writers themselves, therefore making WAC goals unlikely
to be realized; and (3} writing, while historically the privileged medium in Eng-
lish classes, is not the primary symbol system of other disciplines, therefore mak-
ing it questionable whether it should be imposed across the curricalum.

Writing to Learn: According (o this view, writing is a process through
which a learner develops new thoughts at the point of utterance. This view val-
ues writing as a tool for developing thought and is often contrasted with concep-
tions of writing in which only the final product is considered. This view also
challenges the belief that writing is a representation of thought, in that thought
changes through the use of writing. Often, those who subscribe to a wriling-to~
learn perspective value journals, freewrites, and other informal, ungraded writing
in which people are encouraged to explore topics, ideas, and feelings. Writing-
to-Learn movements have been challenged by those who hold that writing 1s
one of many tools through which students may learn during the process of pro-
duction, From this perspective, writing is one of a variety of tools—including art,
dance, and other media—through which students may learn during the process
of composition. From this view, writing is potentially a tool of great importance
to some students, but.is not the optimal tool for all. Such critics view composing
across the curriculum as a more appropriate goal, with the tool of composition
varying from student to student and discipline to discipline.

Young Adult Literature: Young Adult Literature (YAL), or Adolescent
Literature, is literature (usually novels) in which the protagonist is a young teen.
Proponents of YAL believe that the traditional literary canon offers young
teenagers little to personally relate to because it does not address the issues that
face modern teens and because it rarely emphasizes the experiences faced
developmentally by young teens. Proponents argue that students benelit more
from reading contemporary bools about people their own age than from read-
ing books regarded as classics by adults. Critics argue that most contemporary
literature is of lesser literary quality than classic texts and that a curriculum
should emphasize long-term quality over short-term interest.
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Other Books from NCIE Related to
Enslish Language Arts Content Standards

Standards for the English Language Aris

From the National Council of Teachers of English
and the International Reading Association

‘What should English language arts students know and be able to do? This
hook—the culmination of mere than three years of intense research and dis-
cussion among members of the English language arts teaching communnity,
parents, and policymakers—answers this question by presenting standards that
encompass the use of print, oral, and visual language and addresses six inter-
related English language arts: reading, writing, speaking, listening, viewing, and
visually representing, Standards for the English Language Aris starts by exam-
ining the rationale for standard setting—why NCTE and IRA believe defining
standards is important and what we hope to accomplish by doing so. The
boolk then explores the assumptions that underlie the standards, defines and
claborates each standard individually, and provides real-life classroom
vigneites in which readers can glimpse standards in practice. Designed to
complement state and local standards efforts, this document will help educa-
tors prepave all K- 12 students for the literacy demands of the twenty-first
century. 1996. Grades K- 12, ISBN 0-8141-467 6-7.

Stock No. 46767-4025

$18.00 nonmembers, $13.00 NCTE members

Standards Consensus Series

Books in this series serve as useful guides for K~12 teachers who are striv-
ing to align lively, classroom-tested practices with standards. A survey of local,
state, and national documents revealed a broad consensus in the key topics
smost frequently addressed in standards; clearly local conditions may vary, but
English language arts teachers across the country face many common challenges
as they help students meet higher literacy standards. These first releases in the
Standards Consensus Series draw on these common threads and bring together
the best teaching ideas from prior NCTE publications in topical books with
practical, everyday applications in the classroom. Among the titles available:
Teaching the Writing Process in High School (BN 0-8141 -5286-4)

Stock No. 52864-4025

$12.95 nonmembers, $9.95 NCTE members
Teaching Literature in High School: The Novel (ISBN 0-8 141 -5282-1)

Stock No. 52821-4025

$12.95 nonmembers, $9.95 NCTE members
Teaching Literature in Middle School: Fiction (ISBN 0-8141 -5285-6)

Stock No. 52856-4025

$12.95 nonmembers; $9.95 NCTE members
Motivating Writing in Middle School ISBN 0-8 14.1-5287-2)

Stock No. 52872-4025

$12.95 nonmembers, $9.95 NCTE members



Additional Titles in the Standards in Practice Series

Standards in Practice, Grades K-2 by Linda K. Crafton (ISBN 0-8141-4691-0)
Stock No. 46910-4025
$15.95 nonmembers, $11.95 NCTE members

Standards in Practice, Grades 3-5 by Martha Sierra-Perry (ISBN 0-814.1-4693-7)
Stock No. 46937-4025
$15.95 nonmembers, $11.95 NCTE members

Standards in Practice, Grades 6-8 by Jeffrey D. Wilhelm (ISBN 0-8141-46 Q4.-5)
Stock No. 46945-4025
$15.95 nonmembers, $11.95 NCTE members

Ordering Information

Any of the useful resources described above can be ordered from the
National Council of Teachers of English by phoning 1-800-369-6283; by fax-
ing your order to 1-217-328-9645; by e-mailing your order request to
<orders@ncte.org>; or by sending your order to NCTE Order Fullillment, 1111
W. Kenyon Road, Urbana, T 61801-1096.

To preview these resources, visit the NCTE home page at
<http://www.ncte.org>. ‘
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