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ABSTRACT

TEACHING U.S. HISTORY TO ALASKA NATIVE STUDENTS: KNOWLEDGE AND BELIEFS
OF PROSPECTIVE SECONDARY TEACHERS

By

Karen Joyce Noordhoff

This study concerns prospective secondary teachers' knowledge and
pedagogical reasoning in their deliberations about teaching U.S. history
to Alaska Native students. Cultural differences between the prospective
teachers and their students marked this study. Four white, middle-class
teacher candidates from the University of Alaska were interviewed after
student teaching, at the end of their teacher education program, about
their understandings of history, ideas about Alaska Native students, and
ways they imagined bringing the two knowledge domains together in
planning for teaching and learning. Using a semi-structured protocol,
this interview consisted, in part, of simulated teaching tasks and
scenarios designed to elicit the intending teachers’ thinking that
integrated several domains of knowledge.

The teacher candidates were limited in both the ways they thought
about the nature of history and their knowledge of Alaska Native
students as learners of history. However, the knowledge of Alaska
Native culture they held was positively respectful and relatively
nonstereotypical, but fairly broad and overgeneralized. Thus, these
novice teachers’ instructional representations and the ways they thought
about making U.S. history relevant to Alaska Native learners were
basically superficial, although well-intended. Further, the novices’
understandings of history and ideas about learning and teaching in

history interacted to shape their teaching plans. These plans



represented limited learning opportunities for Alaska Native students,
raising concerns in regard to the novice teachers thinking about the
moral imperative of teaching--that teachers help students learn
worthwhile subject matter.

This study contributes to the emerging dialogue on teacher
education for cultural diversity. The question of teaching and teacher
education involving cultural differences between teachers and students
calls for acknowledging both the general nature of the problem and also

the particulars of specific subjects and students.
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CHAPTER 1
THINKING ABOUT TEACHING SUBJECT MATTER
TO CULTURALLY DIVERSE STUDENTS

Teaching requires making concrete choices among
competing values for vulnerable others who lack the
teacher’s knowledge and skill, who are dependent upon
the teacher for access to both, and who will be
changed by what the teacher teaches and who that
teacher is.

-- Cuban (1992, p.9)

Speaking as the outgoing president of the American Educational
Research Association, Larry Cuban (1992) described the uncertain,
action-driven, dilemma-ridden, and essentially moral character of
educational practice. As a teacher educator, I am intimately concerned
with how to prepare prospective secondary teachers for this scene,
especially when these teacher candidates will be faced with a diversity
of students.

For the last eight years, I have worked with teacher candidates
preparing to teach in Alaska’s diverse school settings.! Many of these

prospective teachers intend to teach Alaska Native students in small,

1 Alaska’s secondary (7-12) schools range in pupil population per
school from 1 to about 1800. Like other urban centers across the
nation, Anchorage, Fairbanks, and Juneau maintain large, multicultural
middle schools, junior high schools, and high schools (approximately
750-2000 students). Secondary schools in regional population centers
and transportation hubs (with populations of about 5,000-8,000) serve
smaller numbers of students (e.g., 250), and are usually structured like
large comprehensive high schools. Small village schools in
geographically isolated Native communities typically serve 10-40
secondary students.



2
rural village sites.? Others plan to remain in Alaska’s urban centers,
in which school district populations can represent as many as 30
language groups. Alaska Natives also live in urban communities or move
back and forth between rural and urban settings. Although the numbers
of teachers who are Alaska Native is increasing, overwhelmingly teachers
are non-Native. Within this context, I have been exploring how to
facilitate prospective teachers’ development as they learn to teach
subject matter to students who are culturally different from
themselves.?

Below, I discuss two conditions that frame my concerns and the

2 About 325 schools serve approximately 8,500 mostly Alaska Native
(Eskimo, Indian, Aleut) students in rural Alaska. The Alaska Native
communities in which these schools are located generally range in
population from 100 to 600 persons, with 250 to 350 persons being an
average size. Traveling to these villages usually requires
transportation via small plane from the state’s regional population
centers. Yup’'ik Eskimo villagers tend to speak their native language in
the home, with English serving as a second language in the school. Many
other Alaska Natives speak English--often in the form of a nonstandard
dialect referred to as "village English."

Teachers who work in these small schools often hold
responsibilities that extend across subject matter areas and beyond the
boundaries of the classroom into the community. More than half of all
rural teachers teach outside their subject matter specialization
(Kleinfeld, McDiarmid, & Hagstrom, 1985). While class size is often
small and allows for considerable tutoring, most classes are not only
multi-grade, but also multi-subject. For example a math teacher may
have students in three or four courses within one period. Although
seeing only about 20 students a day, teachers may have as many as 12
different preparations each night both in and out of their areas of
expertise. 1In addition, the two to three teachers per school are
responsible for all extracurricular functions, including out-of-class
coaching, advising, and chaperoning. They are also frequently expected
to provide a variety of community services, such as recreation
supervision of the school gym for community use in the evenings
(Noordhoff & Kleinfeld, 1990).

3 My conception of culture includes, for purposes of this study,
appropriate social behavior (Erickson, 1986; Goodenough, 1981; Singer,
1988) ; values and beliefs (Goodenough, 1981), as well as attitudes and
world-view (Singer, 1988); and differences in everyday practices and
traditions (Florio-Ruane, 1989). 1In this view, teachers’ and students’
cultures interact with and are shaped by social class and ethnicity.



inquiry of this dissertation. They are: 1) intercultural dilemmas
raised by differences between teachers’ and students’ backgrounds and 2)
the moral character of teaching. This characterization of teaching
intersects with conditions related to the diversity of the public school
population to raise serious questions about opportunities to learn
provided diverse students.

Intercultural Dilemmas

By the year 2000,at least one-third of all public school pupils
will be students of color, according to the Commission on Minority
Participation in Education and American Life (see Banks, 1989). 1Indeed,
the recent school enrollment picture reveals that in 23 of the nation’s
25 largest cities, youngsters of color constitute the majority of
students. As well, students from racial and ethnic minority groups make
up more than 50 percent of the K-12 enrollment in at least seven states.
However, the number of minority teachers has been projected to diminish
to less than 5 percent. This means that more "majority" teachers will
be teaching groups of "minority" students. .

As a state, Alaska already faces this problem. In Alaska, the
numbers of Eskimo and Indian teachers are few. So, while the state and
its universities are attempting to increase the number of certified
teachers who are Native, the current situation still requires that many
teaching positions be filled with Caucasian teachers, only some of whom
are from Alaska. Even teachers from Alaska may not be familiar with
Eskimo and Indian cultures and lifestyles or with issues and concerns
that teaching in cross-cultural or multicultural classrooms raises.

Given these demographics, classrooms in which teachers and
students differ culturally pose an "intercultural dilemma" for teachers

(Stiegelbauer, 1986). Teachers cannot make a "presumption of shared
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identity" (Jackson, 1986) with their students as a basis for determining
what should be taught, interpreting classroom situations and students’
behavior, or making pedagogical decisions. These difficulties and
dilemmas follow from the tasks inherent in teaching, when teaching is
viewed as the mediating of subject matter by teachers in interaction
with students. Cross-cultural or multicultural teaching situations can
raise these often taken-for-granted teaching tasks to greater
consciousness for teachers when they cannot reliably draw upon
assumptions about their students to guide their professional judgments
(Paley, 1979).

Jackson (1986) points out that teachers in such a position find
the uncertainties of teaching increasing when they cannot rely on
assumptions of a common cultural heritage or similar ways of thinking to
guide their teaching. When teachers share a culture with students,
small clues--such as student comments and questions--convey a set of
features about a student or a situation that teachers recognize because
they understand the nuances of context in students’ behavior (Paley,
1979). So, the teachers most in need of knowledge about the uniqueness
of their students are those teachers who are faced with differences
between themselves and youngsters in their classrooms. A knowledge of
students, then, is a special kind of knowledge about teaching, not a
knowledge that derives merely from common sense or from knowledge of
subject matter (Jackson, 1986).

The question of differences between teachers and their students is
a relative one, however. Teachers are more and less like their
students. Whether the presumption of a shared identity with students is
a valid or invalid assumption is not as important as the extent to which

the presumption is a valid one (Jackson, 1986). For example, Alaska



Native teachers living a partially-subsistence lifestyle would seem to
be more like their Eskimo or Indian students in village Alaska than
would be white, middle-class teachers. But, Eskimo teachers would be
less like their Indian students than Indian teachers would be. Even
Yup’ik Eskimo teachers would be faced with some cultural differences in
teaching Inupiaq Eskimo students.

That cultural knowledge is shared and tacit in nature makes it
seem absolute (Florio-Ruane, 1989). This circumstance lies at the heart
of teachers’ challenges in working with students who are culturally
different from themselves. In Florio-Ruane'’s words,

it is difficult for members of a culture to contemplate shared

principles of social action or to consider how the norms which

serve to organize their lives might be constituted differently

(1989, p. 164).

Not being able to "see" their own cultural assumptions and principles at
work, teachers who do not share a cultural identity with their students
may have difficulties conceiving of the norms that their students use to
organize their lives. They may find inconceivable the beliefs, values,
and world-views that their students live by. They may find students’
everyday practices incomprehensible at a fundamental level. This is to
say, then, that teachers’ views of their students and teachers’
definitions of instructional situations are profoundly shaped by their

own cultures.

Moral Dimensions of Teaching

I argue that the conditions I have described above are especially
significant when viewed through the lens of the moral purposes and
dimensions associated with teaching. Doing so raises serious questions
about minority students’ general educational opportunities and specific

opportunities to learn academic content. What is it about education as
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an enterprise and teaching as an activity that is moral in nature? How
might the moral character and features of teaching interact with the
diversity of public school populations described above?

Central to the moral nature of education and teaching is the
concept of responsibility, the obligation to use one’s knowledge,
values, skills for the welfare of others (Strom, 1989; Tom, 1984).
Indeed, teachers are responsible for students’ access to knowledge,
which they can help assure by teaching them explicit and implicit rules
of power (Delpit, 1988), along with concepts and skills. This means
that "to educate is to lead responsibly--to influence students’
knowledge, skills, and dispositions in ways that will serve them and
their society well..." (Clark, 1990, pp. 251-2). Put another way, being
responsible means orienting oneself as a teacher to criteria beyond
one’s own personal frame of reference, for example, orienting one’s
judgments and actions towards curriculum and subject matter, or towards
students’ needs and learning (Buchmann, 1985). It means thinking about
"ends, means, and their consequences" in terms of that learning (Feiman-
Nemser & Buchmann, 1986, p. 239).

More specifically, from the perspective of teaching as a "moral
craft" (Tom, 1984), teachers engage in consideration of desirable ends
and means; they choose competing valued ends to address by select;ng one

content over another (Strom, 1989; Tom, 1984, 1987).* For example,

4 Given the focus of this research on issues of subject matter
teaching and learning, I concentrate on issues of curriculum and
instruction in teaching’s moral dimensions. This is not to say,
however, that other aspects of the moral character of teaching are not
also important in and of themselves, as well as significant to subject
matter learning. For example, Noddings (cited in Elbaz, 1992) offers a
conceptualization of caring as a "moral orientation to teaching." 1In
addition, Elbaz (1992) nominates hopefulness, attentiveness to
children’s lives, and caring for their differences as moral aspects of
teachers knowledge.
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teachers determine--consciously or by action--whether to emphasize
mathematical computation or problem-solving, whether to omit the chapter
on geometry in trade for time to nail down long division. History
teachers may stress a chronology of dates, events, and people over an
understanding of causation or an understanding of how historians use
evidence to develop arguments. Teachers even use differing approaches
to push similar priorities. For instance, teachers concerned with math
computation may choose an approach based solely on the memorization of
steps. Others with the same basic goals may emphasize patterns within
procedures and underlying reasoning in computing algorithms. Some
history teachers may communicate that the subject is an "endless string
of events, often discrete and bearing little on contemporary society,"
while others also concerned with chronology may build in continuity as
"trends and themes, patterns and perspectives" (Wilson & Wineburg, 1988,
p. 530). 1In the latter vein, social studies teachers may use historical
themes or "stories" to select and connect important historical ideas and
events (Gudmundsdottir, 1987).

Everyday practical decisions concerned with ends and means embody
answers to larger questions, such as, "What is school for?" and, "How
do teachers maximize the education of all youngsters?" These questions,
along with questions of who has access to particular kinds of knowledge
(Anyon, 1981), are questions of social justice (Sirotnik, 1990).

How, then, might the interaction of intercultural dilemmas
and the moral nature of teaching generate significant concerns for
minority students’ possible educational opportunities and actual school
learning of subject matter? First, teachers who have little sense of
who their students are--their backgrounds and experiences, schemata,

perspectives and values--face especially difficult challenges mediating
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subject matter for students. For example, a white, middle-class teacher
may have to think hard about ways to help her Alaska Native students
comprehend the historical concept "manifest destiny."

Second, teachers may not recognize their students’ capabilities to
learn certain skills or aspects of content. They may hedge when it
comes to teaching particular skills or subject matter because they lack
faith in students’ abilities to succeed or because they want to shelter
certain students from failure. Paley (1979) remarks,

...when you lack faith in a child’s ability, you show it in subtle

ways. You don’t introduce them to certain activities, or if you

do you stop at the first sign of trouble. You avoid giving them

time and attention in certain kids of discussion (p. 72).

Students are not exposed to challenging content and skills; their
opportunities to learn are constrained.

Finally, when teachers are culturally different from their
students, those students potentially lack powerful role models for
learning. The desire to learn something that a more knowledgeable or
experienced other has to teach often begins with a felt-connection with
that teacher. Thus, when teachers are not of the same culture as
students, those students may not identify with teachers’ intellectual
values or enthusiasm for particular subject matter since
they do not see themselves as "like the teacher."

The Research Question and Its Significance

From the perspective of educational significance, the teacher
knowledge and thinking that is the focus of this dissertation carries
moral implications. In particular, the opportunities of students who
are culturally different from their teachers to learn appropriate and
worthwhile academic subject matter are at issue. In Sirotnik’s (1990)

vision, this is a matter of social justice. However, from the



practitioner’s point of view, teaching decisions and conflicts do not so
much hold choices between competing and abstract social goals such as
excellence/equality or freedom/standardization as they contain moment-
to-moment struggles and dilemmas that are to be argued and managed
(Lampert, 1985).

With a teacher’s perspective in mind, then, I have focused this
study on concrete matters of practical importance to them--figuring out
what and how to teach particular subject matter to particular
students--which also have broad educational and social significance.
Given my concerns as a teacher educator, the increasing diversity of
public school populations, and the moral implications of teaching, the
overarching question guiding my research is as follows:

What ideas do prospective secondary teachers have about teaching

U.S. history to students who are culturally different from

themselves?

This inquiry centers on the intersection of two key dimensions of
teaching--subject matter and students--which is made more complex by the
added feature of cultural differences between teachers and students. In
order to investigate this question, I focus on the teacher candidates’
ideas about teaching U.S. history to Alaska Native learners.
Questions for Teacher Education

Broadly, this research inquiry is meant to raise questions about
teacher education for cross-cultural and multicultural teaching
settings. Although research cannot prescribe appropriate or wise action
for teacher educators (Clark, 1988), it can help raise fruitful
questions for deliberation (see, for example, Kleinfeld & Noordhoff,
1988). In the case of this study, its empirical findings will be
localized to Alaska; yet, they will contribute to the emerging debate

over how to prepare teachers for teaching academic subjects to
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culturally diverse learners. This is an issue of intense interest for
cities like Los Angeles or states such as Texas, both having significant
minority student populations.

Underlying most teacher education efforts is the view that
teaching is a generic enterprise; hence, programs tend to prepare
teachers in similar ways no matter the kinds of students, situations, or
settings they may encounter.® However, recent suggestions about the
preparation of teachers to work with culturally diverse students call
for teacher education that (among other things) emphasizes a knowledge
base about students’ home culture and the concept of culture more
broadly, along with "studying what schools have done historically to
reproduce dominance by whites, males and the wealthy" (Grant & Sleeter,
1986, p. 259). For example, Cazden and Mehan (1989) point out that

[a] major question for teacher education is how to help teachers

develop strategies to achieve [language and cultural]

accommodation in a wide range of communities, including those with
students from many different cultures. How, in short, should
teacher education include...parents, school district, and other

sociocultural institutions...in the curriculum (p. 54)7?

What is teacher education to do in preparing prospective teachers of
culturally diverse students? For one thing, we need to consider
approaches that prepare teacher candidates for the complex uncertainties

of teaching, especially in multicultural settings.® Moreover, is

helping prospective teachers come to know about diverse students’ home

5 However, some programs aimed specifically at preparing teachers
for cross-cultural and multicultural school and community settings are
attempting to orient their purposes and curricula toward particular
students and settings. For an example in Alaska, see Kleinfeld and
Noordhoff (1988, 1989, 1990) and Noordhoff and Kleinfeld (1990, 1993).

¢ For discussions on the complex uncertainties of teaching, see,
for example, Cuban (1992) and Floden and Clark (1988). Also, Noordhoff
and Kleinfeld (1993) are concerned with preparing teachers for the
uncertainties of teaching students who are culturally different from
themselves.
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culture, as suggested above, the key to this preparation? This study
contributes to this discussion in the issues it raises regarding how
prospective teachers think about connecting culturally diverse students
to school subject matter.

The "Inteqgrity" of Teachers’ Knowledge and the Moral Dimensions of
Teaching

The moral dimensions of teaching have often been thought of as
separate from concerns with teachers’ knowledge and belief. For
example, in a critique of Shulman’s (1987) perspective on teachers’
knowledge and reasoning, Sockett (1987) centered his questions, in part,
on "the need to conceive of the practice of teaching as not merely
governed but defined by a sense of moral virtue" (p. 213). Such virtues
as courage, justice, and honesty are included in his view.

However, a small but growing cadre of researchers interested in
teachers’ knowledge and beliefs have been describing incidents and
aspects of practice that embody the integration of knowledge and moral
dimensions in teaching. These scholars look to teachers’ thinking about
subject matter and its teaching as contexts for exploring how teachers
grapple with dilemmas that are simultaneously epistemological and thical

(Lyons, 1990).7 Earlier, Buchmann (1984) argued that "epistemology,

7 Lyons (1990) quotes an experienced history teacher who wrestles
with "the intricate interactions between a teacher’s knowledge and
values, assumptions about knowing, a craft, and relationships" (p. 161).
He considers what students have opportunities to learn in history when
confronted by a student:

When I first started as a teacher, I was quite a showman [sic]. I
was a performer. I could hold ten balls in the air at once. The
kids loved it. The parents loved it. I was considered a great
teacher. The kids would look up at me and say, "God, I love this
course." But they weren’t doing history, they were watching the
show. It was only after I had been teaching six or seven years
that I began to realize that I wanted to [change]. If memory
serves me it was a student...he shared that ball metaphor with me
and he said to me, "You know, you'’re really wonderful and it’s
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ethics, and pedagogy converge in content" (p. 45). These researchers
also see in classroom practice opportunities for teachers to express
personal moral values (e.g., Grossman, 1990a; Gudmundsdottir, 1990a).
Most recently, Ball and Wilson (1993) have argued cogently and
persuasively that knowledge and moral issues are inseparable in
practice. They look at specific instances from their own practice as
elementary teachers-university researchers in mathematics and social
studies from both the perspectives of how they bring together knowledge
about students and subject matter (knowledge issues) and concerns for
students’ access to knowledge (moral issues). In the process, they keep
our feet firmly planted in the world of teaching practice, while keeping
our sights on what they call "integrity" in teaching.

This dissertation contributes to the exploration of such
"integrity" using a strategy similar to Ball and Wilson’s (1993). 1In
it, I investigate the interplay of teacher candidates’ beliefs about
subject matter, students, learning and teaching. At the same time, I
also examine and assess the products of this interaction--that is, the
content and approaches these novices envision for teaching U.S. history
and the learning opportunities that their curricular visions represent
for culturally diverse students.

In addition, separate analyses of teacher candidates’
understandings of history, their ideas about Alaska Native students, and

their views of learning and teaching in history add to a growing body of

exciting but you have to show people how to do it. When are you
going to teach us how to do it?" And that really forced me, it
led me to try to do that. [But] I had to make a decision. I
could say, "Go away, you bother me. Everybody likes me as I am."
The kids had already dedicated the yearbook to me, teaching the
old way. I had gotten all this publicity, fame, whatever, from
doing it as a showman...I had to make a decision (p. 160).
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research on teachers’ knowledge and beliefs and on the influence of
these domains on their thinking about teaching. In particular, this
study highlights the role of novices’ ideas about culturally diverse
students in reasoning about teaching history.
Methodological Approaches

A final contribution of this research is contained in its
methodological strategies. The interview protocol for this study is
added to the growing body of strategies for studying prospective
teachers’ knowledge and beliefs and how they bring these together in
figuring out what and how to teach in particular subject matters--in
this case, U.S. history. Of special note is the power of simulated
tasks situated in teaching practice--such as the text evaluation/unit
planning activity and teaching vignettes to be described in the next
chapter--to elicit teacher candidates’ thinking in an integrated
fashion.

With the emphasis in this research inquiry on understanding
prospective teachers’ knowledge and beliefs as they relate to teaching,
I first explore the understanding of teaching that informs this study.
Then, I lay out several research questions that comprise the overall
investigation.

Creating Relationships as an Enduring Dilemma

Essentially teaching is about creating relationships between
teachers, learners, and subject matter, where "subject matter" refers to
an object of mutual inquiry and interest for teachers and learners
(Hawkins, 1974).%® Seen from this perspective, the teacher’s central

task is to connect academic subject matter to diverse learners (Kennedy,

8 In this study, I use the term "subject matter" to refer to
academic disciplines and subjects studied in schools, such as history.
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1991a, 1991b), with the goal of what McDiarmid, Ball, and Anderson
(1989) call "flexible subject matter understanding." 1In their view,
students possessing a flexible understanding would be able to draw
relations within the subject matter and between it and the world beyond

the classroom. They would also have knowledge about a particular

subject matter, for example, standards of evidence and how knowledge is
admitted to the field. Finally, students with flexible subject matter
understanding would be able to increase their understanding and power in
their own environments. Hence, teaching is about making connections in
the service of deep and powerful subject matter learning for students.’®

What, then, is the nature of the relationship between teachers,
learners, and subject matter? Hawkins (1974) distinguishes the teacher-
student relationship from the intimacy of parent-child relations by its
engagement with something outside of itself. The essence of the
teacher-student relationship is its connection with, and focus upon, an
aspect of the world as a source of interested study. Kohl (1984) makes
a similar distinction when he calls for "loving students as learners"
(p. 64, emphasis added).

Hawkins (1974) represents this relationship using a triangle in

which I (the teacher), Thou (the student), and It (the subject matter)

% Here, I also want to dispel some negative connotations that come
to the minds of some persons--especially those critical of schooling--
upon hearing references to "teaching." I use the term to mean the
facilitation of learning. To some persons, references to teaching, or
instruction, conjure up images of inculcating students with ideas deemed
important to the teacher. For them, the idea of teaching dredges up a
model of direct instruction in which teachers-as-technicians manage
curriculum and students. Actually, this view of teaching is also
similar to the views brought by teacher candidates to teacher education
(see, for example, Kleinfeld & Noordhoff, 1989; Noordhoff & Kleinfeld,
1990) . However, I consider teaching to be an enterprise in which
teachers consider the value of educational goals and design task
environments which invite engagement and learning for both students and
teachers.
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make up the three corners. Thus, the whole of this triangle comprises a
context for teaching and learning. Imagine, too, that each side of the
triangle constitutes particular relations in this context:

1) between the teacher and subject matter,

2) between students and subject matter,

3) Dbetween teachers and students.

In my way of thinking, the first relation alludes to the assumption that
teachers have their own understandings of subject matter. The second
relation refers to ways learners think about particular subject matter.
It also brings to mind the ways they may connect with academic content--
for its intellectual or practical interest or for the way it touches
their humanity, sense of group membership, or personal identity.
Finally, the relation between teachers and students concerns both the
kind of caring for subject learning that teachers display as well as the
caring for individual students they convey.

This triangular set of relations in teaching implicitly guides
tools recently designed to assess beginning teachers (Dwyer & Villegas,
1993; Educational Testing Service, 1993; see also Hollins, 1993). For
instance, one of the four assessment domains that constitute The Praxis
Series published by ETS is entitled, "Organizing Content Knowledge for
Student Learning." It

focuses on how teachers use their understanding of students and

subject matter to decide on learning goals; to design or select

appropriate activities and instructional materials; to sequence
instruction in ways that will help students to meet short- and
long-term curriculum goals; and to design or select informative

evaluation strategies (Educational Testing Service, 1993, p. 1).
In this domain, assessors look for novices’ thinking about the content

to be taught, along with what they know about students and how they

learn about their students. They look at how novices understand
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connections between learners and content, as well as connections within

the content.

Novice Teachers’ Pedagogical Content Knowledge and Reasoning for First-
Year Teaching

The conceptualization of teaching I’ve described above points
toward the kinds of knowledge and beliefs that teachers--and teacher
candidates--draw upon in thinking about teaching: subject matter,
students, and approaches to teaching and learning.h They also consider
contextual features of teaching-learning situations (Ball, 1988).
Therefore, in the present study, I examine novice teachers’:

1) understandings of history, in particular U.S. history;

2) ideas about culturally diverse students, especially Alaska
Natives; and

3) views on learning and visions of teaching U.S. history to
Alaska Native students.

In addition, I seek to understand how these domains weave together in
the novices’ goals and approaches to teaching the topic of westward
expansion and development for Alaska Native learners.!°

Put in such terms, this is a study concerned with pedagogical
content knowledge and reasoning. Pedagogical content knowledge is "that
special amalgam of content and pedagogy" (Shulman, 1987, p. 8), which is

both "built with and built upon" teachers’ knowledge and beliefs about

10 1n the original conceptualization of this study, I was also
interested in tracing possible changes in the prospective teachers’
thinking over the course of their final year of teacher education in
the areas of 1) knowledge and beliefs; 2) how they tentatively resolved
perennial questions about content, purposes and methods of teaching U.S.
history, along with their rationales for these ideas; and 3) the
relationship of different domains of knowledge in the approaches they
would take to teaching subject matter to students who are culturally
different from themselves. For purposes of the present dissertation, I
have focused on the teacher candidates’ ideas in these three areas at
the end of their formal teacher preparation program. The description of
my research methodology contained in Chapter 2 also speaks to this
modification.
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subject matter and students, as well as their ideas about learning and
teaching (Gudmundsdottir and Shulman, 1988, p. 60). It takes one form
in representations of particular subject matter for teaching--that is,
the activities and "most powerful analogies, illustrations, examples,
explanations, and demonstrations" that are comprehensible to learners
(Shulman, 1986, p. 9). These representations are products of a process
of reasoning in which teachers transform their own understandings of
subject matter and consider what they know about learners and learning
(Shulman, 1987; Wilson, Shulman, & Richert, 1987).

The present study examines novices’ ideas about teaching U.S.
history to Alaska Native learners at the point where prospective
teachers are eligible to enter the teaching force. Thus, this study
sheds light on the pedagogical content knowledge and ways of reasoning
that beginning teachers take into their first year of full-time teaching
experience.

I examine these areas of knowledge and belief in the context of
increased scholarly interest in teachers’ thought processes, their
knowledge and beliefs, and the roles these processes and ideas play in
prospective and practicing teachers’ planning and practice (e.g.,
Carter, 1990; Clark & Peterson, 1986; Shulman, 1986). How, then, have
questions of teachers’ knowledge and belief in the areas of interest to
the present study been treated in the recent past? How does the present
study differ from and add to previous efforts to understand teacher
candidates’ ideas about subject matter, culturally diverse learners and
learning, as well as their ideas about teaching? I consider these
questions in the next three sections. 1In the process, we shall see that
teachers’ thinking about what and how to teach subject matt;r to diverse

learners remains a newly developing field of inquiry.
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The Problem of Subject Matter Knowledge in Teaching

As recently as the mid-1980‘s Shulman and his colleagues at
Stanford University (e.g., Grossman, 1990a, 1990b; Gudmundsdottir, 1987;
Shulman, 1986, 1987; Wilson, 1988; Wilson, Shulman, & Richert, 1987)
began to restore the role of content knowledge to the study of teaching
and teacher thinking. Shulman’s (1986) early perspective on teachers’
content knowledge distinguishes three categories--subject matter
knowledge, pedagogical content knowledge, and curricular knowledge.!!
Here I consider the first of these categories.

Beyond the logical precondition that knowledge of one’s subject is
necessary for teaching it as content, why should we be concerned about
how teachers’ understand their subject matter? I offer three main
reasons: First, as a resource for teaching, teachers’ knowledge of and
beliefs about academic subjects shape their instructional goals,
planning of student activities, and interactive classroom practices
(Rall, 1991; Ball & McDiarmid, 1990; Brickhouse, 1990; Doyle, 1986;
Grossman, 1987, 1991; Grossman & Gudmundsdottir, 1987, 1991; Grossman &
Richert, 1988; Grossman, Wilson & Shulman, 1989; Gudmundsdottir, 1987,
1990a, 1990b; Kilbourn, 1990; Leinhardt, Putnam, Stein & Baxter, 1991;
Leinhardt & Smith, 1985; McDiarmid, Ball, & Anderson, 1989; Reynolds,
Haymore, Ringstaff, & Grossman, 1986; Ringstaff, 1987; Ringstaff &
Haymore, 1987; Shulman, 1986, 1987; Steinberg, Marks, & Haymore, 1985;
Wilson, 1988; Wilson, Shulman, & Richert, 1987; Wilson & Wineburg,
1988) .

For example, how English teachers understand their subject is

11 other formulations of content knowledge have included knowledge
of curriculum as a component of pedagogical content knowledge (Grossman,
1990) .
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important for making sense of their instructional goals, curricular
choices, student assignments, and classroom questions (Grossman, 1991).
Grossman studied two teacher candidates in English who differed in their
conceptions about what it means to interpret literature. One was
oriented toward the text as central in interpretation, while the other
stressed the readers’ per;onal response. These teacher candidates’
differing subject matter orientations played out in differences in their
curriculum planning.

What teachers know about U.S. history has also been shown to
influence their pedagogy (Wilson, 1988; Wineburg & Wilson, 1991a,
1991b). For instance, it is not surprising to find that teachers with a
weak understanding of history are more likely to make epistemological
and informational errors in the their teaching (Wilson, 1988). As well,
teachers’ subject matter understandings shape both what they teach and
how they choose to teach it (Evans, 1988, 1989; Wineburg and Wilson,
1991a, 1991b). Wineburg and Wilson’s (1991a, 1991b) analysis of two
excellent history teachers, referred to as Jensen and Price, illustrates
how those teachers’ common orientation toward history plays out in their
different teaching approaches. Jensen and Price both see history as a
human construction built around discernable patterns and trends rather
than as sets of names and dates to be recollected. Their commitment to
seeing history as an act of interpretation or judgment leads them, for
example, to select contradictory reports of a battle for students to
consider or to arrange a debate on the legitimacy of taxation prior to
the American Revolution.

Finally, teachers’ disciplinary perspectives in social sciences
other than history have also been shown to influence the ways they think

about and teach history (Wilson & Wineburg, 1988). This dynamic has
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also been noted in the teaching of more general social studies courses
and courses in anthropology and geography (Gudmundsdottir, 1987).

Related to the first reason is a second. The quality of
prospective and practicing teachers’ understanding of their subject
matter is likely to influence their abilities to teach it for students’
deep and flexible understanding (Hollon, Roth, & Anderson, 1991;
McDiarmid, 1992). 1In science, for example, teachers who lacked strong
subject backgrounds developed patterns of practice quite different from
other teachers who possessed strong backgrounds and understood the
nature of--and were concerned with--conceptual change (Hollon, Roth, &
Anderson, 1991). Students of these different science teachers would
apparently haQe available to them varying opportunities to learn
concepts in science with complexity and flexibility.

In addition, Buchmann (1984) offers a third explanation for
examining teachers’ and teacher candidates’ subject matter knowledge.
She contends that prospective teachers need to know their content so
that they may also be able to learn about learners. The quality of
teachers’ and teacher candidates’ subject matter knowledge allows them
to access students’ perspectives and to trace their thinking. Being

able to do so helps teachers to learn about students’ subject

understandings.
Dim ion j M r Knowl

Several dimensions are central to teachers’ understanding of
subject matter for purposes of teaching it. Recent reviews of teachers’
subject matter knowledge (Ball & McDiarmid, 1990; Grossman, Wilson, &
Shulman, 1989; Kennedy, 1990) center on similar dimensions but construe

them somewhat differently. Commonly they see teachers’ subject matter
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knowledge to consist of

1) the "stuff" of a discipline, that is, its facts, concepts, and
theories; -

2) the competing frameworks or perspectives that organize that
"stuff;"

3) the ways knowledge evolves in the discipline and what it means
"to do," say, historical or scientific inquiry; and

4) beliefs or dispositions about the subject that include,

variously, beliefs about what is important to know in the subject

(Grossman, Wilson, & Shulman, 1989) and conceptions of oneself as

a learner of the subject (Ball & McDiarmid, 1990).

These dimensions are rooted in Schwab’s (1978) distinction between
substantive and syntactic knowledge structures in the disciplines.
Substantive structures are the paradigms that guide inquiry in the
field; syntactic structures are the means by which new knowledge is
introduced and admitted to the disciplinary community (Grossman, Wilson,
& Shulman, 1989).

The most straightforward, yet elegant, conceptualization of
subject matter knowledge for teaching distinguishes between teachers’
knowledge of a subject and their knowledge about it (Ball, 1991; Ball &
McDiarmid, 1990). 1In this formulation, knowledge of refers to knowledge
of the content, or the "stuff," of the subject. Knowledge about the
subject relies on Schwab’s (1978) substantive and syntactic structures
and includes the second and third points above. I use Ball and
McDiarmid’s formulation to organize the analysis and report of the
findings of teacher candidates’ understandings of subject matter in
Chapter 3.

Especially relevant to my research inquiry are two additional
dimensions of teachers’ knowledge about subject matter for teaching that

are suggested by Kennedy (1990). They concern the subject matter’s

relationship to cultural, social, and pragmatic aspects of our lives.
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The first dimension concerns the relationship of the subject to social
issues, such as the interaction of different racial or ethnic groups.
The second dimension refers to the value of the subject for everyday
life, which includes its broad influence on our thinking, as well as it
specific utilitarian applications. I consider both of these dimensions
to be matters of a subject’s relevance.!?

Overall, teachers’ understandings of subject matter along these
dimensions also interact with their ideas about learners, learning,
teaching, and educational contexts (Ball, 1988, 1991; Elbaz, 1983;
Grossman, 1987, 1990; Grossman & Gudmundsdottir, 1987; Grossman, Wilson
& Shulman, 1989; Hollon, Roth, & Anderson, 1991; Kennedy, 1990; Marks,
1990; McDiarmid, Ball, & Anderson, 1989; Shulman, 1986, 1987; Wilson,
1988; Wilson, Shulman, & Richert, 1987; Wilson & Wineburg, in press).
Teacher Candi ' Knowledge and Beliefs about Histo

Except for a handful of scholars--for example, R. Evans, S.
Wilson, and S. Wineburg--teachers’ understanding of history has not been
an object of recent study. Wilson’s (1988, 1989) investigation of what
it means to know history contributes an important and useful framework
for assessing subject matter knowledge in history. Basing the
categories on historians’ perspectives, she defines substantive
knowledge along four overlapping dimensions:

1) differentiation, or the ability to identify parts of a topic; 2)
elaboration, or knowledge of details; 3) qualification, or the extent to
which historical claims are limited; and 4) integration, or connections

through cause or category. Using these dimensions, Wilson assessed the

12 xennedy (1990) and I would apparently disagree on this point. She
contrasts a subject’s "relationship" to social issues with its being
"merely relevant." However, she does not elaborate this opposition.
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historical understanding of teachers with varying levels of teaching
experience and subject matter knowledge. She also explored their
understandings of structures in history, such as the role of
interpretation. Differences in the study participants’ content
knowledge in both substantive and syntactic aspects foreshadowed
patterns in their pedagogical reasoning.

Following on this study, Wilson (13991) also argues that novice
teachers in history need to be knowledgeable about the nature of each of
the disciplines that make up the social studies, while they should also
know well one subject matter, in this case, history. She contends that
knowledge of more dates, names, and events of history is not helpful to
the development of a deep, rich, or flexible understanding of the
subject. Rather, novices need a skeletal knowledge of key concepts and
the ability to distinguish what is important to teach about the subject
matter. Second, they also need to realize that historical knowledge is
contextualized and underdetermined. Third, teachers must possess
sufficient knowledge of detail to make historical problems appropriately
complex. Finally, they need to be able to look for relationships
between historical ideas or events, such as by theme or cause.??

The Issue of Culturally Diverse Learners

Teachers possess working theories about students that inform their

planning and practice in teaching (Bussis, Chittenden, & Amarel, 1984;

Clark & Peterson, 1986; McLaughlin & Talbert, 1992). Specifically, for

13 While some university history courses may help teacher
candidates develop such knowledge and ways of thinking about history,
evidence suggests that taking more liberal arts courses does not
necessarily support such development (McDiarmid 1992). One suggestion
has been to invite the participation of liberal arts faculty in subject-
specific pedagogy courses within teacher education programs. Hopes
shouldn’t be pinned on such arrangements, however, given the culture of
universities and their reward systems (McDiarmid, 1989, 1992).
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example, linkages exist between teachers’ views of students, their
expectations of them, their goals for students, and their ideas about
how to teach them (Grant & Sleeter, 1986).

That the question of what teachers need to know about students is
raised suggests a certain view of learners and learning. It suggests
that learners bring backgrounds which need to be taken into account as
teachers think about what and how to teach. What teachers need to know
about students is both general to learners and specific to particular
students. For example, teachers who are most successful with students
who are marginally invested in school, from the perspective of those
students, are ones who know about those students’ individual lives and
backgrounds, those who are willing to "get personal" (Schlosser, 1992).
Perspective n Teachers’ Knowledge about Learner

The literature on teachers’ knowledge about students is scant and
fragmented. Two perspectives on the question of what counts as
knowledge about students useful for teaching compete for attention, when
what appears to be needed is an integration. One perspective--
represented by psychologists interested in constructivist learning and
researchers concerned with pedagogical content knowledge--focuses on
learner’s cognition. They look to learn about students’ subject matter
understandings, including conceptions and misconceptions about the
subject itself. For example, in a study of teachers’ pedagogical
content knowledge of fifth-grade mathematics, Marks (1990) notes the
knowledge of students’ understanding held by fifth-grade teachers’
knowledge. Their ideas about their students included notions about
their learning processes, typical understandings and common errors,
topics or aspects of study that are easy or difficult for students, and

particular students’ understandings of the topic under study.
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Another perspective--illustrated by scholars interested in finding
a place for students’ sociocultural backgrounds in teachers’ knowledge--
has grown out of concerns with social and class structures,
institutional and societal racism, and so forth. In this view, teachers
need to understand school structures influence educational achievement.
They also need to understanding the history of institutional racism and
marginalization of students of color that is part of their experience as
learners (Grant, 1991; Grant and Secada, 1990; Zeichner, 1993). I also
note that scholars who see learning as externally--rather than
internally--situated in relation to the learner are also concerned with
this perspective (e.g., A. Anderson, 1991). Thus, the theme in this
perspective concerns the social nature of learning and learners’
backgrounds.

Grossman’s (1990b) thinking on the place of teachers’ knowledge
about students in pedagogical content knowledge illustrates the
fragmentation in the way the field currently views teachers’ knowledge
about students. It also suggests the marginalization of teachers’
understanding of students outside of the classroom. 1In this
formulation, teachers’ ideas about students "in" school--learners’
subject matter understandings--are seen to be a part of pedagogical
content knowledge. This makes reasonable sense in terms of current
definitions of pedagogical content knowledge. Yet, other aspects of
students--their individual backgrounds, families, and communities, for
instance--are thought to be separate from their subject matter
backgrounds. Grossman (1990b) sees these aspects of teachers’ knowledge
as instances of knowledge about context. Students bring ideas about
what is worth being learned and how learning occurs, as well as specific

subject-related concepts, to classrooms from their experiences outside
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of school. This is, as well, how students come to us, as whole persons,
whose cognitive and cultural backgrounds are intertwined.

Kennedy'’'s (1991a) thinking about knowledge of students to be
considered for teaching illustrates the possibilities of taking a more
integrated stance toward diverse students and their background knowledge
and experiences. She suggests three aspects of learners teachers should
know and deliberate about in teaching:

1) knowledge students bring with them and how this knowledge might
influence what they learn;

2) students’ interests and inclinations, as well as their
motivations; and

3) students’ cultural backgrounds.
This formulation makes room for consideration of diverse learners’
understandings of subject matter, along with the cultural and community
backgrounds they bring to school.
For instance, teachers need to learn how school knowledge is perceived
within students’ cultures, including their peers, families and
communities; they need to pay attention to what kinds of knowledge,
skills, and values are seen to be of worth in these cultures (McDiarmid,
1991).
Views of Diverse Learners

A handful of studies focus on practicing teachers’ and teacher
candidates’ views of diverse learners. Three are of special interest to
the present study. 1In the first, Grant and Sleeter (1986) raised
concerns about the views of middle-class teachers who were culturally
different from their junior high students in a multicultural, city
school setting. These authors assert that teachers formulated
expectations for their students on the basis of their perceptions of

students’ academic abilities and home backgrounds. Most core subject
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matter teachers saw their students as academically deficient, especially
in ability to read, which these teachers tended to equate with thinking
ability. Although few teachers talked about their students in terms of
students’ value orientations, those who did mostly blamed poor academic
performance on the value orientations they thought that students brought
from home. Teachers noted negative differences between their own
middle-class orientations and the perceived values of their students.
In a more positive vein, a few teachers believed that the values
students carried gave them a strong sense of identity. Teachers "knew"
youngsters as students in school, but few of them had much sense of
their students’ social behavior outside of school.

In the Grant and Sleeter (1986) study, then, we see many teachers
who do not seem to know much about or try to attend to their students’
diversity in ethnic, social, economic--that is, cultural-- or racial
terms. They are left frustrated in trying to help students connect with
subject matter. This study supports the notion that teachers’ views of
students interlace both ethnic and socio-economic aspects. It also
supports the existence of linkages between teachers’ views of students,
their expectations of them, their goals for students, and ideas about
how to teach them.

In contrast, McDiarmid and his colleagues (McDiarmid, Kleinfeld, &
Parrett, 1988) provide a more hopeful picture of effective teachers who
know well their students who are culturally different from themselves.
These teachers draw on that knowledge in helping students connect with
subject matter and carry appropriately high expectations for their
pupils. By becoming learners themselves, these rural Alaskan teachers
came to know about social norms, expectations and priorities, and the

political contours of the community in which they worked. By
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participation in community activities and observation of their students
beyond the classroom, they developed some well-honed ideas about their
students’ needs and experiential backgrounds, ideas that form the basis
for their goals and lessons. These successful teachers were all
"students of their context" who "purposefully put themselves in
situations where they learn about happenings likely to affect learning"
(McDiarmid, Kleinfeld & Parrett, 1988, p. 7).

The third study (Paine, 1990) focuses on teacher candidates’ views
of diversity. Their views reflect the beliefs they brought with them to
teacher education, the beliefs that teacher education could work to
reinforce or change. Their ideas represent the differences in students
these teacher candidates thought were important for teachers to
consider, as well as specific aspects of learners’ diversity and their
significance for teaching and learning. Paine (1990) noted a strong
psychological orientation in the prospective teachers’ beliefs, a stance
that emphasized attention to the individual, especially in terms of
motivation, personality, and attitude. These intending teachers were
dramatically less inclined to consider diversity in terms of the social
construction of categories, the social contexts in which diversity is
embedded, or the pedagogical implications of their views.

ncern ut Teachin lturally Diverse udents

In response to this question, one school of thought examines and
suggests pedagogical approaches that create or capitalize on cultural
compatibility between schools and students’ backgrounds based in the
home and community. Concerns with cultural congruence, cultural
sensitivity, and most recently, culturally responsiveness have shaped
the discussion and proposed solutions. The issue of subject matter has

been largely absent in the discussion of this question, although content



29
knowledge has recently been brought into the discourse. In contrast to
this impulse toward continuity between home and school stands an
argument which values discontinuity.
Continuity Vs. Breaks

Singer (1988) sees cultural congruence as an "inherently moderate
pedagogical strategy" based on "the idea that learning is best
accomplished in classrooms compatible with the cultural context of the
communities they are supposed to serve" (p. 1). The use of the term
"pedagogical strategy" implies that the discussion of cultural
congruence focuses on instructional processes.

However, critics of approaches that value continuity between
everyday experience and school learning extend the realm of discourse to
include disciplinary content (e.g., Floden, Buchmann & Schwille, 1987;
Zeuli & Floden, 1987). They also caution that making instruction
culturally congruent may not be the innocent approach it purports to be
in terms of its costs to students’ learning. These contrasting views on
the worth of continuity between everyday culture and school learning
raise serious questions about what teachers do, or do not do, in
teaching students who are culturally different from themselves.
Following from these contrasting views are important implications for
how teachers teach, as well as what they teach.

Cultural congruence, cultural responsiveness. First, I examine
cultural congruence as an approach endeavoring to create comfortable
learning environments that correspond to those learning environments
from which students come. In this app;oach, cultural differences in
interaction patterns are the base from which to change classroom
instruction and management so that minority students may learn the

skills needed to succeed in mainstream society (Singer, 1988).
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Efforts to examine differences between school and community
environments and to create instruction that is more culturally
compatible for students have centered on cultural patterns of social
interaction and communication (e.g., Au & Jordon, 1981; Au & Mason,
1981; Barnhardt, 1982; Erickson & Mohatt, 1982; Guilfoyle, 1989;
Philips, 1983; Van Ness, 1982). A model of participant structures
(Philips, 1983) has proven itself to be useful in identifying the
organization of persons’ reciprocal rights and obligations in social
interaction. Investigating the contrasting learning environments of the
Warm Springs Indian community and its school, Philips identified a
number of features in the learning environment of the school which were
in cultural conflict with the ways that students expected interaction to
take place. In particular, the role of the adult differed in the two
environments. Philips suggests, then, that schools more frequently
employ the participant structures that Indian students prefer, such as
group-project formats and one-to-one work with the teacher. 1In such
participant structures, students have opportunities to exercise some
control over their social interactions in ways that are more consonant
with the kinds of community interaction to which they were socialized.

In related studies, differing authority relationships between
teachers and students formed the centerpiece for investigations by Van
Ness (1982) and Erickson and Mohatt (1982). Erickson and Mohatt
examined two classrooms in an Odawa Indian reserve school, one with an
Indian teacher, the other with a non-Indian. Using Philips’
construction of participant structures, Erickson and Mohatt found that
the Indian teacher demonstrated a slow, smooth, and less overtly
directive style of classroom management, exerting control over the

classroom group as a whole. She communicated praise or correction
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implicitly. Students’ and teachers’ actions were coordinated in rhythm.
In contrast, at the beginning of the year the non-Indian teacher
controlled the class through rapid movement and more public directives,
overt praise and correction, while spotlighting individuals across
space. However, over the course of the year the non-Indian teacher
adapted his style toward what might be called a more "mixed" form,
somewhere between the Indian teacher’s style and more mainstream ways of
organizing the classroom’s social interaction. Both teachers arrived at
a way of teaching that evidenced a measure of cultural congruence
between home and school participation structures.

Perhaps one of the most well-known illustrations of an attempt to
understand differences between participation structures in the home and
school, and to change the social relations inside the school to more
closely align with those of the home, is the Kamehameha Early Education
Project (KEEP) in Honolulu. This project has successfully attempted to
improve Native Hawaiian students’ academic performance in reading. The
success of the program has been attributed to adaptations based, in
part, on their cultural compatibility for Hawaiian children in the
realms of instructional practice, classroom organization and motivation
management (Vogt, Jordan & Tharp, 1988). First, a form of talk-story--a
manner of telling and discussing anecdotes using overlapping speech
common in working class, Native Hawaiian speech communities--organizes
small group reading instruction in a pattern similar to students’ own
familiar participation formats. Second, a system of learning centers
replaces individual, independent seatwork. This system allows students
to express their natural inclinations toward interaction and assistance.
Third, praise has become less frequent and more indirect, being given to

the group as a whole when it is used.
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Such pedagogical adaptations and recommendations as those reported
by Philips, Erickson and Mohatt, and educators and researchers
associated with KEEP convey an impression of culturally congruent
instruction as a "modest means to help teachers from the dominant
culture adapt to working with minority students, and most importantly,
in minority communities" (Singer, 1988, p. 2). However, while taking at
face value the school as an educational institution, such culturally
congruent instruction ignores other cultural differences--such as
beliefs about the value of learning, grounds and sources for knowing,
and ways to knowledge--which may have broader implications for school
instruction (Singer, 1988).

Cultural discontinuity. Not everyone believes that instruction
should be made meaningful in relation to students’ everyday lives and
cultures (Floden & Buchmann, 1984). Some scholars (Floden, Buchmann &
Schwille, 1987; Zeuli & Floden, 1987) argue that emphasizing continuity
conflicts with the two central goals of schooling--promoting equality of
opportunity and developing disciplinary understanding. According to
Floden, Buchmann & Schwille (1987), school should foster "breaks" with
experience, instead of working toward continuity between everyday
perspectives and school learning. In creating such breaks, school
retains its traditional role as a special place set apart from everyday
life. School experience then provides for the development of
alternative perspectives on the world and alternative views on life
possibilities. Developing alternative perspectives and becoming more
objective occurs through the study of the various disciplines.
Disciplinary learning helps to open patterns of thought and action.

In addition to these positive reasons for creating breaks from

everyday experiences, Floden and his colleagues (Floden, Buchmann &
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Schwille, 1987; Zeuli & Floden, 1987) claim that not creating such
breaks by maintaining continuity of school learning with everyday
conceptions works against equal opportunity and disciplinary learning.
Students’ views of their present and future lives are limited by relying
on firsthand experience. Further, tying school learning to everyday
concepts and experiences may actual hinder new conceptual learning.
Indeed, the naive conceptions that youngsters develop from everyday
experience get in the way of learning disciplinary concepts. Zeuli &
Floden (1987) assert that

while not denying the value of students’ personal experiences,

teachers should be careful about introducing new ideas to students

by showing how they relate to everyday life. Content should not
rely on materials drawn from the local context, but from materials

set in a broader context (p. 16).

Thus, instead of relying on concepts and connections students have
developed outside of school, teachers should help students build logical
connections between the abstract conceptual systems learned in school,
as well as between those systems and studeqts’ particular lives.
Emphasizing discontinuities, then, does not imply that continuity is
never of value. However, continuity constrains disciplinary learning
when it implies a curriculum based solely on western thought (Floden,
Buchmann & Schwille, 1987). 1In sum, the works of Floden, Buchmann,
Schwille and Zeuli suggest considerable caution when it comes to making
curriculum content and instructional processes continuous with students’
everyday cultures. These scholars conclude

although discontinuity is not an educational goal or guarantee of

worthwhile learning in itself, schools are unlikely to further

equal opportunity and disciplinary understanding if their
curricula simply remain within a continuum of everyday experience

(p. 501).

Singer (1988) contends that curriculum content has not been a

major concern of the advocates of cultural congruence. Indeed, he
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maintains that the concept of cultural congruence does not argue for
limiting curriculum for minority students to localized materials.
However, there can be problems with culturally congruent instruction.
In Singer’s view, problems with cultural congruence and its effect on
disciplinary learning and equal opportunities come when 1) academic
concepts and culturally based knowledge contradict, and 2) efforts to
make classroom interaction culturally comfortable hinder students’
learning of interactive skills that will help them succeed in mainstream
society.

Merits of culturally responsive pedagogy. The costs of continuity
in curriculum and instruction have been argued. The argument against
continuity is a powerful and cogent one, but it does not take into
account possible values of changing interactional styles and manners of
general classroom organization or relationships between teachers and
students. What, then, are the possible merits of a culturally sensitive
pedagogy? Some proponents have suggested that such pedagogy is
associated with students’ school success (Au & Mason, 1981; Barnhardt,
1982; Vogt, Jordan & Tharp, 1987), perhaps because it may simplify the
task environment (Erickson, 1984). That is, students can focus their
attention exclusively on the content being taught, because they are
dealing with familiar social interaction patterns.

A culturally sensitive pedagogy may also contribute to more
positive relations between teachers and students. Erickson (1987) sees
cultural differences most often making a negative difference because
they contribute to miscommunication in the early grades and because
these initial problems usually escalate into distrust and resistance by
older students. Indeed, students fail at school work because they work

to achieve that failure in concert with others in their environment,
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within the conditions of that environment (Erickson, 1984; McDermott &
Gospodinoff, 1981). They are unwilling, not unable, to adapt to
mainstream classroom culture. Culturally compatible instruction may
play an important role, then, in depoliticizing cultural differences in
the classroom (Erickson, 1984). Using a culturally sensitive pedagogy
may reduce miscommunication by teachers and students, and
demonstrate teachers’ valuing of their students’ identity, thereby
increasing students’ trust in the school as an institution and
intensifying their willingness to assent to learning what it
deliberately teaches (Erickson, 1987).

Culturally sensitive pedagogy may be a partial solution to
students’ resistance to school. It may be a means to decrease
youngsters’ alienation from school and increase their engagement in its
content and activities. Presumably, such engagement increases school
success and the likelihood of subject matter learning.

Cautions and limitations. Two related cautions are in order in
regard to culturally responsive pedagogy. Mainstream teachers run the
risk of broadly assuming that minority cultural patterns of
participation and culturally sensitive instruction cut across cultural
groups. In other words, just because an instructional approach is
compatible with gome Native students does not mean that it is culturally
congruous with other groups of Native youngsters. For example, KEEP
anthropologists and researchers discovered that some approaches they had
developed for Native Hawaiians did not work at all with the Navajo
students at Rough Rock Demonstration School in New Mexico, while other
approaches were effective with both groups (Vogt, Jordan & Tharp, 1987).
A number of successful KEEP strategies were culturally at odds with

Navajo students’ learning preferences, including behavior management and
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motivation routines using praise and desists, an instructional pattern
of dividing the reading story into small segments for discussion, and
the learning center system. However, questions thrown out to the whole
reading group and relating personal experiences to stories both brought
good response from Rough Rock students.

Second, mainstream teachers also run the risk of unintentionally
stereotyping individuals within groups and lowering their expectations
for those individuals (Cazden & Mehan, 1989). Delpit (1986) reminds us
that teachers who do not share a cultural identity with their students
may misrepresent the learning needs of students who are culturally
different from themselves.

To conclude, we should note that the discussions of cultural
congruence and culturally responsive pedagogy have occurred primarily in
the context of literacy development and within the language arts subject
matters (e.g., KEEP research such as that of Au & Mason, 1981; Au &
Jordan, 1982; Vogt, Jordan, & Tharp, 1987). Even as early as 1963,
Sylvia Ashton-Warner promoted an approach she termed "organic reading"
as a method of developing language arts skills in her Maori students in
New Zealand. Most recently, Guilfoyle (1989) has documented the power
of the whole language approach for Yaqui Indian youngsters in Arizona.
Both Ashton-Warner'’s approach and the approach of the teacher Guilfoyle
studied helped students to develop new knowledge

through experiences that were built upon knowledge [the students]

brought from their home/community, in participant structures that

were congruent with familiar structures, and through trusting

relations with other participants (Guilfoyle, 1989, p. 37).

The exploration of culturally responsive pedagogy in terms of
literacy development has skewed most investigations and discussions

toward the early years of schooling and away from other subject matter
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areas. Indeed, some current thinking about the value of culturally
sensitive instruction directly focuses on young children. For instance,
Erickson (1987) declares that "in the cultural politics of pedagogy in
the early grades one route to maintaining trust and earning the
learner’s assent to learn is to adapt instruction in the direction of
the students’ home cultural communication style" (p. 354). While the
literature about student alienation centers on older students (Erickson,
1984), there appears to be little inquiry into culturally responsive
pedagogy aimed at secondary students. In addition, subject matters
beyond the language arts appear to be relatively absent as contexts for
studying such culturally responsive pedagogy.
Seeking Balance

Within their particular perspectives on continuity, both
arguments--for and against--acknowledge the place for some kind of
middle ground. Balance provides the theme. Floden, Buchmann and
Schwille (1987) argue for a "proper balance" which would "help
students...gain objectivity, but without denying that their everyday
experiences have meaning" (p. 492). And, Singer (1988) asserts that
it’s plausible to create a "modicum" of cultural congruence in
classrooms while institutionalizing "breaks" in school. He recommends
wise choices based on knowledge of cultural differences:

What knowledge of cultural differences does, is provide the

possibility of choice. It enables educators to choose between or

combine culturally congruent and consciously incongruent

strategies. The problem, then, becomes one of balance and timing;

when to take advantage of cultural congruence, when to teach

mainstream communications skills (p. 18).

A vision of balance--one that begins to integrate concerns for

both curriculum and instruction--revolves around the term "culturally

responsive pedagogy" (e.g., Erickson, 1987; Erickson & Mohatt, 1982;
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Guilfoyle, 1989; Ladson-Billings, 1992; Villegas, 1991). Recently,
this terminology has begun to replace talk of "culturally congruent
instruction." This shift suggests a de-emphasis on congruency, which
literally would recommend an exact correspondence between patterns and
methods of the community with those of the school. It commends instead
the idea of selective adaptation of content and instruction to culture
(Jordan, 1985; Weisner, Gallimore, & Jordan 1988, Villegas, 1991). This
shift also recognizes as legitimate the culturally mixed forms of
instruction that have been successful in the Kamehameha Early Education
Project (Au & Jordan, 1981; Au & Mason, 1981) and in the classrooms
studied by Erickson and Mohatt (1982). Several rural Alaskan teachers
portrayed by McDiarmid and others (1988) also expressed mixed forms.
For instance, a Caucasian teacher by the name of Austin who worked with
Alaska Natives students declared,

You have to be aware of learning styles and the cultural and

psychological factors at work. You’‘re going to be much more

effective being aware of those things. But this doesn’t mean you

have to totally transform your teaching...(p. 26).

For another example, Guilfoyle’s (1989) study of a whole language
approach to the teaching of reading in a first grade classroom composed
of Yaqui Indian students suggests a picture of curriculum and
instruction that balances concern for students’ backgrounds with
learning new skills and content. In this classroom, several culturally
responsive approaches shaped students’ opportunities to learn. For one,
the learner-centered whole language approach used participation
structures familiar to Indian students to help them learn to read
content that they were able to relate to, were interested in, and

possessed background knowledge about that aided them in gaining meaning.

But students also participated in less comfortable participant
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structures, interacted with regqular visitors to the classroom, and
learned about cultures and content hitherto unknown to them. This
latter set of activities was designed by the classroom teacher to
stretch her students’ beyond their everyday experiences.
Inclusion of Different Types and Forms of Knowledge

Banks (1993) has- constructed a typology of knowledge he believes
will help teachers and curriculum specialists identify perspectives and
content that will make school curriculum multicultural. Banks’s purpose
is not to tell teachers how to teach culturally diverse students;
rather, he is interested, in part, in clarifying the values and
perspectives represented by different positions in the debate about the
knowledge canon. However, his typology suggests the possibility of
including different kinds and forms of knowledge in the school
curriculum as a bridge in the "continuity-breaks" question. This
approach would provide another sort of middle ground in its
consideration of content that could be culturally responsive. This
middle ground is concerned more with knowledge and content than it is
with interactional processes.

Banks’s (1993) typology includes personal/cultural knowledge,
popular knowledge, mainstream academic knowledge, transformative
academic knowledge, and school knowledge. Including this variety of
knowledge for all learners would help them understand how knowledge is
constructed, how it reflects the social context in which it is created,
and enable students to become builders of knowledge themselves (Banks,
1993). Recommending that school curriculum provide room for
personal/cultural knowledge, which derives from their experiences in

home, family, and community cultures, Banks (1993) also cautions that
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the challenge that teachers face is how to make effective

instructional use of the personal and cultural knowledge of

students while at the same time helping them to reach beyond their
own cultural boundaries. Although the school should recognize,
validate, and make effective use of student personal and cultural
knowledge in instruction, an important goal of education is to
free students from their cultural and ethnic boundaries and enable

them to cross cultural borders freely (p. 8).

Banks’'s reminder takes us back to the argument for breaks from everyday
experience and the search for teaching approaches that might acknowledge
students’ cultural backgrounds while also stretching their disciplinary
knowledge and perspectives.

Two approaches are worthy of consideration. Each builds
understanding of history on the personal and culturai backgrounds
learners bring to school, yet also expands students’ understanding
beyond surface relevance. Both approaches also take as their starting
place "students’ questioning of their own culture and experience, an
investigation of the past which questions its traces, and theorizes its
legacy and import for the present" (Seixas, 1993, p. 314). The first
approach takes an interdisciplinary focus; the second centers solely on
the study of U.S. history.

Th Handle Acad . The curriculum of the Axe Handle Academy,
developed by Ron and Suzanne Scollon (1986), illustrates the
possibilities Seixas (1993) suggests using an interdisciplinary
approach. The curriculum is rooted in students’ experience of their
bioregion, as well as their culture and its history. Ron Scollon
considers two aspects of the approach to be liberating in intent and
effect (personal communication, n.d.) First, students’ studies take
them beyond local space and immediate time by comparing and contrasting

familiar or recent phenomena with similar dynamics or issues across

Place and time. Second, the approach assumes the teacher’s role is to
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model the learning process, indeed, to be a co-learner with students.?!*

This approach originated in Alaska as a response to observations
of educational systems at work in the state.!® An example that
integrates science, literature, and cultural studies gives a flavor of
the approach’s potential for both rootedness and expansion that is
prized by Banks, Floden and his colleagues, and the Scollons. Students
at the Hughes School (K-9 school population approximately 30) began a
study of the aurora borealis ("northern lights") with stories from
community elders, later writing research reports about the aurora, and
finally communicating by computer with students in Sweden, sharing
legends and reports (Students of Hughes School, 1989-90).'° Aan
integrated social studies-based unit for high school students might be
prompted with the following set of questions adapted from Scollon and
Scollon (1986):

1) Identify the political/governmental boundaries that divide your
bioregion.

2) Trace changes in these boundaries over the last one hundred
years. What influenced these changes?

3) Evaluate the effects of these divisions and changes on life in
your region.

14 The title of the Academy originates with a Gary Snyder poem,

"Axe Handles," which is, in part, built around a fourth century Chinese
essay. In this essay, it is said that in the cutting of the wood to
make an axe handle, the model is close at hand (Snyder, 1983).

15 Note that the manuscript describing the Axe Handle Academy was
prepared for an Alaska Native organization concerned with education.

16 Tt is not possible to tell from the Hughes School document how
much comparison between Hughes’ community stories and information and
that of Sweden went on in the course of classroom discourse. Without
such comparisons and, perhaps, generalization, the power of the approach
is diminished. Perhaps a collective piece summarizing such comparisons
would be an appropriate addition to such documents in the future.
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Student-historians. A second approach starts with an oral history
project based on students’ interests in local or immediate concerns.

Its goal is to teach students the skills of being student-historians
(Kobrin, 1992, 1993). Originating in student desires and concerns, with
the goal of learning disciplinary skills, it is similar to the "Foxfire"
philosophy (Wigginton, 1985, 1989; Knapp, 1993). However, the approach
soon moves students into using skills of interpretation to judge primary
documents and write their own historical accounts of, for example, U.S.
involvement in wars over time and around the world. Kobrin (1992)
argues that this approach holds promise especially for students who are
typically marginalized in schools. Such students are usually poor and
of color. He contends that

studying the past the way historians do can also nurture that

sense of pride and integrity that makes for a whole person,

especially for those whose story is typically marginal in current
narratives . ("multicultural" or not). Such a young person grown to

adulthood is more likely to participate constructively in a

democratic community than someone who feels marginal,

disconnected, left out. What multiculturalism should mean for
many youngsters in school today is figuring out that, whatever
their background or social class, the United States is their

country, too (p. 330).

Both approaches hold promise for connecting learners with
communities--both present and past--a goal of studying history (Nord,
1990). Too, they hold potential to operate as authentic instruction
(Newmann & Wehlage, 1993) involving 1) higher-order thinking; 2)
opportunities to develop depth of knowledge; 3) connectedness to the
world beyond the classroom; 4) the possibility of substantive

conversation; and 5) the integration of social support for student

achievement, for example, in the inclusion of cooperative group work.



43

In Summary

The concepts of cultural compatibility and continuity in teaching
and learning carry vastly differing meanings and implications for
particular scholars. While concerned for students’ equal learning
opportunities, these scholars diverge on the costs and benefits of
continuity with everyday culture and knowledge when it comes to creating
those opportunities. On the one hand, Singer (1988) maintains that
communication lies at the heart of providing students with access to
learning school skills and concepts and the interactional processes that
will help minority students succeed in mainstream society. On the
other, Floden, Zeuli and others argue that linking school learning to
everyday cultures closes off opportunities to learn disciplinary
knowledge and to envision alternative paths. Middle ground approaches
involve mixed interactional patterns. Still others attempt to include
learners’ personal/cultural knowledge alongside with disciplinary
knowledge.

ion nd_Research that Follow

The previous discussion sheds some light on the issue of cultural
differences between teachers and their students and teaching approaches
taken in response. But, it also raises a number of unanswered
questions: What approaches to the teaching of subject matter do
practicing and prospective teachers of students who are culturally
different from themselves think are appropriate those students and why?
What do they think students who are culturally different from themselves
should learn? What views of their students do they hold and how might
these views relate to teachers’ beliefs about instructional goals and
approaches to achieve them?

These are the kinds of questions that separate this dissertation
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research inquiry from other studies of culturally responsive teaching
approaches. The issue of students’ subject matter learning sets this
research apart from more standard approaches to the question of cultural
differences between teachers and students. In these ways, the present
research inquiry has been informed and shaped by the work of the
National Center for Research on Teacher Education (NCRTE), followed by
the National Center for Research on Teacher Learning (NCRTL), both at
Michigan State University.

Kennedy’s (1991b) edited volume, Teaching Academic Learning to
Divergse Students, and McDiarmid’s (1991) chapter within it, "What
Teachers Need to Know about Cultural Diversity: Restoring Subject
Matter to the Picture" capture and integrate the Center’s recent lines
of research. The TELT (The Teacher Education and Learning to Teach)
study took as its object of study teachers’ pedagogical reasoning
(McDiarmid and Ball, 1988, 1989). In this view, the Center -- and my
own research--has focused upon the ways teachers or teacher candidates
weave together knowledge about subject matter, learners, learning, and
context as they think about the tasks of teaching particular subject
matter (see also Kennedy, Ball, and McDiarmid, 1993; NCRTL, 1991). 1In
addition, although this has not been a part of my own study, the NCRTE
investigated approaches used in various kinds of teacher education
programs to influence these aspects of teacher knowledge (NCRTE, 1988).

hkkhdkdkdkkdw

The conceptual map in Figure 1.1 provides readers with a graphic
display of the dissertation’s various parts and its flow. With the
first and second chapters as conceptual and methodological frameworks, I
Separately analyze the participating teacher candidates’ understandings

Of subject matter (history in Chapter 3), culturally diverse students
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(Alaska Natives in Chapter 4) and general pedagogy (teaching and
learning in Chapter 5). Then, I turn to concerns that integrate these
domains of knowledge and belief, examining the curricular goals and
approaches the prospective teachers envision for teaching a unit on
westward expansion to Alaska Native learners (Chapter 6). At the same
time that I look at knowledge issues in their plans, I also consider the
moral dimensions of their ideas as I appraise those plans for the
opportunities they hold for minority students to learn U.S. history.
Finally, I look at how the participants bring together these areas of
knowledge and belief as they think about how to make subject matter
relevant for students who are culturally different from themselves
(Chapter 7). I conclude by discussing the nature of the research
inquiry as it has been posed and what teacher educators might learn
about preparing teachers to help culturally diverse students learn

academic subject matter.
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CHAPTER 2

METHODOLOGY

In order to learn about the perspectives of prospective
teachers regarding the teaching of U.S. history to students who are
culturally different from themselves, I interviewed four preservice
secondary teachers. Through the interview I hoped to learn about
their knowledge and understandings of U.S. history, their ideas about
culturally diverse students, especially Alaska Natives, and their
views on teaching and learning. I also wanted to learn about the
teaching approaches they envisioned and how these approaches
represented the ways that different areas of their knowledge and
belief work in relation to each other. In addition, I hoped to learn
whether or not these ideas changed over the course of their teacher
education. Thus, using the same interview, I talked with the focal
teacher candidates at three points across the final year of their
professional university teacher preparation: 1) at the beginning of
their methods classes, 2) at the conclusion of their methods
coursework and before student teaching, and 3) after student
teaching. For purposes of this dissertation, I have focused on the
third wave of data collection. Thus, the analysis and findings
presented here represent the ideas teacher candidates take into their

first year of teaching.?

1 Also, because it focused on one wave of the data, the analysis
reported here does not--indeed, cannot--speak to changes in the teacher
candidates' thinking. I reserve this for subsequent analyses. One
possibly productive line would be to analyze the prospective teachers'
ideas about learners and learning across the three interview points.
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Decisions Shaping the Research Design

Designing the research approach required conceptual decisions,
as well as strategic ones. For example, I chose to focus on U.S.
history as a research site for several reasons, which I discuss here
at some length.
Subject Matter Makes a Difference

Jackson (1986) suggests that the kind of knowledge being taught
influences whether or not cultural differences shape teachers’
pedagogical decisions. He asserts that

differences between teachers and students in any or all of the

aforementioned variables [e.g., age, social class, ethnicity, sex]

are often irrelevant to what the teacher decides to do. The
question of whether they are or are not relevant seems to depend

chiefly on what is being taught (p. 28).

Although Jackson does not discuss this point in any depth, he hints that
one fruitful distinction in terms of "what is being taught" may revolve
around differences in teaching routinized skills or facts in contrast to
interpretations of subject matter. Taking Jackson’s perspective,
cultural differences may not be relevant the way many preservice
teachers think about teaching mathematics, for example, a subject which
tends to be viewed as a set of rules and procedures to be memorized
(Ball, 1988).

Following Jackson (1986), the teaching of history, however,
probably reflects the influences of cultural differences between
teachers and students. As a discipline, history involves interpreting
"facts" at the same time that it involves developing interpretive
accounts. Indeed, some historians argue that "history means
interpretation" (Carr, 1961, quoted in Wilson, 1988, p. 285).

Thus, history is an especially appropriate and powerful subject

matter through which to explore majority-culture teachers’ thinking
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about teaching minority-culture students. First, historical accounts
link events, people and patterns, and in doing so interpretively, the

key question of whose history shall be taught is raised. Implicitly, as

well as explicitly, teachers and texts have often told the story of the
mainstream culture--or the story that mainstream culture wants to hear.
Yet, the daily experience of minority-culture students, such as African-
Americans, Mexican-Americans, Native Americans and Alaska Natives, may
push them toward resisting mainstream versions of U.S. history. They
may not identify with the perspective they are being taught, or the
slant on the historical story being offered. 1Indeed, they may not
invest in learning U.S. history much at all, since they may feel little
or no identification with the people whose history they think it is.

This situation leads to a second reason why history-- especially
U.S. history--serves well as a site to observe teachers’ thinking about
teaching culturally diverse students: Teachers may tend toward special
efforts trying to "hook" these students into involvement with the
subject matter because they believe these youngsters may not identify
with and be interested in it.

W war xpansion an velopment. The topic of westward
expansion and development is an appropriate choice for several reasons,
based on its place in U.S. history, its fit with the research framework,

and its potential for teaching Alaska Native students.? First, as a

2 Although the period of westward expansion and development may be
said to have begun as early as the Louisiana Purchase, the period most
typically referred to as westward expansion starts in the 1830's. It
gains moral justification in the 1840's with the naming of the nation's
"manifest destiny" and carries through the post-Civil War years with the
settlement and development of the Plains and the Far West, ending in the
1890's with the U.S. Census declaration that the frontier no longer
exists.

High school textbooks for U.S. history that are frequently adopted
nationwide for U.S. history (Gagnon, 1988; Sewall, 1987) and in Alaska
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topic central to the study of U.S. history, it can be seen to highlight
cultural differences, a fundamental frame of the research inquiry. The
period of westward expansion and development represents one instance of
the confrontation of different cultures and races within U.S. history.
Ideas about this confrontation are often carried in the form of vivid
mental images of this period. These are culturally-based images of a
"wild" West of Indian conflicts and cowboys, of "taming" and
"civilizing” an undiscovered, savage land, which contribute to people’s
ideas about the development of the nation’s character.

In terms of the study of U.S. history, the period of westward
expansion and development also surfaces the issue of whose history is
being taught. It offers teachers and textbook publishers one potent
opportunity to try to rectify a Eurocentric slant on U.S. history that
has been prevalent in textbooks in the past. They may make efforts to
include more of the story from the perspective of peoples of color and
attempt to present a minority perspective on events.

Second, I reasoned that a focus on this period might raise for
analysis the ways these prospective teachers think about bringing
together subject matter and students. The theme of cultural conflict--
observed most obviously in the content of Indian wars and policy--seemed

to hold promise for engaging Alaska Native students’ interest. Present-

(Alaska Department of Education, 1987) usually split the topic of
westward expansion and development into two chapters. The first
emphasizes expansion, including the concept of manifest destiny, and is
placed before material on the Civil War. The second stresses the
development of the West between 1865-90 and is located as a chapter
after the Civil War and Reconstruction. This second part usually
focuses on the settlement and development of frontier lands and is
closely aligned, in chapter placement, with material on the nation's
industrial and technological development. Both chapters discuss
relations with Native Americans, but it is the second chapter that
typically emphasizes Indian wars and policy.
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day changes in Alaska Native subsistence lifeways brought on by federal
and state land resource management,?® the introduction of new
technologies, concerns with maintaining Native language and cultural
heritage, social problems of alcohol and drug use combined with an
extraordinarily high suicide rate, the necessity of dealing with
non-Native economic and political institutions, and now calls for Native
sovereignty--all a part of the current circumstance for Alaska
Natives--have parallels in the period of westward expansion and
development. White people coming to mine Alaska’s seas and gold
deposits have also been a part of some Natives’ history.

More generally, it was during the period of westward expansion and
development that the purchase of the right to govern Alaska was made
from Russia. Alaskan students, whether Native or non-Native, live in a
state that was part of the historical expansion and development of the
West. Indeed, it could also be argued that they live in a section of

the country that is still part of westward expansion and development, in

that Alaska remains a living representation, for the majority, of the
nation’s physical and psychological frontier, as well as its quest to
develop natural resources in a major way.
Strategic Decigions

Since I wanted to get inside prospective teachers’ heads as best I
could, the use of an interview strategy as the primary tool for data
collection followed naturally. Interviews allow for the deep probing of

participants’ thinking and provide an occasion for the participants’

3 For example, the governor of the state of Alaska closed the fall
chum salmon season on the Yukon River in October, 1993, on the advice of
Alaska Fish and Game biological studies. This subsistence harvest is
life-sustaining for Alaska Natives. Especially hard hit were village
communities on the upper river, in the Alaska Interior.
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perspective (or "voice") to be heard. In Bogden and Biklen’s (1982)
words, I wanted to "gather descriptive data in the subject’s own words
so that [I could] develop insights on how subjects interpret some piece
of the world" p. 135). According to these researchers, building the
research design around an in-depth interview puts the study squarely in
the tradition of qualitative research. Further, they assert that when
individuals who share a particular trait (but do not form a group) are
the subjects of qualitative research, in-depth interviewing is the
approach of choice.

In the following sections, I describe and discuss the sample of
prospective teachers who were interviewed, the development of the
interview protocol, the data collected, and the procedures used to
collect it. I close by providing an overview of the analytic approach I
used, as well as an extended example of an analysis requiring an
alternative approach.

The Sample

For this study, I interviewed four prospective secondary teachers,
two each with political science and English backgrounds. Three of the
four were completing their teacher education programs as post-
baccalaureate students; however, all of them were older than typical
undergraduate students. They ranged in age from 25-37 at the time of
the interview. (See Table 2.1) During the study, they were enrolled
in the final two semesters of a professional teacher preparation program
at the University of Alaska (i.e., methods coursework and its associated
field-based experiences, followed by student teaching). Since the study
was not designed to produce generalizable findings, it was not necessary
that the sample represent teacher candidates at either this university

or nationally.



53
Selection Procedures

Specifically, I was interested in exploring how these teacher
candidates thought about teaching U.S. history, so I sought out teacher
candidates who would be teaching at the secondary level, since subject
matter concerns tend to be a central focus at this level. I looked to
the university’s standard secondary teacher education program as a
source of possible participants. I sought participants who were U.S.
history majors, or minors--or who might plan or be hired to teach--in
U.S. history. Recall that I also wanted to know how these teacher
candidates thought about teaching U.S. history to particular kinds of
students--students who are culturally different from themselves,
specifically Alaska Native students. Thus, I also looked for
prospective secondary teachers who were interested in teaching in
Alaska’s small, rural schools which mainly serve Alaska Native
communities.

I began by asking the instructors of the secondary methods block
at the University of Alaska Fairbanks for the names of all
currently-enrolled students with history or other social science majors,
as well as students with English majors. I reasoned there would be both
substantive and strategic reasons for including English majors in my
request. On the substantive side, I reasoned that as a discipline,
English shares with history a concern with interpretation. On the
logistical side, the secondary teacher education program at the
university Fairbanks had been experiencing low enrollments at the time I
began the study, and I realized that my pool of potential interviewees
could well be limited.

Further, it is quite possible--even likely, in the some

settings--for teachers to be assigned teaching responsibilities outside
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Table 2.1. Summary of Focal Teacher Candidates’ Biographies

Dennis Esther Linda Roger
Age at Time of 36 28 25 37
Interviews
Baccalaureate BA BA BA BA
Degree Political Science | Political Science | English Secondary
Education
 minor History Music Japanese English
« graduate study Public
(if any) Administration
Undergraduate University of Ivy League University of University of
Graduation From | Alaska private college Alaska Alaska
* also attended another state’s another private | private college —
university college
Teacher Political Science | Political Science | English English
Certification
Subject
Endorsement
Years in Alaska at | 12 years 1 year 25 years 20 years
Time of Interview (lifetime resident)
Student Teaching « large, urban * large, urban * large, urban e small, rural
multicultural multicultural multicultural Alaska Native
» middle school | ¢ high school « high school « grades 7-12
« history * American « American * language arts,
government, literature, health
world history composition
Other Work Mining Government Teacher of Pipeline worker
Experience Prior to agency Japanese at high
Rural |
Teacher Education m:ﬂgzg:m school and Firefighter
college levels Support staff to
Commuter flying Tourist business halfway house for
service adolescents,
management including Natives
Other Notable —_ — Lived in Japan -
Experience
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their areas of subject matter preparation. This occurs in schools
across the country (Ringstaff, 1987; Ringstaff & Haymore, 1987), as well
as in Alaskan schools (Kleinfeld, McDiarmid & Hagstrom, 1985). 1In
particular, Alaska’s small, rural high schools typically hire 2-3
secondary teachers to carry the course load; in these schools English
and social studies classes are often paired as a teacher’s load. 1In
larger, more urban, multicultural schools, teachers may also teach out
of their area of expertise. Traditionally, beginning teachers have been
assigned collections of classes that need to be "covered" or are the
least favorite of other teachers. For social studies teachers, this may
mean teaching U.S. history classes even though one’s area of expertise
is, for example, political science or economics. It may even mean -
eaching a single U.S. history class when the language arts are a
teacher’s certification area.

I considered how the inclusion of English majors and non-history,
social science majors might affect the substantive focus of the study.
For instance, I thought about how English teachers also teaching U.S.
history might be inclined to draw upon their conceptions of English in
figuring out how to teach U.S. history. Wilson (1988, 1989) notes this
phenomenon in her study of teachers’ subject matter knowledge of the
Depression and New Deal era in U.S. history. I speculated that
non-history, social science majors might hold conceptions of history
similar to those with U.S. history backgrounds--for example, in their
views on the value of studying history--but that their understandings of
specific subject matter in U. S. history would presumably be less well
developed. This would mean that such prospective teachers would have
fewer specific subject matter resources upon which to draw in teaching

particular topics. I concluded that the inclusion of English majors and
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non-history, social science majors reflected the population of teachers
who actually teach history in rural Alaskan schools, while not
considerably shifting the focus of the research investigation.

I contacted the four students who most closely fit my criteria and
individually verbally explained the study along with its associated
risks and benefits. I invited each to participate and answered any
questions in regard to the consent form, which also contained a written
explanation of the study. Each of the four possible participants agreed
to be interviewed for the length of the study.

Participants

The four secondary teacher candidates interviewed for this study
are two men and two women, who, as mentioned earlier, ranged in age from
their mid-twenties to late-thirties at the time of the study. They are
all Caucasian. Three of the four hold bachelors degrees and were
completing their teacher education coursework as post-baccalaureate
students solely interested in securing teacher certification. The
fourth participant was completing his bachelor’s degree, with a minor in
education which will also make him eligible for secondary certification.
(He is also the oldest student.) Two of the prospective teachers are
social science majors--both in political science, with one of them also
possessing a history minor. The other two are English majors. Three of
the four completed their student teaching in larger, urban,
multicultural high schools located near the university, while the fourth
completed his in a small rural, Alaska Native community.

The participants also brought to their final year of teacher
preparation a range of experiences living in Alaska and interacting with
persons of different cultures. At one extreme, one participant was born

and raised in an urban area of the state; at the other extreme was
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another who had moved to the state only several months before the study
began. All of the study’s participants brought some experience
interacting with persons of cultures other than their own, but their
experiences ranged widely--from living in other countries to having
childhood friends of a different culture. One participant had lived
year-round in rural Alaska before entering teacher education. Others
posse;sed experiences with Alaska Native peoples through school or work
relationships. Table 2.1 summarizes the backgrounds that Dennis,
Esther, Linda, and Roger--all pseudonyms--brought to the study. Here, I
include brief introductory portraits of each, in alphabetical order:

Dennis. At the time of the study, Dennis was 36 years old. He
had completed a bachelors degree at a state university in the
continental United States with a major in political science and a minor
in history. Between that time and his admission to a teacher education
program, he had lived and worked in a mixed Native-white, rural Alaskan
community that served as a transportation hub, managing at different
times a lodge and a flying service. Later he moved into an urban center
when he was promoted within the flying service. In addition to these
jobs, he has been self-employed as a gold miner.

Dennis completed his student teaching at the middle school level
in a large, urban, multicultural school, teaching U.S. history to 8th
graders. Immediately after student teaching, he was hired as a full-
time substitute social studies teacher in a small, rural, Alaska Native
village. At the time of our final interview, he had been teaching there
for just three weeks.

Esther. Esther had arrived in Alaska from the East Coast less
than a year before the start of this study, at age 28. She holds a

bachelors degree in political science from an Ivy League college, with a
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minor in music, and has earned a graduate degree in public
administration. Before entering teacher education, Esther had worked
for a governmental agency. She volunteered a description of herself as
a "bleeding-heart liberal." She completed her student teaching in a
large, urban, multicultural high school, where she taught American
government and world history.

Linda. Linda was born and raised in Alaska in an urban setting.
She was 25 at the time of this study. She remembers her parents reading
her Native legends and recalls opportunities to play with Native
youngsters when her family docked their boat at a village during summer
vacations. In addition, Linda recollects weekly classes in Native
language and culture for all students in her elementary school* and the
respect that was paid in her high school circle to Alaska Native
families renown as dog-mushers.

Linda received her baccalaureate degree from Alaska’s state
university system, with major in English and a minor in Japanese.
Before entering teacher education, Linda had lived in Japan and had
taught Japanese language in a Midwest public school for a year under a
provisional certificate. Because of this full-time teaching experience,
the requirement for Linda’s student teacher experience was shortened to
6 weeks. During that period, she was given full responsibility for high
school classes in American literature and writing composition. She and
Esther taught in the same large, urban multicultural school. Finally,
Linda expresses strong concerns for the environment and once wore a tee-

shirt to an interview declaring her "radical" political tendencies.

4 Linda also noted that these classes occurred in a period when
plenty of money seemed available in schools, that is, during a time when
money from the oil fields was flowing freely in Alaska.
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Roger. Roger, the oldest of the participants, was 37 as the study
began. He had grown up in the San Francisco Bay area and attended
several racially mixed high schools, including one in which whites were
a minority. However, he completed high school through an alternative
route, in the process living off the land north of the Arctic Circle
with a teaching couple. At the time of our interviews, Roger was
completing his bachelors degree in English and earning a teaching
endorsement. Roger had experience working with Alaska Natives on
firefighting and oil field crews; he had also lived and worked with
adolescents in a group home setting. He completed his student teaching
living and working in a small, rural, Alaska Native village, accessible
only by air. Of the four prospective teachers I interviewed, Roger
struck me as the one who most enjoyed reading historical narratives.

Data 11 ion

Data were collected at three points across the final year of the
participants’ teacher education program--at the beginning of their
"methods" coursework, at the end of this coursework but before beginning
student teaching, and at the end of student teaching. I interviewed
each of the four teacher candidates in four or five sittings at each
point. For purposes of this dissertation, I have focused on the third
wave of data collection, after student teaching, at the end of their
teacher education program.
The Interview Protocol

This study relied on data collected with an interview protocol
(see Appendix A). The interview schedule contained open-ended questions
which urged participants to provide descriptive responses. Both general
and specific probes encouraged participants to elaborate with examples

and details. These probes also provided the interviewer with a mental
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framework for assessing responses during the actual interview and for
helping the interviewer to judge when and how far to encourage the
respondent’s thinking.

That the study attempts to surface a range of possible
similarities and differences in the thinking of prospective teachers
indicates the need for a fairly structured interview schedule. Such an
interview protocol allows for the collection of comparable data across
subjects (Bogden & Biklen, 1982). A semi-structured interview furnishes
opportunities to collect such comparable data while it also provides
occasions for both the participants and the interviewer to follow lines
of thought that are particular to individual respondents.

The interview is constructed around the idea that prospective
teachers hold knowledge and beliefs that they bring together in
reasoning about pedagogical decisions. These sets of knowledge and
belief concern subject matter; students, in particular culturally
diverse students; and learning and teaching. Other kinds of knowledge
and beliefs concern educational, community and political contexts. I
assume that such knowledge, beliefs and considerations influence teacher
candidates’ ideas about teaching approaches. Thus, the interview
includes questions that solicit the focal teacher candidates’ background
experiences and ideas related to these domains of knowledge. It also
employs scenarios that elicit integrated responses, using several kinds
of knowledge. These scenarios are grounded, in part, in the central
tasks of teaching, such as evaluating curriculum materials and planning
units of study.

Below, I lay out the content and structure of the interview. 1In

addition, I describe the process by which each segment was developed.
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Content and structure. For ease in conducting this lengthy and
demanding interview and in analyzing it, I divided the interview into
four segments. In part, I divided it into several segments so that the
teacher candidates would be able to focus clearly and energetically on
the questions and their responses. The parts were ordered so that
teacher candidates’ background knowledge and beliefs about subject
matter, students, and teaching and learning were explored first,
followed by situations eliciting more integrated responses which
involved that background knowledge. In addition, the segments were
sequenced so that the respondents were asked to describe their own ideas
for teaching U.S. history before they were asked to respond to
alternative approaches provided by the interview. In this way, it would
be possible to sort out which teaching ideas the candidates brought with
them to their first interview.

The four segments of the interview and their abbreviated reference
codes are:

> Part 1 consists of questions focused on
knowledge of and beliefs about subject matter (SM);

> Part 2 focuses on questions related to adolescent students,
especially Alaska Natives, as learners of history (SS);

> Part 3 consists of questions focused on the
teaching and learning of U.S. history with
Alaska Native students through the use of a Textbook and Unit
Planning Exercise (TL); and
> Part 4 uses a series of vignettes representing various
approaches to teaching and learning in U.S. history, which the
participants were asked to appraise (V).
In addition, at the second and third interview points-- after the block
of methods courses and after student teaching, respectively--teacher

candidates were also asked to describe the practicum setting in which

they had worked and to discuss the teaching of a unit they had devised
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or taught in that setting. (The Post-Practicum questions after student
teaching are labeled PST). This part of the interview provided
additional data on the focal teacher candidates’ ideas about students
and teaching approaches, as well as sources of those ideas.

Sources of interview items. For numerous interview questions and
scenarios, I drew on and adapted instrumentation developed by the
National Center for Research on Teacher Education (NCRTE) at Michigan
State University for its study on Teacher Education and Learning to
Teaching (TELT). The TELT study focuses on teachers’ learning about the
teaching of writing and mathematics to diverse learners. The Subject
Matter segment (Part 1) of my interview adapts questions developed by
NCRTE to elicit participants’ background experiences with mathematics
and writing, their views of themselves in relation to those subjects, as
well as their conceptions of the subject matter and its value. For Part
2 (Students), I used an NCRTE scenario which focused on intending
teachers’ views of Native Americans, shifting it to a focus on Alaska
Natives. Finally, Part 3 (Teaching and Learning of U.S. History with
Alaska Native Students) depends for its framework and numerous questions
on a textbook and planning exercise devised for the mathematics portion
of the NCRTE study. (See also, Ball, 1988, who used a similar
pedagogical situation in her dissertation study.)

In addition, Dr. Suzanne Wilson, also of NCRTE and formerly a
researcher with Stanford University’s Knowledge Growth in a Profession
project, suggested interview strategies based on her dissertation
research (Wilson, 1988). These suggestions were modified for Parts 1
(Subject Matter) and 4 (Teaching and Learning of U.S. History/
Vignettes). Specifically, I developed a set of cards to stimulate

respondents’ recollection of history content. I also elicited
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prospective teachers’ understandings of the relationships of particular
history content using these cards. In addition, I created a set of six
vignettes, to best described below.

Piloting the interview. I drafted an interview and piloted it
with other prospective secondary teachers during the final stages of
their methods coursework. I asked five preservice teachers from both
secondary programs at the University of Alaska Fairbanks to try it out
with me. They piloted different parts of the draft questions, with
special emphasis put on trying out the card task in "Understanding U.S.
History" (part 1) and "Teaching and Learning: Teaching Vignettes" (part
4) since these were parts of the interview developed specifically for
this study. The final interview protocol resulted from the pilot
participants’ responses and my observation of the functioning of the
questions and tasks during the pilot sessions.

In the following sections I describe each part of the interview
and explain how it was developed in more detail.

P : nder ndin j m r (hi . Primarily, this
segment of the interview provides data on teacher candidates’
conceptions of history and knowledge of westward expansion and
development as subject matter resources potentially shaping their

teaching approaches. It opens with general questions about teacher

————

candidates’ backgrounds and interests in history, overall, and in U.S.

history, specifically. It follows with questions regarding their views

on the purposes of studying history.
Central to Part 1 is the portion focused on prospective teachers’
understandings of a particular period in U.S. history, westward

expansion and development. A set of cards, each naming an event, person

or set of persons, issue, or idea important to understanding westward



64
expansion and development stimulate participants’ knowledge and
understandings of the period. For each card, respondents are first
asked to tell what they recall about the item. Then, they are asked to
say how important they think it is to understanding westward expansion
and development. The teacher candidates use a scale to indicate their
perception of importance, ranging from 1 ("of no importance at all") to
5 ("of central importance"). Finally, the prospective teachers are
requested to arrange the cards to show "how they go together," in the
process showing how they relate facts, concepts and controversies
associated with westward expansion and development. In addition, the
intending teachers respond in terms of their conceptions of history.

I created a list of events, people , concepts and controversies
concerning this topic by first examining parallel chapters in two major
U.S. history textbooks adopted by high schools across the nation and
another also used in Alaska. I asked a university history professor
with a specialty in this period to examine the list for significant
omissions.® He found none, but suggested several revisions to the
wording of the list, which I made. I also honed the list, focusing
primarily on prominent aspects of the period after the Civil War. (The
final list is to be found in Part 1 of Appendix A.)

Part 2: Ideas abou en Alaska Nativ . The second
segment of the interview contains items related to prospective teachers’
ideas about adolescent students, especially Alaska Natives. Such
knowledge and beliefs are potential resources for use in teachers’

mediation of subject matter for particular learners. For example,

5 This historian is the only professor at the university who
teaches a course devoted exclusively to the period of westward expansion
and development.
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teacher candidates may use these ideas as they try to "hook" students’
engagement in learning history. This may be especially true in cases
where prospective teachers must make special efforts because they cannot
rely on a shared cultural background to draw students into instruction.

For the most part, the interview items are designed to elicit the
prospective teachers’ observations and beliefs about Alaska Native
learners’ cultural and subject matter backgrounds, as well as their
motivations and interests. Participants are also invited to discuss
what knowledge about students they consider important for teachers to
possess. Except for the final inquiry, a scenario, questions in this
segment take a straightforward tack, focusing on both teacher
candidates’ general knowledge of high school students and special
knowledge of Alaska Native students. The final scenario solicits their
ideas about the sociolinguistic and interactional patterns of Alaska
Native students’ in response to a contextualized teaching situation. I
describe this scenario in more detail in chapter 4.

P ;: T hin n rning in hi X k
evaluation/planning exercise). This part of the interview is grounded
in a central task of teaching and consists of a realistic, extended
Textbook Evaluation/Unit Planning Exercise. I presented the teacher
candidates with analogous chapters from two high school U.S. history
textbooks and asked them to review each befor; our interview. During
the interview, I asked them to lay out their goals for Alaska Native
students’ learning about westward expansion and development and to
explain the activities and assignments they would use to achieve these
goals.

The Textbook Evaluation/Unit Planning Exercise reflects a typical

teaching situation wherein teachers examine and assess text material,
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implicitly or explicitly determine goals, and choose or create
activities and assignments to engage students and help them learn
academic material. 1In selecting and developing teaching approaches,
teachers try to satisfy or manage conflicting goals, priorities, values
and underlying assumptions held by both themselves and others. This
interview focuses on these issues and tasks in terms of teaching
culturally diverse students, specifically, Alaska Natives.

This exercise involves participants in pulling together what they
know and believe about various dimensions of teaching--subject matter,
students, teaching and learning, and other considerations--as they
figure out the content and approach for teaching about westward
expansion and development. It allows a look at how the teacher
candidates relate these domains of knowledge at the same time that it
gives an idea of how they would represent history for students who are
culturally different from themselves.

While the activity of evaluating the textbook is often a part of
planning a unit of study, here this activity also has been designed to
serve additional purposes. It serves as a means of getting at, first,
how prospective teachers think Alaska Native students learn history and,
second, which conceptions of history content and historical inquiry they
think should be presented to those students. Finally, assessing
textbook material elicits teaching approaches that teacher candidates
think appropriately represent U.S. history and their views on the
usefulness of textbooks in teaching.

I determined that the most appropriate chunk of material for the
participants to use in textbook evaluation and instructional planning
would be a chapter, rather than a section in a chapter. Broad patterns

of cause and effect within history would not encourage looking at
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content narrowly, that is, in textbook sections. Also, the content of
U.S. history textbooks tends to be interwoven throughout a chapter, even
when that chapter is divided into sections. Additionally, in the actual
planning of history classes, teachers would typically deal with chapters
as a unit of material, rather than individual lessons. This practice
stands in contrast to planning in other subject matters, for example
mathematics, in which teachers tend to teach lesson by lesson, not
paying much attention to the overall thrust and content of the textbook
by chapter (Ball, 1988).

I will return to the matter of textbook selection and consider it
in depth after describing the final sections of the interview.

Part 4: Teaching and learning in U.S. histor teachin
vign es). In this segment of the interview, teacher candidates read
and respond, one by one, to six vignettes, each developed around a
different fictional U.S. history teacher’s approach to instruction.
Questions in this part ask the teacher candidates to react generally to
the vignettes and also to discuss, more specifically, their ideas about
using each approach with Alaska Native students in two contrasting
settings--a small, rural school and larger, more urban school.
Presenting vignettes to teacher candidates--especially preservice
teachers--elicits ideas that inform the teacher candidates’ planning and
instruction. This is accomplished through their assessment of the
approaches presented, even though they might not have been able to
envision the approach independent of the stimulus. Also, it is often

easier for a respondent to judge the promise and pitfalls of another’s
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teaching idea, rather than one’s own.®

Each vignette portrays either a teaching episode or the teacher’s
description of his/her ideas for teaching particular U.S. history
content. (See Appendix A for the full text of these vignettes. Also, I
will describe them in more detail in Chapter 5.) Each vignette
represents the intersection of a conception of U.S. history--that is,
its nature and/or value--with differing approaches strategic to its
teaching. The approaches also vary by aspect of history emphasized
(e.g., political, economic, social) and U.S. history content. For
instance, Mr. Flanders, who holds that teaching history involves making
sure that students get historical chronology straight, is "observed"
doing a lecture about the Civil War. In the second vignette, Ms. Brown
puts forth her idea for doing a local oral history project so that her
students will appreciate that they, too, are making history, that
history is not just a thing of the past. Mr. Gomez wants his students
to understand the Depression and New Deal era through role-playing so
that they might deal intelligently with present-day and future problems.

Four criteria guided the development of the set of vignettes. I
sought to include vignettes that would represent:

1. Central concerns and tensions in history:

Here I focused primarily on concerns with chronology, continuity,
and causation. Issues of interpretationand judging differing
accounts potentially arise in Ms. Brown’s plan to "do" a local
history. Also represented in the vignettes is the tension between
history told as the story of key figures and/or society’s powerful
groups or as the story of common people.

¢ I am particularly indebted to Suzanne Wilson for helping me
realize the potential of using vignettes. However, like the scenario
(Part 2) and the structured pedagogical exercise (Part 3), the use of
vignettes as a research tool is exploratory and experimental (see Ball,
1988) .
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2. Range of aspects in history content:

In each vignette, I focused on different aspects of history--that
is, for example, political, economic, military, social history. I
also sought to develop vignettes that related history to other
social sciences (e.g., geography in Miss Channing’s teaching) and
to the humanities (e.g., literature in Mr. Herndon'’'s approach).

3. Typical, but contrasting, approaches to the organization of
social studies instruction:

In regard to content, the most common curricular organization in
social studies is chronological (Gross, 1981). Another common
approach to structuring content is to develop topics or themes.
The social organization of social studies classrooms often
involves small group work (Stodolsky, 1988) as well as the
traditional "lecture" method with question and answer recitation.

4. Approaches ranging in relevance to students:

I assumed that trying to make history relevant to students and
their experience is one way teachers attempt to engage adolescents
in its study. I assumed that for high school students relevancy
grows froma) the degree of immediacy in the form of their learning
experiences, and b) the use of localized and personalized issues,
concerns and examples. Thus, vignettes include learning
activities that range from first-hand and second-hand experience
to learning through textual material. Some scenarios also include
activities that might be seen as familiar to students, such as the
study of one’s community.

These vignettes, then, reflect issues that are central to the
discipline and to the teaching of it. They have been based on
conceptions and teaching approaches drawn from descriptions of history
teachers and teaching approaches in recent literature (e.g, Evans, 1988;
Gross, 1981; Wilson, 1988; Wilson and Wineburg, 1988), my own
observations of history teachers, and personal pedagogical content
knowledge. Not included directly were approaches that involve reading
the textbook during class time as a primary strategy and inquiry-based
projects. However, related approaches are included within other
vignettes (Mr. Flanders and Ms. Brown, respectively). However,

prospective teachers’ ideas about the use of U.S. history textbooks as a

teaching tool potentially come through their responses to the Text
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Evaluation/Unit Planning Exercise.

Thus, these vignettes have been designed to elicit the prospective
teachers’ thoughts about the kinds of approaches they see themselves
using with students who are culturally different from themselves,
including their goals for such students. Their responses also reflect
their views of history as a discipline. Further, the vignettes were
meant to draw out teacher candidates’ justifications for and other
considerations about the use of certain approaches with culturally
diverse students. These justifications and considerations reveal
participants’ possible concerns with factors in the teaching context
beyond knowledge about students and subject matter (e.g., community
dynamics, size of classroom group, management of time). Thus, these
vignettes elicit the participants’ knowledge and beliefs in each of the
domains of interest in this study--subject matter, teaching and
learning, students--as well as the ways they relate these domains to
each other.

Post-practicum guestions. In addition, after both methods
coursework and student teaching, I asked questions about the teacher
candidates’ practicum experiences of that semester. They were designed
to elicit information and the novices’ perceptions about the sites in
which they completed their methods and student teaching field
experiences. I asked about the subject matter they taught, experiences
with culturally diverse students (especially Alaska Natives), the school
and community settings, and their mentor teachers. We also discussed a
unit they had been responsible for planning and teaching which I judged
to best fit with the purposes of the research inquiry. For example,
because Esther did not teach U.S. history, we explored a unit she taught

on civil rights. 1In Roger’s case, we examined a unit he taught in a
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language arts class on Indian myths and legends. Finally, I asked the
teacher candidates to talk about what they might have gained from their
practical experiences in terms of understanding history, culturally
diverse students, teaching and learning in history, and anything else
that was important to their learning about teaching.

I chose to ask about these areas because they reflected the other
four parts of the interview. In addition, I hoped to gain a sense of
the conditions in which they worked as novice teachers and their notions
about what they had gained from practice.

The Textbooks

Another decision concerned which textbooks and chapters of the
texts to use as stimulus to the evaluation and unit planning exercise.
Critiques of textbooks and patterns of textbook adoption across the
nation (Gagnon, 1988; Sewall, 1987, 1988) and in Alaska (Alaska

Department of Education, 1987), as well as availability of actual

textbooks, influenced the choice of Boorstin and Kelley’s A History of
the United States (Ginn and Company, 1986) and Risjord and Haywoode's
People and OQur Country (Holt, Rinehart and Winston, 1982). The Boorstin

and Kelley text is widely adopted by school districts nationwide and is
also used in some of Alaska’s larger urban schools. Risjord and
Haywoode’s text also enjoys wide appeal nationally, but was primarily
selected because it has been frequently adopted by rural Alaskan school
districts, which serve primarily Indian and Eskimo students.

The two texts are similar in the conceptions of history they
embody. For example, both convey an historical chronology, and include
parts of lessons and tasks for students that emphasize time sequence
(e.g., timelines). Both texts also nod toward the role interpre;ation

plays in historical narratives, each including a reading exercise that
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contrasts accounts of Indian wars and policy. Of course, the texts
themselves are interpretative accounts of the past, but they do not
raise this, within these chapters, for students’ consideration in any
significant way. Additionally, both frame their accounts in terms of
cause and effect, but they attribute outcomes to different kinds of
effects. Boorstin and Kelley’s (1986) explanations turn to vivid
descriptions of individuals or lifestyles which are meant to represent
key ideas and events. Risjord and Haywoode (1982) tend to emphasize
movements and dynamics at broad social levels as causes.

An important difference between the Boorstin and Kelley (1986) and
Riéjord and Haywoode (1982) texts in their treatment of history concerns
their efforts to help students make connections within the subject
matter. Of the two texts, it is the Boorstin and Kelley (1986) account
that attempts to connect aspects of the past across time and place. It
contextualizes situations in the United States with information about
situations in other parts of the world, notably Europe. It connects the
outcomes of previous periods with the situations presently under
discussion and forecasts future situations.

These two texts also include comparable material. Both texts
focus on the idea of transforming the frontier as they deal with the
subtopics of Indian wars and policy, mining, cattle ranching and cowboy
life, farming, and the role of the transcontinental railroad. Also,
both handle this material less in strict chronological terms than as
sets of phenomenon occurring during the same period. In both texts,
Indian issues are dealt with early on, while each chapter concludes with
sections on farming. This progression implies that once the Indians
were defeated and confined, the greater civilization and development of

the West could occur through farming (Personal communication, Paul
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Oongtooguk, July, 1989). In fact, Boorstin and Kelley (1986) argue that
"civilization approached the Plains on three legs --water, wood and
land" (p. 336).

Different histories. 1In spite of these similarities, the texts
tell two very different histories. Comparisons of the numbers of pages
devoted to topics and an examination of the terms in which the authors
treat them reveal vastly different responses to the question of "whose
history should be told and taught." The Boorstin and Kelley (1986) text
emphasizes the story of white Europeans. Risjord and Haywoode (1982)
devote more of the story to the experiences of indigenous peoples. The
first set of authors sees the passing of the frontier as a triumphant
story of individual, white Europeans’ development of the frontier’s
riches. Risjord and Haywoode see it more as a conflict over resources
between indigenous peoples and such enterprising Europeans which was
disastrous for Native Americans. In addition, the latter authors make a
point of stressing the role and contributions of minority peoples in,
for example, the building of the transcontinental railroad. Also, they
emphasize that "many" of the cowboys were freed slaves, in comparison
Boorstin and Kelley'’s characterization of their "few" number.

Boorstin and Kelley’s (1986) theme is "that the West rewarded people
who had vision, self-confidence, courage and perseverance," the
personality profile of "the American ‘Go-Getter’" (Teacher’s Guide, p.
132). According to these authors, these Go-Getters were people--mostly
men--who would "try the impossible" and succeed in "making something
from nothing;" they "helped find and develop the riches of the new
American empire" (Boostin & Kelley, pp. 335, 320). Boorstin and
Kelley’s emphasis on individual competition and on development is

reflected in the number of pages devoted to mining, ranching and
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farming, fully three-quarters of the chapter.

The remaining one-fourth of the pages are devoted to Indian policy
and wars, which this text casts as a kind of civil war. In other words,
Boorstin and Kelley (1986) portray the conflict between Native Americans
and the U.S. government as a war between groups of citizens of the same
country, even though it is difficult to conceive that Indians considered
themselves to be "of the same country." Moreover, this text may end up
reinforcing negative images and stereotypes of Native Americans. It
describes Indians as "fierce occupants" (p. 321) who go "on the warpath"
(p. 322). Additionally, the reader might well conclude that Boorstin
and Kelley (1986) see Native Americans as not in possession of much
vision, self-confidence, courage and perseverance, since Native
Americans were clearly not rewarded by their encounter with white
European peoples during westward expansion. To give Boorstin and Kelley
credit where it is due, however, at times these authors also acknowledge
the role of the U.S. government in the demise of Indian culture. For
example, they clearly contend that the purpose of the Dawes Act was "to
destroy Indians’ culture" (p. 326).

The Risjord and Haywoode text attempts--with relative success--to
provide a Native American perspective, emphasizing that Indians’ ways of
life were overcome by a dominant white, European culture in its efforts
to take advantage of natural resources. These authors accomplish this,
first, by spending about half of the chapter’s pages describing and
discussing Indian wars and policy, with only one-fourth of the text
being devoted to mining, ranching and farming. Second, they use clear
and forceful language in phrases such as "direct conflict" (p. 413) and
sentences like "[t]lhe reservation system never worked well, and the

American Indians detested it" (p. 418), which also try to reflect a
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Native American viewpoint. They frame the period in images of
oppression as white "enterprising individuals...developed [natural]
resources, " outraging Indians at the "invasion" of their land, who are
only to be defeated by "superior numbers and firepower" (p. 430).
Risjord and Haywoode (1982) climax the conflict between whites and
Indians with an extended description of the Ghost Dance religion and the
Battle at Wounded Knee. In contrast, the Boorstin and Kelley (1986)
text chooses to culminate the Indian wars with the surrender of Chief
Joseph and the Nez Perce. They both conclude their respective sections
on Indian wars and policy with a discussion of the failures of the Dawes
Act, but Boorstin and Kelley leave the reader with a false sense of
exoneration in declaring that the U.S. government worked to rebuild
tribes and their culture so that by 1980 "the Indians numbered over 1.3
million-- probably more than when Columbus came to America" (p. 326).

Narrative style. Another characteristic of textbooks that

distinguishes them is the style of writing each employs. Boorstin and

Kelley’s (1986) A History of the United States is the more engaging
narrative to read (see also Sewall, 1987). According to one prospective

teacher who read this chapter in a pilot interview session, "It flows
like a story." The vivid turn of phrase, combined with in-depth
descriptions, pull readers into a sense of the times and encourage them
to feel they know the people or events portrayed. Boorstin and Kelley
also describe several sides of the individuals on whom they focus,
making them multi-dimensional and sometimes the benefactors of simply
being in the right place at the right time. Risjord and Haywoode’s
People and Our Country leans more toward the style we’ve come to expect
in textbooks, a narrative listing of events in a straightforward style

which some have called "dry." They highlight in bold print sentences
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that convey ideas the authors hold to be important. However, it is
sometimes difficult to determine the basis on which these sentences were
selected.

Teaching and learning. These texts are also constructed around

assumptions about teaching and learning, as well as teachers and
learners, in the context of history. Both texts do not assume much
higher order thinking on the part of either students or teachers. For
instance, they emphasize lower level questions (recall and
comprehension) in section reviews and tests. Also, they hold views
about what teachers need in a text in order to teach well. They include
answers to section review and test questions. And, in Boorstin and
Kelley, teachers are provided with numerous suggestions for
supplementary resources (books, films and so forth), as well as
elaborate lesson plans, virtually giving them scripts to follow.
Summary. Thus, in these two texts we have representations of
history and westward expansion and development as a topic in U.S.
history with some similarities and some differences. Generally, they
convey similar conceptions of history, with an emphasis on cause and
effect relations. Overall, both chapters represent the period of
western expansion and development after the Civil War as belonging to
white Americans, but with more or less room in the story for Native
Americans. On the one hand, in its stress on Indian issues and other

minorities, Risjord and Haywoode’s (1982) People and Our Country gives

the impression it is trying to rectify the imbalanced and wrongful past
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treatment of peoples of color by textbook publishers.’” However, in the
style of this text, history comes across as something that has happened
in a manner and time disconnected from the reader.

On the other hand, Boorstin and Kelley’'s (1986) A History of the
United States definitely gives less play to Native Americans. While not
ignoring Indian-related issues, and even seeming, at times, to treat
them in an even-handed manner, this text gives greater play to the white
European "Go-Getters" who develcoped and lived in the West. 1In its
writing style, this account seduces readers with the power of story and
vivid detail.

Interview Procedures

How, then, did I use this interview schedule? It was used to
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