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Chapter 1:
• Case 1: Anita Underwood: Anita, an experienced and enthusiastic third-grade teacher,
describes in detail her class plans and activities for the first day of the new school year
and shares her sense of excitement and her fears. (Third grade—Topic: Classroom
Climate, Early Childhood, Evaluation, Teaching Approach)
• Case 2: Christie Raymond: Chrisie is a mature woman in the first month of her first fulltime position teaching music in an elementary school. She loves the work as long as the
children are singing, but dislikes the school’s emphasis on, and her part in, disciplining
the students. Christie’s classroom teaching and after-school bus duty are described in
detail. (Elementary school—Topics: Behavior Management, Classroom Climate, First-year
Teacher, Philosophy of Education, Social Context of Teaching)
Chapter 2:
• Case 1: Joyce Davidson: Joyce is not making much progress teaching her remedial
English class and is particularly concerned about an extremely shy student who is not
responding to her teaching methods and style. (Ninth grade—Topics: Diversity, English
Teaching, Instruction, Motivation)
• Case 2: Toby: Toby, an elementary school student, experiences difficulties with phonics
and basic reading skills. (Elementary school—Topics: Basic reading skills, instructional
methods and techniques.)
Chapter 3:
• Case 1: Carol Brown: After socially integrating her diverse class, Carol sees her efforts
threatened when a student’s pencil case disappears and is thought to have been stolen.
Her students’ reactions are not what she had expected. (First grade—Topics: Diversity,
Moral Development)
• Case 2: Scott Donovan: Scott discovers that four of his students plagiarized parts of a
lengthy writing assignment. He wonders if he contributed to the problem, given the
nature of the assignment and the students’ inability to work independently. (Tenth
grade—Topics: Cheating, English Teaching, Instruction, Moral Development)
Chapter 4:
• Case 1: Alice Peterson: In Alice’s class, every student brings unique and difficult
problems into the classroom, leading Alice to wonder if she is reaching anyone. Her
instruction does not seem to match her students’ needs. (Pre-first-grade—Topics:
Behavior Management, Cognitive Development, Diversity, Instruction, Motivation)
• Case 2: Laura Conway: Laura is a resource room teacher. She is surprised and
saddened to discover that one of her favorite sixth-grade students hates the resource
room and wants to stop coming. (Sixth grade—Topics: Special education classification,
Learning disabilities, mainstreaming.)
Chapter 5:
• Case 1: Anyssa: The Malden school district is forced to change their assessment
process when it is noted that a disproportionate number of females and people of color
are denied admittance into the program. Anyssa is an African American student who is
eventually placed in the gifted program. (Tenth grade— Topics: Diversity, Assessment )
• Case 2: Esperanza: Esperanza is a migrant Hispanic child, and this case study discusses
placement issues. (K–1— Topics: Diversity, Placement, ESL )
• Case 3: James Colbert: James is a third-grade teacher in an inner-city school. He is
trying his best to teach language arts using basal readers and a district-required
curriculum. James is especially concerned about a Spanish-speaking child who appears
to want to learn but who speaks English only at school. (Third grade—Topics:
Curriculum, Diversity, Early Childhood, Instruction, Language Arts Teaching, Teacher
Expectations, Tracking)

Chapter 6:
• Case 1: Gabrielle: Identifying child with learning disabilities. (grade 2—Topic:
Instructional methods/techniques, behavior management)
• Case 2: Angie: Social problems of speech impediment. (grade 1—topic: Instructional
methods/techniques)
• Case 3: Kathryn Carlson: A resource room teacher has been unsuccessful with a student
whose classification my not be warranted and whose social behaviors threaten the
success of a mainstreaming program. (Third grade and resource room—topic: Behavioral
Learning Theory, Classification: Special Education, Mainstreaming)
• Case 4: Diane News: In a school district beginning a gifted and talented program, a
teacher must choose four students to recommend for the program from her class, but
she has five potential candidates. The parent of one of the students has threatened her
if she does not recommend his daughter. (Fourth grade—topic: Diversity, First-Year
Teacher, Gifted Program, Social Context of Teaching)
Chapter 7:
• Case 1: Melissa Reid: An enthusiastic young student teacher struggles to gain the
respect and improve the behavior of her senior-level composition class and is devastated
by one of her student’s papers which is full of vindictiveness and hatred toward her.
(Twelfth grade English--Topics: Behavior Management, Diversity, English Teaching,
Student-Teaching Issues)
• Case 2: Linda Pierce: A teacher is concerned that her students are not responding well
to the research and writing assignment that she and her fellow teachers have created.
We observe her attempts to help the students meet the demands of the assignment.
(Seventh grade English--Topics: Cognitive Learning Theory, Diversity, English Teaching,
Lesson Planning)
Chapter 8:
• Case 1: Ken Kelly: 9th grade teacher watches 4th grade teacher using Socratic method.
(4/9—topic: Collaboration/consultation)
• Case 2: Therese Carmen: A second-year teacher is presented with a new district-wide
science curriculum that she finds difficult to teach because she relies on the objectives
found in the teacher’s manual. (First grade—topic: Cognitive learning theory, Curriculum
Lesson Planning)
Chapter 9
• Case 1: Frank Oakley: Teacher wrestles with pairing as a collaborative technique in
science class. (Ninth grade—Topic: Diversity, Lesson Planning, Science Teaching,
Teacher Expectations)
• Case 2: Elizabeth Rhodes: A teacher is frustrated by her advanced-placement students
who want to work only for solutions to problems and do not want to apply higher-order
reasoning skills. The students resist cooperative learning groups and problem solving
activities. (Twelfth grade mathematics--Topics: Classroom Climate, Classroom
Organization, Lesson Planning, Math Teaching)
Chapter 10:
• Case 1: Alice Peterson: Possible connection between behavior problems in a "pre-first
grade" classroom and the layout of the room. (k—topic: Behavior management,
Cognitive Development, Diversity, Instruction, Motivation)
• Case 2: Julianne Bloom: An experienced teacher tries to engage her students in writing
activities during language arts. We observe her teaching and her frustrations when the
lesson does not go as she had anticipated. (Fourth grade—topic: Diversity, Instruction,
Language Arts, Lesson Planning)

•

Case 3: Judith Kent: A teacher engages her students in whole-class discussion, and
then the students work with partners on an assignment. She explains the planning
process she went through to re-teach the lesson after it had not worked the previous
class. (Fourth grade--Topics: Instruction, Lesson Planning, Questioning, Social Studies
Teaching)

Chapter 11:
• Case 1: Rich Thorpe: A teacher discovers near the end of the school year that two
students in different classes are giving up rather than trying to pass the course. (HS—
topic: Diversity, First-Year Teachers, Math Teaching, Motivation)
• Case 2: Emily Smith: An energetic student teacher requests and is assigned to student
teach social studies in an inner city high school. Her cooperating teacher gradually lets
her assume control of the most difficult survey class, and she succeeds in reaching them
until they find out her student teaching assignment with them will soon end. (Eleventh
grade Social Studies—topic: Behavior Management, Diversity, Motivation, Student
Teaching Issues)
Chapter 12:
• Case 1: Maggie Lindberg: New teacher struggles to manage class behavior. (grade 3—
Topic: Behavioral Learning Theory, Behavior Management, First-Year Teacher)
• Case 2: Michael Watson: New teacher gets a negative evaluation for focusing more on
how students feel about him than on what they're really learning. (HS—Topic: FirstYear Teacher, Instruction, Philosophy of Education, Social Context of Teaching)
Chapter 13:
• Case 1: Elaine Adams: A student teacher near the end of her assignment observes her
cooperating teacher give the students help while administering the district-mandated
standardized tests. She finds herself unsure how to deal with the situation. (Third gradeTopics: Ethical Issues, Evaluation, Student Teaching Issues)
• Case 2: Melinda Grant: A teacher who has developed an innovative curriculum is
concerned because another teacher continually warns her that she will be held
responsible for her students’ end-of-year standardized test scores.(Third Grade—topic:
Evaluation, First-Year Teacher, Organizational Climate, Social Context of Teaching)
Chapter 14:
• Case 1: Joan Marin, Marilyn Coe, & Warren Groves: A classroom teacher, a special
education teacher, and a principal hold different views about mainstreaming a boy with
poor reading skills. The dilemma comes to a head over the method of grading him at the
end of the marking period. (grade 4—Topic: Grading, Mainstreaming, Organizational
Climate, Social Context of Teaching)
• Case 2: Sarah Hanover: A teacher is confronted by a student's angry parents who
challenge her grading system when she gives their son, an outstanding student, a lower
grade than expected because he never turned in any homework. (Eleventh grade
mathematics—topic: Grading, First-Year Teacher, Motivation, Parent Issues)
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CASE STUDY
Anita Underwood
Developed by Mary Endorf, Augsburg College

A week ago I had carefully addressed postcards to unknown names announcing that I would be their third-grade teacher for the new school year. Most
of the children’s names were unfamiliar to me, an understandable situation
since Roosevelt Elementary School in Littleton enrolled six classes of thirdgraders. As I waited now to see the faces of the children in my class, a surge
of emotions raced through my body—eagerness for the journey together
to begin, sadness that this was not the previous class that I had so adored,
fear that too many would lack basic skills, and concern that there would
not be enough of me to go around. I also was filled with hope that we would
become a family, a community of caring, sharing learners by the end of the
year. I glanced around my room one more time, cheered by the brightly
colored posters, the activity centers, the blank spaces soon to be filled with
children’s work. Although I was starting my twenty-second year of teaching
and my eighth year as a third-grade teacher in Littleton, I still felt the
nervous anticipation of a new school year.
It was now 8:40, time to begin. No bell rang but a soft roar had begun
and grown to a crescendo as the halls filled with children’s voices. I stood
at the door of my room and soon Timmy Elliott stood before me, clutching
his postcard.
“I’m Timmy,” he announced.
“I’m Mrs. Underwood,” I replied. “Welcome to Room 311. Choose a
desk that fits, put your school supplies away, find a locker you can reach,
and then check out the room. I’m glad you’re here, Timmy.” He looked at
me, gave a nervous smile, and some of the apprehension eased from his face.
I greeted twenty-six more children and reassured the parents who accompanied many of them. Some of the parents were as curious as the children
and wanted to see what the teacher looked like. Others came to say “hello”
or to let me know that they were interested in their child’s education. I
understood that it took an act of trust to turn their children over to me. I
hoped that I would live up to that trust.
Getting acquainted on the first day is a special time, one that can begin
to nurture confidence or cause tightness, fear, and anxiety. It seemed to
me that children would be comforted to know that the teacher was once
in third grade too, so I began with a personal story from my third-grade
experience and passed about a picture of myself at that age. Pictures of my
family and more memories followed. While they sized me up I did the same.
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“My name is Anita,” I told them. It helped them to know that I, too, have
a name.
I did some quick counts as I introduced myself and heard from them.
My observations told me that there were thirteen girls and fourteen boys and
fourteen children of color—five Asian-Americans, seven African-Americans,
and two Latino children. It’s difficult to judge socioeconomic status on the
first day of school. Everyone is clean, pressed, and polished like the entryway
tiles they walked across. All of their possessions are new. A magnet school,
Roosevelt draws students from elegant, historic mansions lining Summit
Avenue and graffiti-covered projects fronting Selby Avenue. Those are the
extremes. The rest of the children come from what is left of the middleclass families in the community. I know from reading the local papers that
there are many single parents raising children here in addition to families
who have immigrated from all around the world.
The thing that makes the first day of school wonderful is that it is the
only day of the year when all of the children feel equal. I did not yet
know where the rough spots would be, which stars were shining, which just
beginning to twinkle, and which as yet had not begun to glow. On the first
day they were all the same, and in a carefully constructed way I planned to
take a first look at their learning needs.
We continued with the business of getting acquainted and comfortable.
Susan wondered why I hadn’t passed out books yet. This was a great question;
it gave me an opening for the speech that described the philosophy that
would guide our learning this year. “This is going to be a literature-based
classroom. What that means is that we will do all of our learning from ‘real’
materials rather than textbooks. We will read a variety of literature during
the year: action, nonaction, poetry, magazines, and some things from materials you will choose. You will have many choices in what and how you learn.”
Susan smiled slightly. “Sounds good to me. Is it legal?”
“I hope so,” I replied. Those that got it giggled, the rest played and
squirmed restlessly. I put the philosophy into action by introducing a
story called Never Spit on Your Shoes. We read and laughed our way through
the story, with me pausing at different points to get their reactions and
ideas. Everyone was smiling when the story ended, and I felt we’d made a
good start.
We took a short break for a snack, and then I passed out note cards.
“Please write down three questions that you would like to ask me. You may
ask anything that interests you, and I will answer the questions honestly.
Spell the words that you know correctly and circle the ones you are not
sure of. Be sure to put your name on the upper right-hand corner of
the card.”
The cards told me at a glance many things about my new class. Immediately it was clear that there was a huge range of ability. Some students
appeared to write in a code that I could not decipher, and they circled
nothing. Billy, Joseph, Shamika, Timmy, and Anna wrote sophisticated sen-
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tences with few circled words. Toni told me she couldn’t think of anything
to ask.
The handwriting was as varied as the skills. Some children were still
struggling to print; others attempted cursive. One student, Barry, ignored
the whole thing and worked silently on the drawing he had begun as soon
as he found his seat. He ignored my request to join us. I told the students
I would answer the questions on the cards after lunch, and we moved on
to another activity.
I gave them oral and written instructions for the construction of an
eight-page book that will be titled The Me Book. This project allowed the
children to demonstrate many skills and provided me with information
about their cognitive development, their writing, their fine motor skills and
artistic interpretation, their ability to understand a task and follow directions, their neatness and sense of order, and their confidence level. Each
student began to create the booklet by folding a large sheet of drawing
paper. A few were able to accomplish the task as presented, but most needed
help. Several required constant reinforcement, asking at each step, “Is
this right?”
With the folding completed I listed the title and page-by-page information on the board. A hush fell over the room as the class got down to work.
A sudden volley of questions erupted as the students realized they had to
make some decisions on their own. “Should I write everything first?”
“Do you want me to put a picture on the front?”
“Do you care how much I write?”
“What if I can’t draw my mom?”
“What should I do first, write or draw?”
“I’ve never seen my dad but I know I have one. Should I put him in too?”
“This is your book, and I would like you to decide what is important to
you and surprise me,” I told them. Again quiet prevailed as new crayons
were carefully opened, long pencils cradled correctly for a while, and minds
busily created masterpieces that would surely please me.
I wandered about the room observing. Mai Lin, Xiong, and Leah hadn’t
started. Barry joined us and was putting lavish detail into the writing of his
name. Tomas was still fussing over what it was I wanted him to do. Eddie
was having a great time drawing rappers in Cris Cross clothing. Susan
muttered something about hating to draw and continued to write. Anna
had many drawings of her family and had written several sentences describing them. Drew was still reading the book, How Things Work, that he found at
the beginning of the day and hadn’t heard a word regarding this assignment.
Jimmy was doing the tasks as asked but in microscopic scale, and Elliott,
who hadn’t started either, tugged at my sleeve and asked, “How do you like
my new school clothes my daddy bought for me?”
The next day the children would finish their books and share them
with each other. Some would read with strong confidence; others would
hand theirs to me to read; some would have only pictures to share because
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they have not yet learned to read and cannot write. The small books will
be the first entry into their assessment portfolios.
We cleaned up from this project as lunchtime neared. Again, I observed
the students as they wound down this activity. Some stopped as soon as I
told them it was getting close to lunchtime, mid-word, mid-sentence, middrawing. Others moaned, unwilling to break off their work. A few finished
the part they were working on, neatly folded their papers, and gently laid
their materials in their desks. I reminded students to take care of their
pencils and crayons since they will be responsible for keeping their own
materials. Some students ignored this injunction—crayons and pencils were
left where they were dropped or fell.
The afternoon of the first day went by swiftly. The children returned
from lunch and playground time with an abundance of energy, so we did
a “meeting and greeting” activity that helped us remember each others’
names and shifted from moving around the room to sitting at desks. When
everyone was seated, I began to answer the questions on their cards. At
lunch, I had sorted the questions into those about school, those about my
personal life, and general questions. I answered the school questions first
and asked for others that these might have raised. Then I responded to the
personal ones, asking the students for like information about themselves. We
talked about our animals, brothers and sisters, favorite foods and television
programs, vacation experiences. Finally, I answered the more general questions—explaining that some of the topics raised by these questions would
be the subject of science, social studies, or reading lessons. We talked about
how to gather information, discover new ideas, share our questions, listen
to other people’s views.
Our final first-day activity was a math game. In the five hours the children
had been with me, I had begun to observe and note, formally and informally,
their social interactions and language skills. Before the day was over, I
wanted to get a sense of how they used numbers, solved problems, thought
mathematically. One of the ongoing activities this year would be a trip
around the world. Starting in Littleton, we will span the globe, returning
“home” in June. We will do reading, writing, science, social studies, and
math activities as part of our travels, and I introduced this project by hanging
a large map of the world, finding Littleton, and asking students where they
would want to go. We listed many places and took some straw votes to
identify the most popular choices. Then students calculated distances between different locations. I’d prepared a sheet that gave the miles from
Littleton to places that have proved popular in the past. Travel guides that
included some information they might need were available as well.
The discussion had been lively, and I noticed that all the students joined
in except Elliott and Barry. Drew had put away How Things Work to become
an active participant, and he immediately went to work on the problems I
had assigned. As earlier, I noticed that some students couldn’t seem to get
started without a lot of support and reinforcement, while others eagerly
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“jumped in,” anxious to do the task I presented. With fifteen minutes left
until dismissal, I collected the papers, and we all came together in a circle
to talk about our first day.
Everyone who wanted to speak was to say one positive thing that happened during the day. I began, reporting that it was a good day for me
because I learned so many of their names, and I heard their laughter many
times. Many students volunteered and shared observations about meeting
new friends and seeing old ones. Others spoke about different classroom
activities, lunch, playground, the books and magazines. We ran out of time
before we ran out of speakers. As noise filled the halls again, students
gathered up their backpacks and lunch boxes and lined up for the trip
home. I again stood in the doorway, saying goodbye, watching who left with
whom, who forgot things, who seemed to know just what to do.
When the last student left, I sat at the desk and thought about them.
After this first day, what conclusions could I draw? What did I know? How
would this information guide me? What would we do tomorrow?
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SUGGESTED QUESTION OUTLINE
1. Let's begin our discussion by looking at how Anita planned for the first
day of school. How did she prepare to begin the new school year?
Probes…
1. What are her expectations of the students?
2. What type of atmosphere does she hope to establish in her class
room?
2. Now let's look at how her students respond to her plans.
Probes…
1. Do the children seem comfortable? Which do not? Why?
2. Does she move too fast? Does she put pressure on students?
3. What are the risks and benefits of her specific strategies?
3. Let's look specifically at Anita's assessment techniques.
Probes…
1. Describe her sizing-up assessments. her assessment for instruction. Is
she confusing the two?
2. What are the advantages and disadvantages of her assessments?
3. Is she doing too much assessment, too soon? Are there dangers to
this?
4. How might you apply Anita's procedures to your own classroom?
Probes…
1. Which of Anita's activities would you consider using on your first
day of teaching? Why?
2. How might you adapt or modify other of her activities?
3. What other ideas can you think of that might be appropriate for the
first day of school?
ASSIGNMENT QUESTIONS
1. Evaluate the strengths and weaknesses of Anita Underwood's first day of
class.
2. Which of her ideas would you consider using? Why?
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CASE STUDY
Christie Raymond

Christie Raymond liked to tell people she was a permanent substitute. ‘‘And
that,’’ she thought, ‘‘is the least of the contradictions in my life.’’
Christie was two weeks into her first teaching assignment, as the music
teacher at Roosevelt Elementary School in Littleton. Since competition for
jobs in the area was fierce, she considered herself lucky to have stepped
into this position in mid-March, as the replacement for the regular teacher
who was on maternity leave until the end of the school year. Christie fully
intended to perform well enough to secure a permanent position in the
district the following fall.
But that meant resolving the basic dilemma that was slowly crystallizing
as an almost insurmountable roadblock. Christie was the product of a teacher
preparation program that used case method and discussion teaching almost
exclusively to train its enrollees. The legacy of that education, for Christie,
was an overriding conviction that all classroom events—particularly problems—were her responsibility. Misbehavior, she believed, did not mean that
the kids were bad.
‘‘So maybe that means I’m a bad teacher,’’ Christie reflected ruefully
as she unlocked the music room door and shrugged off her coat. The room
was in a new wing of the school and was pleasant, if small. Rooms for music,
art, remedial reading, counseling, and other special classes were about half
the normal classroom size. Christie’s room was not specifically designed for
music; it was simply a narrow space with closets and shelves at one end and
windows at the other. A chalkboard spanned one of the long walls and
cement blocks the other. A small bulletin board sporting singing spring
flowers broke that wall’s monotony.
Christie shoved a plastic student chair out of the way with her knee in
order to open the closet where she hung her coat and kept her personal
things. Mrs. Blatner, her predecessor, had arranged the thirty chairs around
the perimeter of the room so that students sat in an oval; she had used this
configuration for all but the first and second graders, who sat in rows on
the floor facing the chalkboard. Christie had decided not to change this,
at least initially, in order to minimize the transition when she arrived.
Christie reflexively glanced at her reflection in the small mirror inside
her closet door—it seemed more and more like a gym locker—and then
wove around student chairs to get to her desk, which was tucked in a corner
behind the oval. She withdrew her lesson plans for the day and her weekly
schedule; she still had not memorized which classes she saw during which
time slots on which days. She drew a deep breath. Fridays meant two groups
of fifth-graders followed by two classes of sixth-graders and one fourth-grade
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class, each at half-hour intervals, and all before lunch. The afternoon meant
switching gears for two second-grade and then two first-grade classes.
As she opened her lesson folder Christie also unfolded a note she’d
picked up in the office on her way in. It was from one of the second-grade
teachers: ‘‘Christie—We’re going to the natural history museum on a field
trip today, and I don’t think we’ll be back by 1:00. Enjoy the break!’’
Christie’s first thought was that she’d get an hour for lunch. Her second
thought was to feel guilty for her first.
The sound of shuffling feet signaled the approach of her first class, and
Christie hurried across the room to meet them at the door. She smiled a
greeting at the classroom teacher with the fleeting wish that she knew her
new colleagues better, and she spoke to the students as they filed in. Christie
was desperately trying to learn names, but since she saw 200 students each
day it was a slow process. Mrs. Blatner had assigned seats around the oval
in each class, and Christie hadn’t tampered with the seating. She could
have referred to her seating charts for names, but that felt awkward. So did
asking students their names after two weeks on the job. It had occurred to
Christie that the students might not even be sitting in their assigned seats;
she had not specifically checked or taken attendance against the seating
chart since her first meeting with each class. But half an hour seemed like
so little time with each group, she hated to waste a third of it just to be
sure they sat where assigned, particularly since she was ambivalent about
assigned seating anyway. One example of her child-centered philosophy
incubated by her teacher preparation program was a desire to respect her
students’ individuality enough to let them sit where they chose. She hoped
that her teaching would be so engaging that she would command their
attention whether or not they sat by their friends.
This conflict aside, Christie was grateful that so far this particular class,
which she also saw for a half hour on Wednesdays, had been fairly cooperative. She ushered in the last of the line and closed the classroom door.
‘‘Good morning,’’ she said to the ring of faces around her. She crossed
from the door to the center of the room, turned full circle to scan the
settling children, and then walked back to the shelves. ‘‘Excuse me,’’ she
murmured to the several students whose chairs were in front of the shelves,
reaching over them for the textbooks stacked above their heads. ‘‘Will you
help me pass these out?’’ she asked the two students seated directly beneath
her, as she pulled several books from the stack and then stepped back to
permit them to stand. The pair, a boy named Josef and a girl whose name
Christie couldn’t remember, rose eagerly and began haphazardly distributing books around the oval.
Christie returned to ‘‘center circle’’ and spoke loudly in order to compete with the chatter and activity. ‘‘We’re going to learn a new song this
morning and then sing some old favorites. When you have a book, turn to
page 2.’’
During the few minutes it took the two students to distribute texts and
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for the rest of the children to shuffle pages, Christie retrieved a xylophone
from among the instruments on the shelves and placed it on the floor in
the center of the circle. She wished that the room were large enough to
keep the piano in it permanently; it was outside along the wall in the hallway,
and she had wheeled it in only once. She tapped out the tune of the new
song, Hey, Diddle de Dum, on the xylophone even though the group was
not ready.
The music helped arrest their attention, and Christie spoke into the
lull, ‘‘All right, people, listen to the melody of the first two lines, and then
we’ll sing them together.’’ As she spoke she lifted her eyes from the score
and promptly hit a wrong note; the dissonance was obvious. She grinned
and added, ‘‘And if you hear me make what sounds like a goof, raise
your hand!’’
The class agreeably listened and then sang, and they repeated the song
several times until Christie felt they might hum it in the halls. Christie was
very grateful for one characterisitc of Roosevelt students: they like to sing.
She remembered from her own school experience that it had been ‘‘uncool’’
to sing in music class, and she had dreaded the cajoling and threatening
her teachers long ago had employed to get their students to participate. ‘‘I
guess that starts in junior high,’’ Christie thought as she sang with the class
and paced the circle directing them. She did love to sing with children,
and she loved to smile right into their eyes as they sang and smiled back.
The problem was when they were not singing. As they gave themselves
a round of applause for Hey, Diddle de Dum and turned to page 60 for the
next number, the inevitable talking and laughter began. Christie had to
raise her voice to be heard above it. “That was terrific—you guys sound
wonderful.” The din quieted somewhat and she continued. “That’s one
point for sounding terrific!” A boy seated in front of the chalkboard turned
without Christie’s permission and marked a “1” on the board, circling it
with a flourish. “Thank you, Jamal,” Christie said. “You may be the scorekeeper today. Please turn around now and join us on page 60.” Jamal bent
to retrieve the book that had slid off his lap to the floor when he pivoted;
several other students had let their books drop to the floor, and a few of
them did not bother to retrieve them. “If I could only keep them singing
continuously for thirty minutes,” Christie mused. “They only behave when
their mouths are busy singing.”
That thought motivated her to cross to the record player and cue the
recording of The Eagle, a favorite song she was about to let them sing, rather
than stop to chastise them for their chatter. As she walked she put a finger
to her lips and raised the other hand in a “peace sign,” the universal signal
at this school for quiet. A few students responded as they had been taught,
by quieting down and mimicking the gesture, but more ignored it. Every
time Christie used this gesture, which she thought vaguely silly, she remembered her first day on the job, when students had been raising their hands
right and left, and she had thought they wanted to speak. She would call
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on them and they would shake their heads, lower their arms, and look at
her with indulgent disdain. It had been third period before a kind group
of fourth-graders had clued her in.
The sound of the prelude to The Eagle quieted the group—Christie had
the volume up high—and as the first stanza began the class sang loudly in
unison. This was indeed a lovely and well-loved song that Mrs. Blatner had
taught them early in the year.
As they sang, Christie glanced at the list of class rules written in Mrs.
Blatner’s handwriting and posted on one side of the bulletin board:
1.
2.
3.
4.
5.
6.

Participate attentively.
Raise your hand to speak.
Follow directions carefully.
Play instruments only when instructed.
Show respect.
Keep your hands, feet, and materials to yourself.

Below this chart, another described the rewards and penalties agreed
upon by all of the teachers who saw children for limited blocks on a rotation
basis:
PROCEDURE
1.
2.
3.

Warning
Time out—chair or hall
Office

REWARDS
1.
2.
3.

Special helper award
5 points/day
100 points—class party

One of Christie’s recurring uncertainties, which occupied a corner of
her mind even as she directed and sang, was whether or not she should
enforce these rules more stringently. Her decision of a split-second earlier,
for example, troubled her. She had chosen to quiet the class using music
rather than insist upon silence by reminding them of Rules 1, 2, and 3.
“Maybe I should have tried to single out egregious chatterboxes for the
time-out chair,” she thought. She knew that her classes were gradually getting
the idea that she wouldn’t ride them too hard, but becoming stern did not
feel natural to her. Christie did not want the reputation of a pushover,
but she truly believed that if she taught well enough—if her lessons were
imaginative and engaging and if she respected her students and expected
the best of them—they would be motivated to cooperate and to learn.
The class launched into the third verse, although about half the group
had to scramble to find the right place. Following the repeats and D.S. al
Coda directions in the score was a challenge complicated by the fact that
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this recording sometimes skipped at inopportune places. As everyone found
the place and the song went on, Christie became aware of drumming behind
her. She turned to see Robert tapping an accompanying rhythm on his
plastic seat. Many students immediately looked at him and then glanced at
Christie for a reaction even as they continued to sing. Christie walked toward
him but did not admonish him. Rather, she smiled and nodded, matching
his rhythm with her conducting hand as she neared his end of the oval.
When the song was complete, Christie congratulated the class on their
peformance. “You know, I have the best spot in the house. I get to stand
here in the middle and hear you singing all around me. It’s like the best
stereo system in the world!” Christie turned to Robert. “And you sounded
great! You beat out a nice rhythm, Robert.” She saw surprise and then
pleasure dance across Robert’s face, and Christie privately congratulated
heself. She’d guessed that he just wanted her attention, and she was glad
she’d decided to give it to him positively.
Christie turned to the class. “Do you think we should have him do that
on a drum this time?” She shared a smile with Robert as several of his
classmates called out, “Sure!” “Yeah!” “Great!” Christie let the noise escalate
as she motioned to the students sitting in front of the closet to move and
reached in for a small tom-tom. She handed it to Robert with silent gratitude
that her improvisation hadn’t led to universal pleas for percussion instruments. She had only mustered the nerve to pass out the bells, drums, and
tambourines once, and she had regretted it.
Robert immediately began tapping his instrument, and Christie put a
gentle restraining hand on his forearm. “Only when we sing,” she said softly.
She then leaned over for her book, which she had laid on the floor when
she bent to get the drum. “People, listen, please.” She awkwardly held the
book under her elbow as she used both hands for the Roosevelt sign for
silence. “Sshhh . . . I need to speak . . . I am waiting . . .” Gradually the
class settled, and Christie paced from one hot spot of conversation to another
with one hand in the air and the other to her lips, trying to use the physical
proximity of her body to achieve attention. She hated this long ritual wait
for attention. “I feel like a damn pin ball ricocheting around this room,”
she thought as she crossed and recrossed the small room. Finally the group
was quiet enough for her to be heard. She silenced a lone beat from Robert
with as mean a glance as she’d mustered today, and she resumed the lesson.
“Look at the score, people. Let’s review the organization of this song before
we sing it again. Who can tell the class how to follow the repeats and signs
in this song?” Several hands went up, and a few eager students leaned
half out of their chairs. Popping up from their chairs was an increasing
phenomenon in this and all her classes. “Yes, Martha?” The chosen girl
explained haltingly the order of verses and repeats, speaking so softly and
hesitantly that it was difficult for Christie, let alone the other children, to
hear. Christie tried not to let herself feel impatience as she waited for Martha
to finish, but once Martha was halfway through her explanation and looked
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up inquiringly, Christie took over. “Good, right.” Christie held her book
open in front of her chest and paced around the room, pointing to the
repeats and the coda so students could see. She reiterated and clarified
what Martha had tried to explain. “OK? Everyone with the program?” Her
sweeping glance caught several nods so she cued the recording again.
Robert’s accompaniment on the drum was actually more pedestrian
than his improvised tapping on the seat had been. He beat a loud, steady
four/four time rather than the more intricate but appropriate rhythm he’d
achieved with his fingertips. But Christie had liked the look on his face
when she’d recognized his contribution as constructive, and when the song
was over she praised his effort. She awarded the class another point of their
possible five for their rendition and moved to her desk.
“Now we’re going to play a game to review some of the musical symbols
we’ve discussed this year.” Christie had devised this game as a review and
in order to determine how much music these 10-year-olds could read. She
explained the rules over a low hum. The students were divided into two
teams, and each team took turns identifying each musical symbol Christie
displayed. If they got it right they got to make their mark on a tic-tac-toe
game she drew on the board.
The game went well enough, in that the class did not become too
disruptive even though they were not singing. Christie could tolerate a fairly
high level of noise and even the jumping up from chairs, which she took
for enthusiasm rather than misbehavior, did not bother her. Her patience
was tried at one point, though, when one team erupted into a loud argument
not over the identification of a half-rest, which they recognized correctly,
but over where to put their “X.” After the student who had answered the
question correctly and marked the first X sat down, another rushed from
his seat, erased the mark, and moved it to a position blocking the “O” team
from victory. The “O” team, of course, erupted in objection.
Christie gratefully replaced her symbol sheets on her desk when the tictac-toe game ended in a draw and glanced at the wall clock to see that thirty
seconds were left in the half hour. Without preamble she depressed “Play”
on the tape recorder on her desk, and strains of “Lean on Me,” which she’d
cued earlier, filled the room. Christie’s classroom management strategy was
quickly evolving into constant singing. She intended to keep them warbling
until she saw their teacher in the hall.
The rest of the morning went fairly smoothly, with each class of uppergrade children following basically the same lesson plan. Christie did deviate
for her third group to let them sing a few requests; she firmly believed that
music was to be enjoyed, and she loved it that students had favorite songs.
Her last class before lunch, though, was a particularly troublesome sixthgrade group with whom she constantly struggled for control. While the
antics of other classes were generally limited to good-natured chatter and
manageable infractions like Robert’s drumming, this class had a tendency
toward meanness. Christie often realized, for instance, from the smirks on
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the faces of children she faced that children on the other side of the circle,
behind her back, were mimicking or otherwise making fun of her. She
would swivel quickly, but usually they were too fast to get caught.
Today’s rudeness was supplied by Roy, who inspired raucous laughter
when Christie reached over his head to retrieve another record from the
shelf. A girl to his left explained indignantly, “He plugged his nose when
you reached over his head!” Christie didn’t know if she was more offended
by the girl’s tattle-tale whine or the boy’s rudeness, but she resorted to the
time-out chair where Roy remained for the rest of the period. Christie was
beginning to realize that she might soon have to put Roy and the other
worst offenders in the hall chair to give them a chance to gain control by
themselves or even to start sending kids to the office. But she worried that
once in the hall they’d continue their misbehavior in public, and she thought
the principal would think her ineffective if she had to rely on him for
discipline. And usually, by the time a class’s naughtiness escalated beyond
her tolerance, a glance at the clock told her only five more minutes, and
she knew she could last. She’d just start them singing.
When Mrs. Peabody, this class’s regular teacher, arrived to escort them,
Christie had them complete their song and then motioned for them to
move into a line. This was accomplished with noise, shoving, and commotion
which Mrs. Peabody could clearly see through the window on the music
room door. She opened it and hurried through the milling students without
waiting for Christie’s invitation.
“Boys and girls!” She spoke sharply and loudly, although it still took
several seconds for the class to hear her over the din they’d created. She
repeated herself several times, moving all the way into the room and walking
up and down the ragged line. “Roy, quiet down. Betsy, that’s enough. Jared,
I still hear you,” she called to a boy at the other end. “Boy and girls, this is
not how we behave in line. This is not how Roosevelt sixth-graders behave.
Clarence, stop it now!” Mrs. Peabody kept up these constant remonstrations
without even looking at Christie, who also began pacing the line and calling
for quiet, somewhat meekly. When the line was almost silent, Mrs. Peabody
stood back a step or two and scanned the group. Christie hadn’t heard it,
but apparently Mrs. Peabody detected a glance or a whisper from somewhere.
“Macon, over there!” Mrs. Peabody gestured harshly with her thumb over
her shoulder, indicating that he should leave the line and sit in a chair on
the other side of the room. “Yes, you. Move!” To Christie, the group seemed
quiet now, but Mrs. Peabody gestured or called to three other students and
sat them across the room. The remaining twenty-two students were now
silent and their line was straight. “All right, the rest of you may file directly
out the doors to the playground.” Christie knew that this group left her
class for recess. “I want to speak to you four,” Mrs. Peabody explained,
rather unnecessarily, over her shoulder. “I want the rest of you straight
outside and behave as you know how until you are outside!”
When the door had swung shut behind the silent marchers, Mrs. Peabody
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turned to face the seated Gang of Four. Christie sat in a student chair across
the room—a spectator in her own classroom.
“Now, you people seem to have forgotten how we behave in line. I can’t
imagine why you have forgotten this since it is March and you have been
at this school for seven years, but your behavior here was unacceptable.”
Christie marveled at how pinched and acerbic Mrs. Peabody could make
that word. “Macon, do you know how to behave in line?” Macon nodded
sullenly without looking at anyone. “Tell us how you behave in line.”
“Face front, no talking, hands to yourself,” he mumbled in a monotone.
Christie observed that Macon seemed subservient on the surface. He was
acting as humbled as Mrs. Peabody wanted. But she sensed subtle rebellion
underneath. This 11-year-old, Christie thought, would not learn self-control
from this treatment. He just knew how to act self-effacing and cowed until
he was out from under the direct gaze of insistent authority. Christie could
just imagine his bravado once he reached the playground. She could also
imagine his hostility eventually surfacing as adolescence erased his desire
to even pretend compliance. Christie wanted to reach students like Macon,
not harangue them.
Mrs. Peabody harbored no such apprehensions. “That’s right, Macon,”
she responded. “Do the rest of you have any disagreement with what Macon
said?” Silence, of course, was her response. “Do you all know how to behave
in line?” Four heads bobbed. “All right, let’s line up the way you know how.”
The four students seemed to tiptoe as they headed for the doorway and
stood in line. Macon brought up the rear. “All right, you may proceed to
the playground.”
When the students were out the door, Mrs. Peabody, a young woman
who had been teaching only a few years herself, turned to Christie almost
as an afterthought. Christie still sat in a student chair near the door. Mrs.
Peabody smiled graciously. “Gosh, I know they’re tough,” she said with a
sincere warmth. “I have them all day and I know, they’re tough!”
“Well, I learned something from watching you,” Christie replied, hoping
she didn’t sound obsequious. In fact, she wasn’t sure what she’d learned,
but she filed it away for later analysis. “Thank you.”
Mrs. Peabody flashed a smile, which bespoke a warmth as genuine as
her earlier icy strictness, and marched out the door. Christie sat in the
empty room and tried to muster some energy for her mercifully long lunch.
The afternoon was a relative pleasure. Christie had reflected more than
once that the schedulers knew what they were doing when they put the
compliant, cooperative, grateful little children at the end of the day. One
class of second-graders was a bit disruptive, but nothing compared to the
older classes. The first-graders who peopled Christie’s final two periods
were a particular pleasure—almost a balm to soften the memory of earlier
cacophony. When the last teacher came to pick up her class Christie felt
fulfilled and purposeful; her sense of accomplishment and control had
returned and she wanted to sweep the whole line of children up in a hug.
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She settled for whispering to one especially cute little boy, “You sang great
today!” She was rewarded with a bright grin of pride.
As this class of 6-year-old allies marched out, Christie grabbed her room
key from her purse in the locker, locked the door, and headed up the hall.
She smiled a warm “hello” to the principal, who happened to be coming
her way with two boys in tow, and replied, “Terrific!” to his passing inquiry
about the job. She made it to the gym five minutes before the final bell.
Her Fridays ended with bus duty.
Christie waited in the cavernous room as students trickled, and then
poured, in. She was grateful that the gym was carpeted, with grey, industrial
carpeting painted over with court demarcations, for it muffled the noise of
the arriving stampede. The other teacher assigned to Friday bus duty arrived
shortly, and both women circulated among the students. “Sit down facing
front!” Christie’s counterpart intoned. “No talking! Face front! Quiet! You
may do homework! Only look at our own things! Quiet! No talking!” This
other teacher—Christie had met her last Friday for the first time and they
had not exchanged names—kept up a constant stream of admonition. By
unspoken agreement, she patrolled one end of the gym and Christie the
other, pacing the rows of seated children rapidly forming behind large
posted bus numbers affixed to the wall. Christie was silent and simply paced
the rows, letting the other teacher’s words speak for her and actually thinking
that the woman was becoming annoying. Christie was careful not to trip
over the lunch pails, backpacks, jackets, and opened notebooks which began
to spill from the lines of cross-legged students. Within ten minutes there
were at least 200 children in the gym.
Patrolling her lines, Christie saw two students standing on the other
side of the gym. While her fellow police-teacher castigated a third child, a
young one, this time, Christie realized that Mrs. Whoever was making miscreants stand in place among the seated children. The last youngster singled
out shifted with embarrassment and looked at her feet to avoid the weight
of 400 eyes.
Christie had made it to the front of the bus lines at her end of the
room and gazed out over the crowd. She was aware of the quietest of
whispers between a few pairs of children, but those few conversations seemed
purposeful. One within her direct line of sight was clearly consultation over
schoolwork. Three boys way in the back had a three-ring binder full of
baseball cards open, and all three were looking through it. While she did
not see them talking Christie assumed that they were, but she did not mind.
She thought these kids were showing remarkable patience as they waited
to go home, especially since it was Friday.
“Max! Stand up!” Christie’s satisfaction with this sea of cooperation
was sundered by the sharp voice of Mrs. Other Teacher, who addressed
a 6-year-old sitting at the head of a line exactly in front of Christie’s feet.
Christie had not seen her fellow guard approach her side of the room,
but now that she looked left she saw the woman within five feet of her.
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Ten or so standing students waved among the seated throng on the other
woman’s side of the room. “Maxwell, you cannot be quiet! Stand up!
Come here!”
Christie knew the little boy seated at her feet; he was one of her treasured
first-graders. He looked fearfully around him to see if Mrs. Teacher was
really addressing him, and he stood slowly. Although Christie’s focus had
been over Max’s head at the students in the back, she had not heard a
sound from his position near her feet. Now she was sorry for his look of
confusion, mingled with false bravado, and simultaneously embarrassed that
Mrs. Other Teacher had felt the need to disicpline a child right under
Christie’s nose.
“Maxwell, come here,” Mrs. Mean Teacher commanded. The boy complied. “Get your things.” Mrs. Teacher led the boy to one of two doorways,
and Christie heard her instruct another adult at the threshold. “Will you
take Maxwell . . .” The woman’s voice faded and Christie lost the words.
“. . . he cannot keep his mouth shut.”
Christie resumed her pacing, now increasing her vigilance and gently
reminding even the seemingly innocuous conversationalists that absolutely
no talking was allowed. Eventually all but two bus loads of children had
been called and Mrs. Other Teacher walked toward the remaining two lines.
“City bus, what time does your bus arrive?”
“Five after four,” several students replied.
The woman looked at the wall clock. “All right, you remaining lines
may talk in a low whisper.” She returned to the door to await the safety
patrol which would escort the next line to the bus, and Christie smiled at
the remaining children. As the final group left for the day, Christie stood
at the door and quietly spoke to as many as she could, “Have a good
weekend . . . See you Monday . . . So long.”
It didn’t take her long to straighten the room, cue a tape she planned
to use Monday, and gather her things. Christie was worn out by Friday and
made it a short after-school stay. But as she locked the door and headed
for her car, she knew that the events of the day would trouble her all
weekend. She had to find the balance between the acrimonious, autocratic
mien of Mrs. Other Teacher the Witch and her own good nature which
was about to unleash a tidal wave of obstreperousness. Christie knew that
a roomful of 200 children was different from a classroom of twenty-five and
that the least discussion in such a setting could quickly escalate out of
control. She knew the parallels to her own teaching and classroom management strategies were limited. But still, she could not help make some connections, particularly considering her varied and exhausting day. She kept
seeing the expressions on Maxwell’s and Macon’s faces.
“Is the price of peace the dignity of my students?” Christie still believed,
deep in her heart, that the reason she had behavior problems was that her
teaching was not right, that she hadn’t consistently captured her students’
innate desire to learn and to make music. She wanted to treat them like
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individual, valuable human beings, not like interchangeable cogs in the
school wheel who could be humbled and humiliated. But the need for
control was gradually eclipsing her commitment to creativity and was sapping
her energy and drive. “What my teacher preparation program omitted,” she
thought, “was a course in being mean.”

Santrock:
Educational Psychology

?
Christie
Raymond

Case Study

© McGraw−Hill, Inc.,

SUGGESTED QUESTION OUTLINE
1. What is Christie Raymond's dilemma as she sees it?
Probes…
1. How does Christie describe her philosophy of education?
2. How would she describe the philosophy of other teachers in the
school?
2 Does Christie have a classroom management problem in her classes?
Probes…
1. Why does she have behavior problems?
2. Do you think good classroom management practices are antithetical
to Christie's philosophy of education?
3. How could she implement helpful classroom management techniques
without compromising her feeling about how to treat students?
3. Is Christie's problem during bus duty the same problem that she faces in
her classroom?
Probes…
1. In what way are the problems the same? different?
2. Is Mrs. Other Teacher representative of this school's philosophy? How
can Christie find out?
3. If her behaviors are representative, what does this mean? If not, what?
4. What could Christie do?
Probes…
1. How could she resolve her classroom management issues?
2. What can she do about the bus duty issue?
3. How can Christie decide if the match between her philosophy of
education and that of the school is sufficiently poor that she should
consider looking elsewhere for a job?
ASSIGNMENT QUESTIONS
1. What is Christie Raymond's dilemma as she sees it?
2. Using what you know about classroom management theory and techniques, design some strategies for Christie to prevent behavior problems
in her classroom.
3. What does the bus duty incident indicate to you about Christie's "fit"
with this school district?
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CASE STUDY
Joyce Davidson
A high school English teacher is not making much progress with a
remedial English class and is particularly concerned about an
extremely shy student.
Joyce Davidson gazed unhappily at the folder of papers on the table in front
of her and then raised her head to scan the study hall she was monitoring.
Students were whispering quietly or working. Joyce knew that she should
concentrate on grading the papers she had brought, but the next period
was her ninth-period remedial English class, and she often used this study
hall just to regroup mentally and try to find the reserves of energy she would
need to manage the class. “This just wasn’t such a problem last year,” Joyce
thought ruefully. “Maybe Beth’s lack of participation is getting to me.”
This was Joyce’s second year teaching in the English department at
Littleton High School. Joyce enjoyed her job partly because it was demanding, but dealing with this particular English class for ninth- and tenthgraders was a special challenge. The class was loud and boisterous and tough
to control, except for one quiet little girl. Beth Martin had been in the
same class with Joyce last year, as had six others of her thirteen students,
but this year the child seemed increasingly withdrawn and indifferent. Joyce
herself was an outgoing, gregarious person, and a withdrawn child caused
her concern.
“Well, for one thing,” Joyce thought, “last year I had this class first
period. Ninth period is the worst time of day for everyone.” It wasn’t so
much that Beth was tired or difficult at the end of the day; it was that the
rest of the class was so much louder and intimidating. “At 7:45 in the
morning they’ve hardly woken up,” Joyce thought with a smile.
Beth was a short blond girl of 16. She had a slow gait and a timid
manner; she entered the classroom every afternoon with her books held
tight to her chest as if it were the first day of class. All the students in Joyce’s
class were reading well below grade level, but Beth seemed to have the most
difficulty. Most of the rest of the class exhibited more behavior problems
than academic ones. Beth’s file reported a slight speech delay, which Joyce
thought was a considerable understatement, since Beth almost never spoke
in Joyce’s class. Beth was not an independent thinker and worked best on
worksheets or with rote material. Her reading grade level was about 4.5,
and her written work matched her reading level.
Joyce thought that Beth was immature in her outside activities as well
and that this contributed to her isolation. Beth seemed to be overprotected
by her parents. Joyce’s mental image of Beth being picked up at the bus
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stop by her mother, going home, having a snack, and watching cartoons
crystalized for her the challenge of getting this 16-year-old girl to interact
with a class full of loud and rambunctious teenagers in order to learn.
Last year, Joyce had wondered whether assignment to a special education
class might serve Beth better than the remedial track she was now in. She
had inquired about Beth’s placement and learned that Beth had been
evaluated in middle school and that the test results indicated that she was
not eligible for special services. Joyce agreed in principle with the concept
of regular classroom instruction whenever possible, and she had vowed to
make Beth’s time in her class productive.
There were four levels of classes in most academic subjects at Littleton
High, which the administration tried not to refer to as “tracks.” Joyce’s
ninth-period English class was a remedial class. Most of the students in it
were in remedial classes all day except for art, music, and gym, which were
not grouped by ability. Joyce’s class this year was also larger than the one
in which Beth had been placed last year: Last year Joyce had had only ten
students in the sophomore remedial English class. She knew that had been
a real luxury; in fact, she was lucky to have only thirteen students this year.
The class was made up of eleven boys and two girls; the other girl was as
flamboyant and aggressive as Beth was reserved. Angela was Peruvian and,
at 17, was one of the oldest students in the class. She had confided to Joyce
that when she first arrived in the United States four years ago, she had been
as quiet and shy as Beth, a claim Joyce thought preposterous. Angela was
Beth’s antithesis.
The boys in the class were an engaging mixture of personalities: enthusiLittleton High School

Class: Tenth-grade English
Teacher: Joyce Davidson
Period: Ninth

Name

Antiero, Angela
Ayagari, Mahon-Rao
Booth, David
Bowen, Harold
Diaz, Ernesto
Espitia, Luis
Fernandez, Carlos
Lawson, Jesse
Martin, Elizabeth
Maxwell, Leon
Sanchez, Pedro
Washington, Tyrone
Wilson, Anton

End of
ninth grade
MAT scores*

Total
reading†

Reading
comprehension‡

Vocabulary‡

33
55
31
9
18
49
8
28
5
30
10
35
11

4
6
4
2
3
5
1
3
1
2
2
4
2

6.7
7.9
6.4
5.0
5.8
7.7
4.9
6.0
4.4
5.1
5.4
6.0
5.5

6.9
8.1
5.5
5.1
5.0
7.8
4.9
6.1
4.6
5.2
5.8
6.4
5.6

* Metropolitan Achievement Test scores, reported in percentiles.
† Stanine scores; 1 ⳱ low, 5 ⳱ average, 9 ⳱ high.
‡ Grade-equivalent scores; 6.7 means seventh month of sixth grade.
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astic, friendly, loud, and occasionally hyperactive. There was one other shy
student in the class, but his reserve was very different from Beth’s. Rao, who
was West Indian, was intellectually alert and conscientious; his assignment
to Joyce’s class was the result of difficulty with English as a second language.
Rao’s withdrawal was probably due to fear of being drawn into misbehavior
by his peers; Beth’s isolation seemed to be the result of indifference.
The boys in Joyce’s class were black or Hispanic. All were sophisticated
and worldly; their poor reading skills had not prevented them from becoming social creatures who participated actively in life outside the school. This
participation was not all positive: Pedro, for example, was fond of flashing
wads of bills and occasionally wore a beeper in class.
Joyce worked hard to ensure that her students were comfortable in her
class so that they could participate freely. While the price of this atmosphere
was an occasional behavior problem, Joyce felt that it was crucial to establish
a positive, risk-free climate if her students were to learn.
Joyce actually jumped when the bell rang signaling the end of the eighth
period, and she thought once again what an irritating sound it was. She sighed
as she stuffed her unopened folders into her book bag and headed toward
ninth-period English. “Still all questions and no answers,” she thought.
Joyce opened the solid, heavy door to the small classroom and immediately saw Beth sitting at a desk. Beth was always the first to arrive. “Hi, Beth,”
Joyce said with a smile. “How was your weekend?”
Beth did not answer, at least not audibly, and Joyce quickly began setting
out materials for the day’s lesson. Not having a room permanently assigned
made teaching much more difficult. Joyce could not decorate, post students’
work, or otherwise personalize the classroom. The L-shaped room was longer
than it was wide, making seating difficult, and it seemed crowded even
though furnished with only fifteen desks. By ninth period, the desks were
awry, the wastebaskets were full, and the air was thick with the smell of
lunch recently served in the cafeteria next door.
For weeks, Joyce’s class had been working on nouns and adjectives:
What are they? How are they identified? How are they used? Joyce was
permitted some latitude in course content, and she tried to choose reading
and writing activities over grammar whenever she could. But at least twothirds of the sophomore curriculum was mandated, and parts of speech
were unavoidable. Joyce was having trouble getting her students to focus
on these lessons, and she found it difficult to make the material interesting
and meaningful.
Today, Joyce planned to review the subject again and then group the
students for an exercise designed to give them practice in what they had
been learning. As usual, she had tried to design a lesson that would hold
her students’ attention in spite of their distractibility and boisterousness.
“OK, settle down and listen up,” Joyce said loudly enough to be heard
as soon as the bell rang and the last student let the door slam behind him.
“I know everyone had a good weekend, but it’s time to get to work!”
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“Yo, Miss D, what are those magazines for?” called a tall boy who lounged
comfortably at a desk by the window.
“They’re for you, Tyrone, and your teammate, after you come up here
to the board and help me out,” replied Joyce with a big smile. General
laughter greeted Joyce’s invitation to Tyrone, as he groaned and affected
great reluctance. In fact, it was no easy matter for him to pull his long,
powerful legs from beneath the desk to come to the board.
When Tyrone was beside her, Joyce handed him the chalk and said,
“Write an example of a noun, Tyrone.”
Tyrone took the chalk and turned to look at Joyce. “I can’t think of no
noun.”
“Sure you can, nouns are everywhere.” Joyce gestured widely with her
arm.
Tyrone’s eyes followed Joyce’s gesture, and then they lit up as an idea
occurred to him. Joyce just loved seeing that look on her students’ faces.
Tyrone turned to the board and wrote the word air with a flourish. Looking
pleased with himself, he pivoted to return to his seat. “Wait, Tyrone. That’s
fine,” said Joyce, and she put out a hand to keep him with her. He rolled
his eyes good-naturedly. Joyce knew he loved the spotlight. She turned her
attention to the class. “Air—that’s a noun, right? Luis, tell Tyrone a sentence
to write using this noun.”
Luis’s desk was at the back of the classroom, and he was leaning back
in his chair, pulling at the cord of the telephone on the wall near the door.
He pulled it and let it snap back a few times as he thought. “Tyrone is a
air head,” he finally said solemnly. The class erupted in laughter, and Tyrone
threw the chalk in Luis’s direction as he, too, laughed.
Joyce was smiling even as she tried not to laugh. She mentally rehearsed
the sentence in her head and contemplated a response. She realized that
Luis had stumbled upon one of the few possible usages of the word air as
an adjective, and she could not resist the urge to use his contribution
positively. Joyce knew she risked fanning the fire with these students, since
insults were the “stuff” of their constant confrontations, but she couldn’t
let the opportunity pass.
“Write it,” she said to Tyrone, gesturing toward the board and handing
him a new piece of chalk. Her students loved to write with new, long pieces
of chalk.
“No way,” Tyrone laughed, and he refused the chalk. Joyce was laughing
with her students as she went to the board herself and wrote “Mr. X is an”
and “head” around the word air, which Tyrone had already supplied. As
Joyce turned to the class, the students were still laughing. Joyce held up
her hand and waited, indicating to Tyrone with her eyes that he could
return to his seat. In a minute the class quieted down enough for her to
be heard.
“Air in this sentence is not a noun, Luis,” Joyce said matter of factly.
“What is it?”
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Luis looked at Joyce blankly. Joyce persisted. “Luis, how is the word air
used in your sentence?”
Luis looked around, as if trying to find the answer on the walls or the
ceiling, and Joyce waited. Slowing herself down had been one of her biggest
challenges in this job, but she had learned. Only when Luis reached for
the phone cord again did Joyce help him out. “Luis, look at the board.”
When he was looking up, she continued. “Everyone look at the board. Is
air what the sentence is talking about? Luis, what is the sentence talking
about?”
“Mr. X,” Luis replied slowly. He and the other students were following
Joyce now. Joyce saw that Beth was looking in her direction also, and Joyce
thought about calling on her. But it was unlikely that Beth would respond,
and these moments came too rarely with this class to break her momentum
now.
“Right!” Joyce exclaimed. “Mr. X is one noun in the sentence. We know
it’s a noun because it’s the name of someone.” Joyce underlined Mr. X and
continued. “What else is the sentence talking about? What other word is a
noun? Angela?”
“Head!” Angela shouted. The class laughed at Angela’s style as much
as at her answer, and Joyce waited again.
“OK,” Joyce said when she could be heard. “You are right. Head is a
noun because it is the name of something. Now, listen, here it comes. What
kind of head? David. What kind of head?”
“Air head!” David answered.
“Right. Luis, what is the word air in this sentence? It tells us what kind
of head we are talking about. How is the word air used in the sentence?”
Luis was really concentrating as he looked at the sentence. “It’s an
adjective!” he said. The class was looking at the board with him.
“Right!” Joyce smiled. She sat on the corner of the teacher’s desk and
let her shoulders drop a little. Her relaxation seemed to touch the class.
As the students sat back in their chairs, she repeated Luis’s words. “Air is
an adjective in this sentence, not a noun. We are not talking about air in
this sentence. Air tells us about the word after it. Air describes the next
word; it modifies the next word. Air is an adjective here. Usually, in most
sentences, air is a noun, but in the sentence Luis made up, air is an adjective.”
Joyce got up and went to the board. She erased the sentence and wrote
“Beth flies through the air.” “Beth, where is a noun in this sentence? Beth?”
Beth was looking at Joyce, and Joyce made eye contact, but she was not
sure the girl had heard her. Tyrone called out from the rear, “Beth is a
noun.”
“I want to hear from Beth,” Joyce said. “Let’s give each other time to
answer. Beth, Tyrone was right. The word Beth in this sentence is a noun—
a proper noun because it is a person’s name. What is another noun in this
sentence?” Joyce leaned a little toward Beth as she held her left hand under
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the sentence on the board. This time the class waited, although as the
seconds passed, the inevitable whispering, shuffling, and laughing began.
Finally Beth softly said, “I can’t fly.”
As her class broke into new peals of laughter, Joyce glanced at the clock.
By now she was running short on time. The class’s earlier laughter had
been for a good cause, but it was time-consuming. Joyce knew that Beth
was not trying to be obtuse, but she was slowing the class down.
“Quiet down,” Joyce admonished. She took a deep breath. “Beth, pretend you can fly. Think about the sentence here on the board. Your name,
the word Beth [Joyce underlined the word Beth as she spoke], is one noun
in this sentence. What other word in the sentence is a noun?”
Beth looked a long time at the board. Noises from outside the room
filtered in. (The school dismissed some students early to catch buses, and
the bus stop was right outside the classroom windows.) Joyce prayed she
wouldn’t have to wait so long that the rest of the class would start throwing
things at the kids outside.
Finally Beth spoke, so softly that Joyce had to read her lips to hear her.
“Air?”
“Louder, Beth. Say it so that the class can hear you.”
“Air?” Beth repeated, still hesitatingly.
“Right! Air! Air is a noun in this sentence. It was an adjective in the
sentence before.” Joyce scanned the class to look for expressions of comprehension or confusion. “Do you all understand?”
Sure enough, the delay in waiting for Beth to answer had broken the
other students’ train of thought. Joyce saw a few quizzical looks and a few
expressions of understanding, but the rest of her class had forgotten the
topic. Joyce felt frustrated: Learning had been happening a moment before,
but now she had lost the students. Joyce seldom proceeded without ensuring
complete understanding, but she had to move on if she was to get her next
activity done.
“Now we are going to pair off. I want each of you to work with one
other person. We have a project to do about nouns and adjectives.” Joyce
began to pair students sitting next to one another. “Angela, you work with
Pedro. Beth, you work with Tyrone. Luis . . .”
“I don’ wanna work with her,” Tyrone interrupted.
Joyce used grouping often in her class, and she usually allowed students
to work with whomever they chose, especially when they were working in
pairs. Most of the time the students were fairly tolerant of Beth, seeming
to recognize her differences, but they did not socialize with her and seldom
wanted to work with her. Joyce did not tolerate rudeness, but Beth was often
so blank and indifferent that Joyce thought simple remarks like Tyrone’s
went right over her head. In any event, Joyce elected not to challenge
Tyrone. “You may work with whomever you want.” Tyrone happily rose and
walked over to Luis. Their earlier exchange had apparently made them fast
friends.
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“Miss Bartino, will you please work with Beth?” Joyce indicated Tyrone’s
vacant seat for her assistant, who had been watching quietly from the back
of the room. Joyce often used Anita Bartino to work individually with Beth,
anyway. When they were working in pairs, Joyce needed Anita to round out
the number, and Beth certainly needed the extra attention.
Joyce got all the students teamed and explained their assignment. They
were to search for examples of nouns or adjectives in the magazines she
had brought and were to cut them out and paste them onto construction
paper in an appropriate arrangement or design. Joyce gave the students
some examples, showing them how they could choose just nouns, just adjectives, or nouns and adjectives all on a certain theme (all about fashion, for
instance). She told them that supplies—scissors, glue, markers, crayons—
were available at the center of the room on a supply table. Joyce usually
orchestrated projects in this way so that the entire class was required to
cooperate in order for individual teams to obtain materials.
The students were more or less occupied with their task as Joyce walked
from pair to pair. She worked for a time with Tyrone and Luis, and then
she turned and saw Beth sitting alone, looking quietly at the magazine on
her desk. Anita had partially turned her chair away from Beth and was
answering a question for another group.
Joyce approached the girl and spoke softly. “Beth, do you need something?”
Beth looked at Joyce without much expression. “Scissors,” she answered
softly.
“You know we have to share materials in this class, Beth,” Joyce said.
Beth did not reply. “How do you get supplies that you need?”
“Ask?” Beth asked quietly.
“That’s right, Beth,” Joyce replied. “Ask the other kids for what you
need. We have to share.”
Beth looked doubtfully at Joyce and then spoke in the general direction
of the rest of the class. “Can I have the scissors, please?”
“Louder, Beth” persisted Joyce. “You have to speak up to get what you
want in this class.” Anita turned away from the other group and began to
move her chair toward Beth, but Joyce stopped her with a glance. Beth
remained mute.
“Beth, this is a loud, noisy class. You have to talk loud enough for the
others to hear you and ask them for what you need. Just ask again so that
they can hear you.”
Finally Beth repeated the phrase. “Can I have the scissors?” Her voice
was still soft, but Pedro, her nearest neighbor, heard her. He handed a pair
of scissors back to Beth without turning around.
“There! See!” Joyce spoke brightly, verbalizing her pleasure with Beth’s
accomplishment. “You just have to ask!” Joyce nodded toward Anita, who
then moved her chair around to work with Beth.
Joyce walked back to the front of the room to collect the students’ work
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and dismiss the class. She was really worried about Beth. Joyce thought her
approach and personal style were beginning to work for the rest of the
students, and she did not want to jeopardize their progress. But after a year
and a quarter she still had not found the combination that would unlock
Beth’s mind and bring her into the group.
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SUGGESTED QUESTION OUTLINE
1. What do we know about this class?
Probe…
1. What are the students like? How do they interact?
2. What about these students makes them "remedial"?
3. How would you describe Beth?
4. Why do you think Beth behaves as she does?
2. How is Joyce doing with this class? Is she a good teacher?
Probes…
1. Do you like her style with the students? Why/why not?
2. Analyze the "air head" sequence. What did Joyce do? Did it work?
3. Does Joyce treat Beth differently from the rest of the class?
3. Let's discuss the content Joyce is teaching.
Probes…
1. Should she be spending so much time teaching parts of speech in isolation?
2. What do you do when the district mandates something that doesn't
work very well in your class?
3. what content do these students need?
4. Is the activity Joyce uses appropriate? Why/why not?
4. What might Joyce try with Beth and this class?
Probes…
1. What can Joyce do to reach Beth?
2. How can Joyce organize the class differently to teach all of the students
better, including Beth? (As participants suggest solutions, e.g. peer
tutoring, cooperative learning):
3. Exactly how would you implement that?
4. Why might this help? What are the disadvantages of this approach?
5. How did Joyce get stuck with thirteen students whose reading and writing
skills are so limited? Should they all be in the same class?
ASSIGNMENT QUESTIONS
1. How would you evaluate Joyce Davidson's teaching techniques with the
class? What do you think of her teaching style?
2. What can Joyce do to reach Beth Martin? The rest of the class?
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CASE STUDY

Toby
Toby was always an active child, overactive to be precise. When he was born,
his mother, Luisa, tells the story that she knew from the very beginning that
he was different. She remembers that while she was still in the hospital recovering from her delivery, she could tell that Toby was being brought from the
nursery to her room. She could always distinguish his cry from the other
babies because Toby had a high shrieking cry that could be heard throughout
the hospital floor. Whenever she heard the cry, she knew Toby was on his
way. When nestled in her arms, he was always in constant motion and she
could never quite comfort him no matter what she tried. From his first days,
Luisa knew that he was no ordinary child.
Toby’s preschool years were very turbulent. His teachers recall how he
was "always in motion" and caused havoc particularly in group activities. In
one incident, when he was four years old, he wanted a toy truck from the top
of an eight foot high book stand. After repeatedly being told "no" by his
teacher, Toby decided to take matters into his own hands by climbing up the
shelves to the top of the book stand. As he neared the top, he reached for the
truck. Suddenly the book stand gave way and tumbled him and all of its contents onto the floor. Fortunately he managed to walk away from the incident
with only a bruise. At the teacher’s request, Toby was quickly removed from
her class and never returned. As Toby moved to another preschool class, his
impulsivity and hyperactivity became worse and his academic and behavioral
problems continued.
Throughout much of his early education, Toby had a great difficulty
learning even the most basic skills such as identifying the letters in his name
and numbers to 10. His teachers always knew that Toby was intelligent, yet
realized that he was not learning at the same rate as the other children. As
they watched him complete children’s puzzles, they were amazed with his
speed and accuracy at correctly matching the pieces. But when it came to
learning tasks, particularly reading tasks, he had a lot of difficulty focusing
on the task. In fact, many of the learning activities ended with Toby laying
his head down on the desk because he was too tired and frustrated to finish.
Though he was always eager to try new tasks, he would quickly lose interest
and become distracted.
It was early in fifth grade that his teacher, Mrs. McDonald, noticed
that Toby’s reading problems were serious enough to warrant a closer look. In
one incident, she had requested that her students work at their desks as they
completed a worksheet. This particular worksheet involved having the children match the vowel sound with the appropriate picture. As she watched
Toby at his desk, she saw that he quickly began to work on his assignment.
He worked quite diligently--head down, eyes on paper, writing responses for

Santrock:
Educational Psychology

Toby

Case Study

@ McGraw-Hill, Inc.,

each question. Two minutes later she again scanned the room and saw all of
the other children working on the worksheet with the exception of Toby.
Toby was sitting at his desk spinning his pencil around in circles and chuckling in delight. Sensing that something was wrong, Mrs. McDonald
approached his desk to find that Toby had completed the worksheet, but he
had answered all of the items incorrectly. As she sat working with Toby, she
soon found that he was unable to identify certain dipthongs and blends.
Over the next few weeks she also noticed that Toby exhibited other reading
problems, such as frequent reversals (saw for was, when for then, and b for
d), frequent confusion of the vowel sound (I for e), and numerous sight word
errors (his for this, the for they, and this for that). Mrs. McDonald also
reported that even when Toby sounded out each letter to a word, he would
often say a completely different word than the word in front of him. (For bl-a-c-k, Toby was able to pronounce all of the letter sounds but then pronounced the word as traffic).
During many of his reading tasks, Mrs. McDonald noticed that on
some days Toby would do well, yet on others he would do quite poorly. She
knew that he took medication to control his inattentiveness; she suspected
that his inconsistent performance might have something to do with how
often he took his medication. The more she looked back at his grades, the
more she saw that his test and quiz scores reflected this inconsistent pattern,
one day high and the next day low.
His hyperactive behavior and small size made him an easy target for
other students’ abuse. They often ridiculed him about black-rimmed glasses
("four eyes"), his small size ("shrimp"), and his overactive, fidgety behavior
("weirdo").
Because Toby was a new student in her class, it took Mrs. McDonald
several weeks before she could document these problems and bring them to
the attention of the school principal. Before referring the student to the
school psychologist, the principal suggested that Mrs. McDonald try several
prereferral interventions with Toby and that she document his progress while
she used these techniques. If after one month of using these techniques Toby
continued to exhibit learning and behavioral difficulties, then he would be
recommended for a full psychological evaluation.
During the next month, Mrs. McDonalds tried three different techniques during Toby’s reading class. The first technique that she tried was to
have him review missed words from the previous day’s story before reading a
new story. When she tried this technique for one week, she found that Toby
still missed many words, at least 20 words in a 500 word reading passage.
The next week, prior to him reading a new story, she had Toby practice saying words that he missed from the previous story and she also had Toby practice 15 new sight words taken from the new story. At the end of the week,
she again examined her chars and found that Toby had reduced his number
of errors but still had eight errors per story. Finally during the third week,
she decided to add a repeated reading procedure to further reduce the
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number of reading errors. After evaluating Toby’s oral reading scores, she
found that Toby reduced his error rate to five words per story. Mrs.
McDonald was quite proud of Toby’s performance, however, she knew that in
his other classes those teachers would not be using these techniques. She also
realized that Toby still had numerous other learning problems, particularly in
the area of written language. Because of her concerns, she decided to refer
Toby to the school psychologist for further evaluation.
The psychologist, Mr. Zambie, found that Toby performed above average on the Wechsler Intelligence Scale for Children-Revised (WISC-R), but
performed poorly on the Wide Range Achievement Test (WRAT) subtests of
reading and spelling and performed poorly on the Broad Reading and Broad
Written Language subtests of the Woodcock-Johnson Psychoeducational
Battery (WJPB).
The following table summarizes Toby’s scores:
WISC-R Scores
Verbal IQ = 108
Performance IQ = 128
Full Scale IQ = 119
WRAT Scores
Reading Standard Score = 77/Grade Equivalent Score = 3.6
Spelling = Standard Score = 67/Grade Equivalent Score = 2.8
Arithmetic Standard Score = 90/Grade Equivalent Score = 5.1
WJPB
Broad Reading Standard Score = 94/Percentile Rank = 34
Broad Mathematics Standard Score = 112/Percentile Rank = 78
Broad Written Language Standard Score = 86/Percentile Rank = 17
Broad Knowledge Standard Score = 104/Percentile Rank =61
To further assess Toby’s reading, Mrs. McDonald followed up with the
Hudson Education Skills Inventory-Reading (HESI-R). The results from the
HESI-R confirmed her suspicions of Toby’s deficits by showing Toby’s poor
performance in the areas of phonic analysis, structural analysis, and comprehension. More specifically, the HESI-R yielded nonmastery in the skill areas
of r-controlled sounds (ar, ir, er), dipthongs (oi, oy, ou, ow), word endings
(es, ing, ed), and silent consonants (kn, mb, gn, wr, ght, tch). Toby’s reading
comprehension results from the Silvaroli Classroom Reading Inventory indicated that his independent reading level (reading comprehension) was at the
second/third-grade level, his instruction level (reading comprehension) was a
the fourth-grade reading level, and his listening comprehension was at the
seventh-grade level.
Upon examining the results from the battery of tests than had been
administered to Toby, Mrs. McDonald remarked to the fifth-grade LD
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teacher, Mrs. Ridge, that she was finally getting rid of him from her classroom and that she should make room in her classroom for the kid. When
Mrs. Ridge commented back that she was looking forward to working with
Mrs. McDonald and Toby to help resolve many of his reading deficits, Mrs.
McDonald remarked that she has done all that she can and she "washes her
hands of him."
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SUGGESTED QUESTION OUTLINE
1. Let us begin by examining the early signs that point toward Toby’s subsequent learning difficulties. In what ways was he, according to his mother,
Luisa, "different" from the other infants at the hospital?
Probes . . .
1. How are these behaviors perpetuated during Toby’s preschool years?
2. How does Toby’s preschool teacher attempt to control his behavior? Do
you agree with her methods? Why or why not?
2. Now let us look at Toby’s early education. Describe the types of learning
difficulties he experiences.
Probes. . .
1. Does Toby appear less intelligent or less interested in learning than the
other children? How do you know?
2. Why does Toby often fail to complete certain learning activities?
3. What learning disorder appears especially apparent in Toby once he
enters the fifth grade? Is his overall performance in this activity consistent?
4. How do the other children treat Toby? Do you think their treatment
might affect Toby’s ability to learn successfully? Why or why not?
3. Eventually, Mrs. McDonald, Toby’s fifth grade teacher, notices that his
learning problems are serious enough to warrant a closer look. Let us
examine how she attempts to handle the situation.
Probes. . .
1. What specific technical difficulties does Toby experience while reading?
2. When Mrs. McDonald presents Toby’s case to the school principal,
what does he suggest she do? Do you agree that the principal’s suggestion is the best way to approach the situation? Why or why not?
3. How does Mrs. McDonald then proceed to assess Toby’s reading problems? Describe her three techniques. How do these techniques affect
Toby’s overall performance?
4. Let us now consider the final measures that are taken in the attempt to
help Toby deal with his learning difficulties.
Probes. . .
1. What eventually leads Mrs. McDonald to decide to refer Toby to the
school psychologist for further evaluation? What sort of tests does Mr.
Zambie give to Toby? Refer to the table summarizing Toby’s test scores.
What do these results mean?
2. Why does Mrs. McDonald follow up with the Hudson Education Skills
Inventory Reading test? What do the results confirm?
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ASSIGNMENT QUESTIONS
1. If you were Toby’s preschool teacher, how would you have dealt with his
misconduct? What disciplinary measures would you have taken?
2. Evaluate Mrs. McDonald’s instructional and remedial techniques. What
are the advantages and disadvantages of her methods? What else could she
have done to improve Toby’s learning environment? How should she have
handled the children who were teasing him?

Santrock:
Educational Psychology

Carol Brown

Case Study

 McGraw-Hill, Inc..

CASE STUDY
Carol Brown
A first-grade teacher, after socially integrating an extremely
heterogeneous class, sees her efforts threatened when a child’s pencil
case disappears and is thought to have been stolen.
Carol Brown locked her car and turned her collar up against the cold
January wind as she rushed toward the school. At the outer doors of the
building, Carol reached down and picked up a red mitten that must have
been dropped as students raced to their buses the night before. She tucked
it into her pocket, making a mental note that later she would take it to the
lost and found.
Her mind was already on a situation that began yesterday in her firstgrade classroom. As the class settled in, John Casey realized that his pencil
case was missing from his desk. Some of the children suggested that it had
been stolen, but Carol assured them that it was probably misplaced and
would turn up soon. However, by the end of the day the pencil case had
not been found, and Carol remembered how upset John was when school
was dismissed.
Hanging up her coat in her classroom, Carol heard an argument just
outside her door. She stepped into the corridor and found two of her
students shouting at each other. Managing to separate them, Carol asked
the boys what the problem was.
“Robert stole my mitten,” yelled Brian.
Robert interrupted, “I didn’t steal nothin’.”
Brian explained to Carol that he had both his mittens in his pocket the
day before. He sat with Robert on the bus going home, and when he got
off the bus one of his mittens was gone.
“He’s lying. I never took his dumb mitten.” Robert seemed very upset
at the accusation.
“Brian, what does your mitten look like?” Carol asked as she walked the
two boys into the classroom and showed them the mitten she had retrieved
from the sidewalk earlier.
Brian grabbed the mitten and said, “That’s mine. That’s my mitten.
Where was it?”
Carol knelt down and pulled both Brian and Robert to her. She looked
at Brian and said, “I found it right outside the building when I came in this
morning. Don’t you think you owe Robert an apology?”
Brian looked down at his feet and then at Robert. “I’m sorry,” he said.
Brian spoke quietly, but it seemed clear that he really was sorry.
“It’s good that you could apologize, Brian. See how bad you made Robert
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feel by accusing him of stealing? You guys are such good friends, it would
really be a shame to lose a friend because you accused someone unfairly.
You won’t do that again, will you?”
Brian shook his head to indicate that he would not. Carol turned to
Robert. “Do you accept Brian’s apology?”
Robert shrugged and said, “Yeah, OK.”
Carol hugged the children and said, “Let’s seal it with a high five.”
Both boys giggled, slapped upraised palms, and left the classroom to
wait in the gym for the morning bell.
Carol watched them leave and thought to herself, “Why would Brian
automatically suspect that his mitten had been stolen? What a strange reaction from him.” But, as she remembered the missing pencil case, she suspected that it was more than coincidence that stealing was on Brian’s mind.
Carol knew that the children had been consumed the day before with talk
about the “stolen” pencil case, and she feared it would not be quickly
forgotten.
John had brought the pencil case to school just after Christmas, and
the whole class had demonstrated an appreciation for what a treasure it
was. John did not hesitate to share the case with other students. It was not
unusual to see the other children carrying it around, using the ruler or
protractor or stapler that were part of the case. Yesterday morning John
came back to school after being absent the day before and found that the
pencil case was not in his desk where he had left it.
At first, Carol suggested that perhaps someone had borrowed the case
and forgotten to return it. To Carol’s dismay, none of the students resolved
the problem by bringing forth the missing item. When Carol suggested that
maybe it had simply been misplaced, John became frustrated and angry.
The child was upset about his loss and in his anger did not hesitate to
announce openly to the rest of the first-grade class that someone had stolen
his property.
The other children seemed affected by the situation because the missing
item was something that they all enjoyed using. The class was quick to rally
around the idea that this was a theft, and some children began to name
possible “suspects.” In only one day, Carol Brown’s happy, close-knit class
of twenty-four children became accusatory and mean.
In the beginning of the year, this class had presented a real challenge
for Carol, because the children came from such diverse backgrounds. Of
the fifteen girls and nine boys in the class, eight came from economically
disadvantaged homes. The school system had implemented its racial balance
program in such a way that this school drew its students from the richest
section of the city, where the school was located, and from the poorest
areas, from which a sizable number of students were bused. There was only
a small representation of middle-class children to buffer these disparate
groups. Students in Carol’s class who were driven to school in Mercedes sat
next to others whose parents could not afford to provide warm winter coats.
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At first, as would be natural, the children from the affluent neighborhoods tended to associate with one another, and the children from the
poorer areas felt more comfortable with friends from their own neighborhoods. This natural tendency, coupled with the fact that the children shared
very few common experiences, made it difficult at first to break down the
barriers and create a unified class.
In the first few months of school, Carol implemented as many strategies
as she could to help the students interact and to provide shared experiences
in the classroom. Early in September, she established cooperative learning
groups. She made certain that the groups were balanced socioeconomically
and that each group contained no more than three or four students so that
small cliques within the groups could not form. The types of activities she
created required that the children work together in order to get the most
from the tasks. She changed the group composition every two weeks.
Carol also established centers that only a few children at a time could
work in. There were centers for playing dress-up games, for building with
Lego blocks, for listening to talking books, for working at the computer,
for doing art projects, and so on. Children drew lots for which center they
could go to, guaranteeing that there would always be a diverse population
at each one. Since the children typically had “center time” twice a day, there
were many opportunities for the children to interact and to get to know
and trust one another.
The classroom also featured what Carol called “the author’s seat,” which
allowed all the children to share stories they had written. This helped the
students get to know one another and begin to understand each other’s
backgrounds. Carol’s early efforts paid off, and by Thanksgiving the children
were mingling easily and interacting across socioeconomic groups on their
own.
This was an accomplishment Carol felt very proud of because her approach to teaching had always stressed respect. In her class, Carol often
discussed the importance of individuality and the ways in which all students
shared equal rights within the classroom community. But the current incident certainly put her philosophy to the test. In just one day the missing
pencil case created an air of suspicion among the students that Carol feared
would undermine the integration she had achieved.
Carol began to wonder what had really happened to the pencil case. It
was clear that John’s friends thought that one of the poor children had
stolen it, and Carol nurtured the same suspicion. While all the children
coveted the special pencil case, Carol understood that the affluent children
had many treasures and the poor children had few.
Carol had been teaching for many years in elementary classes. Early in
her career, she spent three years teaching in an economically deprived
urban area and encountered many situations involving classroom theft.
She understood the pressure and sorrow of poverty and knew that the
egocentrism of children could translate envy into action. This very heteroge-
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neous class, however, added a new dimension to this classic problem. Before,
she had been able to handle a theft situation without worrying about whether
it would undo the foundation of a successfully integrated group.
Carol looked at the clock and saw that class was about to begin. She
knew that she had to handle the pencil-case situation today and that she
had to do it very carefully. More important to Carol than the $10 pencil
case was the preservation of trust among the students. How could she carry
on her investigation discreetly in order to solve the problem of John’s missing
property and perhaps further her agenda of mutual trust and respect?
As the children spilled into the room and began to sit in a circle on
the area rug where the class always started its day, Carol resolved to use the
pencil-case incident as a means of strengthening the class’s unity rather
than permit the situation, through inaction, to cause divisiveness. She also
knew this was an ideal opportunity to use a real-life situation to help the
children grow. “A good offense . . .” Carol thought as she took her place
in the circle.
“Good morning, boys and girls. Are you all warm now that we’re inside
and together?”
“Yeah.” “Sure.” “It’s so cold!” A chorus of replies rang around Carol.
“What day is today, Fernando?”
“Um . . .” Fernando, a dark-skinned Puerto Rican child dressed in an
oversize sweatshirt looked toward the poster-board calendar that hung on
the wall above the play area shelves. “Um . . . Wednesday.”
“And what number day is it?” Carol continued addressing Fernando.
“Numero 15. Of January.”
“Good! Would you go put the number 15 in the Wednesday slot so that
we can all remember the date?” As Fernando uncurled himself to update
the calendar, Carol turned her attention to the rest of the children.
“Today we are going to finish the story we began yesterday about Eskimos, and we are going to make pictures of igloos and snowmen at art time
using cotton and glitter. Then after recess we’re going to bring some snow
inside for science time and look at it and feel it and talk about what happens
when we heat it up. But, first, I want to talk to all of you about something
I think is on our minds—John’s pencil case, which we lost yesterday.”
“Somebody took it,” a girl with blond pigtails called out indignantly.
“Did you find it?” John Casey asked excitedly.
“No, it was stole. It’s gone,” Fernando said to John with a “forget it”
gesture.
“Well, children, I don’t know where it is, and we may not find it. But
let’s talk about your feeling that the pencil case might have been stolen.
Karen, you said you think someone took it. Why do you think that?”
“Because it was so nice and somebody that wanted it an’ couldn’t buy
it would just take it.”
“Would you take something that you didn’t have the money to buy?”
Carol asked.
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“Well, maybe, if I really wanted it.” Karen seemed to sense she was on
thin ice with this admission but obviously answered honestly.
“Then you’d get caught an’ go to jail!” cried Brian. “You can’t steal, or
you go to jail!”
“Why do we send people to jail for stealing, Brian?” pursued Carol.
“Because it’s wrong!”
“Yes, it is wrong to steal. But why is it wrong? Yusef?”
“’Cause you might go to jail. My brother is in jail ’cause he tooked some
stuff ain’t his. He ain’t never comin’ home!” Yusef’s eyes were huge and
hurt, and a few of the children looked frightened and subdued as they
digested this information.
“That’s dumb. Kids don’ go to jail,” ventured Robert confidently.
“An’ if nobody was looking an’ you knowed you wouldn’t go to jail you
might take it,” Janey spoke quietly.
“Sure, you only go to jail if the teacher sees,” volunteered Arlene.
“Well, we already said that children don’t go to jail, Arlene, and certainly
teachers are here to help children learn what is right, not to catch children
or punish them. But I want you to think about whether or not there are
other reasons not to take something that is not yours.” Carol’s manner was
warm and encouraging as she smiled at her class.
There was silence in the circle as the children thought. “Well, just if
you get in trouble,” Robert finally concluded.
“And if John is sad his case is gone,” Brian mused.
“Yeah, if your mother finds it or you get caught!” Another student’s
elaboration on Robert’s point drowned out Brian’s contribution.
“What if we all took each other’s things whenever we wanted?” prompted
Carol. “What would happen then?” Again the students concentrated on
their teacher’s question. The seconds ticked by, and Carol fleetingly thought
about getting through story time and art before recess.
“Well, we’d all get in trouble, I guess,” speculated Yusef.
“Yes, that’s right,” agreed Carol. “Classrooms need rules just like grownups do so that students can all work together happily and not worry about
their things being taken. We need to trust each other and care about each
other.” Carol studied the open faces turned toward her in an attempt to
read the children’s reactions. She saw acceptance in their eyes because she
was the teacher, but she felt a nagging doubt that they really understood
or believed her.
“So who took my case?” John suddenly called, addressing his classmates
accusingly. They looked at him miserably, and Carol saw that the discussion
hadn’t served its intended purpose.
“What,” she wondered, “do I do now?”

Santrock:
Educational Psychology

Carol Brown

Case Study

@ McGraw-Hill, Inc.,

SUGGESTED QUESTION OUTLINE
1. What is Carol's problem as she sees it?
Probes…
1. What has happened? Why is it bothering her?
2. Why does this incident seem so important?
2. What are Carol's problems as we see them?
Probes…
1. Describe Carol's class prior to the incident.
2. Do you believe Carol's description of harmony and bliss?
3. What are Carol's overall objectives for this class?
Probes…
1. How has Carol tried to accomplish her objectives?
2. What should her objectives be in handling this situation?
4. What do you think of Carol's response in class?
Probes…
1. Why didn’t it work?
2. What do we know about the children's moral development?
3. What did Carol do wrong?
5. What should Carol have done? For the sake of analysis, let's roll back the
clock. Should she have done?
Probes…
1. Is the lost pencil case that big a deal?
2. What are the risks of ignoring the incident?
6. If we agree that Carol should do something, what should it be?
Probes…
1. Should Carol try to find out if the case was stolen and who stole it?
2. If she does, should she do this on her own or engage the whole class?
3. What are the risks of playing detective? Are there advantages?
7. If Carol decides not to play detective, what else might she do to resolve the
incident?
Probes…
1. What action can she take with the entire class?
2. How might Carol use this incident positively?
3. How would you structure a better discussion about the incident with
the entire class?
4. How should carol deal with John?
5. What are the risks of each of these ideas? The benefits?
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8. The reality is that Carol did have a discussion with her class which did not
go so well. What can she do now to recoup?
Probes…
1. What are some things a teacher can do to recover after trying something that fails?
2. Should Carol now do nothing or should she try again?
3. What should she try?
4. When does she know she has succeeded? When does she know to quit?
ASSIGNMENT QUESTIONS
1. What is Carol Brown's problem?
2. What do you think are Carol's overall objectives for her class? What techniques is she using to accomplish them?
3. What should Carol have done? What should she do now?
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CASE STUDY
Scott Donovan
A high school English teacher discovers that four of his students
plagiarized parts of a lengthy writing assignment.
Scott Donovan closed his briefcase and walked toward room 209 anticipating
a good class. He enjoyed his second-period sophomore English class, and
he was pleased with the assignment he planned to give the students this
morning. Scott had taken a book which he found personally dull and arcane,
but which was part of the required curriculum, and he had created an
assignment designed to make it palatable. He was anxious to get the reaction
of his class.
Scott was a second-year teacher at Littleton High School. He had been
one of eighty-five applicants for the position he now held, and his credentials
and experience made him the most competitive candidate. After graduating
from an eastern university, Scott worked for fifteen years as an editor and
reporter for an aerospace newspaper and for an information service company in the metropolitan area around Littleton. He recently completed a
master’s program in education, and he embarked on his second career, as
a teacher, with enthusiasm as well as with the realism that comes from
experience.
Scott’s second-period English class was one of his favorites. It was an
above-average-level class, which meant that the students were generally college-bound, although not as proficient as those in the honors or the honors
AP classes. There were only fifteen students in the class, and they were as
involved as he could expect high school students to be with sophomore
English.
There were ten boys and five girls in the class, and their ethnic mix was
fairly typical of the community: two black students, one Hispanic, and the
balance Caucasian. Scott conducted all his classes with an emphasis on
discussion and writing, and this class participated intelligently in the discussions, which were a pleasure to mediate. But the students’ writing was
less commendable. Their composition skills were weak and their grammar
atrocious. At the beginning of the year, Scott gave the class a grammar
pretest, and he was shocked at the poor results. Of the three passing scores,
two were earned by German students who had learned English in Germany
as a second language.
Since writing was his field, Scott had resolved to help his students improve. To date he had done a lot of remedial work on grammar and some
short essay work. The class had read two of the six novels required by the
curriculum, and Scott had led some lively discussions about them. He now
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felt the students were ready to undertake a more challenging writing assignment based upon the next novel they would read.
Three of the novels in the sophomore English curriculum were identified specifically, but Scott could exercise his discretion on the other three.
The three required texts were Giants in the Earth, The Red Badge of Courage,
and The Scarlet Letter. The class had already read The Old Man and the Sea
and Of Mice and Men, two of Scott’s favorite novels. Now Scott had decided
to bow to the inevitable and tackle Giants in the Earth, the novel he considered
the worst of the three mandated texts.
Scott reached the room in which he taught this class—he shared it with
other teachers and found this mildly inconvenient—and pulled out the
attendance roster and other materials that he kept filed in the room. He
greeted the students as they entered, and he dispensed with his opening
procedures quickly.
“Now I am going to tell you about the assignment that will keep us
occupied for the next five weeks,” Scott began. “We are going to read the
novel Giants in the Earth.” Scott held a copy of the book aloft as he walked
to a corner of the room and brought back a cardboard box. He placed it
on the desk of a young man in the front row. “Hand those out, will you,
Tom?” he asked.
Scott continued as Tom took several books from the box and began to
distribute them. “This book is by O. E. Rolvaag, a Norwegian. This is probably
the only novel you will ever read that was translated from Norwegian. The
book evokes a strong feeling of how hard life was for Norwegian immigrants
on the American prairie—not unlike novels about the experiences of other
Americans as they moved west. You know, you can almost feel the bleakness
of the surroundings. Major themes that you will find in the novel are the
struggle of man against nature and man against man.”
As Tom distributed the books and the students had a chance to leaf
through them, a few groans became audible and a few pupils exchanged
stupefied looks.
“Mr. Donovan—it’s so long!”
“Five weeks! How about five months?”
Scott smiled at the students’ gripes and continued: “Listen, reading fulllength novels is an important step in becoming fluent consumers of the
written word. While you’re working through Giants at home, we’ll continue
our composition work in class, so you won’t have much other homework.”
Scott moved back to the desk at the front of the room and pulled a
folder from his briefcase. “I am handing out a pacing schedule now. It will
guide you as to how far you should have read by certain dates. The schedule
calls for reading two chapters each week. I’ve left the two weeks of Christmas
break open, so you can use that time for catch-up. But you can expect a
reading check test at each milestone on this schedule, so don’t let it slide
too far.”
A girl waved her hand from the back of the room. “Yes, Amy?”

Santrock:
Educational Psychology

Scott Donovan

Case Study

 McGraw-Hill, Inc.,

“What will be on these tests?”
“Oh, one might be on key characters or events that occur in the chapters
you have read. Or I might give you a quotation quiz—identify who said a
particular line or speech in the book.” More groans greeted this explanation.
“Don’t worry. I’ll be more specific about each check test before we have
it. The tests are really just to keep you honest about time. I don’t want you
to fall behind, because I haven’t told you yet about the best part of the
assignment.”
“You mean there’s more?”
“We do take other courses, you know!”
Again Scott smiled as the class objected. He was anxious to tell them
about the assignment and refused to let their mostly good-natured objections
dampen his enthusiasm for his next idea. “Listen, now. This is important.
The reason it is so crucial for you to keep up with the reading is that I want
each of you to keep a journal as you read. As you complete each chapter,
I want you to write a personal response to the text.”
“What do you mean, a personal response? Like, did we like it?” blurted
Tom.
“Well, yes. But be organized about it. Start each journal entry with the
title of the chapter. Summarize what the title means literally and speculate
about its meaning in the context of the rest of the book. Then write a
personal reaction: Did you like the chapter? Was it realistic? Did each
character seem logical? Things like that. Look at the bottom of the pacing
sheet. I’ve included directions for the journal.”
“Mr. Donovan, there’s ten chapters in this book,” complained a boy in
the second row, who had his novel open to the table of contents. “How
long is this journal supposed to be?”
“Well, you’ll obviously have ten journal entries, one for each chapter.
Even though your journal is due when you’ve completed the book, it will
be much easier for you if you write each entry as soon as you finish reading
each chapter. Don’t wait until the night before it’s due to write it all.”
“Yeah, but how long should it be?” persisted another student.
“Well, each journal entry should probably be about 250 words. That’s
only one page, typed,” replied Scott. He had anticipated this question,
knowing that high school sophomores were very uncomfortable without
concrete quantification of assignments. In this case the length of each
student’s writing sample actually was important. He planned to use a coding
scheme that he had developed as an editor to critique and analyze writing
styles. Scott wanted to help the students improve their writing, and he
needed a long-enough writing sample to make it worthwhile. Ten entries
of about 250 words each would give him a rich view of each student’s writing;
he would be able to isolate faults in composition or identify characteristics
of the individual writing styles. But Scott wanted the students to write naturally, so he had decided not to tell them about his intended use of their
journals.
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Amy was looking at the pacing sheet and holding the book in her hand
as if weighing it. “This journal is due January 15?”
“Right. Seven weeks from today, counting the holidays. No excuses and
no extensions. The journal is due when the pacing sheet says you’re to have
completed reading.”
“How much of our grade is this worth?” asked Harry from the back
of the room. Harry was slouched down in his seat and looked distinctly
depressed.
“Oh, thanks for reminding me, Harry. All the parts of this assignment—
the journal, our class discussions of the book after you’ve read it, and the
reading check tests—are worth 400 out of 700 grading points for this quarter.
In other words, the book and the activities about the book are worth more
than half your grade for this marking period. So be serious here.”
Resigned silence greeted this final directive as the class digested the
information and seemed to realize the futility of further objections. “Any
other questions? Are you clear on this?” A few students nodded, and the
rest remained noncommittal. “Well, as you proceed with your reading, please
ask me if you’re confused about my intentions. Now let’s turn to page 63
in your composition books and pick up where we left off yesterday.” Papers
were shuffled as students switched materials, and a new topic was undertaken.
***
Scott scraped back the chair from his kitchen table so abruptly that he
almost fell backward. He could not remember any time that he had been
so angry—not even at secretaries or reporters or copy editors, all of whom
routinely irritated him in his previous job. He was infuriated.
Six hours ago, Scott sat down at his kitchen table and faced the mountain
of papers in front of him with a combination of resignation and anticipation.
He had thousands of words to read, analyze, and grade, and as he looked
at the stack, he wished that he had asked the students to hand in their
journals periodically rather than only at the end. But this regret was quickly
brushed aside by Scott’s curiosity and interest in the students’ thoughts and
opinions.
Now, however, his curiosity was replaced by anger and incredulity. Scott
leaned forward to study the journal in front of him. “Tom!” Scott actually
spoke aloud, “How could you do this?”
Scott had just read the last of the fourteen journals his students had
submitted, and the frustration that had germinated on the due date now
grew into wrath. On the day the journals were due, two students came to
class without them and two were absent—suspiciously so, in Scott’s opinion.
One of the students who came to class empty-handed turned his journal in
the next day, as did the two “sick” students, but Harry simply admitted that
he had neither read the book nor written a journal.
Yet Scott’s irritation over these events was minor compared with his
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disappointment now that he had read the papers. For while ten of the
journals were acceptable, he was sure that four of his students had copied
significant sections of the commercially published Cliffs Notes into their
journals. They had even copied the same sections—in collusion or not,
Scott did not know. The similarity of the passages was Scott’s first clue that
something was awry. On rereading he was sure, as the writing style of a high
school sophomore abruptly changed to the smooth prose of a professional
writer in each of the four journals.
Scott’s anger was dissipating as he gazed at Tom’s paper, but it was
replaced by a feeling much harder to bear: defeat. Scott had sincerely wanted
to teach using this assignment. Even though he did not particularly like
Giants in the Earth, he thought he had designed a meaningful assignment
around a required part of the curriculum. Now, if the plagiarism meant
that these students had not read the book, then a third of his class would
be unable to participate in the class discussions Scott had planned for the
coming week. Obviously, critiquing their writing was out of the question;
what was the point of analyzing a professional writer’s pat synopsis?
Furthermore, Scott’s personal code of ethics and his professional training and experience made him view plagiarism as the worst crime a literate
person could commit. His first reaction was that he should fail the four
students who had acted so irresponsibly; in fact, he had already marked a
large red F on the cover page of the journal in front of him. But then he
began to wonder if he had somehow encouraged their dishonesty by the
way he constructed the assignment.
Scott picked up Tom’s entry for chapter 3 and read it once more. It
did seem as though Tom had read the chapter; there were passages reporting
on his personal reaction that were recognizably his work. But the section
of the entry which summarized the plot was clearly not original.
“Damn it,” Scott thought, “I gave these kids a grown-up assignment, and
they blew it. Was I off base?”
Scott noticed that he had knocked over the salt shaker, and grains of
salt were sprinkled over several papers. With a sigh he rose and switched
off the kitchen light, leaving his briefcase open on the floor and the papers
strewn about. Scott walked slowly upstairs, wanting to react firmly, even
angrily, but also wanting to be fair. Nothing in his experience or training
had prepared him for this. He did not know what to do.
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SUGGESTED QUESTION OUTLINE
1. As the case closes, Scott describes himself as angry and frustrated. How
should Scott deal with the four cases of plagiarism.
Probes…
1. Should he deal with them individually or collectively?
2. Should he make public examples of them before the rest f the class?
3. How would you define plagiarism? How would you explain it to a class
of high school sophomores? To a class of fourth graders?
4. Why is plagiarism so terrible? How would you get this across to a
class of sophomores? How would you get it across to fourth graders?
2. How did this situation arise?
Probes…
1. What do you think about Scott's assignment?
2. What do you think about how Scott introduced and explained the
assignment?
3. Should he have explained his hidden agenda with respect to improving the students' writing?
4. Is the journal a good idea? Why? Should he have collected journals
periodically?
5. Did Scott's opinion of Giants influence the way he conducted this
assignment?
6. How could Scott have prevented the plagiarism?
3. What ideas do you have about improving your students' writing abilities?
Probes…
1. In your own experience, what has helped you the most to improve
your writing?
2. What do you think of the writing assignments for our class?
3. Are you still comfortable with our earlier decision about how Scott
should handle this?
ASSIGNMENT QUESTIONS
1. Scott describes himself as feeling very angry and then blameworthy for the
turn of events described here. Why?
2. What explains the plagiarism? Is there anything Scott could have done to
prevent it?
3. What do you think of the Giants in the Earth assignment?
4. What should Scott do about the students who plagiarized? Should he fail
them?

Santrock:
Educational Psychology

Alice Peterson

Case Study

 McGraw-Hill, Inc.,

CASE STUDY
Alice Peterson
An experienced elementary school teacher is having problems with a
prefirst-grade class in which every student brings unique (and
difficult) problems into the classroom, leading her to wonder if she is
reaching anyone.
Alice Peterson drove to work mentally agonizing over the same dilemma
that faced her every school day: how to help her students learn. Alice taught
a class of prefirst-grade children at the Mason Elementary School in Eastvale,
a small town outside Chicago. This year was proving to be the most challenging and the most frustrating of Alice’s twenty-eight-year career.
The Eastvale school district served a heterogeneous school population.
More than 40 percent of the students were black or Hispanic, and about a
quarter of the school population qualified for the free or reduced-cost lunch
program. There were also many students from middle- or upper-middleclass families.
Three years ago the school district introduced a prefirst class in an
attempt to serve developmentally latent children. Over the past ten years
or so, the kindergarten curriculum had become more academic, with less
attention paid to readiness and group social skills. For some children, an
academic kindergarten was not the best preparation for formal schooling;
they needed more time before they faced the demands of first grade. On
the basis of testing and the recommendations of their kindergarten teacher,
such children were placed in a prefirst class rather than first grade at the
end of their kindergarten year.
Alice held strong opinions about the prefirst concept, both as intended
and as actualized. If it was used properly by parents and educators together,
she knew that the opportunity to spend another year growing and developing
could work magic for some children.
But many parents, particularly well-educated ones, saw assignment to
prefirst grade as an indication of failure; they argued adamantly to have
their children placed in first grade, despite test scores and teacher recommendations. Parents’ attitudes were crucial to the success of this program.
If a child detected a negative attitude about prefirst grade from his or her
parents, the child would be likely to develop the same attitude and might
benefit less from the extra year. Accordingly, the district often accommodated parents’ wishes.
Since it was typically the middle-class parents who rejected the prefirst
class for their children, the students actually placed in these classes often
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came from poor, disadvantaged, minority backgrounds. Furthermore, since
there was only one prefirst class in any school, all the least mature 6-yearolds were placed in one classroom rather than distributed throughout several
first-grade rooms. Despite these two drawbacks, Alice initially had seen the
prefirst assignment as a challenge and believed that she could make a
difference in these children’s lives.
Alice tried to ensure that her students developed a sense of confidence
and self-worth, which the experience of “failing kindergarten” had already
undermined. She began the school year using kindergarten curriculum and
in January began to introduce first-grade materials. In this way, she hoped
that her students would have a head start relative to their peers when they
entered first grade the following fall. Alice had followed her game plan this
year and started using more advanced materials after Christmas, but she
knew it wasn’t working. This class just didn’t seem ready for more advanced
academic work.
Minority children were usually overrepresented in prefirst classes, but
the presence of a few white students assured Alice that placement was based
on age, maturity, or stage of development rather than race. This year,
however, Alice thought her class configuration made teaching almost impossible. The two white children in her class were not simply immature; they
each had serious deficits, physically, mentally, and emotionally. Therefore,
the other children, all of whom were black or Hispanic, saw the “normal”
white children being promoted to first grade and saw themselves placed
in prefirst with other minorities or with white children who had obvious
handicaps. Alice felt sure that these children had internalized a negative
self-image as a result. Because they believed that they were dumber, slower,
and naughtier than the other children in the school, Alice thought, they
performed below their individual potential and ability.
At 6 years of age, these children were still enthusiastic and endearing;
they each very much wanted to learn to read, for instance. But their home
environments and individual histories had made them emotionally needy,
and they often “acted out” to gain attention. Alice knew that children this
age all craved a teacher’s attention, but most children wanted to be noticed
for positive things. It seemed to Alice that her students this year were happy
even with negative attention. As a result, her class was often rowdy, rude,
and inattentive.
Alice turned into the staff parking lot, which was framed by mounds of
dirty snow plowed aside after last week’s storm. As usual, she was the first
to arrive. The February morning was cold, and Alice walked briskly to escape
the chill. She unlocked the school door and headed toward room 105.
As she unlocked the door to her classroom, Alice was already beginning
to rehearse the opening minutes of the phonics lesson she was going to
conduct with her students this morning. She tried to arrive at least an hour
and a half early every morning in order to finalize preparations for the
day’s instruction. Throughout her career Alice had invested long hours in
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order to teach effectively, but the fact that the results this year were so
disappointing made expending the effort increasingly difficult.
Alice Peterson began her career teaching in the Chicago school system,
and after three years she moved to Eastvale. She had taught every elementary
grade, although most of her experience was in third and fourth grades and
kindergarten. She accepted the position teaching prefirst at Mason last
year because she was promised flexibility and control over the choice of
curriculum. Increasingly, however, Alice felt that even though she had the
flexibility to design unique instruction, she did not have the time.
Alice took off her coat and sat down behind her desk in the back of
the room. She scanned the empty classroom, which she could view clearly
from this vantage point, and enjoyed the peace and quiet, which would end
soon.
Alice had carefully designed the arrangement of furniture and supplies
in the room. The twelve desks at which the children sat for instruction all
faced the front of the room, where they could see only the chalkboard and
an alphabet banner above that. All the toys, art supplies, and decorations,
as well as the bulletin board, were in the back of the room near the play
rug. Alice had planned the room in this way in order to minimize distractions
for the children as they sat at their desks and listened to lessons. For the
same reason, she had their desks arranged in four rows of three each, far
enough apart to minimize each child’s opportunity to irritate others. Alice
would have liked to group the children at tables in order to foster better
cooperation and communication, but she was sure that this would only lead
to arguments or collusive misbehavior.
Alice knew that she should review her objectives for the morning’s
lesson, but she sat instead just looking at those twelve desks, so neatly aligned
and soon to be thoroughly askew. She let her mind wander, thinking of the
children as she looked at their desks.
Barry sat at the front of the classroom, at the desk to Alice’s right as
she faced the students. She had purposely placed Barry at arm’s reach so
that she could physically assist him if necessary. Barry was one of the two
white children in the class, and he had muscular dystrophy. Although he
could walk, he was much slower than the other children and fell down five
to ten times each day. He had been placed at Mason because it was the
only elementary school in the district without stairs.
Alice thought Barry was a spoiled brat. He was self-centered and did
not adjust well to the social environment of the classroom. Barry did not
display much respect for authority and was very headstrong. He had temper
tantrums when challenged, complete with screaming and kicking.
Yet Alice was most concerned for his safety. Barry would topple over
with the slightest shove from a classmate, and Alice found herself constantly
maneuvering to be near him in order to catch him if he fell. This, of course,
was an unacceptable situation, since the frequently rowdy misbehavior of
the other students also demanded her physical proximity.

Santrock:
Educational Psychology

Alice Peterson

Case Study

 McGraw-Hill, Inc.,

Realizing this, Alice had requested an aide for Barry after the first two
days of the school year. Yesterday the aide had arrived, but Anna Brown
was only 17 and the mother of an infant. After her first day Alice was
concerned that Anna would be more of a distraction than a help. In any
event Alice would have to take time to train her explicitly in what she needed
her to do. “They’ll put me on the committee to hire the principal, but they
won’t give me a say in hiring my own aide,” Alice thought as she gazed at
Barry’s desk.
Theresa sat at the desk behind Barry; she was a quiet, cooperative girl
who generally did as she was asked. Alice’s thoughts, though, quickly skipped
to the last desk in the row. In a few minutes, she knew, Peter would sit
there, constantly disrupting class, calling out, and harassing her.
Peter inspired Alice’s sympathy when she thought about him objectively
and out of the context of his misdeeds. He was a black 6-year-old whose
family situation was truly sad. Peter’s mother was handicapped. He was cared
for by his aunt, but she could not speak because of a stroke. Peter had two
brothers, one of whom was recently jailed; the other one was in the army.
Peter was very attached to his 18-year-old sister, but she was living in a
halfway house for drug abusers.
Peter was a chronic behavior problem. He was loud and impulsive and
had developed few inner controls. He was very jealous of other children and
tended to bully them. His sense of humor and his affection for adults were
the traits that kept Alice trying with Peter. She had found that he responded
to physical affection and to gentle teasing, and she hoped to help him develop
the self-discipline he would need to succeed in school and in life.
Shoma sat next to Peter, in the last desk of the next row. Alice nearly
grimaced when she thought of this child. Shoma represented an escalating
problem for Alice. She was a black Haitian-American who was very tall and
looked about 8 years old even though she was only 6. She was jumpy and
easily distracted and displayed little interest in schoolwork. Alice thought
of Shoma as an angry child. Shoma often reacted defiantly to Alice’s instructions, and Alice worried about the constant frown on the child’s face.
Shoma’s mother had so far been unavailable for a conference in spite of
Alice’s repeated attempts to solicit her help.
Alice’s gaze continued along the desks at the rear of each row. Don,
the other white child in the class, sat at the desk to Shoma’s right. Alice
thought Don might have a neurological problem. He was deficient in his
small motor skills—he couldn’t hold a pencil correctly, for instance—and
he just didn’t seem to make mental connections. All his work was rote, with
no evidence of thinking taking place at all. Even in behavioral issues, Alice
could not reach him or break through to reason with him. It was not that
he was purposely dense; he seemed unable to understand the relationship
between his behavior and consequences. Alice would never forget the time
when Don screamed an obscenity at another child, was sent to the office,
and still asked for a star at the end of the day. Alice had been unable to
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communicate to him the relationship between his behavior in the morning
and his reward in the afternoon.
Don’s parents were trying not to panic over their obviously handicapped
oldest child, Alice thought. Don had two sisters, ages 4 and 3, who could
do more than he, and this was having an impact on Don’s self-confidence.
There had been some discussions between Don’s parents and school personnel about special testing at a private rehabilitation center in town, but they
were all concerned about the messages that this additional testing would
send to an already insecure child.
Alice realized that special education placement was a possibility for Don,
but she hoped, along with his parents, that this could be prevented. In fact,
Alice knew that prefirst was in some instances an attempt to make the
regular curriculum and the mainstream system work for children on the
edge. She wanted very much to make it work for her students.
Thinking about special education made Alice’s mind wander to Luis,
who sat in the desk next to Don. Luis was Hispanic, and even though English
was spoken in his home, he was practically nonverbal and very shy. Alice
had heard rumors that Luis’s mother was on crack and that she supported
her habit through prostitution.
Whatever his true home situation, Luis did have difficulties in school.
His shyness made it difficult for him to relate to the other children, and
when he did engage them, it was often in a belligerent or impulsive way.
When he expressed himself verbally, it was often by cursing.
Luis sometimes lapsed into silly moods in which he could not control
his giggles or his need to rock in rhythmic patterns. At these times, Alice
would ask Luis to help clean the room. His interest in picking up toys or
sweeping the floor was the antidote for his private pain.
Alice tried to shake her reflective mood and reached into her desk for
the phonics worksheets. But as she did so, her mind traveled involuntarily
from thoughts of Luis, in the back of row four, to little Darryl Washington,
in the front. Darryl’s birthday was in August, which made him one of the
youngest in his grade; he was born two months prematurely to a mother in
her forties and a father in his fifties. Both Mr. and Mrs. Washington were
retired employees of the school system.
Alice thought that both of Darryl’s parents were overprotective of him,
and it seemed that they were in school almost daily checking on him.
Darryl was in occupational therapy for fine motor skills and was in private
counseling because of his behavior problems.
Actually, Darryl’s behavior had improved since the first of the school
year, although he still had lapses such as sneaking around behind Alice’s
back or being physically disruptive by jumping or yelling. Alice thought he
perpetrated these antics mostly to attract friends. Like almost all her students, Darryl had a temper tantrum from time to time, and his typical
reaction to discipline or even mild correction from Alice was, “I’m gonna’
tell my mama on you!”
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Alice began to hear the sounds of children in the halls and bus traffic
at the front of the building. “Where did the time go?” she wondered as she
moved from behind her desk to look at the clock in the back of the room.
It was 8:40.
The students in Alice’s class were beginning to line up in the hallway
outside the door. She opened it to invite the first three inside. “Good
morning, Shoma. Hi Don, Darryl,” she said pleasantly as they entered.
Alice had found that permitting all the children to enter the room at
the same time invited bedlam. The lockers were inside the room, and the
process of removing outerwear inevitably led to pushing and shoving if the
children were shoulder to shoulder when they took off their coats. Children
were placed in this class in part because of language deficiencies, and they
tended to express themselves physically rather than verbally. Although the
students might jostle and argue in the line outside the room, Alice preferred
that to misbehavior in the classroom.
Shoma, Darryl, and Don moved toward their desks. The children knew
that after they put their things away, they were to go to their desks, where
work was waiting for them. Last night, Alice had set out a copying exercise,
designed to practice handwriting.
Alice, who still stood at the classroom doorway with one eye on the hall
and the other on the room, gestured to the next students in line. “Barry,
Peter, good morning.” She then greeted the new aide. “Oh, hello, Anna.
I’m glad you’re here.”
Just then Peter stopped short in front of Barry at the lockers, causing
Barry to bump into him and teeter to the left. Anna had been looking at
Gumdrop, the class rabbit, and she noticed too late that Barry was about
to fall. She reached out to catch him but missed, and Barry hit his hip on
a desk as he fell to the floor. The desk, luckily, was fairly insubstantial, and
it was pushed noisily to the side by the force of Barry’s fall.
Barry looked momentarily as though he might cry, but he visibly held
his feelings in check and began to collect his things, which had scattered
when he fell. As Barry picked himself up with Anna’s help, the children
waiting in the hall pushed forward to investigate the commotion. Peter
turned and laughed, enjoying the fact that he had captured the attention
of the other children.
Alice had not been sure that Peter’s abrupt stop was intentional until
she saw his expression. She put a hand out to signal that the children in
the hall should stay put, and then she went to Barry and Peter.
“Peter, what you just did to Barry was mean and rude,” Alice admonished.
“Turn around and apologize.”
Peter was facing his locker, acting as if he had not heard Alice. A little
louder, and with a touch of impatience, Alice repeated herself. “Say you
are sorry, Peter!”
Peter turned to Barry, who was now on his feet and trying to escape
any further notice. “Sorry,” he mumbled. Barry looked up fleetingly at Peter
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and headed toward his desk. Anna followed him and pulled a small chair
beside it for herself.
Alice ushered the rest of the children into the room and glanced at the
clock as they made their ways haphazardly to their desks. By the time the
last students to enter were seated or standing in the vicinity of their desks,
the children who had entered first were now out of their seats and talking.
Alice moved to the front of the room to begin her day.
She started each day with a routine the children could depend upon.
She noted that Luis was absent, made her introductory comments, and
walked back to her desk and located the phonics worksheets. The instant
she left the front of the room, the conversation and activity that were a
constant in her classroom escalated. Alice walked from desk to desk, handing
a worksheet to each child, and began to speak more loudly than usual in
an attempt to recapture the group’s attention.
“Let’s start by looking at the blue side of this paper,” Alice said. Most
of the children turned to the correct side. “On this worksheet we’re looking
for the eh sound. Look at the first picture. What is that?”
As Alice began talking, the din subsided somewhat, but there was still
noise in the room. Peter was humming quietly at his desk; Shoma was
alternating between rocking in her chair and jumping up and down in her
seat. Other children were just talking—sometimes to themselves, sometimes
to each other. Alice was used to the constant hum in her classroom and
usually addressed it only when it became overpowering.
“Darryl, what is that in the top picture?” Alice repeated.
Darryl had been sitting sideways at his desk, but now he turned to the
front to face Alice. “A elephant,” Darryl answered.
“What sound starts that word?” Alice continued, looking at the entire
group. “Do you hear the eh, eh, eh sound? Circle that elephant. Now what
is the next picture?”
About half of the children were involved now with Alice’s lesson, either
watching and listening to her or focusing on their worksheets. A few of
these mumbled an answer to Alice’s question. “Bird,” she heard faintly.
“It’s a special kind of bird,” Alice replied. “An ostrich. Oh, oh, ostrich.
Do you hear the eh sound there? Eh, eh, eh? No. Get rid of that ostrich. Now
what is the next word? Barry?”
Barry had his head on his desk, and Anna sat beside him craning her
neck to see over his head in order to follow along. Barry’s eyes were on
Alice even though he was bent over. “An egg,” Barry replied.
Before Alice could respond, she heard Peter speaking from the back
of the room. “My teeth are falling out,” he said.
Alice walked back toward Peter’s desk. “I know they are falling out,
Peter. And there is nothing I can do about it, unless I knock them out.”
She smiled as she reached Peter and playfully touched his chin with her
fist. “I could knock them out.” The rest of the children laughed loudly. Alice
particularly heard Don, laughing more raucously than the joke justified.
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“Shh,” Alice said gently as she turned to walk back to the front of the
class. “I know your teeth hurt, Peter, and I’m sorry they hurt. But there is
nothing I can do about it.”
When she was back in front, Alice tried to pick up where she had left
off, momentarily hunting in her book for the picture she had been asking
about. “Eh, eh, egg,” Alice said. “Right. Circle that egg. Now the next word—
what is the next picture?”
As she spoke, Alice realized that the noise level in the classroom was
slightly higher. She also saw that Shoma was becoming a real distraction in
the back row as she bounced in place or stood up, leaning her elbows on
her desk, and wiggled her hips.
“Shoma, what is the next picture?”
Shoma took a minute to find the picture. “A apple.” Shoma seemed to
spit her reply at Alice.
“Ah, ah, apple. Do you hear the eh sound?” Alice was again addressing
the entire class. “No. Throw out that apple; get rid of that apple. Now what
is the next picture? An igloo, right? Do you hear the eh sound in the word
igloo? No, not in igloo. Now the next picture—Peter, what is the next
picture?”
Peter looked up at Alice with a vague expression, and Alice walked down
the row of desks to his. She gestured toward the picture in question on his
worksheet. “What is that, Peter?”
Peter answered promptly, “A elevator.”
“Eh, eh, elevator. Hear it? Yes! Circle that picture. Now what is the last
picture?”
“An arm,” Darryl called out exuberantly.
“No, it’s a special part of your arm,” Alice replied, holding her right
elbow with her left hand as she bent her arm. “An elbow,” she said. As she
spoke, Darryl said “elbow” with her simultaneously.
“Eh, eh, elbow. Hear the sound?” Alice was now walking up and down
the rows between the desks as she spoke. “Circle that picture.”
“You should each have four circles on your papers. Do you have four?”
Alice bent over each paper as she moved from desk to desk. “Sit still, Shoma,”
she said as she came to Shoma’s desk.
When Alice had glanced at most of the papers to see that the children
were following her, she walked back to the front of the room. “Now I don’t
know if we should do the green side of the paper. It’s awfully hard.” Alice
looked doubtful. “Let’s turn to the green side.”
Barry said something unintelligible, which Alice took to be “no.” With
a smile she said to the class as a whole, “Don’t you like trying hard things?”
She got no answer from the five or six children listening to her, but she
did see Peter’s hand waving in the back.
“You didn’t check my paper,” Peter called. Without commenting, Alice
walked back to his desk and drew a star on his worksheet; she then pivoted
to look at Shoma’s paper and drew a star on it also.
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“Do you remember last week when we were doing word families?” Alice
asked. She got no response. She moved to the side of the room where a
large poster hung on the wall from a previous lesson, in which like-sounding
words (mix, fix, six) were written in groups. Alice thought briefly of drawing
a parallel to an earlier lesson but then thought better of it. She walked back
to the board and picked up the chalk. Alice wrote the word bed on the
board.
“Now are you looking at the green side of the worksheet? Now look up
here. See this word? Bed. Hear the eh sound in the middle of it? Now if I
erase the middle letter [Alice did so with the heel of her hand] and change
it [Alice wrote an i where the e had been] the word becomes bid. ‘I bid my
mother hello.’ ” Alice smiled, acknowledging the stilted sound of the sentence she had used. “The sound we are listening for is in the middle of the
word.”
Alice wrote a series of other words on the board: bud, bed, bid, bad. Don
called out from the back of the room, “I know! Bug!”
“We are working with the sound in the middle of the word,” Alice said,
not really in reply to Don’s contribution but to the class as a whole. She
drew a line on the board and a circle in the middle of it. “Not the sound
at the beginning and not the sound at the end; the sound in the middle.
“Now look at the picture on the top of your worksheet. What is that
picture? A bed, right? See the bed?” Alice left the front of the room and
walked from desk to desk as she spoke. “Eh, eh, bed. Hear the eh sound in
the middle of the word? Circle the bed.”
“Now what is the next picture? Theresa?”
“Sock,” said Theresa.
“Sock,” repeated Alice. “Sss . . . oh . . . ck. Hear an eh sound? Who hears
it?” Alice gestured a thumbs-up sign with her hand, indicating to the children
that they should signal with their hands if they heard the sound. She had
found that any physical activity she could weave into a lesson helped them
listen and remember. But too few children were with her this morning. “It’s
always worse on a Monday,” Alice thought to herself as she persevered.
“Who doesn’t hear it?” she asked, gesturing thumbs down. A few children
responded. “Who isn’t really sure?” Alice got no response. “Eh, oh. No. Get
rid of that sock.”
Alice realized as she paced the rows that nine of the eleven children
were lost. Several were engaged in conversation with their neighbors, and
the rest were looking out the window or at the wrong picture on the paper.
“Let’s finish this another time,” Alice said as she walked back to the front
of the room. “I’m going to collect your papers now. We’ll do the green side
later.” Alice walked to each child’s place, collecting worksheets.
As she walked to the back of the room to deposit the worksheets on
her desk, Alice said, “Please take your storybooks out now.” A few groans
greeted this request, which Alice ignored. She exchanged the worksheets
for her storybook guide and went back to the front of the room.
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The children shuffled possessions inside their desks, looking for the
right book, and the general din increased. Suddenly Don spilled a plastic
container of Cuisenaire rods onto the floor, and they bounced on the
linoleum, scattering under desks in the back third of the room. Don laughed
and began picking them up, crawling around on his hands and knees. Alice
had found there were too many of these interruptions for her to wait for
their resolution, so she continued in spite of the distraction Don was causing.
“Turn to page 30. Are you all on page 30?” Alice went to a few desks
to help each child find the right page. The picture on the page was entitled
“Dressing Up” and depicted children in an attic playing with old clothes.
Alice saw, out of the corner of her eye, that another boy had joined Don
on the floor, but they were almost finished picking up the rods, so she let
it go.
Alice began the picture story by asking the children to define an attic.
As usual, she got no immediate response from the class, but this time she
didn’t know if it was due to the children’s language deficiencies or the fact
that most of them had never heard of an attic. She went to the chalkboard
and drew a house, placing a big star under the roof.
“This is an attic, children,” Alice said. “It is right under the roof, and
sometimes people store old things up there. Do any of you have an attic in
your houses? Barry, do you have an attic in your house?”
“I don’t know,” said Barry.
Alice decided to go on. She looked at her teacher’s guide for another
item to discuss, but she couldn’t immediately locate anything that would
be familiar to the children. The picture in the guide was only a black and
white outline of the picture in the children’s books. Alice walked to the
back of the classroom, toward Luis’s empty desk. “I’ll use Luis’s book, since
he’s not here. My book doesn’t have the big colored picture that your books
have, and I can’t see everything we are talking about.”
“You can have my book,” Don volunteered.
“No, that’s all right. I’ll use Luis’s.” Alice sat down at Luis’s desk and
resumed the lesson from there.
Alice returned to the conversation about attics by asking the children
where, in their houses, their parents stored old things. “Where does your
mother store your old baby clothes, Theresa?” she asked. The children
indicated various storage spots in their homes or said that their parents
didn’t store things at all. Alice then asked the class to identify various things
in the picture: a dresser, a trunk, a rocking chair.
By now, Alice was again on her feet and walking up and down the rows.
“What else is in the picture?” She heard no reply. “Name some things you
would use to decorate the walls of a house.”
The conversation about the picture continued haltingly for a few minutes, until Alice glanced at the clock and saw that it was almost 9:45. She
closed her book and walked back to Luis’s desk to replace his.
“Tomorrow we will talk about the picture on the next page and do some
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rhyming,” Alice said. “We will have fun with that. For now, you may close
your books and put them away. Take out your reading workbooks.” The
children began closing their books and putting them away in their desks.
Alice walked from desk to desk, getting each child started on a workbook
exercise. A few children sat still at their desks and began to work, and Alice
went to sit at the round reading table. One child, then two, then several
left their desks. Some of the children stood talking in small groups; a few
others stood at the reading table, waiting to speak with Alice. Shoma, who
was still at her desk, began to call out, to no one in particular but generally
in Alice’s direction.
“I need help!”
“You know how to do that page,” Alice called back. She turned to Darryl,
who was first in line at the table.
“I need help,” Shoma repeated. She looked around the room and saw
everyone occupied, either in work or play. She began to walk about aimlessly,
carrying her workbook.
Alice helped Darryl with his question and then spoke to Theresa, who
had completed her current workbook and so needed a new one. Peter was
next in line. “OK, Peter, read to me, sweetheart.”
As Peter read haltingly from a paperback storybook, seven other children
also stood around the little table, listening to him and waiting their turn
for help. Alice began sorting books and other materials into piles on the
table as she listened to Peter. Occasionally she heard him stumble and
looked over to his book to help him with a word. When he had finished
three pages, she stopped him.
“OK, Peter. Do you want to work in your blue phonics book?” Peter’s
expression was her answer, and Alice relented. She saw that Darryl was in
line again at the reading table. “You and Darryl can go read together.” Alice
looked up to see if Anna was available, but Anna was still sitting next to
Barry, working with him and another boy. They were the only children still
sitting at their desks. Shoma was standing behind Anna, trying to get her
attention. “Ask Anna to get you mats.”
Peter bounded over to a tall cabinet and tried to climb onto a chair to
reach the carpet samples which served as mats. “No, you’re not tall enough,”
called Alice. Anna looked up, saw the activity, and stood to go help Peter.
Peter and Darryl happily grabbed their mats and ran to the opposite
corner of the room. They pulled the chair back from Alice’s desk and
crawled in under the desk. Peter reached out and pulled the chair back
into the opening, enclosing the two boys in the space underneath.
Alice noticed that Shoma was again roaming the room, occasionally
asking a child to look in her book and identify a picture. “What is this?”
she would ask. Alice waved her back to her seat and then turned to the
next child waiting at her elbow. Alice listened as he began to read. “Page
7 is a hard one, isn’t it, honey?” she said after a moment. “You keep working
on page 7. Go ask Anna to help you read if you get stuck.” Alice turned to
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the next child, and the student she had dismissed carried his book toward
his own desk. He saw that Anna was busy and looked momentarily confused.
Then he tossed his book onto the top of his desk and went to talk to Tyrone.
Alice quickly spoke to the remaining children at the table, answering
their questions and steering them back to work independently. Shoma came
up behind her as she finished with the last child in line.
“Can I have a snack now?” asked Shoma.
“No, you may not have a snack,” replied Alice sharply. “Get back to your
desk and get some work done!”
Alice was ready to work with Barry, but she saw that he was still engaged
with Anna, so she sat quietly at the reading table, observing the groups of
children talking or playing in various corners of the room. The two boys
who had been hiding under her desk now surfaced and began to wander
around the room. They headed toward the lockers and opened them. Alice
thought about getting them back on task but realized that snack time was
imminent and that any new activity would probably be interrupted. Alice
generally resisted the urge to rein her children in too tightly, believing that
the opportunity to pursue self-directed activity was a gift for children who
were unable to control much else in their lives.
In a few minutes Barry brought his book to Alice at the table. As Alice
bent over the workbook with Barry, Anna walked to Shoma.
“Have you done any work yet this morning, Shoma?” she asked.
“Yes. Mrs. Peterson checked me out already, just now.”
Anna looked at Shoma skeptically and glanced toward Alice, but Alice
was busy, so Anna turned away to help another child.
“That’s good, Barry,” Alice said to Barry as he finished the exercise.
“You and John are the hard workers in here today. Bring me your other
book now.” Barry smiled and walked back to his desk. Alice called loudly
to the class as a whole. “All right, children, I am still waiting for some work
from Barry, and I think Theresa is doing extra work today. The rest of you
can go get your snacks.” Alice sat as Barry returned with a second book,
and they looked into it together as the children gradually disengaged from
their various conversations and activities and went to their lockers.
Some of the children took lunch boxes or bags from their lockers and
sat down with their treats. In a few minutes Alice finished with Barry, and
she walked back to her desk to retrieve a package of graham crackers. She
walked from desk to desk and offered a cracker to those children without
a snack. She also took one for herself. The class was fairly quiet as the
children ate and spoke softly to each other. Alice began setting out cards
that the children would use to indicate what they wanted to do during
playtime.
As the children finished eating, they moved toward the toys and began
playtime activities. Some of the children first went to the front of the room,
where a large poster entitled “Playtime” was hung. Alice had set out cards
on which were printed the available playtime activities: “Blocks,” “Lego,”
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“Puzzles,” etc. Each child chose a card—sometimes with Alice’s help, as the
children could not yet read—and then went to find the item named on the
card chosen.
Alice went from desk to desk, wiping up crumbs and straightening the
mess from snack time. Don had spilled raisins all around his desk, and she
enlisted his help to pick them up.
Playtime was centered in the back of the classroom, where Alice had
placed a large, colorful, inviting rug, patterned with letters and numbers.
Most of the children were now busy at some activity. Two boys were playing
together with wooden blocks, and three others were playing with Lego
blocks, building airplanes and flying them at each other. Three girls were
in the front of the room, using a Bright Lite toy.
Darryl and Don wanted to play with Lego when playtime began, but
since all the cards for that activity were gone, Alice told them to find
something else to do. Instead, the boys wandered back to the rug and slowly
injected themselves into the Lego activity. Gradually the noise from that
corner became more and more irritating. Darryl and Don’s conversation
was escalating.
“Darryl, Don, I want you to stop shouting!” called Alice. She was sitting
at her desk trying to grade papers, but she knew she wan’t going to get
much done.
Just then, Luis walked into the room. Alice stood up and helped him
off with his coat, noting the time as she did so: 10:20. Luis stood in the
center of the room and seemed to need a minute to get oriented.
“Did you miss the bus?” Alice asked sympathetically. Luis nodded. “Did
you have breakfast?”
Again, Luis nodded affirmatively, but Alice was doubtful. She went to
the snack supplies and brought back a graham cracker.
Alice offered the cracker to Luis, who took it and began to eat. “What
do you want to do for playtime, Luis?” she asked. Luis looked thoughtful
and then walked over to the big box of waffle blocks next to Alice’s desk.
“Do you want to do waffle blocks?” Alice asked. “Could you say that for
me?”
Just then Alice heard shouting from Darryl and Don, who were arguing
over a tower one of them had built. Alice walked quickly to the scene of
the altercation. “Darryl, I want you to put that down and go sit at your desk.
I told you before to stop shouting!” Darryl suddenly looked cowed, and he
complied, walking quietly to his desk.
Alice turned back to Luis and saw that he had built a large maze from
the giant waffle blocks. She walked over to him. “Do you want me to get
Gumdrop?” she asked quietly. Luis nodded, so Alice gently lifted the rabbit’s
cage from a table by her desk to the floor next to Luis’s structure. Ensuring
that the rabbit could not escape at the point where the cage met the blocks,
Alice opened the door.
“She got really scared this morning, Luis,” Alice cautioned. “We have
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to be especially gentle with her now.” Luis watched as Gumdrop sniffed at
the open door of her cage and then tentatively hopped to the rug inside
the maze he had constructed. Alice smiled at Luis as they watched together.
Alice used animals extensively, not only by selecting stories about them
but also by providing real experiences whenever she could. She had found
that sometimes the children could relate better to animals than to people.
Inner-city children, in particular, often had no other opportunity to learn
about nature or to know what “cuddling” a bunny felt like.
Sometimes Alice wished Gumdrop could know how important she was
to the children in the class and how instrumental she had been in helping
Alice make connections with some of them. Luis, for instance, really seemed
to love the animal. He helped Alice take care of the rabbit, and he often
built a pen for it out of the plastic waffle blocks, as he had this morning.
On those mornings when the other children joined him in this activity,
Alice felt that she was really making progress.
The classroom had gotten very noisy, and several of the boys were
chasing each other. Alice felt ambivalent about restraining their play, for
she knew that they had nowhere else to run or to pretend. Often Alice let
the play escalate as long as she could, drawing the line only when safety
became a concern.
Alice witnessed a near collision between one of the boys and a desk and
reacted. “Don, Darryl, stop that running around! If you’re going to play
with Lego, you get back on the rug!” The boys returned to the rug.
Alice saw that it was 10:55 and almost time for the children to leave for
gym. The school was on a six-day cycle, and the children alternated between
music, art, and gym at this time each day. Each of these special sessions was
conducted elsewhere in the school.
“It’s time to clean up, children,” she called. Some of the children began
to pick up their toys, but others continued to play. Still others stopped their
games but sat without helping to straighten the room. Alice put a carrot in
Gumdrop’s cage to lure her back in; after the rabbit was inside, she closed
the door and picked up the cage. As she tried to step over the waffle blocks
to put the large cage back on its table, she banged the cage against the side
of her desk.
“Oh, I’m sorry, Gumdrop,” said Alice sadly. She opened the cage and
petted the rabbit. “Now you’re scared again. It was my fault, Gumdrop,”
she crooned.
Anna was helping the girls put away the Bright Lite toy, which had at
some point spilled, showering tiny pegs over the floor in the front half of
the room. Alice helped Luis pick up the rest of the waffle blocks and then
walked to the classroom door.
“May I have Shoma and Barry at the front of the room, please?” she
called. The two children quickly complied, gladly interrupting their contribution to cleanup. “Now the rest of you line up behind them,” called Alice.
By eleven o’clock most of the toys had been put away, and the children
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were in two lines behind Shoma and Barry. “Now I want a good report from
gym, do you hear me? I want no problems with gym,” Alice admonished.
Several of the children nodded and grinned. “Now everyone follow me.”
After escorting the children to the gym, Alice returned to room 105
grateful for the opportunity to collect her thoughts and take a mental break.
Teaching always required constant vigilance in the classroom, but Alice
found managing these children even more mentally exhausting than usual.
As she opened her grade book to annotate comments on the morning’s
activity, she wondered if she could approach the problem differently.
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SUGGESTED QUESTION OUTLINE
1. What is the sequence of events in this classroom?
Probes…
1. What happens first? What is the result of how the children enter the
room?
2. What happens next? How does she begin the lesson? How does the
lesson end?
3. What happens next? Are the students interested? How does Alice
hold their interest?
4. What happens next? Where does Alice sit? What do the students do
when they are finished? How do they know what to do?
5. What happens next? What are Alice's rules for playtime? Are they
followed? What happens when the students line up for gym class?
OR
1. How would you describe Alice's strengths and weaknesses as a teacher?
Probes…
1. What is she doing well? What are her feelings about her students?
2. What areas are her weaknesses? What could she be doing better?
3. How would you categorize her areas of weakness? What educational
theory is she not applying? What are the examples of that area?
2. What are Alice's most serious problems?
Probes…
1. What do we know about the students? What are the needs of students like these?
2. What do you think of her activities? Her materials?
3. What are the students learning? How can you tell?
3. What would you do to begin to solve these problems?
Probes…
1. Is there anything simple Alice can do to make things better?
2. What is a better procedure for starting the day?
3. How about room arrangement?
4. What longer-term changes should Alice make to improve her teaching?
Probes…
1. What curriculum changes might she make?
2. What activities might motivate her students?
3. What should the schedule of activities be?
4. Should she try different grouping arrangements?
5. What are the language needs of these students?
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5. How would you address the social/behavioral problems in the class?
Probes…
1. What do out think about the prefirst arrangement?
2. What can a teacher do to promote more socially appropriate behavior?
3. What is the role of cooperative learning?
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Laura Conway
Laura Conway read Mike Abbott’s autobiography one more time:
My Life
Hi. I’m Mike and I’m 13 years old and in sixth grade at Washington Elementary School
in Littleton. I am the youngest of three boys in my family. There are no girls except for
my mother, who is 41. Even our dogs are males. We have two golden retrievers, Jesse
and Strom. My father named them for two Republican senators.
My brothers are Jim (he used to be called Jimmy but he lost the ending of his name
when he went to college) who is a sophomore at State College and Paul who is a senior
at Littleton High School.
What I like best are the Philadelphia Phillies, MTV, and almost all food that is not green
and creamy. What I like worst are school, especially the resource room (sorry, Mrs.
Conway), having to do chores, especially raking leaves and shoveling snow, and getting
up early.
My father is the manager of a clothing store in the mall and my mother is a math teacher
at the middle school. When I was born I had a full head of black hair and I weighed 8
pounds, 8 ounces. I still have black hair and brown eyes and I now weigh 104 pounds.
Since I’m 5⬘4⬙ you can guess that I am very skinny. I eat all the time but it doesn’t help.
I guess that’s OK because I get to eat as much as I want, which is good.
I started school when I was five and I spent one year in kindergarten and two years in
first grade. In second grade I went to a special class all day. I did that for two years and
in fourth grade I went to regular fourth grade and also to the resource room. I hate
the resource room because I feel dumb to have to go there. The good thing is Mrs.
Conway who is really nice and takes lots of time to explain things and the computer
where I do lots of cool things. The rest is terrible, like the other kids and the dumb
things you have to do there. I always have to leave my real class when good things are
going on, like science and art.
Sixth grade isn’t too bad, except for math which is very hard and geography which is
very boring.
When I grow up I would like to produce rock videos or be in television production. I’d
really like to be on TV but I am probably too funny-looking to be in front of the camera.

Laura Conway pensively folded the cover back over Mike Abbott’s work
and reflected upon her own. Laura prided herself on creating a classroom
that was good for students. Since she began teaching in the resource room
for learning disabled students nine years ago, she had tried to select activities
that enabled students to experience success. She had helped them meet
the requirements of their regular classes, knowing that the support she
offered gave students a positive alternative to their regular classes, where
they were typically the slowest students, subjected to the teasing of their
classmates and to veiled annoyance from teachers. She also knew, both from
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student reports and from teacher talk in the lounge or at meetings, that
the teachers’ annoyance was not always well hidden.
Laura believed her students liked the resource room. They often requested extra time with her, and some were upset when they had to leave.
She introduced them to tools and techniques not otherwise available, such
as the word processing program Mike had used to edit and “spell-check”
this very draft. Mike had learned to use the personal computer in her room;
in fact, he spent most of his ninety minutes with her each day using it for
writing, for practice activities in math, and for computer games.
Laura liked Mike. He was an attractive child, with a sense of humor and
good interpersonal skills. He was also one of her success stories. When Mike
came to the resource room three years earlier, he had already spent two
years in a self-contained class for learning-disabled students. He did not
have many academic skills, and he was very shy. In the three years that
Laura had been his resource room teacher, he had made remarkable strides.
Laura knew that his success in sixth grade was due in large measure to her
support of him. Left on his own, Mike would turn in sloppy work, if he
turned it in at all. He would not be as well organized and he would soon
be very frustrated trying to meet the demands of sixth grade. Laura also
knew that Mike’s sixth-grade teacher was not terribly patient. She would
not tolerate Mike’s poor work habits. Without the help that the resource
room offered, Mike would be in real trouble.
But how could she tell Mike that? Should she tell him? Laura felt as if
she were the only teacher in the building who understood Mike, and now
he wanted to be cut loose from her protective support. The thought of
casting him adrift worried her. She picked up his autobiography once again.
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SUGGESTED QUESTION OUTLINE
1. The teacher in this case, Laura Conway, is upset after she reads Mike
Abbott's autobiography. What do you think the problem is, from Laura's
perspective?
Probes…
1. How would Laura describe her role?
2. Had she had success with Mike? How can you tell?
3. What is Laura's primary concern about Mike?
2. Let's take an alternate view of the problems in this case. From your perspective, what are the problems?
Probes…
1. How would Mike describe the problem?
2. Why is Laura unwilling to let Mike go? How did the system contribute to her attitude?
3. How prepared to help him succeed do you suppose Mike's sixthgrade teacher is?
4. Whose interests should be served here?
3. What are some possible solutions to the dilemma?
Probes…
1. What are the implications for Mike if Laura chooses to maintain
him in this resource room? For Laura? For mainstreaming the school
system?
4. What other issues does this case raise for students preparing to be special
education teachers?
Probes…
1. How can a teacher prepare students to exit successfully from special
education?
2. Why don't more special education teachers successfully exit their
students?
3. What is it about special education teachers that causes them to pro
mote learned helplessness and dependence in their students? How
can you, as teachers, avoid playing this role?
4. What is the special education teacher's consultative role? How can
being an effective consultant facilitate mainstreaming?
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ASSIGNMENT QUESTIONS
1. What does Laura Conway think the problems in this case are? Do you
agree?
2. What do you think Laura should do in response to what she has learned
from reading Mike's autobiography? What are the benefits and the risks of
those ideas?
3. What can a resource room teacher do to facilitate her students' exit from
special education?
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Anyssa
Anyssa is a 10th-grade, African-American student. Despite demonstrating
outstanding academic and leadership abilities through her middle school
years, she was not nominated for the gifted and talented program until the
spring of her eighth-grade year. The results of the evaluation placed Anyssa
below the range of IQs and achievement scores accepted into the program.
Both she and her parents were very disappointed at this rejection because
they felt that the extra resources and opportunities of the program would
have benefited Anyssa greatly.
When Anyssa entered 10th grade, a change in school district policy provided her a chance to be accepted into the gifted and talented program in her
high school. For years, the Malden School District gifted and talented program had included proportionally few girls and even fewer students of color.
District leaders examined the criteria used to assess and identify gifted and
talented students and found that many exceptional students were not being
identified. The evaluation system placed great weight on IQ score as the primary factor. This system followed a very narrow concept of what intelligence
is, a concept based on IQ testing alone. The District constructed a revised
formula, de-emphasizing standardized scores like IQ and achievement tests
and including a wide variety of quantitative assessments of student ability,
talent, and creativity.
The second part of the District's problem of the underrepresentation of
girls and students of color was created by the pattern of student nominations
made by general classroom teachers. Teachers had been nominating white
males for the gifted program far more often than they nominated girls or students of color. The District decided to combat this prejudice by holding
workshops to help classrooms teachers understand the many forms giftedness
may take and to encourage high achievement among many types of students.
As the criteria and attitudes changed, the doors opened for girls like
Anyssa and a number of other African-American and Hispanic-American students to join the gifted and talented roster.
Anyssa is a strong academic student in all areas, earning As in collegepreparatory math, English, social studies, foreign language, and science classes. Her favorite academic subject is American History. She plans on majoring
in history in college and then going on to law school. She has a strong work
ethic and participates extremely well in problem-solving groups.
Above all, Anyssa's unique strength comes in the area of leadership. By
grade 10, Anyssa has risen to become the vice president of the student council. She spearheaded a movement to include student representatives on the
influential School Advisory Committee, a governing group made up of
school personnel, parents, and community leaders. Thanks in great part to
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Anyssa's tactical efforts, one student from each grade level now sits on that
board including Anyssa who represents her grade 10 student colleagues.
Anyssa is active outside of school, too. She is the founder and coordinator of her church youth group's "Feed the Homeless" task force. She and
other church members raise funds and collect food for an outreach mission
and shelter located in the inner city. Next summer, Anyssa will attend a leadership institute at her state's Governor's School, a two month program to
develop political knowledge and leadership skills among the state's most talented high school students.
Anyssa's day-to-day school program consists of advanced placement academic courses designed to prepare her and her peers for advanced college
courses. After lunch, Anyssa attends a daily meeting of the gifted students, a
time utilized by her teacher for many purposes, including peer support and
preparation for a regional gifted students competition called Odyssey of the
Mind. At 2:00 each afternoon, Anyssa and her friend Peter drive to the nearby university to take a course in college calculus. After the lecture, she and
Peter typically go to the university library to work on calculus or to conduct
research for their other high school courses.
Anyssa's parents are delighted with her educational progress. Her mother is a special education teacher who teaches students with mental retardation
at the same high school Anyssa attends. Anyssa and her mother have initiated
the Buddy Program, an effort to link up special education students with their
general education peers in friendship opportunities.
Anyssa's father is a successful dentist in the local community. He grew
up in a poor, rural community and attended underfunded, segregated public
schools. He feels encouraged that the gifted and talented program provides
great support and opportunities to his daughter, the very kind of encouragement he would have liked to receive when he was a high school student a
quarter of a century earlier.
Anyssa's only sibling is her younger brother, Bobby, an eighth grader.
His sister's success has been difficult for him to handle. He is an average student who sets extremely high goals for himself, striving to equal or even surpass his sister in any way he can. This intensity has brought him much frustration. Despite his parents' encouragement to be his own person and not
compare himself to his high-achieving older sister, Bobby can't seem to help
himself. His parents have noticed that Bobby's one extraordinary talent is
creative writing. They are now trying to place less emphasis on Bobby being
a straight A student while supporting his developing craft of language. When
his sister attends the Governor's School next summer, Bobby will go to
Vermont for a student writing camp.
Questions
1. The Malden School District changed their assessment process for
admission to their gifted programs. Partly, they did this because they believed
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that the standardized measures of intelligence and achievement were unfair to
students of color. Is this true? Are IQ tests biased? Are achievement tests
biased?
2. The Malden School District also found that Caucasian boys were
referred by teachers to the gifted program proportionally more often than
girls or students of color. Why might this occur? Do you think this problem
is common?
3. Is "leadership skills" typically considered an area in which a student
may be gifted? Do you think that "leadership skills" is a legitimate area of
giftedness?
4. How can teachers help Bobby deal with his feelings of frustration
while also encouraging him to achieve?
5. Is it important that gifted programs be socially diverse? Or does this
emphasis on diversity only inhibit schools from admitting students who are
"truly" gifted?
6. Activity: Contact the special education or gifted education directors
in local school districts. Ask them for the giftedness criteria their district currently uses. Ask if their districts have made any changes in the criteria over
the years to open gifted programs to a more diverse student population.
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Esperanza
"Mr. Perez? Are you there?" The voice crackled over the classroom intercom.
Oh no, though Mr. Perez. An interruption. The entire school was off on a
field trip and he had arranged coverage for his class of special education students. He would stay in his room, sit alone and unbothered, and quietly take
on the mountain of IEPs that had need his immediate attention weeks ago.
maybe not. he jumped up from his paperwork and pressed his mouth against
the wall to respond to the call.
"Yes Mrs. Whitman, what do you want?"
"Mr. Perez, there's a young mother here with a student . . . uh . . .
from the grove. She wants to enroll. Mrs. O'Shea is out. Can you take it?"
"Sure," Mr. Perez answered cheerfully while groaning inwardly. "Could
you please give them one of Mrs. O'Shea's enrollment packets and send them
to my classroom?"
"OK."
Mr. Perez knew that with the guidance counselor Mrs. O'Shea out of
the building, somebody had to handle this. Why me? he thought to himself.
There are others in the building who can do this. He knew the answer. With
a last name like Perez, there was sometimes an assumption that he could not
only speak Spanish but that somehow he had a way with the "grove kids,"
the Mexican-American migrant children whose families picked the oranges in
nearby fields. About 50 migrant family children attended this small elementary school during the cold weather months. Of these students, very few
attended Mr. Perez's resource class. Given the short time these students
spent in the school each year, teachers rarely bothered to start the lengthy
special education referral process. Despite this fact, Mr. Perez was seen by
many as the unofficial expert on migrant students.
Just last week Mr. Perez had been called from his classroom to mediate
a heated dispute between two second-grade boys. The three of them sat down
in a room to discuss the problem. The two boys rattled off Spanish sentences
at such speed that Mr. Perez's rusty high school Spanish was left far behind.
When the teacher tried to talk in slow, clearly enunciated English, puzzled
looks came across the confused lads' faces. After 15 minutes of such effective,
cross-cultural communication, Mr. Perez gave up. He handed each boy a
dozen jelly beans and sent them back to class. Problem solved.
As the young mother and little girl entered his classroom, Mr. Perez
thought to himself that "young" was an understatement. The little girl
looked six or maybe a small seven and her so-called mother couldn't have
been more than 15 years old. He quickly found out that the little girl was
named Esperanza and her older sister Yolanda had brought her in to sign up
for school. Esperanza wore a clean but faded dress that seemed a few sizes
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too small. Yolanda was dressed in newer clothes, appearing stylish in dark
slacks, a glossy blouse, and heavy makeup. Mr. Perez noticed that although
this teenager presented the image of an almost glamorous young woman, the
palms of her hands and the inside of her fingers were thickly callused and
covered with small cuts. She worked the fields.
As Esperanza's eyes wandered the room in curiosity, Yolanda explained
that this task had fallen to her because her entire family was busy working.
She looked at her watch and commented that she had little time, that she
needed to get back home to do laundry and prepare dinner. Her English was
smooth, precise, and spoken with a slight accent. She gave Esperanza a firm
direction in Spanish and the little girl sat up straight in her chair.
Mr. Perez opened the packet and began asking the standard enrollment
questions about the student's family, background, and prior schools. Yolanda
could not recall all the schools Esperanza had attended. She told of moving
from Texas to Michigan and then down to Florida. Esperanza, although barely seven-years-old, had already been to at least four different schools.
"What grade is she in?" Mr. Perez asked. He knew that the school
records rarely keep up with these ever-mobile children. He would have to
make an instant grade placement decision. Judging simply by age, Esperanza
was second grade or maybe late first, but she may have lacked the English
language and academic skills necessary for successfully handling either one.
"In her last school, last spring, she was in first grade," Yolanda
explained, "but she could not understand the teacher. Her English is weak.
My family speaks only Spanish at home. I have learned English so that I can
go to school, but Esperanza has not learned much yet. She cannot read
English, but she does read some Spanish."
"Can you get her to speak a little English for me?" requested Mr.
Perez. "I need some idea of what she can understand." He knew that despite
the need his school did not offer bilingual instruction. Many of the
Mexican-American students wandered silently through the school day without comprehending half of the English being spoken around them.
Yolanda turned to her younger sister and asked her a question in
Spanish. Then she spoke in English to her sister, "Tell us about the oranges."
Esperanza giggled and buried her head in her hands. She was timid. her
older sister encouraged her again, "You can do it. In English. Tell about the
oranges."
The little girl spoke softly and with hesitation. "The oranges . . . we
pick . . . they live on . . . trees, many tress . . . in the field . . . The End."
She folded her hands and smiled in hope of ending her trial.
"Very good, Esperanza," commended Mr. Perez, "You speak English
very well." He pulled out a pack of cards. On each was printed a different
letter of the alphabet, some capitals and some lower case. He held up a C
and asked her to name it. She did so. The teacher worked his way through
the pack and the little girl correctly named all the letters. After completing
all the letters, Mr. Perez tried a few one-syllable English sight words.
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Questions
1. If you had a student like Esperanza in your class, a student for whom
English is a weak second language, what would you do?
2. How could this elementary school arrange to provide the necessary services
for a migrant student population that enrolls and exits with the seasons?
3. What instructional approaches would be best for students whose primary
language is not English?
4. Given the language and cultural barriers between the migrant farmworker
children and the local students, what can teachers and school do to promote social integration and cross-cultural friendships?
5. In the case of Esperanza, Mr. Perez makes a placement decision by weighing out both her academic and social needs. Do you agree with his decision? Why or why not? What additional information would aid such a
decision?
6. Activity: In your own local area, identify a group or groups of students
who are a cultural or social minority that remain greatly segregated from
dominate cultural groups. What social, political, economic, and historical
factors work toward segregation and which factors work toward integration? What roles does school play in both integration and segregation?
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CASE STUDY
Jim Colbert
Jim Colbert walked up Seventh Avenue toward Converse Street, appreciating
the relative calm of the early October morning. In less than an hour children
would be walking this same street on their way to school, passing the dreary,
run-down, and often abandoned buildings that were now occupied by drug
dealers, addicts, and the homeless. ‘‘Amazing,’’ Jim said to himself. ‘‘Some
of the kids in my class call these buildings ‘home’.’’ Jim had been teaching
at P.S. 111 in Metropolitan, a large city in the Northeast, for four years, but
the conditions in the neighborhood still appalled him.
As Jim turned onto Converse Street, he saw a police car slowly cruising
the block. Jim continued down the street, glanced at the garbage-strewn
fronts of the row houses on each side, and then climbed the steps to P.S.
111. Watching the rats scurry across, he looked into the school yard next
to the building, at the dilapidated apartment building next door, and then
to the ever-present drug dealers already hawking their wares. The police
patrol had done little to discourage their activity at the end of the block
where Converse met Edgar Boulevard. Once school began, the police would
become more visible, providing the image of a barrier between the school
and the inner-city life around it.
Jim entered the building, the clean and colorful interior offering a
welcome contrast to the bleak atmosphere of the street. On the way to his
classroom Jim walked at a leisurely pace, enjoying the student work that
covered the walls. He passed the other two third-grade classrooms, the 3-C
class for ‘‘below average’’ students and the 3-B class for ‘‘average’’ students.
Jim had been assigned the 3-A class for ‘‘bright’’ students.
He entered room 308 and quickly set out the materials the students
would need for the morning’s work. While school policy required at least
three learning centers in each room, Jim was currently using five: writing,
library, math, listening, and art. Each was equipped with task cards based
on the weekly lesson, the materials required to do the assignment, and a
time schedule for each group.
The school district required the elementary school teachers to group
students by ability for reading instruction, using the same basal reading
program. Jim had divided the class into two reading groups, a 2-2 basal
group with thirteen students, and a 3-1 basal group with ten students based
on testing done at the beginning of the year. The desks were clustered in
groups of three, four, or five and students sat with others who were in their
reading group. Each student had been provided with a basal reader and a
workbook. Because the district needed to reuse them, the students were
not allowed to write in their workbooks.
Jim crossed the room to his desk, sat down, and opened his plan book
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to review the schedule for the day. The beginning was always the same.
Everyone would complete a spelling lesson, and when that lesson was completed one group would go to the assignments at the centers and the other
would meet with Jim. When Jim finished with the first group they would go
to their center assignments, and he would meet with the other group.
Because this was Monday they would be starting a new lesson from the
spelling book. The class would get ten ‘‘words for the week’’ and would be
tested on these words on Friday. The writing center activities were designed
to use these words.
After taking attendance and getting a lunch count, Jim began the spelling lesson. ‘‘This week we’re going to be working with words that identify
the cause of an event. These are words that help us figure out why something has happened. Here’s an example: ‘It was raining out, so Carlos played
Nintendo!’” This was greeted by giggles as the children looked toward
Carlos, who was clearly enjoying the attention. ‘‘What did Carlos do?’’
Jim asked.
‘‘He played Nintendo,’’ a student answered.
‘‘Right, Now tell me why he played Nintendo.’’ Several hands went up.
‘‘Maria, tell us why.’’
‘‘He played Nintendo because it was raining.’’
‘‘Good, Maria. What word in the sentence told you that?’’
‘‘What was the sentence again?’’
‘‘It was raining out, so Carlos played Nintendo.’’
‘‘So.’’
‘‘Great! Here’s another: ‘Isaac ate dinner quickly because he was hungry.’ What did Isaac do?’’ Jim paused, then motioned to Tony.
‘‘He ate dinner.’’
‘‘OK, can you tell us how he ate dinner?’’ Jim probed.
‘‘Yeah, he ate dinner real fast.’’
‘‘Good, he ate dinner real fast, or quickly. Now Isaac, why did you eat
dinner quickly?’’
‘‘’Cause I was hungry.’’
‘‘Good. What word in the sentence told us why Isaac ate his dinner
quickly?’’
Several hands waved, and Jim turned to Anton.
‘‘Because.’’
‘‘Good. Now, let’s try to say the same thing in a different way. Let’s start
with ‘Isaac was hungry . . .’’’
‘‘Oh, I know!’’ called out Maria.
‘‘OK, Maria, let’s hear it.’’
‘‘OK, ‘Isaac was hungry so he ate dinner quickly.’’’
‘‘Terrific! We used the words so and because to help us identify why
something happened.’’ Jim continued with several more sentences using
his students’ names. He followed this introduction with a page from the
workbook where students matched the beginnings and endings of sentences.
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Their homework was to complete five sentences using so and because and to
draw a picture of the event illustrating what they had written.
The following day Jim went over the homework with the 2-2 group.
Each student read his or her answers and showed off his or her drawings.
Jim checked each notebook, and when he got to Carlos’s work he noticed
Carlos had spelled because as ‘‘becuz.’’ Spelling and phonics had been a
problem for Carlos since the beginning of the year. Jim had worked with
Carlos on these skills, but he was worried that Carlos wasn’t making any
progress. He reviewed the correct spelling with the group and asked them
to complete one more sentence. This time Carlos spelled the word correctly.
For the remainder of Tuesday’s reading lesson with the 2-2 group, Jim
introduced and reviewed the vocabulary words from the story, That’s What
Friends Are For. Jim introduced each word using a personal context sentence,
then went over syllables, decoded each word, and read it in context. The
students then did a workbook exercise in which they were asked to write
the correct meaning of the underlined word. Homework was to categorize
the words by the number of syllables and to put each word into a sentence.
Checking the homework on Wednesday confirmed Jim’s concerns about
Carlos. His oral reading showed understanding about syllables, and Carlos
had written acceptable sentences for each word. However, when Jim checked
his workbook he saw that Carlos was spelling words the way they sounded.
One sentence read, ‘‘I rote that cilly storey about rekreashun club.’’
At lunch that day Jim spoke with Paul Touron, another third-grade
teacher, about Carlos. ‘‘I’m worried about him, Paul. His comprehension
is good, but his phonics and spelling are so far behind.’’
‘‘Too bad,’’ Paul said. ‘‘Last year you could have sent him to a remedial
class, but with the budget cuts they’ve all been canceled.’’
As they left the faculty room Jim made a mental note to talk with Carlos
when he got back to class. As the children burst into the room, energy
renewed from recess, Jim called Carlos over to his desk. ‘‘Carlos, I’m really
pleased with how well you are coming along with the work we’ve been doing
in class. You also did a great job with the sentences you had for homework
last night. I’m worried about your spelling though. Do you think you could
get some help at home?’’
‘‘I don’t think so. My parents, they speak Spanish.’’
‘‘Does anyone in your family speak English?’’
‘‘Sometimes my sister, she visits and she speaks English to me. That’s all.’’
‘‘What about your friends?’’
‘‘Everyone, they speak Spanish. I only use English in school.’’
‘‘Do you have books in English?’’
‘‘No, just what I need for school.’’
‘‘Well, I’m going to give you this dictionary to take home. Use it to
check your spelling when you are doing your homework, OK?’’
‘‘Yeah, sure, Mr. Colbert. Thanks.’’ Carlos grinned as he rushed to put
the book in his desk.
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Carlos’s homework was better the next day. The assignment was to
answer a series of five reading comprehension questions. Carlos’s sentences
were basic, but sound. As Jim went over his notebook he thought, ‘‘Carlos
must be using the dictionary; the spelling is much better.’’ Once the homework review was completed the students took turns reading aloud while Jim
asked comprehension questions and assessed oral reading skills. When it
was Carlos’s turn to read, he stammered and mispronounced many words.
Jim noted he could barely get through a five-sentence passage. However,
when Jim asked him about the reading, Carlos’s answers indicated that he
understood the passage despite his pronunciation problems.
That day at lunch Paul asked about Carlos. Jim told him about the oral
reading. ‘‘How can he have such a hard time reading but understand what’s
happening? I remember when I tested him at the beginning of the year his
reading was filled with stammering. He couldn’t read a 3-1 basal and the
2-2 was still pretty choppy. My first thought was that he was nervous. I talked
with him about relaxing and joked with him a little. He seemed to loosen
up, but when he attacked the 2-2 passage again the stammering was back.
I tried a 2-1 basal and he could read it with ease. So I had to decide if I
would send him out of the class to a 2-1 reading group or challenge him
in my class with the 2-2 group. I really felt good about him, he had such a
willingness to try, and his comprehension was so good I decided to keep
him in the 2-2 group. I gave him extra phonics worksheets to do at home,
but they usually came back with mistakes. Now, I’m not so sure I did the
right thing. Perhaps he should be in a lower group.’’
‘‘What’s your plan now?’’ Paul asked.
‘‘I’ve got to immerse him in print. He must take home a library book
each night and provide me with a mini-book report. I also want him to
create his own stories. He can read or write about anything he wants, comic
books, super heroes, anything! I just want that kid reading and writing!’’
‘‘Sounds good, Jim. By the way, do you know June Rush? She’s a retired
school teacher who works as a floating aide. She’s here mostly to help out
the first-year teachers, but maybe she can give Carlos some time.’’
‘‘Good idea. I recommended him for the after-school reading program
back in September, but he hardly ever shows up. He won’t be able to escape
Mrs. Rush so easily.’’
Two weeks later Jim and Paul were on recess duty together. As they
headed toward the courtyard behind the school Jim thought back to one
of his early conversations with Paul. When Jim first came to P.S. 111 Paul
had explained to him why the school never used the large yard next door.
‘‘We stopped using it about three years ago, it was just too dangerous for
the students to be in such close proximity to the drug dealers at the end
of the block. Instead, the kids have to play in the small courtyard behind
the school. All in all, it’s probably for the best considering there’ve been
about ten shootings in that side yard, and that doesn’t include summer
when school’s not in session.’’ Jim had come to appreciate how true this
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was in June of that year. He was monitoring recess in the back courtyard
when there was the sudden blast of firecrackers from the front of the school.
Every student in the courtyard had fallen to the ground, hands over their
heads, thinking it was gunfire. Jim had stared in amazement at the yard of
students lying on the ground, instinctively trying to protect themselves. Now,
as the students rushed out to the courtyard, Jim saw Carlos head for the
basketball court.
Paul interrupted his thoughts, ‘‘Isn’t that Carlos? I heard he was working
with Mrs. Rush. How’s it going?’’
‘‘You mean, ‘How was it going?’ More budget cuts, Mrs. Rush is gone,
and Carlos is back in the cycle of good work at school, terrible work at
home,’’ Jim answered, the frustration apparent in his voice. ‘‘But I learned
a few things about him in the last few weeks.’’
‘‘What did you learn?’’
‘‘Well, I knew Carlos had repeated second grade, so I went and looked
at his file to see if I could get some more information. He was in the average
second-grade class the first time. Unfortunately his teacher from that year
isn’t here anymore so all I know is what’s in the file. His second year he
was still in the average class. I spoke with the teacher, Mrs. Ortiz. She said
he was a good kid, he did his work and then some. His math was above
average—the first year he scored at the 79th percentile on the math test,
and the second year his score was at the 75th.
‘‘Reading was another matter. The first year in second grade he took
a phonics-based test, prefixes, suffixes, and tenses. His score was at the 5th
percentile, and since passing is 10th he was held back. The next year the
test was changed to a cloze format, and he scored at the 26th percentile
and was promoted.’’
‘‘Why was he put in a 3-A class?’’
‘‘I wondered about that. The principal said that because of his math
skills plus his potential, they thought he’d be better off in the higher achieving group. In some ways, he really fits there. Just not in reading, unless it’s
reading comprehension. I’ve been watching him in the classroom. When
he does the SRA cards in the writing center I can see that he really likes
that stuff. They’re mostly fill-in-the-blank or true/false exercises, and they
don’t require him to elaborate on his ideas. Since his comprehension is
good and the words are all there, these are easy for him.’’
‘‘Anything else in the file?’’ Paul asked.
‘‘Well, his family may be part of the problem. His parents are in their
fifties; Carlos was a ‘change-of-life’ baby. They don’t speak English and don’t
intend to learn. Their 30-year-old daughter interprets whenever I need to
speak to them. She also helps Carlos with homework when she has a chance.
It’s like his parents feel they already did their job raising Carlos’s three
older sisters, and it’s the school’s responsibility to take care of Carlos.
‘‘Just living in this part of Metropolitan is another problem. Carlos’s
family has to worry about their next meal, hot water, clothes, and shelter.
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Reading and writing aren’t very important, I guess. The poor kid’s lucky if
he can sleep through the gunfire in his neighborhood, then he comes to
school, and we expect him to read and talk about places and things he’s
never seen or thought about.’’
Paul was listening closely to Jim as he spoke. After a long pause Jim
said, ‘‘I guess what I’m trying to say is that I don’t know how we can expect
Carlos’s reading and writing skills to improve, given the reality of his life
and the limited resources here. I just don’t know what to do to help him.’’
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SUGGESTED QUESTION OUTLINE
1. What does Jim think are the problems in this case?
Probes…
1. How does Jim define the problems?
2. To whom or what does he attribute the problems?
3. What are his assumptions about Carlos' family?
2. What are Jim's strengths as a teacher? his weaknesses?
Probes…
1. How does he organize his class for reading instruction?
2. What is he teaching? How? Why?
3. What are the district curriculum requirements? How have the affected
Jim's teaching? Is his interpretation of these requirements correct? How
much freedom does Jim have in the classroom?
4. How does he interact with the students?
3. How would we define Jim's problem?
Probes…
1. Which problems are within Jim's control?
2. What choices does he have about the district mandates?
3. Does Carlos have a reading problem? What other explanations might
there be for what Jim describes as Carlos' reading problems?
4. What could Jim do to solve the problems we have identified?
Probes…
1. How might Jim alter his reading program for Carlos? for the other
students?
2. Can he group the children differently?
3. Could he introduce whole language instruction? writing process
instruction?
4. How else might he use his learning center? Could the centers be more
responsive to his students' needs?
5. What issues of expectations does this case raise?
Probes…
1. Since Jim is teaching the highest tracked group of third graders,
what might we expect them to be able to do?
2. What expectations does Jim have for them? Is he expecting enough?
3. What are the influences on Jim that might cause him to teach as he
does? How might those influences be mitigated?
4. How can teachers recognize when their expectations are too low?
What can they do about this potential problem?
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6. What are the political issues this case relates?
Probes…
1. How can a teacher, particularly a new teacher, balance the district
(or school's) requirements while also meeting the students' needs?
2. To whom can a teacher go for advice about how to do this?
3. To whom is a teacher's primary responsibility, the district? the students? his/her job security? How can we begin to think about this
issue, since there will be no simple answers to these questions?
ASSIGNMENT QUESTIONS
1. What are Jim Colbert's strengths and weaknesses as a teacher?
2. What are Carlos' strengths and weaknesses as a learner?
3. What would you identify as the most important problems in this situation?
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CASE STUDY

Gabrielle
Gabrielle, or Gabby, is a seven-year-old student in Mrs. Bethel’s second-grade
classroom. Gabby is a friendly student who has quite a few friends, likes
school, and enjoys participation in many after-school activities such as scouts
and basketball. Because of her gregarious personality, Gabby has always been
well-like by students and has a good reputation with teachers and staff.
Teachers first noticed Gabby's learning problems when she was in preschool. Although minor at the time, her inattention and hyperactive behaviors eventually became more prominent as the academic demands increased
and her teachers required her to attend to activities for longer periods of
time. Despite her academic and behavioral problems, Gabby’s friendly smile
and teacher-pleasing behaviors always seemed to prevent her teachers from
giving her poor grades and reporting her minor incidents of misconduct. Her
manipulation of her teachers worked to her advantage, because no teacher
ever referred her for a special education (psychological) evaluation until she
entered second grade.
Mrs. Bethel, Gabby’s second-grade teacher, has known gabby for some
time. Mrs. Bethel lives in the same neighborhood as her student and Gabby
frequently plays with her children who are the same age. Having watched her
grow up, Mrs. Bethel suspected that Gabby had some learning problems, but
assumed that teachers would pickup on them and remediate if they were
severe. To her surprise, when Gabby started in her class, Mrs. Bethel was very
shocked to see how far behind Gabby was from the rest of her second
graders. In addition to her academic woes, her teacher also found that Gabby
had a short attention span and was extremely active.
Mrs. Bethel discovered that Gabby’s numerous learning problems
included difficulties with fine motor skills (I.e., tracing, cutting, pasting?,
Difficulties with oral directions, confusing words with similar beginning
sound and difficulties with gross motor skills (e.g. Bumping into walls and
furniture, tripping on objects).
Perhaps the most frustrating problem for Mrs. Bethel was that Gabby
did not follow direction. This was quite evident during on art lesson in
which students were to complete a project by coloring it according to the
step-by-step directions given by the teacher. Throughout the lesson, the
teacher frequently corrected Gabby, yet Gabby still continued to complete
the project incorrectly. As Mrs. Bethel explained the first step of the direction to the class, she observed Gabby engaging in many off-task behaviors
(I.e., walking around to different desks, waving her paper in the air, telling
other children the incorrect direction). During the second step when student
s were supposed to use a red crayon to color in a part of the picture, Gabby
chose a green crayon. When the teacher told her that it was the wrong color,
Gabby continued coloring. As students completed the final steps, Gabby
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began humming and never completely finished the project. Finally, when the
students were told to put their papers in their desk before lining up, Gabby
did not comply; instead, she left her paper on her desk and ran to get in line.
When Mrs. Bethel asked Gabby why she didn’t put her project away, Gabby
responded that she did not hear the teacher’s directions.
Her difficulty at following directions was also evident tin other lessons
as well, often with the same disastrous results. A recent writing lesson provides another example. For this lesson. Mrs. Bethel wrote the following sentence starter on the board, "During our Christmas break my family and I . .
.". Next, she instructed students to take a few minutes to explain to their
neighbor what they did with their family over their Christmas break. After a
short discussion, they were supposed to begin writing a story using the
starter. Throughout this activity the teacher noticed that Gabby was not
working; instead, she sat in her seat spinner her pencil and shaking her head
up and down. After a few minutes of observing this, Mrs. Bethel told Gabby
to begin working on her paper or she would have to take it home for homework. Gabby moved around in her seat and placed her pencil on her paper as
if she was ready to work, but then decided to place her head down on her
desk. Again, Mrs. Bethel tried to get Gabby to start working on her paper
but had no success. In a futile attempt to get Gabby to begin the assignment,
she moved Gabby’s desk next to hers. When Gabby’s desk was finally moved
and all of her papers placed back on her desk, her teacher again gave her very
explicit step-by-step directions for starting the assignment. Mrs. Bethel began
by telling Gabby to place her name and grade on the paper. During the
entire time that Mrs. Bethel was explaining these directions, Gabby sat working diligently as she followed the teacher’s directions. Once Mrs. Bethel saw
that Gabby had started, she began to walk around the room to monitor the
other students. Once Gabby saw her leave, she began to look around the
room at the different posters on the walls. When Mrs. Bethel returned to
find that Gabby was not working, she prompted her again in an attempt to
find out more information about Gabby’s Christmas. Unfortunately, Gabby
drew aa blank and replied, "nothing happened over Christmas." By now, it
was the end of class and Mr.s Bethel began collecting papers. Before the bell
rang to signal the end of the school day, the teacher told Gabby to take her
writing assignment home and complete It for homework. After all of the students had gone home, Mrs. Bethel opened Gabby’s desk only to find Gabby’s
writing assignment.
Then next day Mrs. Bethel say Mr. Blackburn int he hallway and
explained Gabby’s learning and behavioral problems to him. Mr. Blackburn
immediately called the school psychologist to set up an evaluation and notified Gabby’s parents. Within three weeks Gabby was tested and found to be
learning disabled (LD). Unfortunately, at the time of testing, there were no
more openings in the self-contained LD classroom. Three months later, when
space was finally available, Gabby was placed in the LD classroom. Until that
time, the LD teacher consulted with Mrs. Bethel about Gabby’s academic
and behavioral problems.
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SUGGESTED QUESTION OUTLINE
1. Gabby is described as "a friendly student who has quite a few friends."
Does this seem like the typical description of a child with a learning problem? Why or why not?
Probes. . .
1. What kind of child is Gabby? Describe her interactions with other children and with her teachers.
2. When did Gabby’s teachers first notice that she might have a learning
problem? What types of behavior did Gabby exhibit that led them to
this conclusion?
3. What was done about Gabby’s academic and behavioral problems?
2. We’ve established that Gabby does, indeed, have learning difficulties. Let
us examine them.
Probes. . .
1. How does Mrs. Bethel, Gabby’s second-grade teacher, react when
Gabby starts the school year in her class? Why?
2. What types of numerous learning and behavioral problems does Gabby
exhibit?
3. Of Gabby’s many difficulties, what does Mrs. Bethel find to be the
most frustrating?
4. In addition to Gabby’s inability to follow directions, what else would
you say contributes to Gabby’s learning problem? Cite examples.
3. Are Mrs. Bethel’s classroom interventions enough to help Gabby overcome
her learning difficulties? Why or why not?
Probes. . .
1. When Mrs. Bethel is giving her art lesson to the class, what does Gabby
do? How does Mrs. Bethel respond to her behavior?
2. How does Mrs. Bethel attempt to persuade Gabby to complete her
writing lesson in class? Is her method effective? What would you have
done?
4. Eventually, Mrs. Bethel realizes she must turn for help outside her classroom.
Probes. . .
1. Should Mr. Blackburn, the school principal, have immediately notified
the school psychologist without first consulting Gabby’s parents? Why
or why not?
2. How long after the consultation is Gabby tested? What do these results
determine?
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ASSIGNMENT QUESTIONS
1. At what point would you have intervened to help Gabby overcome her
learning disability? Do you think it would have been as severe had her
learning difficulties been detected earlier? Why or why not?
2. To what extent should Gabby’s parents have been involved in early detection and subsequent remediation?
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CASE STUDY

Angie
Angie is a six-year-old girl with a speech impairment. She currently attends a
first grade classroom at Maryville Elementary School in western Kentucky. At
school, she receives all of her education in the regular classroom, except three
hour per week of speech-language services that she receives in the speech and
language pathologist’s room. There, Mrs. Romerez works with Angie providing her with a series of articulation drills which are meant to remediate
Angie’s production of certain phonemes.
Born to McKenzie and Elizabeth Wilson, Angie had obvious lip and
palate deformities at birth. Within days Angie received her first of six operations to repair the hole (or fistula) in her palate and fissure in her lip. Angie’s
split lip was very much visible, and in turn, this caused her nose to be malformed. All of these facial deformities only compounded her communication
disorder. During this time, hospital personnel had already begun to assemble
a team to help Angie and her family deal with the disability. The team
included a pediatrician, a plastic surgeon, a speech-language pathologist, an
audiologist, a feeding specialist, an orthodontist, and a prosthodontist. This
team approach is common for students born with disabilities as part of early
intervention services in an attempt to circumvent any future learning or
behavior problems.
Angie’s disability came as quite a surprise to the Wilson family. Being
one of five children, Angie was the only child with any type of disability.
Even today the parents are puzzled as to the etiology of her disability.
Nowhere in their family history has any member displayed any type of disability or abnormality. From what they have learned about Angie’s disability,
they now know that there usually are both genetic and environmental factors
involved with this type of disability. However, to them the disability remains
a puzzle that they must deal with on a day-to-day basis. For instance, they
know that Angie will probably need additional operations as she grows older
because the fistula will continue to grow despite the success of earlier
operations.
Despite the fact that Angie is still receiving speech and language services, her academic functioning is well within the normal range. Whereas in
other children, communication disorders often interfere with academic development; in Angie’s case, her disability has only played a minor role. Perhaps
it was the early intervention services that have circumvented her academic
difficulties. Or perhaps her intense language sessions that she continues to
take today have prevented these difficulties.
At Maryville Elementary School, Angie receives intense speech-language services three times a week. The speech-language pathologist uses
intense drills that focus on Angie’s most difficult articulation sounds of t, d,
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p, and b and her hypernasality. Many of these drills involve her placing her
finger or mirror under her nose in an attempt to get Angie to speak (blow
air) through her mouth, not her nose. Because each of the operations has
caused her muscles to be pulled together, she often regresses upon returning
to school. As stressed by her speech and language pathologist, Angie must
restrain these muscles or she will continue to experience difficulties with her
speech.
In spite of the wonderful services being provided by the school, in the
classroom Angie does experience some behavioral (i.e., aggressive behaviors
and lying) and social difficulties (I.e., shyness and withdrawal), mostly due to
her facial deformities. On one occasion, the teacher, Mr. Pithe, caught two
boys making faces at Angie. It seems the two were making fun of her deformities. Upon seeing this behavior, Mr. Pithe sent the two boys to the principal’s office. Mr. Winer, the school principal, yelled at the boys and told them
to go back to class to apologize to Angie. She graciously accepted their apology, but she vowed to get even with them. Later that day after recess when the
boys returned to the classroom, they found their worksheets for the entire
day had been torn to shreds. Without proof, Mr. Pithe did not accuse Angie
but he suspected that she was the culprit.
On another occasion as Angie was playing outside, Bobby Nerson a
neighbor child, rode his bike past Angie and made gestures imitating an elephant. Angie called him a name, but it was too late, Bobby had ridden out of
earshot. The next day when Bobby went to ride his bike, he found that he
had two flat tires. Immediately, Mr. Nerson went to the Wilsons and
demanded that Angie confess to the crime. Mr. Nerson stated that he saw her
running from his back porch last night. When Angie’s parents asked her if
she did it, she responded that she would never do something so terrible.
Despite Angie’s statement, Mr. Nerson still insisted that Angie did it. Angie
added that she was over at the Nersons last night but she was there looking
for Bengi, their dog who had run off.
At school, Mr. Pithe has noticed on numerous occasions how Angie
avoids playing with other children. When asked about her shy and withdrawn behavior, Angie often responds that she doesn’t feel like playing with
anyone else. Even when Mr. Pithe has arranged a recess game that has Angie
paired up with other students, she often drops out and eventually plays by
herself in a corner of the playground. Mr. Pithe feels that Angie does not
know how to interact with other student, yet he is not able to teach these
skills because they would take too much of his time and social skills are not
part of the curriculum. Angie’s parents have also been aware of her shy
behavior, but do not consider it a problem because they are both shy
individuals.
At her recent IEP conference, Mr. Pithe suggested to Angie’s parents
that they seek counseling for her because of her shy behavior and possible
problems dealing with the disability. Upon hearing these comments, the
Wilsons became angry. They said that they were insulted by his comments
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and that Angie is no different from other children her age. The Wilsons
knew, but never admitted to anyone, that Angie was different from the rest
of their children. They felt that her behavior was due to their overprotectiveness and their fear that she would now be able to handle the cruel comments
about her disability. Mr. Pithe then suggested that they try to teach her some
social skills that would enable her to play with other children. Mr. Mrs.
Wilson responded defensively that there was nothing wrong with being an
independent individual, someone who relies on no one.
Later that week, Mr. and Mrs. Wilson spoke to their best friends, their
only friends, the Frackverns. During their discussion of Angie, the Frackverns
mentioned that they thought Angie seemed a bit withdrawn on her many to
their house. In addition, the Frackverns went on to say that they thought
Angie was only four years old, not six, because of her immature behavior.
These comments made the Wilsons think about whether Angie’s shyness was
a problem or just part of her personality.
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SUGGESTED QUESTION OUTLINE
1. What type of congenital defect does Angie have?
Probes. . .
1. What is understood to be the cause of this defect?
2. Describe the physical deformities that result from one born with this
condition. What surgical procedures are performed to improve them?
3. List the type of hospital personnel involved in Angie’s habilitation, and
detail the roles of each.
2. How does this deformity affect Angie’s learning ability?
Probes. . .
1. What is Angie’s primary impairment? How do her facial deformities
help to compound this disorder? Describe the treatment she is undergoing to help improve her impairment.
2. Has Angie’s disorder affected her ability to learn in other academic
areas? Why or why not?
3. How does Angie’s primary impairment and facial deformities affect her
social development?
Probes. . .
1. Describe some of the behavioral and social difficulties Angie experiences. What seems to be the root of these problems?
2. On which two occasions does Angie demonstrate aggressive behavior
toward other children? Explain how she is disciplined for her behavior
in each case. Do you agree with the way she was disciplined? Why or
why not? What would you have done instead?
3. How does Angie interact with other children at school? What attempts
does her teacher Mr. Pithe make at encouraging her to play with the
other children? Explain the advantages and disadvantages of his methods.
4. Does Angie respond to Mr. Pithe’s attempts? What does she end up
doing?
4. Concerned for Angie and realizing he cannot teach social skills, what does
Mr. Pithe suggest that Angie’s parents do?
Probes. . .
1. How do you describe the Wilsons’ reaction to Mr. Pithe’s suggestion?
Why do you think they respond this way?
2. Are Mr. and Mrs. Wilson wrong for feeling the way they do toward
Angie? Why or why not?
3. Why do you think Angie’s parents are more receptive toward the
Frackverns’ assessment of Angie’s social development, than they are of
Mr. Pithe’s? What conclusion do they draw from their friends’ comments?
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ASSIGNMENT QUESTIONS
1. Evaluate Angie’s parents and the way they treat their daughter. If you were
the parents of a child with this type of birth defect, how would you treat
him/her? What would you do differently?
2. Review how Mr. Pithe approaches the Wilsons about taking Angie to
counseling. Would you have used the same approach? Why or why not?
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CASE STUDY
Kathryn Carlson

Kathryn Carlson stared at the papers on her desk. The papers reflected the
life story of 8-year-old Andy Randolph as told by the various staff members
of the Littleton School District who had come in contact with him.
The more Kathryn looked at the papers, the more upset she became.
Andy had not been her favorite student this year, her first teaching in an
elementary resource room. In fact, he had made her life miserable, and
now she was being asked by the Committee on Special Education (CSE) to
make a recommendation with respect to Andy’s placement for next year.
One alternative would place Andy in Kathryn’s resource room for up to
two hours a day. She shuddered at the thought.
Kathryn had a bachelor’s degree in special education from a teachers
college in Pennsylvania and was currently completing her master’s degree
in special education at a local university. Before coming to the Littleton
district she had spent a year teaching a self-contained special education
class in an elementary school in rural Virginia. In her first year at Littleton
she taught English to emotionally disturbed high school students. She was
then assigned to the resource room at Conway Elementary School, exactly
the assignment Kathryn felt best fit her personality, her preparation, and
her skills.
In the Littleton district, the resource room placement was used as a less
restrictive setting for students classified as needing special education services.
Resource room teachers saw no more than four students at a time and for
shorter time periods than teachers with self-contained classrooms. Resource
room teachers were expected to support the regular education curriculum
as much as possible as a way to ensure success for their students in the
mainstream.
When Kathryn began her resource room position at Conway, Andy, a
third-grade student, was on her class list. An attractive, slight child, Andy
lived with his mother and two older brothers. His parents had separated
several years earlier, and Andy rarely saw his father. His mother worked
full-time doing child care for a family in the neighborhood.
Andy had originally been referred for special education services a year
earlier by his second-grade teacher, Grace Gordon. Shortly after the beginning of the school year, Mrs. Gordon referred Andy to the CSE. She reported
that he was easily distracted in the classroom, that he seldom completed his
work, and that he was inattentive during instruction. Further, he sometimes
played the role of classroom bully and seemed to make friends only with
those children who operated at the fringes of the social activities of the class.
Mrs. Gordon observed that he seemed capable of functioning adequately in
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the content areas when he made the effort. She felt his behavior was interfering with his academic progress.
CSE testing showed Andy’s math and reading scores at grade level and
his spelling score below grade level. The school psychologist reported that
Andy’s potential for achievement was greater than his WISC-R IQ scores
indicated. The psychologist concluded his evaluation of Andy by reporting,
“This child seems to be experiencing some concern about his world and
some uncertainty about himself, which may explain his behavior and inability
to work up to his potential.”
The CSE prepared an Individual Education Plan (IEP) for Andy in April
of his second-grade year. He was to stay in his second-grade class for the
remainder of the year and begin resource room instruction an hour a day
in third grade. As specified in the IEP, the long-term objectives for Andy were
to develop reading and related language skills, to improve math computation
skills, to improve handwriting skills, and to learn to complete class and
homework assignments.
Andy’s third-grade teacher, Ruth Sachs, was demanding and her class
was highly structured. She expected all of her students to meet the requirements of the standard curriculum, and she had little patience with students
who did not meet her expectations. Andy did not endear himself to Mrs.
Sachs. He hardly ever completed his written work and was involved in two
incidents that led her to question his social judgment. One day he brought
a bong and cigarette papers into the classroom, and another time he came
to school with a Playboy centerfold. Each time Mrs. Sachs confiscated the
offending items and turned them into the office, but she did not punish
Andy.
Kathryn had designed Andy’s work in the resource room so that it would
review and reinforce the reading and math skills taught in the third grade.
Andy was resistant to these activities and participated willingly only if the
work was made to look like a game. He was the only resource room student
who refused to cooperate without a lot of coaxing and attention. Kathryn
felt she spent far too much time with Andy, time she could spend more
fruitfully with her other, more cooperative students. To add to her frustration, Kathryn was not sure why Andy was receiving resource room instruction.
He had grade-level reading and arithmetic skills, and his work in the resource
room, when he felt like doing it at all, could easily have been accomplished
with some supervision at home or with an after-school tutor.
The CSE held Andy’s required annual review in October of his thirdgrade year. Both Ruth Sachs and Kathryn reported on Andy’s behavior, his
lack of academic progress, and his general intractability. The CSE concluded
that Andy did not have a serious problem but was merely frustrating and
manipulating those adults around him. The committee decided that the
primary long-term goal for Andy should be for him to develop independent
study skills and suggested that Kathryn let Andy use the time in the resource
room to complete his homework for Mrs. Sachs’s class. Since this review
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came early in the school year, Kathryn felt that she did not have enough
information about Andy to disagree. She felt strongly, however, that the
CSE had not made a thoughtful decision in classifying Andy, and that they
might be the ones being “manipulated.”
At the end of the school year, Ruth Sachs made it clear to the CSE that
she thought Andy ought to be retained in the third grade. The team opposed
retention and prevailed in having Andy promoted to the fourth grade. Mrs.
Sachs refused to sign his report card, enclosing a note stating that she did
not feel that Andy had satisfactorily completed the third-grade curriculum
and that she did not think he was capable of doing fourth-grade work.
When the CSE met to decide Andy’s special education placement for
the coming year, Kathryn was included in the meeting. Andy’s mother did
not attend, indicating that she was willing to agree with whatever decision
the team made. Ruth Sachs did not participate. The CSE and Kathryn agreed
that the choices available for Andy were as follows:
1.

2.
3.

To start the year in the fourth grade with no support services, but with careful
monitoring
To continue to receive resource room support for an hour or less a day
To receive resource room support for up to two hours a day

Kathryn tried not to allow her recommendation to be influenced by
the fact that the coming year was her tenure year in a district which might
be forced to lay off teachers because of devastating statewide budget cuts.
The resource room concept was new to the district, and making it a success
would all but guarantee her tenure.
Andy already had a bad reputation among the regular education teachers in the building, and none of them wanted him in class. As the resource
room teacher, Kathryn would have to work with Andy’s fourth-grade teacher
and be his advocate to try to improve his classroom performance. She had
no reason to hope that this formula would be any more successful next
year, and she shrank from voluntarily placing herself in such a position of
conflict. But as much as she disliked Andy, she thought of him as a challenge
and could not imagine him straightening out on his own.
Kathryn knew that her recommendation would be influential, if not
determinative.

Santrock:
Educational Psychology

Kathryn Carlson

Case Study

@ McGraw-Hill, Inc.,

SUGGESTED QUESTION OUTLINE
1. Let's begin by trying to understand the situation in this case. What is the
chronology of events? When and how did all of this begin?
Probes…
1. Why was Andy originally referred?
2. On the basis of what information was he classified? Was the classification appropriate, do you think? Why/why not?
3. Who are the various players in this case? How would you describe
them? How do they view the problem?
4. Did Andy make progress after he was classified? What is your explanation for what has been happening to Andy?
2. What role has Kathryn played in this situation?
Probes…
1. What has happened to Andy since he has been in the resource room?
What has Kathryn tried? Has anything helped? Why/why not?
2. What consultation has she done with Andy's classroom teacher?
3. What role has Andy's IEP played in Kathryn's instruction?
3. What should Kathryn do? Are the options presented in the case the only
ones available?
Probes…
1. What information does she need to help her make a decision? How
would she go about getting it?
2. How would the various players view your solution? Does that make
a difference?
4. It's easy to dismiss Andy's situation by blaming the system. Let's look
back over the events and see here some different intervention might have
made a difference.
Probes…
1. What is the first event? Who might have intervened? How? what
might have resulted?
2. The second event? Who might have intervened? And so on, through
to the end of Andy's chronology.
3. Why do you think none of your interventions occurred? What might
make things different? What role do regular class teachers have in situations like Andy's? Special education teachers?
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5. What interventions could have taken place in the regular class that might
have enabled Andy to be ore successful in third grade?
Probes…
1. What problems of Andy's should the teacher try to address?
2. What are some changes she could make in the classroom that would
respond to these problems?
3. Evaluate the likelihood that the teacher would try what you are suggesting. How much additional time, planning, etc. would these interventions require?
ASSIGNMENT QUESTIONS
1. How did Andy come to be classified? Evaluate the classification process as
it relates to Andy.
2. What should Kathryn recommend? What are the benefits and the risks of
the action you suggest?
3. What information does she need to back up her recommendation? What
other sources of support might she have?
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CASE STUDY
Diane News
In a school district beginning a gifted and talented program, a
first-year elementary school teacher must choose four students to
recommend for the program, but she has five potential candidates.
Diane News sat at her desk watching the first gold and orange leaves falling
onto the Talner Elementary School playground. “It’s time to take down the
‘Welcome Back to School’ display,” she thought. As she pulled a pad of
paper toward her to begin sketching ideas for a new social studies bulletin
board, she glanced around her room with pride. Diane had been teaching
part-time for two years; this fifth-grade class in Littleton was her first fulltime position. Her room reflected her love of the arts and her understanding
of enrichment materials. A science table invited exploration. Books and
magazines in a well-stocked library in the back could be checked out by her
students. A bulletin board labeled “Where in the World?” contained a map
and photographs. Originally, Diane brought in the photos for the display,
but now her students were bringing in pictures, putting them up, and
connecting them with yarn to places on the map. The room was bright and
colorful. It looked like the kind of place where students could be active and
involved learners.
Diane, 27 years old, was married and had recently completed a master’s
program in arts and education. Prior to her current position, she taught at
an alternative school in the district, where she helped to develop afterschool enrichment programs for gifted and talented students. She had
become interested in gifted education when she took a course on creativity,
and she had taken several more courses in the area as part of her master’s
program.
As Diane sketched ideas, she began to think about a more immediate
problem. She was faced with an issue that she did not know how to resolve.
On the surface, the situation appeared straightforward: She had to recommend no more than four students from her classroom for a new gifted and
talented program (called “G&T” by everyone) for students in the second
through sixth grades. Students were being chosen from each grade level
since the program was in a start-up year. The students would be taken from
classes to another school twice a week for half a day. Each grade-level teacher
was asked to recommend no more than four students because class size
would be limited. The G&T coordinator was urging each teacher to pick
the maximum number of students, but no one was allowed to exceed four.
Of her twenty-seven students, three were obvious choices, but her selection
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of the fourth was complicated by other factors. However, this decision was
only part of Diane’s dilemma.
Diane had to choose the four students using criteria that she considered
unacceptable. The district required a score at the 90th percentile or above
on the Iowa Test of Basic Skills (ITBS) as the primary consideration for
admission to the program. Class grades and group-administered IQ scores
also had to be high. There was room for a brief personal evaluation of each
student recommended by the teacher, but the form stated that this opinion
was of less consequence than IQ and achievement-test scores and class
grades.
Diane’s standards for choosing students had little in common with those
of the district. She felt that individual creativity in a variety of areas had to
be evaluated when assessing children for placement in a gifted and talented
program. For example, creativity in problem solving, choices of imagery in
writing, and analytic thinking skills in a variety of subjects all needed to be
considered. Diane also thought that some students who did not fit a standard
profile and who met only some of the criteria often flourished in the challenge of such a program. She was troubled that she had to ignore these
factors as she made decisions about her students.
In addition to having doubts about whether she would be able to make
her recommendations according to the district’s standards, Diane had other
concerns about her decision. While in graduate school, she had taken a
number of courses in women’s studies. She had read enough in the field
to know that girls scored lower than boys on standardized tests and that
they were underrepresented in programs for the gifted and in other advanced courses, especially in math and science. Diane was aware that young
girls were not sufficiently encouraged to participate in these programs. Yet
she was considering recommending four boys.
The dissonance that this created in her was not helped by another
recent event. The father of one of the students in her class had called to
pressure Diane into including his daughter in the gifted program. Even
now, Diane was furious as she recalled the conversation.
George James, a high school teacher and football coach in the district,
had called the previous evening. James, who was black, had a reputation
for being critical of other staff. Diane knew from other teachers that he was
quick to call whenever he thought that they were not providing sufficient
challenges for his daughter. When James called Diane, the conversation
began calmly enough but escalated quickly to an unpleasant pitch.
“Hello, Mrs. News, this is George James, Margie’s father. I’ve heard
about the start-up of the G&T program, and I wanted to make sure that
Margie will be included in it.”
“Mr. James, I’m glad that you’re so interested in Margie’s progress,
and . . .”
“Progress? I’m not calling about her progress. My daughter is smart
enough to be in the program, and I intend to see that she gets there.”
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“Go on.”
James was only too happy to continue. “I know she’s gifted, and she
deserves a lot more than she’s been getting in your class. If she’s having
any school problems, you have got to be the cause. How can you let her get
away with such sloppy writing and careless spelling on her papers? Don’t
you ever take time to look at the assignments these kids turn in? I have to
go over every single thing she’s written in class—everything she’s done in
there! What kind of teacher lets kids do such work? It’s not my job to be
on her case every night, correcting her, seeing that she does her work neatly
and properly. You should be setting those standards, and I’m warning you
now, I’m giving you notice that I’m going to be watching your teaching
very carefully. You have an obligation to teach my daughter well and to
recommend her for G&T. If Margie isn’t in it, you better have some good
reasons why a bright black girl was excluded.”
Diane hardly knew how to respond to George James’s tirade. She muttered something about the doorbell ringing and hung up. Diane was both
upset and angry as she replaced the receiver. She felt that James had practically threatened her. And she was angry that he hadn’t given her a chance
to tell him about the creative writing assignments she gave. They allowed
for inventing spelling and sloppiness in early drafts so that students could
concentrate first on the creative process of writing stories and poems.
But Diane recognized that she could not discuss certain aspects of
Margie’s classroom performance with her father. How could she tell him
that although Margie’s test scores were at the 91st percentile, the girl was
what the literature called a “concrete thinker”? When class discussions veered
away from straight recall of text material, Margie would not participate;
slouching low in her seat, she would rest her head on her desk as if exhausted.
Diane tried to encourage Margie to think more analytically, but her responses always remained at the level of concrete thought. She never brought
new insights to the group. She did not seem to be a prime candidate for
the G&T program.
The obvious choices were Mark Sullivan, Seth Cohen, and Josh Arnold,
all of whom scored in the 99th percentile on the ITBS; they were the only
three in the class to do so. Their daily homework and quiz grades were
equally high, their classwork was consistently excellent, and they were lively
participants in class projects and discussions. But all three were white and
male.
Diane thought about the other student she wanted to recommend.
Stuart Johnson’s offbeat humor and easygoing manner had won him many
friends in the class. He was genuinely funny and could easily have become
the class clown, but he never called out jokes or disrupted the class. Diane
believed that he was truly gifted. She smiled as she remembered her original
impressions of him.
Stuart was a 10-year-old slob. His lank, black hair was rarely combed.
His clothes looked as if he dressed in the dark; everything was clean but
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rumpled and mismatched. Diane often had trouble reading Stuart’s scrawled
handwriting, but once she could decipher it, she found that his work was
consistently accurate. His creative writing seemed beyond his years, and he
always completed the bonus critical-thinking questions she included on
worksheets.
When Diane began a new topic, Stuart was the student who made
insightful connections to related material. Last week Diane introduced the
topic of Eskimos in Canada. Stuart was the one to notice the closeness of
Alaska to Siberia and to speculate about the existence of an ice bridge
between the two regions. Students enjoyed having Stuart in their group for
class projects because he often provided a creative edge.
Stuart was new to the area, but he quickly became friends with Seth,
Mark, and Josh. Diane would hear them cheerfully arguing with each other
at lunch time, with Stuart often defending his more unusual views. His
friends also loved challenging Stuart’s math ability. Diane once overheard
a problem the boys had given Stuart.
“C’mon, Stuart,” said Josh. “You’ll never get this one. What’s 32 times
67—and no paper!”
Stuart paused for only a moment. “2144,” he replied.
His friends quickly took out paper and pencils to check him.
“Tell us your trick,” said Mark. “There’s no way I can do that stuff in
my head. Are you a pen pal of Blackstone or something?”
Stuart grinned and shook his head. “I don’t know how I do it. I can
just see the answers.” The boys were then off arguing about some new topic,
and Diane walked away, amazed.
While Stuart’s skills were outstanding, his test scores didn’t reflect his
ability. Diane had checked Stuart’s records from his former school. His
grades were just above average, and he scored in the 88th percentile on
the standardized achievement test. Even so, there was no question in Diane’s
mind that Stuart was gifted.
Diane decided to ask Bob Garrett, the principal, for advice. Garrett was
in his first year as principal of Talner Elementary School. He had been a
teacher in the district for several years and then an assistant principal. Diane
was the first teacher he hired, and she knew that he liked her teaching style
so far. He seemed to be the appropriate person to talk to about her concerns.
“Mr. Garrett, I’m in a bind. I received the district memo about the
gifted and talented program, and the limits on four students per classroom
sound absolute. But I have five possible candidates and several questions
about two of them.”
“Who are the five?” he asked.
“Well, Mark Sullivan, Seth Cohen, and Josh Arnold are clear choices
because of their scores and class performance. The other two are Margie
James and Stuart Johnson. Their scores are fairly close, but there are some
other issues that concern me.”
Mr. Garrett said, “If those two seem about equal, I’d say that you really
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need to consider the issue of racial balance. All our programs, and especially
this one, need to reflect the diversity of our student population.”
“I realize that,” said Diane. “But they are both black.”
Mr. Garrett looked puzzled. “Stuart? Really?”
Diane nodded. “I know. I met Stuart’s dad when he came to a parent
conference. He’s black.”
Garrett shook his head. “Look, Diane, you’ve got a tough problem.
You’re a good teacher, and I certainly trust your judgment. I’ll back you
up on your decision, but at this point I can’t tell you whom to pick. You
know the kids, so it’s your call.”
Diane appreciated the vote of confidence, but her meeting with the
principal hadn’t been much help. While her background and experience
should have made the decision process an easy one, she was faced with a
set of unfair criteria, an angry parent, and two students who were competing
for one slot. Diane again turned her thoughts to Margie. Using district
criteria only, Margie should be her choice. But Margie did not show the
brilliance and thinking skills that Stuart displayed, skills that flourish in a
gifted and talented program. However, Margie was a girl. Perhaps in a more
intimate setting, Margie’s skills might develop. So much of Diane’s energy
had gone into the study of women’s issues. How could she choose four boys
from her class? And it would look as if she had chosen four white students,
since no one seemed to know that Stuart Johnson was black. George James
would be furious. Diane had picked up his implication that she was a racist,
but she was so angry at his demands that it was just one more unreasonable
piece of her conversation with him.
“Why can’t the district’s standards be more flexible?” Diane thought.
“Why must I choose only four students?” Diane stared at the five names on
her list, wondering what to tell Mr. Garrett tomorrow.
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SUGGESTED QUESTION OUTLINE
1. Diane News has a problem here. Who should she pick for the G & T program?
Probes…
1. Is it between Margie and Stuart?
2. What do we know about Margie? About Stuart?
3. From whom do we get our information?
4. Does Diane even have a choice given her first year status?
2. What do you think of the selection criteria the district has set up?
Probes…
1. How valid are so-called objective tests?
2. How valid are grades?
3. How valid are teachers' evaluations?
3. What do you think of Diane's selection criteria?
Probes…
1. What is a concrete thinker?
2. Why is a creative thinker better than a concrete thinker?
3. Are her criteria better than standardized test scores? Why?
4. What do you think about programs like G & T?
Probes…
1. What are their goals? Are they worth the expense?
2. Are they designed for the children or the parents and teachers?
3. Is it acceptable in a democratic society to divide the "exceptional" from
the merely normal and the truly unexceptional?
4. Does it make for better children? For a better society? Does it use scarce
resources for the benefit of the few at the expense of the many?
5. Should Diane pay attention to the district's desire for minority and female
representation in the G & T Why?
6. What do you think of George James' outburst?
Probes…
1. Beyond his threats does he have any valid criticisms?
2. Is Diane judging his daughter fairly? Can she now?
7. What do you think of Diane's "creative writing" assignment?
8. Who should Diane choose for the G & T program?
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ASSIGNMENT QUESTIONS
1. Diane News must make a tough choice. List and compare the district's
selection criteria for the G & T program to Diane's.
2. Who should she pick? Why?
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CASE STUDY
Melissa Reid
Melissa Reid, a student teacher in the English Department at Littleton High
School, sat in the empty classroom working over and over in her mind a
story one of her students had just turned in to her. The story, full of
vindictiveness and hatred toward a young man’s “unfair, worthless, nobody
of a student teacher,” shook Melissa to her core. She had never read a
student’s story so mean-spirited. Her student teaching experience was turning into a nightmare.
Melissa was a 23-year-old senior at Metropolitan University majoring in
English education. For as long as she could remember she had wanted to
be a high school teacher, and during her last semester in college she was
finally getting her chance in the classroom as a student teacher at Littleton
High School. When she began, two months before, everything had gone
well. Her cooperating teacher, Jane Maddox, had turned out to be someone
to model—organized, creative, fair, intelligent, respected by her colleagues
and students, and tolerant of and helpful to Melissa.
Melissa was responsible for student teaching in two tenth-grade American literature classes and three twelfth-grade composition courses taught
by Jane Maddox. Jane had given Melissa her opening lesson plans to review
at their first meeting saying, “I want you to become familiar with the course,
the students, and the curriculum. I want you to begin to teach classes yourself
as soon as you feel you are ready.”
Jane seemed open to Melissa’s ideas and regularly sought Melissa’s input
on her lesson plans and encouraged her to implement cooperative learning
activities in the classes. By the end of the third week of school, Melissa
had assumed classroom teaching responsibilities in two of the twelfth-grade
composition classes.
The average-level section of composition intrigued Melissa the most. Of
the twenty-six students, only two were girls and nineteen of the boys were
Latino. The makeup of the class allowed Melissa to come to know the
students more quickly. First, there were the two girls. Maria, a sweet, determined young woman, worked as hard as she could although she never
earned more than a B in any work she turned in. Toni was her mirrorimage. She constantly flirted, talked, and generally disrupted class. Melissa
had met privately with Toni, suggesting to her that her behavior seemed to
be most disruptive when Toni didn’t understand the material and offering
to work with her on the more confusing assignments. Rather than accepting
her offer, Toni seemed to resent Melissa’s suggestions and continued to
disrupt the class.
The five Anglo boys also had their unique characteristics. Brandon and
Ted proved frustrating to her. Ted was a capable student who put in minimal
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effort. His friend, Brandon, frequently copied Ted’s work and handed it in
as his own. Michael, James, and Gregory were the class clowns. Michael was
the most capable of the three, but didn’t want his friends to know he could
be an A student. James was reasonably bright as well, but put in only enough
effort to pass. Gregory didn’t even try to succeed academically. He entertained the class by trying to flirt with Melissa and sidetracking his friends
with endless attempts at humor.
Many of the remaining nineteen Latino students were Melissa’s favorites.
´
The two informal leaders, Jose and Eddie, were always respectful of Melissa
and often kept their classmates in line during class. Jane Maddox had failed
´
Jose in her class last year, and she commented regularly on the change in
his behavior since Melissa had taken over the class. Jane attributed this to
´
a conference Melissa had with Jose after the first journal assignment. From
´
the journal Melissa learned that Jose had been devastated the previous
´
semester by his grandfather’s death. She had a discussion with Jose the next
day and shared with him her own experience and sense of loss at her
´
grandfather’s death the year before. After that, Jose began to volunteer in
class discussions, complete every homework assignment, and hand in extracredit assignments.
´
Other students followed Jose’s lead and began to accept Melissa. While
Melissa was stern and firm in the classroom, she seemed able to establish
a comfortable rapport with the students. Several began to confide their
personal problems to her and to seek her advice about career and college plans.
By the eighth week of the semester, things seemed to be going well.
While students still challenged her and their behavior was not always close
to what she would have liked, she felt more in control. Jane began to allow
Melissa to teach entirely on her own. She started by leaving the room for
ten-minute intervals, during which her absence was barely noticed. After a
few days, she remained out of the room for the entire period. However,
as Jane’s regular absences became noticed, the second-period class would
sometimes become disruptive.
For the last week of October, Melissa had planned a unit using horror
and suspense stories, hoping the relation to Halloween would provide some
interest. For the final project of the unit, each student was to write a suspense
story. When Melissa introduced that particular requirement the day before
the class was to begin writing, the students’ reactions surprised her.
“Oh, man, I can’t do this!” complained Brandon loudly.
´
“Yo, Miss Reid, you’re making this way too hard,” agreed Jose.
Other students chimed in with their responses, all of them negative.
Melissa waited for the grumbling to subside and responded. “Listen up.
You people are always selling yourselves short and always being surprised
when you do well. It’s time you had some confidence in your writing. All
of you are doing very well, and if you stop complaining and start working
we can get this completed a lot faster!”
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“Well, I can’t think of a story, Miss R. I don’t even like horror stories,”
Toni griped.
“This is such a dumb assignment,” muttered Brandon.
Melissa gave them an exasperated look. “OK, that’s enough! We have
a lot to do still today. If you quiet down and finish today’s work, we can
start generating some ideas to help you get started tomorrow.”
Later, during lunch, she met with Jane to discuss her morning troubles.
“If it’s not the lesson, it’s got to be me. I really haven’t figured out how to
manage this class. All they do is gripe about the lessons when you’re not
in the room.”
“They do that, regardless. You know these kids,” Jane responded. “Maybe
you need to assert yourself. Remind them that you’re in charge. Use some
of those behavior modification ideas you talked to me about.”
Melissa agreed and asked Jane to sit in on the first few minutes of class
the following day. “I’d like you to be there to make sure I handle this well.”
Melissa came to the class earlier that day and used the time to write in
large letters on the board:
GROUNDS FOR DETENTION
LEAVING YOUR SEAT WITHOUT PERMISSION
DISTRACTING YOUR NEIGHBORS
TALKING TO FRIENDS
CHEATING
USING INAPPROPRIATE LANGUAGE
After the class was seated, Melissa began, “I’ve noticed that many of you
have forgotten the class rules that Mrs. Maddox outlined on the first day
of school. I’ve decided to refresh your memory of what they are, as well as
what the punishment is for any infractions. If you do not understand what
we are doing in class, that’s OK. You can ask me. However, I will not hesitate
to recommend you for detention if you cannot conduct yourselves properly.
Does anyone have any questions?” Absolute quiet. No one responded. Mrs.
Maddox gave a thumbs-up sign and a smile and quietly left the room.
For a half hour, Melissa enjoyed an attentive classroom. Everyone participated in the brainstorming activity, even Toni.
“OK, we’ve come up with some great ideas for plots. Now let’s discuss
where these can be set. Where could our horror story take place?”
“A haunted house?” Toni volunteered.
“Good,” said Melissa. “Let’s start with that. Who can think of some
adjectives to describe the house?”
“Creepy,” “dark,” “mysterious,” “looming,” answered a chorus of voices.
“Cheesy!” It was Gregory’s voice.
Melissa turned toward him. “How does that fit, Greg?”
“Actually, that describes that restaurant I saw you working at, Miss R.”
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“You work in a restaurant, Miss Reid?” Carlos asked. “Which one? I’ll
come visit.”
“Peppe’s Italiano,” yelled James.
“That’s enough, guys. We’re discussing setting, not my night job.”
“I though this was your job, Miss Reid. How come you work in a restaurant?” asked Maria.
“Teaching will be my career after I graduate,” Melissa tried to
explain. “Student teaching isn’t a full-fledged job. It’s like an internship.”
“Like my beautician classes at the Hair Palace?” asked Toni.
“Right. Now can we get back to the lesson?”
“You mean you’re not a real teacher?” asked Michael, almost too innocently.
Melissa took a deep breath. “Yes and no. I’m not officially on staff, but
I am responsible for teaching you, and I can determine your grades. So,
let’s get back to work.”
“Why? You just said you’re not a real teacher. You can’t do anything to
us!” Gregory taunted.
“Yo, Miss R., that’s diss! I’d give him detention if I were you,” exclaimed Luis.
“That’s about enough! Do I have to go through that list again? I don’t
want to hear another word about waitressing or my status as a teacher.
If you’re really interested in how one becomes a teacher, I’ll be happy
to explain after school. For now, we’re concentraing on writing a short
story.”
A paper airplane sailed across the room.
“You’re testing my patience.”
“What are you going to do to us?” yelled Michael. “You’re only a dumb
student teacher. You can’t give us detention.”
“Would you like to test me on that, Mr. O’Connell?” Melissa glared
at him.
Michael responded by punching James in the arm and both laughed hysterically.
“This is your last chance. The two of you have been distracting this class
all week. I advise you to knock it off right now!”
“What’s the big deal? What’s she getting so pissed off about?” Toni
added.
“She’s trying to be tough with us,” sneered James.
´
“You don’t know when to lay off, do you,” Jose snarled at James. “I hope
she gives your ass detention.”
“Bullshit!” yelled James and Michael almost simultaneously.
“Well, two rules have been violated. I’m recommending both of you for
detention tomorrow,” Melissa announced just as the bell rang. She watched
Michael and James saunter out the door, laughing.
During lunch, she described the class to Jane as best she could. “This
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isn’t working. The kids behave only if you are in the room. I appreciate
your confidence in me, letting me fly solo, but I think it would be better if
you sat in during second period from now on.”
Jane was quick to respond. “I disagree. The students have to learn that
you’re the teacher. If I come back now, they’ll think they were right and
you don’t deserve the respect you’re trying to achieve. I’d be doing you a
disservice by returning. Now, come on. Let’s file these detention referral
forms at the dean’s office before next period.”
The next morning Melissa called the mothers of the two boys. Jane was
at her side. Michael’s mother was apologetic and offered to help in any way
she could. James’s mother, however, began to cry as soon as she heard the
story. “This is the second call I’ve gotten about him this week. I know
something is wrong with him, but I’m just at my wit’s end. My husband
thinks we ought to call a psychologist. What do you think?”
The call upset Melissa. “Do you think I was too hasty with the detention?”
she asked Jane.
“Not at all.” Jane was emphatic. “If you didn’t do it now, they’d never
believe you would do it.”
Later, Melissa screwed up her courage and walked into the secondperiod classroom. Michael and James were already playfully roughing each
other up.
“Didn’t you guys learn your lesson yesterday? I hope your meeting with
Dean Weiss will help you remember the rules of conduct for this class.”
“You didn’t really give us detention, did you?” asked James.
Standing in the doorway, Jane interrupted. “Yes, boys, we did. And we
also spoke to your mothers this morning. So I would advise you to cut the
nonsense and get to work.” She turned and walked from the room.
James’s face reddened. “You called my mother?”
“Yes. She’ll talk to you when you get home.” Melissa turned from James to
address the rest of the class. “Now, let’s start on your stories. I’m distributing a
blank outline to help you get started. We’ve wasted enough time.”
Melissa watched James with concern and confusion. He sat rigid in his
desk, staring angrily at his papers. His jaw was set, his neck and face red.
“He’s a good kid,” Melissa thought, trying to reassure herself. “He’s a joker,
no question, but not malicious.” She remembered having spoken to him
several weeks before about his laziness, and he had expressed an insecurity
about his intelligence to her. He always finished his assignments quickly,
without much effort. She tried to encourage him to spend more time, but
he resisted. She wondered then about him, but now she was really concerned
at his overreaction to this situation.
Walking over to him, Melissa pulled a chair next to his desk. “What’s
the matter, James? Did you think I was going to let yesterday slide by?”
He didn’t respond. He just looked at her with disgust and turned away.
“Don’t you want to talk about it?”
He remained silent.

Santrock:
Educational Psychology

Melissa Reid

Case

© McGraw−Hill, Inc.,

“OK, have it your way. But you still owe me a rough draft of your story
by the end of the period.”
As the bell rang, the students gathered their things and left quickly,
stopping only to place their stories on the front desk. James was the last to
approach. Handing Melissa his story, he said, “I hope you enjoy reading this.”
After he left, Melissa began to read the story. It was about the detention
incident of the day before. Her character was described as an “unfair,
worthless, nobody of a student teacher.” The story described his friend as
not minding the punishment, but himself as unforgiving and vowing revenge. His last words were, “When I go home tonight, I’m going to get my
father’s shotgun. I know just where he hides it. Then, tomorrow, I’ll come
into school real early, hide, and blow the bitch away.”
Melissa’s body went tense as she read his words. She felt an adrenaline
rush of fear. Should she treat James’s threat seriously? Could she just ignore
it? She wasn’t sure how to respond, but her instinctive feeling was to be
frightened, really frightened.
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SUGGESTED OUTLINE
1. We have what appears to be a very serious, perhaps even dangerous situation here. How would you begin to describe the causes of this?
Probes…
1. Is the situation a product of Melissa's status as a student teacher?
2. Would this have happened to Jane Maddox? to Melissa if she were a full
time teacher? if Jane Maddox were in the room?
2. Let's look carefully at Melissa's teaching behaviors. Has she done anything
to encourage such behaviors among her students?
Probes…
1. Early in her experience she gets along very well with this class? Why?
What does she do?
2. What happens?
3. Once the class begins to misbehave, how does Melissa react?
3. Given what you know about principles of classroom management, how
would you evaluate Melissa's teaching behaviors?
Probes…
1. Is she being fair and consistent in her use of rewards and punishments?
2. Does she play favorites?
4. How can Melissa determine if James' threat is real?
Probes…
1. To whom can she turn for help?
2. What information should she seek?
5. What are her possible courses of action? What are the potential risks and
benefits of each?
ASSIGNMENT QUESTIONS
1. Melissa Reid's student teaching experience goes from good to bad very
quickly here. To what do you attribute this?
2. Is Melissa following good classroom management practice?
3. What should she do about James' threat?
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CASE STUDY
Linda Pierce
“Something is wrong here,” Linda Pierce thought. She reached for another
student journal and turned to the last entry. The journal contained the
detailed outline for the student’s research project: the development of a
fictional character living in the United States during the colonial period.
Students were to conduct their own research to begin to fill in their outlines
with the background information that would make their stories rich with
detail. Linda, a seventh-grade English teacher, was monitoring their progress
as they struggled with the process of learning to do research and develop
their characters.
Now, shaking her head, Linda placed the journal she had been reading
back on the pile. It was clear that she couldn’t possibly do what she had
planned with her fifth-period English class today. While she had hoped to
have them begin to fit their research into outlines this afternoon, too many
of them were still having problems with plot. “I’ll just have to allow some
extra time here. They aren’t ready for the next step,” she thought.
Linda Pierce, married and the mother of two children, had been an
English teacher for eighteen years, eleven of them at Littleton Middle
School. For the past three years, the middle school had been using a team
approach to teach the students. Under this system, teachers from English,
math, social studies, reading (remedial and developmental), science, art,
and music were blocked as a team. Each team of teachers served the same
group of 100 to 125 students for the entire school year.
The twenty-four students who were about to enter the classroom were
evenly divided between boys and girls. About half of the students were white,
a third were black, and the rest were Hispanic or Asian. The students were
heterogeneously grouped, and their skill levels ranged from remedial to
honors.
This year, Linda’s team had made a major change in the research paper
component of the curriculum, a requirement for all seventh-grade students.
The various seventh-grade teams had the freedom to meet this requirement
in different ways, and this year the teachers on the 7-K team had decided
to try a new assignment. In the past, Linda’s team had required a three- to
five-page paper, footnoted, and including a bibliography. Although the
students were given seven weeks to do the paper, most got bogged down
in the project. In fact, rather than internalizing the research method, many
students were confused about how to organize and present the information
they had gathered.
Forced to conclude that the very form of a research paper got in the
students’ way, Linda’s team rethought the research objective and came up
with an idea that they thought would be more accessible to the students.
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The plan called for the students to develop a fictional character. They
could then have their character create some piece of work that would tell
his or her story. The students could choose to write a series of letters, they
could keep a journal with several entries, or they might write a short story.
They could use any literary device or combination that would give their
character a chance to describe some aspects of his or her life. Students
would need to go to the library and do research, but because this new
project would be more concrete, the team had hoped it would be easier
for the students to understand how to use the information they collected
without getting overwhelmed.
Students would receive support from the various teachers on the team.
The reading teacher would guide them in how to do library research and
organize their notes. The social studies teacher would help the students
search for information beyond the textbook and advise them on this new
content. Linda would help them with the writing of the project—how to
consider voice, form, and plot. All of the teachers were excited and enthusiastic about the new project and met as a team virtually every day to discuss
the students’ progress.
During the previous two weeks, the students had thought up ten questions to guide their research about their characters, and they had learned
to take notes on file cards. Linda had set dates so the students could pace
themselves and had prodded them to meet the deadlines. According to the
pacing schedule, the students should be starting to turn their research
outlines into narrative, complete with plot and supporting data. However,
the students were having a hard time summarizing their research and integrating it into the work in a natural way. Most of them had not developed
a plot.
Another problem was that students seemed unclear about the beginning
of their stories. They were jumping into the action without giving any
background, and once they had committed themselves to their story, they
didn’t want to have to revise. This was bothering Linda because of her
emphasis on the writing process with this class. For the past seven months
these students had been revising their work regularly, meeting in small or
large groups to share their ideas and to listen to the responses of their peers
to their writing. With practice, they had learned to treat their early work as
drafts; to listen to (but not necessarily take) the advice and ideas of others;
and to add, delete, and change their work as it developed. However, they
were not able to apply those experiences to this new form.
Linda leaned back in her chair and considered her options. She decided
she would use a method that was familiar to the students—she would have
some of the students share their work and then listen to their classmates’
ideas and suggestions. If the entire class focused on helping some students
who were having a hard time with the requirements of the assignment, the
others might see the application to their stories. This device could help
them see where their plots should begin.
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As she organized her material, the fifth-period students arrived with
their characteristic incessant conversations. The noise ceased as she walked
to the front of the two double rows of desks.
“Hi, everyone. Let’s review your work before we set the direction of
your papers. Before you start to write, you each need to think your way
through your story. In fact, I think it will be helpful if some of you would
volunteer to “talk your way through” to where you are, so we can understand
how people make their writing choices. Some of you, by the way, are going
to need to make changes in your characters and plots as a result of this
exploration. Now, who wants to talk about his or her character?”
Linda was surprised and pleased to see Esther’s hand up. Esther’s test
scores placed her among the lowest in this group. However, she had shown
herself to be a hard worker.
“My character is a hurt slave.” Esther paused, then proceeded. “It’s in
the 1700s, and she had an accident to her leg.”
“Okay, Esther, that’s good,” Linda smiled as she responded to the girl.
“Now, remember, the plot is going to explain what your slave’s life would
be like.”
“Mine doesn’t.” Esther tilted her head to one side.
“That’s why we’re working together,” Linda walked down the aisle that
separated the two rows of paired desks and stopped by Esther’s.
Esther’s face lit up. “I know! She got hit by a car!”
“Nope. There weren’t any cars back then.” Linda waited for Esther to
make another attempt.
“A cow sat on it?” Esther looked hopefully at Linda as the rest of the
class laughed.
“Mistreatment—some person hurt her.” Esther’s seatmate, Noelle, offered assistance.
Linda smiled her thanks at Noelle and turned back to Esther. “Does
Noelle’s suggestion help you?”
She was rewarded by a wide grin from Esther and a hearty nod. “Look,
everyone. That’s the kind of question that makes good research material—investigating what could have happened to cause a slave to get hurt
during that historical period. Now, how can we make a conflict for this
story?”
“Well, her new family is nice, but she gets beaten even so.” Esther was
concentrating hard now, trying to follow Linda’s guidance.
Linda tried to move the work along so that she would be able to call
on other students. “Well, that’s easy then. The conflict is that she can’t do
her work because she’s injured and therefore she is beaten. How will you,
the writer, resolve the problem of conflict between her and her master?
But wait! Now I’m confused, because you said the family was nice, and yet
they beat their slave.”
Esther smiled sheepishly. “The man is nice, but the woman is mean.”
“Aha!” Linda smiled. “Things get more complicated. Do you want more
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help now, Esther, or do you what to think about this new idea of someone
hurting her?”
“I’ll try it myself.” Esther had already started writing, so Linda decided
to go on.
“When I say ‘plot,’ what do I mean?”
“The main idea?” Kara looked hopefully at Linda.
“OK, that’s a good start. Does anyone want to add to that?” Linda
selected Gary, usually vocal, demanding of attention, bright, but careless.
“It tells what happens in the story.”
“Good. But I have a problem with lots of your plots, people. I don’t see
any beginnings. I don’t have any idea where you are going to start.” Linda
perched on the desk by Gary and acknowledged his raised hand with a nod
of her head. Since his was one of the journals that had problems with the
beginning of the plot, she let him volunteer.
“Tell us a little about the beginning of your story, Gary.”
Gary said, “I’m not sure how to begin. I could give the date, I guess.”
“But would that help us? Why don’t you tell the class a bit about your
character?”
“OK, well, he’s a guy who starts his own tavern. He inherits it from his
father. But I guess I didn’t pick a time exactly when he started.” Gary stopped
short, as if he had run out of steam.
“So, people, where might Gary begin this story?” Linda had no trouble
getting volunteers. In fact, almost every hand in the room was up. “Mark,
what do you think?”
“I’d start as a young boy learning from my father.”
“OK. Noelle?”
“He could start the story at a meal at the tavern.”
Linda nodded thoughtfully. “Interesting. Very interesting. So, you might
have him actually seated at the table and talking?”
“Yup.” Noelle nodded vigorously. “He could still be a boy talking about
how hard he was working to learn about the tavern.”
“OK, Gary, any of these ring your creative bells?”
“Yeah, I might use one of them.”
“Now,” Linda paused waiting for a couple of whispers in the back to
die out. “What might be a logical place for Esther to start her story?”
Peter was practically falling out of his seat to be called on, and Linda
decided to give him a chance to speak. Tall and clumsy, he might have
been a serious behavior problem in a less interactive class. Here, he clearly
wanted to do well, and the stimulation of the group helped him. His writing,
to his own surprise, was on quite a high level, although he found it hard
to sustain effort in a long-term project like this one.
“She should definitely start on the ship. They’ve been on the ship for
five months. She’s seen people die, then get some action that shows she’s
already a slave.”
“Fine.” Linda smiled and nodded. “And we might want to know whether
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she is injured already.” Turning to Esther, she commented, “Esther, you’re
not stuck with our suggestions. We’re only trying out a few possibilities. I
want to be sure that you’re clear on that.”
Esther nodded and said, “But I like their ideas. Could I hear more?”
Linda smiled and turned to a waving hand. “David?”
“Maybe she didn’t eat and in force-feeding her in transport, she got
hurt.”
“David, did they force slaves to eat?”
“Yes. My book said they were whipped for refusing to eat.”
“Excellent. Now that’s backing up your idea with good solid research.”
Linda was delighted with David’s response, and she knew her pleasure
showed.
“Would any of the rest of you like to contribute some ideas about when
Esther’s character got hurt? Peter?”
“I know! She got injured in her arm. She was chained up to a wall, and
her arm could have got injured, then it got gangrene, and they had to cut
it off.”
“Noelle?”
“And she ended up with a poor family because of this injury.”
“Alex, what’s your thinking on this?” Linda prepared herself for Alex’s
slow, deliberate style of approaching a problem.
“Did she break off a leg or an arm?” Alex looked confused.
“Well, that’s for the author to decide, I would think.”
“Well, suppose she starts the story from when the slave wakes up after
the amputation.”
Linda turned to address Esther. “Alex is suggesting that maybe you’d
want to have your story begin at another place.”
“Another place?” Esther looked uncertain. “You mean like she would
wake up on the ship?”
“We don’t even have to have a ship, Esther.” Linda went to the board
and wrote the words ship and field. “Suppose she was in the field being
whipped. Then what might have happened from this point on?”
Anthony volunteered, “Could her arm and her leg be cut off?”
Linda considered for a moment, then said, “Yes, but I think one limb is
quite enough misery for one person. Let’s stay on what would happen now.”
Noelle volunteered, “Maybe the people that own her would give her
more work to do in the house.”
Now, every single student’s hand was in the air as each tried to offer
an opinion.
“Andrea, I’m glad to see your hand up. What do you think?” Andrea
was by far the shyest child in the class, and Linda tried to encourage her
to speak whenever possible.
“She gets sold, and George Washington buys her.”
Everyone laughed, including Linda. “That’s a great possibility.
Anthony?”
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“She could have been born without a body part. Can you be born without
a part?”
“Yes, you certainly can.”
Glancing at her watch, Linda decided to summarize their points. “Look,
we’ve seen from this that plots can have many starting points, but they all
need a beginning, middle, and end. Look at your own, now. As you figure
out what you need and how to add to the plot, you can use arrows in an
outline and then fill it in.”
She demonstrated with vertical arrows going down from the top to the
bottom of the board to indicate movement in the plot. “We would go
from a slave being whipped in the field, to being hurt, to having her arm
amputated, to becoming a house slave with easier work. What’s important
to see here is where this plot starts. I want each of you to go through your
plot now and show me a beginning. You may want to change this, based
on what we’ve done here this morning, and you can.”
Linda went from desk to desk for individual conferences, making queries
of each student. “OK, Jason, here’s your conflict. But where are you going
to start?”
Jason paused, chewing on his pencil. “How he opened his blacksmith
store?”
Jason’s seatmate, Doreen, suggested, “Why don’t you start it the year
before the Revolution?”
“That’s a possibility, Doreen,” Linda acknowledged. “Jason, you will have
to answer these questions: Is it the opening day? Or is it already established?
Where are you in time here?” Linda knew she was pushing him so she
moved on to another desk.
Her brow furrowed as she read John’s impossible script. Suddenly, her
frown cleared, and she smiled broadly. “I see the moment that this starts
to take place. You’re right on track, John. Keep going.”
She turned to see Fred at her shoulder. “Let’s see, Fred. How are you
coming along?” She quickly read through his work pages.
“My character is a shipbuilder without any money. His father went off
to fight in the war.” Fred was trying to figure out her reaction.
“OK, but aren’t you going to talk about whether the ship was built
already before this happens?”
“Oh, yeah.” Fred grinned sheepishly and headed back to his desk.
Linda looked at her watch and felt panic rising as she realized that she
couldn’t possibly finish conferencing with everyone before the end of the
period. “I don’t know,” she thought. “While some of the kids seem to be
on schedule and understanding the assignment, most of them still don’t
seem to be catching on. I wonder if Fred and Jason heard me at all. And
when I ask them to merge their research into their outlines, they’ll just be
more confused. It looks like our fantastic idea is a flop.”
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SUGGESTED QUESTION OUTLINE
1. Let's begin our analysis of this case be being sure we all understand the
school and the assignment. How is the staff at Littleton Middle School
organized?
Probes…
1. How does teaming at a middle school work?
2. What are the purposes of a team approach?
2. Let's turn to the assignment which Linda's team has crafted.
Probes…
1. What are the students supposed to do?
2. What are the different elements of the assignment?
3. How has Linda organized the project for the students?
4. What do you think are the teachers' objectives for this project? Which
are primary, do you think?
5. What problems do you see with the literary side of this assignment?
3. What background and preparation have these students had to be ready to
tackle such a complex task?
Probes…
1. When in the year is it?
2. What goes on in Linda's class regarding writing?
3. What is the "writing process"?
4. Given six months experience in a writing process classroom, what
should these students be able to do with the literary side of this assignment?
4. Linda is now a few weeks into the project and is concerned that students
are not on track. What does Linda tell us is the problem?
Probes…
1. What specific issues does she see?
2. Why is she concerned?
3. What do you think of the whole class lesson she leads to solve the problem?
4. Are all the students having the same problem? Is it reasonable to expect
them to work at the same pace?
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5. What should Linda do now?
Probes…
1. What techniques of direct or active instruction might help her explain
the task?
2. What other principles of instruction might inform Linda's next step?
3. How specifically could Linda model or demonstrate the integration of
research and plot?
4. How might she organize her discussion besides the whole class?
5. How can the students help each other?
ASSIGNMENT QUESTIONS
1. What are the principal components and tasks of the assignment which
Linda and her team have developed?
2. Why is Linda concerned?
3. What do you think she should do to get her students back on track?
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CASE STUDY
Ken Kelly
A first-year social studies teacher having trouble encouraging
discussion in his high school classes visits a fourth-grade philosophy
class taught entirely through discussion.
Ken Kelly looked out across the four neat rows at his twenty-four ninthgrade students. Each seemed to have one eye on the clock and the other
on the door.
After spending a week lecturing about simple economic principles, Ken
was trying to engage the group in a discussion of the differences between
free and planned economic systems.
Communism had been unraveling in eastern Europe for months, and
Ken had asked his students to watch the news each night so that they could
see the shortcomings of that system. The students were showing by their
written assignments that they understood the issues, but still they were slow
to open up in class and discuss them. Ken’s questions elicited only simple,
two- or three-word answers.
He looked out at the sea of empty faces and pushed on. “Christie, who
owns the factories in communist countries, private businesspeople or the
government?”
“The government?” Christie answered, hesitatingly.
“Exactly. Very good. Any why’s that? Because, as we studied last week, the
governments of communist countries own the means of . . .” Ken waited for
a second, hoping someone would volunteer the answer. “Of . . . of what?
Carlos?”
“Production.”
“Exactly. Production. Good, Carlos.” Ken got up from his desk and
paced across the front of the room.
“And who owns the means of production in the United States? Who
owns the factories here? Tell us, Craig.”
“Private people do. Lee Iacocca.”
“Half right, half wrong, Craig. The stockholders own Chrysler Motors.
Iacocca is president of the company. Remember, we talked about stocks last
week? Now, tell us which system you think is better. Should factories be
owned by the government or by . . .”
“Yeah. The government,” Craig said.
“Hold on, Craig. Don’t interrupt. We’ve already heard from you. Let’s
hear from someone else. Besides, you should wait until I finish my question.
You can’t answer a question until I tell you what it is. So, should factories
be owned by the govermment or only by the people who can afford to buy
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them? Should we be able to have private property as we have here in the
United States, or should the property belong to the government so that it
can be shared equally by the people? Jessie, how about you? You’ve been
quiet all day. What’s your answer?”
Silence.
“Jessie?”
“I like it like we have here.”
“OK. Why?”
“You should have to earn what you own.”
“Excellent. Good answer. Does anybody disagree?”
Silence.
“Anybody?”
More silence. Several students shifted uneasily in their seats or found
ways to occupy themselves. Keith, a typically inattentive student who also
was captain of the Littleton High School junior varsity track team, stared
at the clock with a hand on his wrist, apparently taking his pulse. In front
of him, Maria worked attentively on a braid in her hair.
“Keith! Tell us. What are the advantages of a planned economy? The
government can control prices, right? Give me another one. Come on. You
should have read this in your text last night.”
“Taxes are lower? Ah, no. I mean . . .”
“Oh, really? You want to show me where you read that in the text? Tara,
Keith said taxes are lower in a controlled economy. Is that right?”
“I’m sorry,” Tara responded. “I couldn’t hear the question. May I go to
the girls’ room?”
Ken walked across the classroom and stood behind the lectern by his
desk. “This isn’t working,” he thought. “These kids know this material, but
they won’t talk about it meaningfully. They’re just not interested.”
His anger growing, Ken decided to change his tactics. “Maybe if they
saw that the alternative to a discussion is a test, it would motivate them to
open up,” he thought.
“All right. Everyone take out a pen and a piece of paper,” Ken said.
“Write your name at the top of the paper, and answer the question I just
asked. Should property be owned privately or by the government? You’ve
got until the end of the period.”
***
Ken collected the papers and walked from the classroom when the bell
rang, annoyed that he had to resort to the test and bewildered about why
his students were pulling back from him. He remembered that discussions
in the first few weeks of class were more lively, but participation gradually
declined until only one or two regulars spoke up anymore. “These are all
bright kids, all in the upper tracks of their class,” he thought. “Many of
them are friends, which should make them feel at ease in the classroom
and facilitate discussion.”
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Ken was free for the next two periods. He headed for a nearby elementary
school, where he usually ate lunch with a friend who taught there. Walking
down the hallway on his way to the cafeteria, Ken saw Sybil Avilla, a teacher
in the gifted program who had been teaching philosophy to her gifted
students in the elementary school and was now using the same method in
regular elementary classes.
Ken had been skeptical when he heard that philosophy would be taught
to third- and fourth-graders. Now, still festering at the way his last class
had gone, he wondered how students that young could be engaged in
philosophical discussions if he couldn’t get his ninth-graders to discuss
simple economic systems. But Avilla’s class had been gaining a reputation
among teachers. Ken decided to skip lunch and drop in.
He looked into the classroom and waved at Sybil. “Good afternoon,
Mrs. Avilla. I’m Ken Kelly. I teach social studies at the high school. I’ve
heard about your class, and I’m free now. Mind if I sit in a corner and
watch? I’ve been meaning to stop by to see how you do this.”
“Sit in a corner, or sit in our circle. We’re happy to have you,
Mr. Kelly,” Avilla responded. “I’ve had several teachers from the middle
school in here already. You’re my first high school teacher. Take a seat
anywhere.”
The period was just beginning, and the seventeen fourth-grade students
were settling into chairs that had been arranged in a circle. Sybil, sitting
with the children in the circle, turned her attention back to the class.
“Last week, I asked you to think about this question: Would you be
different if your name were different?”
Several students began speaking at once. “Just one, please,” Sybil said,
nodding toward a girl with her hand in the air. “Maria?”
“I was thinking about it the other day,” Maria said. “Actually, it depends.
Because if you have a name and somebody starts to tease you about it, well
that might change your attitude. And you might be a different person. Or
you might do different things.”
From her seat in the circle, Sybil held up a book. “Well, this is a book
about a name. And while I read it to you, I’d like you to think about that
question—would you be you if you had a different name? The book is called
The Bear Who Wanted to Be a Bear.”
Sybil began reading. “Leaves were falling from the trees. Flocks of wild
geese high above were flying south. The brown bear felt a cool wind on his
fur. He was feeling very sleepy. . . .”
Sybil read for ten minutes from the book, which described a bear who
wakes after a hibernation to find that a factory has been built in the forest
over his den. He tries to convince the factory officials that he’s a bear, but
they say he’s only “a lazy, unshaven worker in a fur coat” and order him to
work on an assembly line. The bear works through the spring and summer
at the factory, coming to believe he may not be a bear. The following fall,
as a new hibernation season begins, the bear begins falling asleep on the
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job. He’s fired and eventually finds his way back to a den in the woods to
sleep through the winter.
Sybil closed the book and looked up.
“I wouldn’t forget I’m a bear,” Rita said, leaning forward into the circle.
Sybil asked, “Why?”
“Because even after an amount of years, I wouldn’t forget. I’m a bear.
I would look like a bear, even if I shaved.”
Kathy raised her hand and began talking. “But if you were in a totally
different environment, would you still act the same? Would you think you
still looked the same? I mean, maybe there weren’t any mirrors. Maybe
there was just one, to shave or something. So how would you know you
were still a bear and not a person working in a factory like everyone else?”
Craig, who had raised his hand when Kathy did and responded to Sybil’s
nod, spoke next. “If I were surrounded by machines, and all I did was press
a button all day long, I really wouldn’t think about my normal activities
because I’d be concentrating on pushing the buttons. So I’d think I looked
the same and acted the same as everyone in the factory.”
Rita shook her head. “Well, I’d remember that I was a bear at least.”
“But you’d be surrounded by humans,” Kathy said.
A chorus of voices filled the room. Sybil raised her voice above the din,
nodding toward one of the children. “Go ahead, Camille.”
“I know how it feels. I’m surrounded at home by grown-ups and sometimes I feel like I’m a grown-up, and so I do grown-up sorts of things because
everybody around my house is grown-up.”
“So that brings us to the question we asked last year,” Sybil said, turning
again toward Camille. “Would you be you if you had white skin?”
Camille thought for a moment. “Well . . .”
Several students began talking at once.
Sybil held up her hand. “Wait. Wait. Just let her think for a second.”
Camille went on, “Yes. You’d have the same personality. It’s like on
Halloween. When you dress up as somebody else. But you’re not that
person.”
“But that’s temporary. It’s not for a long time. If it was permanent,
would you be you?” Mickey’s voice rose as he finished.
Terrell responded, “Yes and no. You wouldn’t be yourself because you’d
have white skin. But you would be yourself because you’d do what you
normally do.”
Maya, who had been listening quietly, leaned forward and spoke to
Terrell. “What if you were in a completely different environment? Say you
moved to California and became a kid star. And every morning you’d go
to work. And you didn’t go to school. You got a tutor every afternoon, at
lunch break. Would you still be you? Would you still run around and play
and everything? Or would you be practicing your lines all the time and
everything? You’d probably have a different personality if you were always
around a different environment.”
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Terrell started to respond, “Well, yeah, but . . .” and was interrupted as
several students began speaking and several hands went into the air. Sybil
interjected again. “Let him finish. Then we’ll get to you. Put your hands
down for a second.”
Terrell continued with the series of questions he had been formulating.
“You’d forget that you used to live in this town? You would forget that you
were white? You’d forget that you have to go to school every day? You would
forget all that stuff?”
Paula spoke next, “You wouldn’t forget it. But it wouldn’t be a part of
you anymore, so you’d change from how you are now. If you lived in a
different environment, then your personality or whatever you thought or
think would be different.”
“When I lived in Florida, everybody was kind of shy and didn’t speak
up,” Allison began. “So I was shy and I didn’t speak up. But then I moved
to the north, and all the kids say what they think and what they want to do.
So that’s what happened to me. It just changed my life totally. Because now
I can speak out and say what I want to. Before, I was holding everything in.
So you change with your environment.”
Sybil addressed the whole group, “If that’s true, then we shouldn’t be
surprised that the bear didn’t know he was a bear. Can you make that
connection with me now? Do you follow me?”
Several students nodded, and Sybil continued, “If what Allison just said
is true, if you accept her statement, then we could understand why the bear
didn’t know he was a bear. Even though we know he was a bear. So is your
bearness or your humanness an outside thing or an inside thing? Who
determines what you are? Sonya, good to see your hand up.”
Sonya smiled at Sybil as she began to speak. “Well, if you have friends
that are rich and other friends that are not too rich, you hang around with
the rich people. You’ll become like them. You’ll act like you’re rich.”
“So is your personality defined by other people?” Sybil asked.
Sally, whose hand had been up for several minutes, said, “No, it’s not.
Because if you hang around with rich people, it’s not like you’re rich. You
can act like them, but you’re only pretending.”
Again, Sybil responded with a question. “So then what is it that makes
you who you are?”
Sally continued, “Only you should. Yourself. Suppose some kids are
from rich families, and you go and hang around with them. Say they’re
really ‘Jappy,’ and they talk like ‘Like, totally, and for sure.’ And say you
start to talk like that. That won’t be good. If you hang around people that
aren’t like you and you become like them, then don’t try to go back to your
old friends. Because they’ll see you’ve changed a lot, and they won’t like
you.”
As Sally paused, Sybil said, “I’m sorry. We have to stop right now. The
period is about to end.”
Several students spoke up in protest.

Santrock:
Educational Psychology

Ken Kelly

Case Study

 McGraw-Hill, Inc.,

Sybil stood and waved her hand to quiet the chatter. “Wait a moment,”
she said. “Just because we’re done with this in class doesn’t mean you should
stop talking about it later. I would like you to talk about this with whomever
you have dinner with tonight. Try to remember the story of The Bear Who
Wanted to Be a Bear. And I want you to talk about what it is that makes us
human. Is it other people who define us, like they defined the bear? Or do
we define ourselves? And if we define ourselves, then how come we change
when we’re with different kinds of people, as we’ve been talking about? Or
maybe who you are can change.”
The chatter among the students continued as they reorganized their
desks back into rows. A few approached Sybil and began explaining their
ideas about the discussion. After a minute, Sybil waved the remaining students toward their seats and gathered her materials as the regular fourthgrade teacher returned to the classroom. Motioning Ken to follow her, she
said, “We can meet in my office across the hall.”
As they walked from the room, Sybil turned to Ken and asked, “So, Ken
is it? How did you enjoy the class? Different, don’t you think?”
“There’s no doubt you had them going. I haven’t heard that much from
any of my students, particularly in my ninth-grade global studies class, since
the semester began. But . . .” Ken stopped himself short.
Sybil seemed to sense his hesitation. “But what, Ken?”
“Well, where’s the teaching? You didn’t do anything. You said only a
few words, and the kids just . . . talked.”
“If you assume that teaching is telling, you’re right,” Sybil responded.
“I tell them very little in this class. But if what you want to do is create a
community of inquiry, you have to assume that a teacher’s opinion stands
as only one. My job is to get students actively talking together and doing
their own thinking, not to get my agenda across.”
“Agenda? We’ve got to be realistic, Sybil. The school district and the
state have given us an agenda—the curriculum. At the end of next year,
my global studies students will have to take the state curriculum exam. I
need to cover the world with them in just two years, and I don’t think I
could do it using freewheeling, open-ended discussions very often.”
“Certainly you’ve got to help your students prepare for the exam,” Sybil
said, “but you also can use the Socratic technique you just saw. A good teacher
needs many techniques. A teacher delivers a lecture when it’s important to
get a lot of information across in a hurry, but there are times when the
teacher has to be more of a coach, a facilitator of information. There are
times when it’s appropriate for students to listen and take notes, and times
when they should participate more actively: talk, respond, react, analyze,
personalize, think. That’s what these dialogues are for. Every teacher could
use them, in any subject.”
“Every teacher?” Ken asked. “Maybe there’s a place for these dialogues
in some of the social sciences I teach, but how could they be used in the
hard sciences, or math? Kids won’t learn long division by sitting in circles
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chatting with each other about it. C’mon, Sybil. Aren’t you stretching the
point?”
Sybil started to respond but then paused. She shrugged and said, “Maybe
so, Ken. I probably do stretch the point.” Ken wasn’t sure if she was angry
or not, and he didn’t know what to say next. He watched Sybil organize
materials for her next class.
“It’s a valid technique, Sybil. I enjoyed watching you work at it. And
thanks for talking to me. I don’t know if I could ever give up so much
control. I don’t know if it would work for me.”
“Maybe that’s true,” Sybil responded. “It’s interesting, isn’t it? The children adore this method, and the teachers are scared to death of it. To make
it work, teachers have got to change their point of view, to look at their place
in education. They’ve got to be genuinely interested in asking questions for
which they’re not looking for the almighty right answer all the time. It’s
tough to do.”
Ken nodded good-bye and headed for the teacher’s lounge, hoping to
find the friend with whom he usually ate lunch. He needed another reaction
to what he’d just observed, but the room was nearly empty. Ken bought a
sandwich and a soda from the vending machine and took a seat at an empty
table. He opened the newspaper he carried with him but found his thoughts
continually returning to Sybil Avilla’s classroom.
“I’m a teacher, not a talk-show host,” he said half out loud. “I’ve got to
get through a mountain of curriculum—the history of the eastern and
western worlds—and she wants me to suspend the lessons every fourth or
fifth day so that I can let my kids just chat about it.
“There may be no right answers in Sybil’s classes, but when my tenth
graders sit down to take the state curriculum exam next June, they’ll need
to know a lot of right answers. And they’re not going to find those answers
sitting in circles and talking some bear through an identity crisis.”
Ken picked up the newspaper again and thumbed to the sports pages,
but his thinking returned to Sybil’s class. “Certainly, there are arguments
for what Sybil does,” he thought. “Clearly, the class was more lively than
any of mine have been in a while. But so much of what she does, or doesn’t
do, contradicts some of the basic strategies I studied in education classes;
her lesson had no real advance organizer. It needed more closure. She
never praised a right answer. She never corrected an incorrect one. The
obvious point of the lesson was that only you can define the kind of person
you are. But when a few of the kids said exactly that, she didn’t even
acknowledge them. Kids need that feedback.
“And the class lasted forty minutes, but only half the kids said anything
at all. I’m not sure the other half were even listening. I don’t think they
got anything out of it. She never called on kids, even those that were
obviously daydreaming. And when the discussion wandered, she never
stepped in to bring it back. I wonder, really, what Sybil’s kids learned
today.”
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Ken looked down at his unread newspaper and then at his watch. He
picked up the paper and his trash from lunch, tossed them into the garbage,
and headed back toward the high school for his afternoon classes. “She’s
just too radical,” he thought as he swung open the door from the elementary
school and let it close gently behind him.
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SUGGESTED QUESTION OUTLINE
1. Ken Kelly seems to be a teacher who can really use our help. Let's begin
by looking closely at Ken's classroom. What observations would you make
about Ken's teaching?
Probes…
1. What is Ken's objective for the lesson we see him teach?
2. What sorts of questions does Ken ask?
3. Describe the atmosphere in Ken's classroom.
4. Why do Ken's students seem unmotivated to participate?
2. Ken walks to the nearby elementary school and watches another teacher,
Sybil Avilla, at work later that same day. How would you describe her
teaching?
Probes…
1. What is the atmosphere in Sybil's class?
2. What is Sybil doing with the very first question she asks?
3. Does Sybil have rules or procedures governing class discussions? How
do you know? what are they and how does she enforce them?
4. Why do Sybil's students participate?
3. As the case concludes, Ken seems to reject Sybil's techniques for use in his
classroom. Do you agree?
Probes…
1. What is Ken's teaching philosophy? Sybil's? Yours?
2. What is the most effective way to communicate content so that
students will remember it?
3. What is the most efficient way to communicate content? Will
students still remember it? What is the balance between effectiveness
and efficiency?
4. Which is more important - teaching facts or teaching thinking skills?
5. Can a teacher do both simultaneously? How?
4. Let's design a lesson for Ken's use to better involve his students in discus
sion and analysis.
Probes…
1. What should Ken's objective be for this lesson?
2. What should Ken's opening question be? (His second question? …etc.)
3. How should Ken respond to student answers?
4. what other activities besides discussion might involve his students
and get them to think more critically about this subject?
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ASSIGNMENT QUESTIONS
1. Why was Ken's lesson unsuccessful?
2. Why did Sybil Avilla's lesson work?
3. Can Ken use Sybil's techniques in his class? Why/why not and how?
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CASE STUDY
Therese Carmen
A first-grade teacher in her second year of teaching is presented with
a new districtwide science curriculum that she finds unteachable.
Therese Carmen looked out over her class of seventeen first-graders and
smiled as she watched them prepare for the science lesson.
“Maybe I love first-graders so much,” she thought, “because they are so
defenseless, so needy.” Therese walked up one aisle and down the next,
helping one child make a place for his math book in his desk and another
fit her crayons back into their box. The children, while fidgety and noisy,
were responsive to Therese’s attention, and their immature behavior and
dependence did not bother her.
Once all the desks were clear, Therese began her introduction to the
lesson. She perched at the edge of her desk and held up several circles of
different colors and sizes. “What are these?” she asked.
Some children responded. “Balls, dots. . . .”
“Yes, these look like balls and dots. What shape are they?” Therese
emphasized the word shape and pointed to a bulletin board that showed
circles, squares, and triangles.
“Circles.” Most of the children called out the answer.
“Good. These are circles. Are all the circles the same?”
The children were quiet. Some were no longer watching Therese. William called out, “Some are different.”
“How are they different, William?”
“Some are red.”
“Yes, some are red. Let’s put the red ones here.” Therese put the red
circles on the flannel board and looked out at her students. Three or
four had opened their desks and were looking inside. Other students were
bouncing in their seats or talking to the children next to them. Fewer than
half of the students were watching Therese.
“It’s this damn science curriculum,” Therese thought as she observed
her students. The curriculum seemed poorly matched to the needs of her
students and to their maturity levels. It was written by a new science coordinator, Carol Miller, who had been appointed two years earlier. The elementary
level of the new science curriculum evolved from her work with a committee
of elementary school teachers. It took them a year and two summers to
produce the curriculum that Therese was now trying, unsuccessfully, to use.
She wondered which of the teachers on the committee had decided that
first-graders would be ready, in October, to begin a two-week unit on classification. Regardless, she plunged ahead.
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“OK, everybody. Eyes front. Look at Miss Carmen. Rosa, Anthony, Jacob.”
As she called the names of several students, all the children turned toward
her.
“William told us that some circles are different because they are red.
Kelly, how are some other circles different?”
Kelly shook her head but didn’t answer.
“Tiffany, do you know?”
“Some are round.”
“Yes, all circles are round. How are they different?”
When none of the students responded, Therese answered her own
question. “Some of the circles are yellow,” she said as she placed the yellow
circles underneath the red ones on the flannel board.
“What color do I have left?”
“Blue,” several students responded.
“Good,” Therese said enthusiastically as she put the blue circles on the
flannel board. “We have circles that are different colors. What colors are
they, class?”
A few children answered, but most were no longer looking at the teacher
or the flannel board. Again, Therese thought about what a poor idea it was
to teach classification in this way to first-grade children. It occurred to her
that tomorrow might be better because the lesson involved animals, and
she knew that the children would be more interested in animals than in
circles.
But she had to get through today’s lesson before she could introduce
tomorrow’s, so she again sought the children’s attention to continue the
discussion.
***
Two weeks after the classification unit, Therese went to see Marie Sharp,
the third-grade teacher whose classroom was next to Therese’s. Marie had
been teaching for more than twenty years, and she was a wonderful resource
for her new colleague. In the year and two months that she had been
teaching, Therese had come to see Marie as her mentor: Marie was able to
help when Therese wasn’t sure what to do with a problem in her classroom,
and Marie’s years in the district had “sharpened her eye,” so she was also
Therese’s source of advice about political issues. Since Therese considered
her problems with the science curriculum as both academic and political,
she was again turning to Marie for counsel.
Marie smiled as Therese walked into her classroom. “Hi, how was your
weekend?”
Therese returned the greeting and went on: “Actually, my weekend was
lousy, since you asked. I spent hours working on my lesson plans for the
next science unit. I thought I’d get some help at the grade-level meeting
on Friday, but I seem to be the only first-grade teacher having a problem
with the curriculum. You should have heard the other teachers when Carol
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LITTLETON SCHOOL DISTRICT
K–2 Science Program
TEACHERS’ GUIDE
Lesson Plan Ideas
Level: K–2 Science Curriculum
Topic: Science Skill—Classification
Week: 6

Lesson 1
Objective: To enable students to see that objects can be grouped and regrouped according
to certain characteristics.
Method: In this lesson the teacher will model the skill of classification. Using one or
more shapes familiar to the students, demonstrate how to sort the shape(s) by different
characteristics. These characteristics may be color, size, texture, etc.
Once the initial classification is understood, demonstrate that the shapes can be
reclassified by another characteristic.

Lesson 2
Objective: To provide guided practice in grouping and regrouping objects according to
certain characteristics.
Method: Using animal crackers (or something similar), have the students sort the animals
by different characteristics, such as the number of legs, the length of tail, the humps
on body, etc.
Once the initial classification is understood, help the students to see that they can
reclassify the shapes by a different characteristic.

Lesson 3
Objective: To give students independent practice in grouping and regrouping a variety
of objects according to certain characteristics.
Method: Using materials available in the classroom (erasers, pencils, chalk, books, etc.),
have the students sort the objects by different characteristics. These characteristics may
be shape, size, color, usage, etc.
Then have the students reclassify by another characteristic. Be sure that the students
understand the characteristic that is common to each sorting.

asked how teaching the new curriculum was going. I couldn’t believe it. I
can’t be the only teacher having trouble with the lessons, but no one said
anything except how well the classes were going. I was the only one to bring
up problems.”
“What did you say?”
“I explained that I felt some of the lessons were impractical for young
students. Remember the lesson on classification I told you about? The
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manual called for the students to use animal crackers as part of the lesson.
The kids ate the cookies as soon as I handed them out. I told that story.”
“And what was the response?”
“That’s just it. No one agreed with me. I said that I thought some of
the units were unrealistic. I also talked about how elaborate some of the
lessons were and how much time I’m spending making the ‘props’ I need
for the lessons. First-grade classrooms aren’t equipped for science. And not
one other teacher said anything. I really felt like a fool.”
Marie looked sympathetic, so Therese went on. “What’s going on, Marie?
Why the silence?”
“Don’t forget, Therese, Carol’s got a lot invested in the new science
curriculum. She’s still pretty new as science coordinator, and the science
curriculum is her first big project. The teachers are probably changing the
lessons. I’d guess that they’ve figured out how to work around the curriculum, and they’re just not talking about it.”
Marie’s last comment actually gave Therese some relief. “Then I really
don’t have to use this curriculum,” she thought to herself. “I can pretty
much do what I want.”
Therese hadn’t told Marie that she was going to be observed the following week and that the principal had specifically told Therese that she wanted
to see a science lesson. But now that she and Marie had talked, she knew
what to do for the principal’s visit. She was feeling better already.
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SUGGESTED QUESTION OUTLINE
1. How does Therese see her problem?
Probes…
1. What does she observe happening when she tries to teach a science lesson?
2. Why is she teaching what (and how) she is teaching?
3. What are the mandates of a teacher's manual? What constraints does
the manual put on a teacher?
4. Is the principal's upcoming visit a problem? Why/why not?
2. How do district politics affect Therese and her problems?
Probes…
1. Is Therese at risk because she is untenured?
2. Should Therese have "read" the situation better and responded differently in the grade-level meeting?
3. What do you think of Therese's collaboration with Marie? Should she
consult with anyone else?
4. Can she just ignore or drastically change the curriculum for the principal's observation?
3. What are Therese's problems from your perspective?
Probes…
1. Characterize her interaction with the students.
2. How does she introduce the science lesson?
3. Is her attitude toward her students appropriate?
4. What are her objectives for the lesson she is teaching?
4. What should Therese do?
Probes…
1. What should her objectives be for this lesson?
2. What else should she do differently to improve her teaching?
3. How can she teach a science lesson that is responsive to her students'
needs and not put her evaluation at risk?
ASSIGNMENT QUESTIONS
1. What is Therese's problem, from her perspective? From your perspective?
2. What kinds of things should Therese change in the science lesson plan?
3. Should she change her science lesson plan for the principal's visit?
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CASE STUDY
Frank Oakley
䉴

THE CLASSROOM

Frank Oakley unwound the plastic wrap from his sandwich and turned to
the stack of student papers sitting on his rubber-topped desk. The thin,
blue-lined papers were rumpled, smudged, and ripped. “No matter,” Frank
thought, biting into peanut butter on whole wheat. “Bring ‘em on.”
It was lunch period at Littleton High School, but Frank was surrendering
his free time to grade a graphing exercise his ninth-grade physical science
class had completed the period before. This was the third week of the year,
and Frank was so eager to size up his new crop of students that he had not
left their now-empty classroom. “All right,” he said out loud, as if the papers
were the kids themselves. “Let’s see how well you can graph.”
Wolfing down the rest of his meal, Frank uncapped his red pen. His
enthusiasm soon dissipated, though; about half the students in the class
had turned in unacceptably sloppy work. Many had mislabeled the axes or
had drawn graphs on an illegibly small scale. Some had misplotted points.
A few had not even bothered to draw straight lines.
“Aw, this is terrible,” Frank thought, as he slashed another red X across
a graph. From the students’ work on homework assignments, Frank knew
they understood the concept of plotting coordinates. But some of them
obviously had not cared to follow through in class. And Frank thought he
knew why: he had let the students work in pairs.
Allowing students to work in groups was a technique Frank remembered
from graduate courses in education. It was supposed to be a fun way to
teach teamwork, a method for inspiring less motivated students. What it
had become with this class, Frank realized, was an invitation to goof off.
Ruefully, he conjured images from the period: two boys pushing their chairs
to the back of the room out of his line of sight; two motormouth girls
giggling straight through the class.
“The trouble with students picking partners is they usually end up with
someone as lazy as themselves,” Frank thought. “Jerks pair up with jerks.”
Frank pulled another paper from the stack. It was a perfect paper, so
far the only one he had read. Frank remembered that Michael, the frecklefaced redhead who had drawn it, had worked alone. “That’s it,” he thought
to himself. “Pairing doesn’t work.”
Pairing doesn’t work. Here was a new addition to Frank’s small but growing
collection of truths about teaching high school students. By training and
inclination, Frank was a deducer of truths. For most of his professional life,
he had taught at a local medical school. With a Ph.D. in microbiology and
´
´
an assistant professorship at a medical school in his resume, Frank was a
published researcher and a specialist in lung disease. But four years before,
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Frank had faced a difficult decision. To climb higher on the academic
ladder, he would have had to find a job at a university that would offer him
a tenure-track position. And that would mean moving his wife and four
children from the Littleton area, where they had sunk roots.
Instead, at the age of 35, Frank decided to return to high school, this
time as a teacher. He enrolled in a science-teacher certification program
at a local university. Because of a shortage of science teachers, Frank had no
problem securing a job. Littleton hired him the day his notice of certification
arrived in the mail.
Now he was beginning his third year at the school. This semester, his
course load included four classes geared mostly for first-year students: three
physical science classes and a biology class. None presented a bigger instructional challenge than the average-level physical science course he taught
third period.
Every fall, the science department dispersed incoming ninth-graders to
five different classes: honors biology, above-average-level biology, aboveaverage-level physical science, average-level physical science, and remediallevel physical science. Considered poor bets to pursue higher education in
the sciences, physical science students at all three levels usually wound up
taking watered-down versions of the biology and chemistry courses offered
to the college-bound, although good above-average-level students in physical
science often made it to the harder upper-class courses.
The average-level track was a particular challenge in that it typically
enrolled students with a greater range of ability and motivation than the
others. Frank’s third-period class illustrated an extreme of this rule. The
students were both intellectually and demographically diverse. The class
had twenty students, eleven of whom were black, six Hispanic, and three
white. There were ten boys and ten girls.
The male-female ratio and the relative crowding contributed to making
third period very noisy. Every day before the late bell, Frank could count
at least four flirtations in progress, and they usually continued at a stage
whisper through class. “Ninth-graders are ruled by the pituitary gland,”
Frank had decided. Another problem in third period was that several of
the students liked to “disrespect” or insult each other. Frank had assigned
seats the first day of class, but after a week of noise he reorganized the
seating, banishing the loudest mouths to opposite sides of the room. He
called this trick his “four-corners defense.”
There was nothing Frank could do about the students’ range of abilities,
however. He had never seen such extremes. Most of the kids were considered
slightly below average. Yet some seemed so bright Frank thought they could
have handled the work in his biology class. At the other extreme were three
tenth-grade students repeating the course after flunking it the year before.
“Half of this class could have an A average, and the others don’t know what
an average is,” Frank told his wife after work one day. “I have no middle
this year.”
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Picking at the whole-wheat crumbs on his desk, Frank finished recording
marks in his grade book and looked up at the classroom clock. He had two
minutes to make it to biology. The biology classroom was just around the
corner, but compared to the atmosphere of the physical science classroom,
it could have been a world away.
The physical science room had one sink, no plants, and a row of old
posters celebrating “Famous Black Scientists”—so faded the scientists looked
white. Four rows of tables, each with two chairs, filled the room. The twoseaters had been coated with stain-resistant black rubber; since the room
had no lab counters, students had to perform labs at their tables.
The biology room, on the other hand, looked like a real laboratory. It
had anatomical and chemical models, a virtual greenhouse of terrariums
and ferns, and a row of experiment counters, each with its own gas spigot
and sink.
When Frank thought about the contrast, he realized that the makeshift conditions in the physical science room were indicative of physical
science’s low status in Littleton’s science department. For a long time,
average-level physical science had been a dead end, a holding pen for
students who needed science credits to graduate. Two years before, however,
a new principal had begun a crusade to improve the school’s average and
remedial classes. Frank shared his enthusiasm. He knew the first year in
high school was virtually a kid’s last chance to escape the stigma of low
tracking. He wanted his physical science classes to be a platform for his
students to leap to more rewarding science courses. And he was proud that
every year 30 to 40 percent of his students qualified to move on to aboveaverage biology.
Frank gathered up the crinkly graph papers and restacked them in a
rumpled pile. As he did, he wondered who in this year’s pile would make
it around the bend to biology.
Michael, the boy who had worked alone, would do it with ease, Frank
thought. Owner of the highest average in class, Michael was a quiet, ghostly
pale boy who every day took his seat silently and flipped open his notebook.
Though Michael preferred to work alone, he never complained when paired
with a partner, and his work never faltered. In fact, Frank had no idea why
Michael wasn’t in biology already.
Another likely survivor was Hank, a black student with a taste for silky
suits, who wore a “buzz” haircut with floral patterns shaved into his hair.
Like Michael, whom he sat behind, Hank displayed real originality on homework. But he was careful not to appear too smart in class. He was always
pestering his deskmate, Ali, to the point that Frank had to repeat questions
to both. Hank often drifted into the class late, usually with a loud, disruptive
“Yo!” to Yusif, his friend across the room.
Darryl was not prime honors biology material. Chubby and heavy-lidded,
he sometimes appeared to be hibernating inside his oversized bomber jacket.
His grasp of basic concepts was shaky. Once, when he was called on to
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define volume, Frank had to repeat the question four times before Darryl
supplied the answer.
Darryl could usually be found pitched halfway into the aisle that separated him from a Hispanic girl named Maria. Maria invariably tilted back
toward him; that sometimes the couple’s heads would touch in a midair V.
Maria was repeating physical science, and if her flirting kept up, Frank
suspected she’d end up there for a third time.
Jane and Yvonne, on the other hand, would do fine, especially if they
could be kept on task. Yvonne was a mature black girl whose sharp tongue
and quick wit made her a class leader. Jane, a junior-varsity cheerleader,
was white and equally popular. Frank had assigned the two students to the
same desk, and they had proceeded, when focused, to set a positive tone
for the entire class. Frank remembered one time when a dizzy student had
flounced in late, announcing that she had lost her homework. “Good for
you, retard,” Yvonne had snapped with a cold stare that frightened the girl
into doing her homework for a week. Lately, however, Yvonne and Jane
had done as much disrupting as policing, chatting their grades to below
the C range.
“Pairing doesn’t work,” Frank muttered, as the bell burst his reverie about
his physical science class. Picking up his satchel of papers, he bustled into
the biology room.
“Mr. Oakley! Mr. Oakley! I think you made a mistake on my test.” A
blond girl wearing an expensive sweater accosted him before he could make
his way to his desk.
“Hold your horses, Daphne, I promise you I’ll answer your questions
soon,” Frank responded.
He looked at the girl and past her to the rest of the class. Once again,
all twenty-two students had beaten him to class and were gossiping in their
seats. The kids in biology were typical products of above-average tracking,
Frank thought: the majority white, all accepting of daily routines and all
reasonably motivated, if not by love of science then by grades and college
plans.
What they needed, Frank thought, was to have their routines shaken
up every once in a while. That was why he occasionally used cooperative
learning activities with this group.
“All right! Listen up,” Frank said. “A couple of you had some questions
about last week’s cell exam. But instead of me talking during the whole
class, maybe you can answer the questions yourselves. What I want you to
do is break up into your four-person lab groups. I’ll be around to each
group in a few minutes to help out. But first, see if you can help solve your
group’s mistakes yourselves.”
Cooperative learning was another one of the theories he had learned
in graduate school that both intrigued Frank and gave him migraines. There
was, for example, the dilemma of integrating diverse students into lab work.
Inevitably, Frank had found, the one or two best students in a group con-

Santrock:
Educational Psychology

Frank Oakley:
The Classroom

Case Study

 McGraw-Hill, Inc.,

ducted the experiment while the rest copied results. Enforcing autonomous
work was virtually impossible since, in effect, it entailed policing six or seven
groups simultaneously. There was simply no way to keep an eye on the kids
who needed the most watching. “Rule 3,” Frank thought. “In groups of
three or more, someone always gets lost in the shuffle.”
As the kids piloted their chairs into their groups and began to work,
Frank found his thoughts returning to his third-period physical science
class. In two days it would be time for their first lab, and Frank had not yet
decided how to organize it.
Required by the course curriculum, the first physical science lab was an
experiment in graphing and using the metric system. Students had to calculate and plot the volume of a series of wooden blocks using both linear
measurement and fluid displacement. They also had to calculate and plot
weight and density. In his first year, Frank organized the activity into stations:
weighing, block measuring, beaker filling, and so on. Students worked with
lab partners and were instructed to start at any free station and move on
when finished. The result, Frank remembered with gruesome clarity, had
been chaos. Many kids, unsure of where to go and when, had frozen in
confusion amid the hurly-burly of activity.
Last year, Frank had imposed more order by assigning one process per
period. Now, however, he worried that a rigidly structured approach would
not work with the rambunctious and disparate students of third period. He
could already envision the student who would be working with Michael
pushing the balance scale in Michael’s direction and letting him do the
work. Hank would also scuttle away from his partner, no doubt theatrically
and loudly complaining about messing up his clothes in the experiment.
And Darryl would play while his lab partner worked. Frank winced as he
mentally pictured Darryl idly fooling with a glass beaker until it shattered
on the ground.
“That won’t do,” he thought. Frank mentally checked off his available
materials. The physical science classroom had eighteen graduated cylinders, nineteen beakers, eighteen rulers, twenty-three sets of measurable
blocks, sixteen sets of colored pencils for bar graphs, and ten scales. He
could ill afford to lose any lab equipment. As it was, the shortage of scales
and colored pencils already posed a serious problem. Mastering measurement and graphing were the most important skills the students would
learn this year, prerequisites not just for college science courses but for
survival in the job market. No matter how poorly stocked the supply cabinet,
it was essential that every student get hands-on experience with the instruments.
“How I am going to engineer this lab so they all learn it?” Frank wondered. “Let’s see, what if I had every student . . . .”
“Mr. Oakley!” Daphne’s shrill voice brought his musings to a halt. “You
said you would help.”
“I’ll be right there.”
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Time had run out for this pass at the problem. But in the back of his
mind, Frank kept the wheels turning, aware that if he could manage to
work out a plan for lab day, he might fit at least one piece into his larger
puzzle of how to meet the vastly diverse needs of his third-period students
all year long.
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SUGGESTED QUESTION OUTLINE
1. We have the chance here to help a teacher plan a lesson. What information
will we need to begin to help Frank Oakley plan effectively?
Probes…
1. What is Frank about to teach? How much time has he allowed for this
topic?
2. What are Frank's objectives for this lesson? Are they clear?
3. What materials does he need for the unit? What materials are available?
4. What have Frank's earlier experiences with this content been? How
have you seen metric labs taught?
2. What do we know about Frank's students?
Probes…
1. How does Frank describe them?
2. What is the diversity within this class?
3. What information about the students should influence Frank's planning?
3. Is there any other information we need to help Frank plan?
4. Now let's look at the action question here. How shall be begin?
Probes…
1. What would be good objectives for this unit?
2. Should Frank write any affective objectives, given what we know about
the students in this class?
5. Given our objectives, what planning steps do we have to take now?
Probes…
1. How should Frank introduce this topic? How should he establish set?
Are there advance organizers that will help him engage the students?
2. How should he present the lab? Should he do a demonstration for the
whole class?
3. How should he organize the practice activities? Should the students
work independently or in groups? Should they all complete the activities for the lab in the same order? Should there be any written guidelines? Handouts? Worksheets?
4. How will he evaluate the students' learning? How will he know if his
objectives have been met?
ASSIGNMENT QUESTIONS
1. What is the important information that Frank needs to design his teaching
lab?
2. How would you suggest he plan the lab?
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CASE STUDY
Elizabeth Rhodes
A high school math teacher is frustrated by her advanced-placement
(AP) calculus students, who want to work only for solutions to
problems and do not want to apply higher-order reasoning skills.
Elizabeth Rhodes sighed as she unplugged the overhead projector and
wound the thick black cord around her hand and elbow. “Well,” she thought,
“at least when I do all the talking it is easier.”
After pushing the overhead to the back corner of the room, Elizabeth
picked up the styrofoam cup on her desk. “Only two months until the
calculus exam,” she mused aloud, swirling the cold, muddy coffee. She put
the coffee down and tore a page from the calendar on the closet door.
“Will they be ready?”
This question was one that she asked herself every year at this time; it
was always accompanied by the same uncomfortable uncertainty. But this
year, her cause for concern went deeper. “Am I really reaching my students?”
she wondered. She looked again toward the back of the room and the
projector. “Am I really helping them by standing in front of them day after
day talking to them?” As she left the room and headed toward the faculty
lounge, she caught herself shaking her head.
“Hi, Liz,” greeted Clare, Elizabeth’s long-time friend from the English
department. Over the eighteen years they had been at Littleton, each had
served as sounding board and confidant for the other. Clare could immediately tell something was bothering her colleague.
“What’s the matter?” she asked, making room at the big, messy table.
“It’s those kids in my AP calc class again,” responded Elizabeth. She
plunked herself down next to Clare with a fresh cup of coffee.
“What did they do now?” Clare asked, leaning back in her chair.
“Well, nothing,” Elizabeth smiled ruefully. “But I still don’t think I’m
teaching them all I could be. Here it is three-quarters of the way through
the year, and all I’m doing is assigning homework and giving them tests.
They seem happy that everything is teacher-directed, but I don’t think that’s
the right way to teach this class.”
“So just tell them what you want, then. What do you want, exactly?”
Elizabeth leaned forward and spoke earnestly. “What I want—these kids
are seniors, after all—is to make them independent thinkers and problem
solvers. Math is a tool for philosophers and explorers. These kids are smart
enough to use math to create and discover, not just to pass tests.”
“They must be pretty bright,” ventured Clare.
“You know, several of them are much quicker with math than I am,”
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admitted Elizabeth. “I’d so like to see these kids achieve to their potential,
and a few of them really could be the next generation of research mathematicians. But they just don’t seem motivated to ask questions using math; their
only goal is to answer them.” Clare was silent as Elizabeth pensively sipped
her coffee. “I thought group work might motivate them, but that opens up
a whole new can of worms.”
“How so?” prompted Clare.
“Well, they see group work as a waste of time, since they’re only interested
in the quickest answer and they want to ignore the process. When I suggest
collaborative work, forget it; they start to whine and complain. They just
won’t work together!”
“Sounds like the word together might be the problem,” suggested Clare.
“If I remember correctly, Ted Ryan had a similar problem with some of
these kids when they were in his global studies class last year. He had a
confrontation with some parents who complained that a group grade wasn’t
fair. Some of these high-powered kids resented a grade based on an average
from the group. Most of them are so competitive, they think only of themselves.”
“They are terribly self-centered,” nodded Elizabeth. “But they don’t
realize that I’m trying to help them compete. When they get to those highpriced colleges they’re headed for, they’ll have to take responsibility for
their own learning. If they can’t be more independent of their teachers and
more communicative with their peers, they’ll be at an academic disadvantage.”
“Have you tried telling them that?” asked Clare.
“Yes, but they don’t believe it. They can’t understand how one person’s
success could be intertwined with another’s.”
“Great attitude. They’ve just been graded on a curve for too long!”
laughed Clare. Suddenly she glanced at the wall clock. “Look at the time!
I’ve got to go, Liz. Listen, if I know you, you’ll stick to your guns. If you
think that these kids could win Nobel prizes and learn something about
discovery from group work, then my advice is to persevere! Sure, they’ll
complain, but you’re the teacher. Remember, you have the final say!” Clare
pointed her finger at Liz’s grade book. “See you at lunch.”
Elizabeth pushed herself away from the faculty-room table but remained
seated, thinking about Clare’s advice. As she pondered her problem, her
thoughts turned to individual students in AP calc.
She thought first of Melissa, a talkative and popular girl in the class.
While Elizabeth would be explaining homework answers from the overnight
work to the class, Melissa was one of several students who would be ignoring
her, trying to complete the long-range assignment that was also due the
same day. When subsequent quizzes covered material on the daily assignments, Melissa would swear that some of the material was never explained
in class. Elizabeth supposed that Melissa’s many obligations (she was on the
yearbook staff and active in dramatics) were taking priority over homework;
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she thought this was a shame, since Melissa was so naturally proficient in
math.
Melissa acted in school plays with Karen, who sat near Melissa in AP
calculus. Karen was adamant about working alone; she did all her figuring
at home and complained about minor distractions in class even when students were doing independent seatwork. The hum of group activity exacerbated her concentration problem, and so Karen was one of Elizabeth’s least
cooperative students.
Another contestant for that description was Bill, Elizabeth’s most obnoxious student. Bill always had an answer for everything. He was impatient
with mistakes on the part of his classmates and often provoked heated
arguments during group work with his sarcastic remarks. Bill also had an
irritating habit of asking his classmates for their test scores while not divulging his. If he perceived that he did not have the highest score in the class,
he would corner Elizabeth and try to negotiate more points, in spite of the
fact that he was already in the upper-A range.
Ralph was Bill’s best friend. Elizabeth felt that he was the more eventempered and good-natured of the two. In fact, she noticed him explaining
problems to some of the girls from the class during lunchtime. In class he
seemed to restrain himself, but Elizabeth found his desire to seek alternate
methods of solving the problems to be proof that he was actually interested
in getting something more from the class than just a grade.
Elizabeth stood up, resolved. “Stand by your guns” kept echoing in her
head. She would give it another try.
***
“Are the tests corrected yet, Ms. Rhodes?” Ralph spoke politely as he and
Bill burst through the classroom door.
“Yeah, how’d we do?” asked Bill with a smile as they both made a beeline
for her desk.
Shooing their riffling fingers from the pack of corrected papers, Elizabeth replied, “Yes, yes, they’re corrected, but first we have some work to
do. Take a seat, OK?”
At this, Bill and Ralph turned and noticed the configuration of desks
in the room.
“Oh, not again,” moaned Bill under his breath.
“Come on, Bill, it might not be so bad. Maybe you’ll get in a group
with Marlene!” Ralph laughed at Bill’s embarrassed look and shoved him
good-naturedly from behind. They trudged toward a group of desks in the
rear.
Karen and several other students were now entering the room, and the
looks on their faces made Elizabeth begin to feel uneasy. “We aren’t working
in groups again, Ms. Rhodes, are we?” asked Karen. “It gets so noisy in here
that I can’t think!”
“Yeah . . . no groups . . . forget it!” grumbled a few other students as
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they wandered to the center of the room and then looked around in confusion, trying to decide where to sit.
Elizabeth had known this would not be an easy period, but her class’s
behavior was already irritating her. “Sit anywhere you like for now, class;
later we’ll count off by numbers and get into groups. I have your tests from
yesterday, but I’ll return them at the end of class so that you won’t be
distracted from our activity.”
The mere mention of tests brought the class to attention. The students
not yet seated sank into the clustered chairs, and several hands shot into
the air. “Yes, Melissa?” acknowledged Elizabeth.
“Could we please see them now?” entreated Melissa. Her question
prompted several others to join in.
“What was the grade range?”
“How many A’s?”
“What was the top score?”
“No, no, I said later!” smiled Elizabeth, holding her hands out with
palms down as if to physically calm her class. “You did not do badly, any of
you, so relax. But I do think you will all benefit from some exercises that
force you to consider options and to discuss alternative solutions. So we’re
going to work together today to do just that. Count off by fives: Bill, you
start.”
The students grudgingly complied, and with some cajoling and directing, Elizabeth shepherded them to their new seats. “OK, listen up. There
are several reading problems in the packets on your desks. Work on them
alone for a few minutes, and then compare your work with that of your
group-mates. You might find that one person in the group used a different
procedure but arrived at the same result. I want each group to determine
the best approach for solving each problem and to be prepared to defend
the choice. Clear?” Elizabeth scanned the room for signs of understanding.
Some of the students were already hunched over the word problems on the
desks, writing equations. Others weren’t even in their seats; they were
perched on desks in their assigned clusters or were leaning against the wall
near their clusters. Elizabeth sighed and began to cruise the room.
The students seemed more or less on task during Elizabeth’s first circuit,
and she returned to her desk to organize her own notes about the problems
they were working. As she pulled one folder from her case, she glanced at
another and realized she hadn’t yet recorded the students’ test grades in
her grade book. Elizabeth glanced up and, comfortable that the students
were busy, sat to record the grades.
In a moment or two Elizabeth heard the hum of conversation; she
looked up and saw Karen and Melissa conferring quietly in their group.
Peter, their group-mate, was still bent over his paper. At other clusters
students were beginning to converse, glancing at one another’s papers as
they spoke. “Maybe this will work yet,” thought Elizabeth hopefully. She
rose to listen to their conversations.
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“How can you even think that way?” Elizabeth heard Frederick challenging Ben at the group nearest her desk.
“Well, if you know it all, how come you got xy?”
“Come on, guys, there’s no right or wrong, just better or worse,” interjected Elizabeth. “Work it out together.”
“Yeah, yeah, OK,” grumbled Ben as the two boys shifted their bodies
away from Elizabeth. She noticed that Paula, the third member of that
group, wasn’t even listening to the interchange, and she circled the cluster
to the girl’s side.
She saw that Paula was working on the long-range assignment which
was due that day; the packet of group word problems remained untouched
by the girl’s notebook. “Paula, put that away!” whispered Elizabeth quietly.
“If you haven’t finished the weekly assignment, you must hand in whatever
you have finished,” she continued. “Class period is for new work!”
“Oh, sorry,” replied Paula apologetically. Obviously embarrassed at being
discovered, she shuffled papers and turned toward Ben and Frederick.
Elizabeth scanned the room, suspicious now that others of her apparently
engaged students were working on the long-range assignment. She headed
for Bill’s table.
“Give me a break!” she heard Bill exclaim as she approached. He was
looking at Angela’s work.
“Easy, Bill,” cautioned Elizabeth on her way past his desk. Comfortable
that his group was at least on task, Elizabeth kept walking.
She heard Melissa and Karen deep in conversation as she approached
their desks:
“Have you finished your yearbook copy?”
“No. I got the stupid assignment of covering French club and Spanish
club and Latin club and all that boring bullshit. How about you? How’s
advertising going?”
As Elizabeth reached their sides, she asked innocently, “Could I see
your conclusions, girls?”
“Oh, Ms. Rhodes, I’m going to do these tonight,” offered Karen, without
missing a beat. “I can’t think with all this talk and noise. Peter did the
problems for us anyway.” Melissa indicated the third member of the group,
who was bent over his text and the packet of problems.
“No, girls, the point is to discuss your work with your group-mates. You
may not do them tonight.” Elizabeth stood erect and noticed two students
heading for the classroom door. “Joe, Robert, where are you going?” She
had to call across the room in order to catch them before they were out
the door.
“To the john,” called Joe over his shoulder. The two boys were gone
before Elizabeth could reply.
“Ms. Rhodes, I’m sorry to interrupt but could we see the tests now?”
Ralph had left his group to approach Elizabeth, on a mission for Bill, she
suspected. “Class ends in ten minutes.”

Santrock:
Educational Psychology

Elizabeth Rhodes

Case Study

 McGraw-Hill, Inc.,

“How are we going to be graded on this group stuff?” called Frederick
from the front of the room.
“Oh, this is graded?” another student exclaimed.
“You can’t grade me on this; Bill never shows his work!” exclaimed
Angela.
The mention of grades had a visible effect upon the class: Students
literally pushed their tablet chairs back from their groups, trying to physically
distance themselves from their peers.
Elizabeth was surprised. “Please, class, don’t worry about it!” The students quieted somewhat, but their frustration remained evident. “All right,
I refuse to give up on this. Believe it or not, you have something to teach
each other and I intend to make you try. Your homework for tonight is to
complete those word problems on your own and to come to class prepared
to share your approach with your group.”
“Do we have the same groups?” called Alex.
“Yes. Now, I do want to return your tests and to talk about some mistakes
that several of you made; they might have been avoided if you’d thought
in just the way I’m asking you to do in your groups. Some of you jumped
at the first right answer without thinking through the best answer.” Elizabeth
walked around the room placing papers face down on students’ desks.
“When you get your papers, turn to problem 4. Many of you indicated d,
which is a possible correct answer, but b is the better solution.”
Most of the students had their papers now, and the chorus of complaints
again increased.
“Ms. Rhodes, d is right! I checked it three times!” protested Bill. “Point
003, 162!”
Elizabeth returned to her desk and picked up her own copy of the test.
She turned and wrote problem 4 on the board:
4.

The graph of y ⳱ 5x 4 ⳮ x 5 has a point of inflection at:
a. point 00 only
b. coordinate 3, 162 only
c. coordinate 4, 256 only
d. point 003, 162
e. point 004, 256

Elizabeth turned back to the class. “Can anyone share an alternative
idea about the best answer to this problem?” She scanned the room for
volunteers but saw, from the expressions on the students’ faces, that she
might easily wait forever.
“All right, then, listen. In this case, b is the better answer because it is
phrased as a coordinate, not a point, and when dealing with graphs . . .”
As Elizabeth was finishing the explanation, the students interrupted her.
“You’re kidding!”
“That’s just a trick question!”
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“One answer’s the same as the other! Anybody with either answer ought
to get credit!”
“How about half credit?”
The bell rang before Elizabeth could attempt an answer, and five or six
students immediately headed for her desk as the rest gathered books and
papers and rose to leave. As the line of students asking for extra points
formed, Elizabeth sank wearily into her chair. She looked past her students
and gazed at the room: clusters of desks disbanded and awry, problem
packets strewn about, and the overhead projector sitting silently and invitingly in the rear.
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SUGGESTED QUESTION OUTLINE
1. The teacher presented in this case, Elizabeth Rhodes, seems to feel very
frustrated with her AP Calculus class. What is her problem?
Probes…
1. How does she describe the class?
2. How has she been teaching them?
3. What does she want them to do?
4. Isn't she making a mountain out of a molehill? Why doesn't she just
leave them alone and teach them calculus "by the book'?
5. What is the atmosphere in this class? Are the students comfortable taking intellectual risks?
2. Let's try to write appropriate objectives for this class more clearly than
Elizabeth has.
Probes…
1. What is she trying to accomplish with these students in a cognitive
domain?
2. State that precisely as an objective.
3. What are her affective objectives for these students?
4. Are these appropriate, worthy objectives for this class?
3. Now that we know what we're trying to accomplish, let's figure out how
to get there.
Probes…
1. How can Elizabeth defuse the grade consciousness of her students?
2. How might Elizabeth accomplish our first cognitive objective? (The
second? …etc.)
3. What does Elizabeth need to do to make group work succeed?
4. How might Elizabeth motivate this class to value man for its utility?
ASSIGMENT QUESTIONS
1. What is the big problem here?
2. What should Elizabeth be trying to accomplish with this class?
3. How should she accomplish this? Be very creative in trying to brainstorm
ways to accomplish your ideas.
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CASE STUDY
Julianne Bloom
Julianne Bloom held a cup of coffee out toward her visitor and then paused
with it in midair. “I’m sorry, Mary, do you take milk and sugar?” she asked.
“No, this is fine, thanks.”
Julianne settled herself in a chair opposite her guest, a friend and
colleague whom she had met many years ago at a summer writing institute.
Mary Porter was an elementary school writing specialist and had called
Julianne recently with a request: She was planning to publish a manuscript
on teaching writing to children and wanted to observe Julianne’s class.
“I really appreciate your letting me barge in on you like this, Julianne,”
Mary smiled.
“You’re coming at a particularly good time to observe this class, Mary.
They’re a hardworking group and they’ve come a long way in just three
months.” Julianne smiled as she remembered the first few days of this, her
eleventh year as a fourth-grade teacher at the Roosevelt Elementary School
in Littleton. “You’ll also see a wide range of writing abilities. For a few kids,
words and ideas just pour out onto the page; for others, expressing their
ideas on paper is really difficult.”
Mary nodded. “I’ve had classes like that. Tell me more about the
children.”
“It’s a class of twenty-two. About a third of the students are Hispanic,
and most of them are bilingual. Manuel is the exception—his family only
recently arrived from Spain, and he’s struggling to master English. I also have
some children with real learning problems—you know, problems spelling,
paying attention, organizing and managing time, those kinds of things.”
“So, how’s it been going?”
“They’ve made good progress, but there are still some things that concern me about this class.” Julianne’s brow furrowed in the attempt to articulate her concerns. “These kids read a lot and most of them seem to enjoy
reading. Now I want them to make connections between their reading and
writing. Many of them are bright, but their thinking is very superficial.”
Mary grinned. “Sounds like most 9-year-olds.”
“Yes, but I think this is attitude more than age. They came into my class
in September acting like they wanted to just finish every task. Whether it
was answering a question or writing a book report, most just wanted to get
it done. I’m trying to get them to take more time, to expand their thinking,
to think more critically as they read, and to take some risks with their
thinking and their writing.”
Julianne thought Mary looked a bit skeptical behind her coffee cup.
“Tall order,” she said. “How are you doing all that?”
“Well, today I’ll be focusing on writing dialogue. I’m going to start
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during our writing time and then carry over into our reading time after
lunch. This class works well together, so I’ll have them work in pairs this
morning. Writing dialogue really lends itself to cooperative learning. This
afternoon they’ll work individually. To follow up on what they did this
morning, I’m going to have them to write a paragraph of conversation
between two characters from the book they’re reading in class. The class is
split by ability into three reading groups, but each group is reading a book
that gives plenty of opportunity for an imaginary dialogue. I’m hoping to
push them into analyzing their characters, to think of how someone might
really think and speak.” Julianne paused and tipped an ear toward the hall.
“Speaking of dialogue, I think I hear the kids now.”
The children tumbled into the room, talking and clowning. Smiling,
Julianne greeted them at the door, and, with a touch on the shoulder, she
calmed the one or two who were still excited and boisterous. “Well, you
kids look like you’ve had plenty of fresh air.” Julianne turned to an eager
face beside her. “Yes, Katie, I haven’t forgotten that you want to talk about
your book. But right now I want to get started on something else, so add
your name to the chat list and then buzz over to your desk. . . . Joey!” The
warning tone in Julianne’s voice served notice to a second youngster that
his teasing, which had carried over from the playground, had reached her
attention.
After introducing Mary, Julianne began her lesson. “OK, everyone, sit
down and I’ll tell you what I’ve got planned for today.” Julianne positioned
herself at the chalkboard, pleased at how quickly the class quieted. “I’m
going to read something to you that you’ve heard before; in fact, it’s a
section from one of your books.” As she spoke, Julianne pointed to the
board. “I’ve written it out so that you can see what it looks like. Does anyone
know what this kind of writing is called?”
Joey called out, “Conversation.”
“OK. That’s right. There’s another word for it too.” Tanya, who had
been sulking much of the morning, raised her hand, and Julianne used this
opportunity to do some fence mending. “Tanya?”
“Dialogue.”
“Good! What can you tell me about writing dialogue?” She let Tanya
continue.
“It’s when you use quotation marks.”
“Exactly. The quotation marks show you someone’s speaking.” Julianne
read the ten-line passage on the chalkboard aloud to the class, pointing to
each beginning and ending set of quotation marks and changing her inflection to demonstrate the alternation of speakers. Then she pointed back to
the first indentation. “In writing dialogue, each time the speaker changes,
you start a new paragraph.”
“Even though there’s so much space left over?” Lindsay asked.
“Good question, Lin. Yes, even though there is still plenty of room at
the end, you must indent to show that the speaker has changed. See, this
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person only says two words. Now, what does the writer do?” The group at
Darrell’s table was beginning to squirm, so she asked her question of Darrell,
one of the better writers in the room.
“You have to jump to the next line.”
“Yes, Darrell, that’s it. What if a speaker just says one word? Can you
think of an example of that?”
Two hands shot up. Laura volunteered the word Oh, and Julianne nodded and smiled. “OK, right. The word Oh would stand alone by itself on one
line.” Julianne watched the group for looks of confusion or understanding as
she dusted chalk from her fingertips. “Now, please take out your writing
notebooks. I want those of you who have been to the conference room or
to the library to work with someone who hasn’t gone. Select a partner, and
I’d like you to write a conversation together. You can write it on anything.
Let me give you some suggestions. You could pretend someone is asking
you for directions on how to get somewhere, or you can have a conversation
with someone about what presents you’d like for the holidays, and why. You
can write a dialogue between your parents and you about why you should
be allowed to stay up later, or on what you want to do after school. Take
about a half hour, and then one partner can read your dialogue to the rest
of us.”
Predictably, Melissa and Katie, seatmates and fast friends in school and
out, went right to work. Julianne could overhear their conversation; they
had decided to write about giving directions. Melissa had, as usual, taken
the lead and was watching Katie as she struggled to figure out what she
wanted to say and how to write it. “Now you try to say something,” said
Melissa.
“Well,” Katie ventured, “I know you go right on Second Avenue and
then you make a turn.” This thought apparently stimulated others, and
Katie started to write so quickly that she filled a page as Julianne watched.
She pulled a new page from her notebook so abruptly that it tore down
the middle. Only momentarily perturbed, she shoved it into her desk and
continued to write, speaking the directions aloud as she worked.
Since Katie often wrote just the bare minimum, Julianne was encouraged
to see her so engrossed. “Maybe this sort of assignment will help Katie
expand her thinking and writing,” Julianne thought. Katie was a child who
seemed fearful of making mistakes, who liked closure and usually sought it
in the quickest, easiest response. Too often her failure to deliberate prevented her from fulfilling her capabilities.
“And then I say. . . .” Melissa could hardly contain herself long enough
to let Katie finish, but Julianne let them work this out alone. She passed by
with a simple “very nice.”
“Do you like it?” Melissa asked, eager as always to hear some praise from
Julianne.
“Wait, I’ve got more to add.” Katie was still hard at her writing, with
Melissa now looking over her shoulder.
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Julianne moved on to the next set of desks. Daniel and Thomas were
having a fine time, and she savored their pleasure without interrupting. They
had apparently decided on a topic very quickly and had made remarkable
headway.
Daniel tried out a phrase “I will call for a . . .”
“Backup,” interjected Thomas.
“When you go. . . .” Daniel stopped.
“. . . in the building to find him.” Thomas was all concentration.
“OK, go!” Daniel agreed. “Write it.” Daniel, beaming, watched as Thomas
wrote.
Since she knew Daniel to be quite a proficient writer, Julianne watched
only long enough to observe that he was allowing Thomas, who thought
and worked more deliberately, to make an equal contribution to the work.
“Boys, I can’t wait to hear that read out loud!” They glanced up and smiled,
but they were so engrossed that she felt like an intruder.
She looked across the room and noted that Hara was transfixed by the
paper project she had brought back from art class. Lindsay, her partner,
was trying in vain to elicit her help with their work. “Hara, that goes out of
my sight or it goes to the moon.” Hara smiled sheepishly at Julianne and
stuffed the project reluctantly in her book bag.
Julianne sighed. Hara was the slowest child in the class, and keeping
her on track with any assignment was difficult. She was easily distracted,
and often, when writing, she would ask permission to work outside in the
hall. In addition to two groups of four desks and two groups of five, Julianne
included in her room two sets of paired desks, and she had placed a few
desks in the hall where children could go when they wanted a quieter
environment.
“So what have you two chosen?” Julianne asked as she approached the
girls.
“We were going to do directions, but we’re sort of stuck.” Lindsay had
apparently made a start; Julianne could see two sentences at the head of
the page.
“How can we get you two unstuck?” Julianne hoped that by phrasing
the question in that way she might involve Hara in the problem solving.
But Hara just smiled and shrugged.
“Well, would holiday gifts be an easier topic to use? Don’t you have wish
lists?” Julianne asked.
“Yeah, I do!” Hara suddenly seemed reinvigorated, but Lindsay wasn’t
so quick to sacrifice her original plan.
“But I wanted to do directions to this place.”
“Look, you won’t have much time to do the writing if you two don’t
hurry up and agree on what you’re going to write about.” Julianne wanted
the girls to get going, but she didn’t want to arbitrate their final decision,
so as she spoke she moved a few feet away and again scanned the room. A
steady hum of conversation was evidence of productive work, even though
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one child or another occasionally took a break to roam briefly around the
room. One pair had gone out in the hall to work at desks facing each other.
Then Julianne’s gaze settled on Joey, a chunky boy with a cherubic face,
sprawled across his own and his partner’s desks. Emily was laughing, but
they were clearly involved in the work. As they tried out their dialogue, each
reading alternate lines, they stopped frequently to refine their word choices.
Julianne was surprised and pleased to see that they were already at this
point, since Joey often had trouble getting started on writing tasks, and
complained that he didn’t know what to write about. Even when he finally
started, he was what she considered a “tight” writer, with trouble expanding
his thoughts. His speech flowed smoothly, but his writing did not. Now,
perhaps because he was working with Emily, he seemed to be having more
success than usual. Joey looked up; catching her eye, he charged over with
the pair’s paper in hand.
“So, how is it going over there? You sound busy!” She smiled at his
enthusiasm.
Joey proudly showed her their work, announcing, “We’re suckers for
conversations!”
“So I see,” Julianne grinned. “Wonderful!” She handed the papers back
to him and headed for an open area under the window where she heard,
rather than saw, trouble brewing. There, beside the bookcases that lined
the perimeter of the room, Charles and Ernesto had stretched out on the
floor, trying to concentrate on their project despite Allen’s antics. Julianne
gave them some minimal coaching, then turned to address the real trouble
spot. Angry at having to work with Manuel, Allen had launched a campaign
to be as disruptive as possible.
“He acts like a jerk.” Allen sank into a chair and glared at Manuel.
Julianne recognized immediately that she would need to intervene, as Manuel’s command of English was not sufficient for him to resolve this without
help.
“So, what are you two guys working on?”
Allen stuck his lip out even farther. “Presents we want.”
Julianne turned to Manuel and said, “Did you ask Allen what he wants
for the holidays?”
Manuel nodded.
“Well, are you two writing those things down?”
“Too much things he wants,” said Manuel.
“Allen, is Manuel right? How many things did you ask for?”
Grinning, Allen shifted his considerable bulk toward Julianne and rattled
off a huge list. Julianne let him continue until he paused for breath, then,
turning to Manuel she said, “Manuel, now you have to ask him what he
really wants.” Several students working nearby had stopped to listen as Allen
rattled off his choices, and their laughter at the teacher’s joke seemed to
turn the situation around. Manuel and Allen both joined the laughter, and
then Manuel announced, “I know what I do now.”
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Allen, however, was not so easily tamed. He turned once again to whisper
with Ernesto.
“Allen, Ernesto and Charles are still editing. They need quiet just as
you did. It’s called consideration. Now, what’s your part in this assignment?
Let’s see if we can get you going in this conversation. Are your parents
really going to give you all that stuff without a struggle? What will they say?”
As she spoke, Julianne became aware that the noise level in the room was
increasing. Daniel, Melissa, and Joey were all talking loudly, and Julianne
presumed that they had finished. She realized as she checked her watch
that forty minutes had gone by and that most of the children had stayed
on task remarkably well.
“OK, everyone, let’s do some sharing. Who wants to go first?”
Daniel and Thomas were ready and plunged into a fully acted scene.
The other pairs of writers remained seated with their writing partners,
attentive to the speakers. Daniel and Thomas had written a lively dialogue
which ended with a triumphant, “This is the best crime we ever had!”
“You even put an ending on your dialogue,” noted Julianne. “By the
way, how did you boys decide on your topic?”
“Oh, we like cops and we want to be cops when we grow up,” said Daniel.
Next, Julianne introduced Joey and Emily, saying “Ah, a little drama, a
little action. The next work is a brother-and-sister routine.” In fact, their
dialogue was very funny, and after the laughter ceased, Joey announced,
“The end. Tomorrow, we’re going to do part two.”
As Melissa and Katie got up to read their dialogue, Julianne thought
about how Melissa had changed since the beginning of the year. Formerly
so shy, she was now begging to be allowed to read her writing aloud in class.
Their dialogue, directions to a local ice cream store, was long and not as
lively as the earlier presentations, but Julianne praised them and agreed
that it could be difficult to make directions sound interesting.
Lunchtime was approaching quickly, and Julianne asked the students
to clear their desks. She noted that several pairs had not completed their
work. “I see that some people had a hard time getting started. Next time,
it will probably be easier. Put these papers in a safe place, please, and then
let’s get ready for lunch.”
After the children left, Julianne invited Mary to stay for lunch. “I have
an hour with the class in the afternoon before they go to music. I’m going
to do math first, but then I thought I would ask them to write a paragraph
of dialogue that they think two characters in their book would be likely to
have with each other. Do you want to stick around for that?”
“Absolutely. During the math lesson, would you mind if I just wandered
around the room a bit? I was admiring some of the writing and editing tips
and some of the student work that you put up on your bulletin boards, but
I didn’t really have a chance to read them.”
“Of course! In fact, I have to show you my favorite cartoon.” Julianne
and Mary walked over to a cartoon entitled “Tips for Better Writing—
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Never Fall in Love with Your First Draft.” A large dog surrounded by valentine-type red hearts was gazing raptly at a piece of paper with writing on it.
Emerging from the mouth of what was clearly his first draft were the words
“No, please, I’m not good enough for you.”
Mary laughed in appreciation. “Oh, Julianne, this is priceless.”
“I know. Children have to be reminded all the time not to get too
attached to their first drafts.”
“I like these other hints, too,” Mary said, pausing to read a colorful
chart of prewriting suggestions.
“I brought all of these posters back from that Columbia writing conference a couple of years ago, do you remember? The kids still find them
helpful.”
“Well, I thought they did quite well this morning, Julianne, considering
that they are beginners at dialogue.”
“Oh, I hope so. I realized when Katie and Melissa read their work that
directions and dialogue might not mix well for a first stab. Then again, on
last year’s state writing exam, the kids had to invent and write about an
original sandwich. Maybe it is helpful for them to learn to think logically
and to give details in a chronological order. But making it sound interesting
requires a lot more practice and experience than these kids have had.”
“I could see what you meant about Manuel’s struggles with English,”
Mary replied, changing the subject. “He’s certainly trying.”
“Yes, he is. And I’ll let him write anything, just to give him an opportunity
to write. I won’t red-mark his stuff at all. I think that right now, too much
editing would destroy him.”
“I also liked the dialogue between Daniel and Thomas,” Mary remembered. “They even had a plot line.”
“I’m telling you, from the time Daniel came into my class, he could just
write a flood of words. He’s a joy to teach. Thomas plods along with his
own ideas, but when he gets together with Daniel, they seem to spark ideas
off each other.”
As the women conversed, they left the classroom for lunch. Later, as
they returned from the teacher’s lounge, Julianne started thinking about
the afternoon’s writing assignment. As if she had read Julianne’s mind, Mary
asked what books the children were reading and nodded her familiarity
with the three titles.
“I think that writing answers to thought-provoking reading comprehension questions makes kids think more critically about their reading; then
writing becomes a natural way of thinking about something—anything,”
Julianne said. “That’s one of the reasons I’m asking them to write this
dialogue. I want them to think more analytically about their characters, about
who they are and what they would say. I think they’ll find it challenging, too.
They won’t be reading these papers aloud when they’ve finished, but, if
you like, you can stay and read them after the kids leave.”
As the children entered the room, Julianne walked to the front of the
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classroom while Mary browsed the bulletin boards. After the math lesson,
Julianne asked the students to take out their reading books. “I want you to
select two characters from your book and write a conversation between
them. It doesn’t have to be long—one paragraph will be just fine. And don’t
worry about spelling. I want you to concentrate on thinking about these
people and how you think they would talk.”
Although the children were not told to write these paragraphs with
partners, they immediately went to sit with friends, and the room filled with
soft conversation. Julianne made her way from one group of desks to another, stopping at one point, when the din became noticeable, to say, “Hey,
I’m hearing too much thinking out loud. Are you working, or should people
split up and sit at separate desks?”
Almost immediately the noise level dropped. Julianne was pleased to
see that though Joey, Daniel, Emily, Tanya, Lindsay, Maria, and Nancy were
all sitting together at one cluster of desks, each was working industriously.
Julianne circulated, reading, listening, and offering suggestions on dialogue.
She stopped to answer Joey’s question about the spelling of enviously. “You
need to look that one up in the dictionary, Joe.”
Behind her, Julianne glimpsed Hara heading out the door with book, pen,
and paper in hand. She made a mental note to check on Hara’s progress as she bent over Allen’s desk. He was having difficulty and had not
gotten beyond a feeble first sentence. Julianne put a hand on his shoulder.
“Allen, what people say to each other, we call conversation or dialogue.”
“I know. I just can’t think of how to do this.”
“Well,” Julianne asked, “what will this character say next? You know what
she’s like. What do you suppose she’d say in this situation? Use your own
words, just put them in her mouth.”
Allen offered a brief but appropriate conversation starter, and Julianne
decided to give him some additional support. “OK, now on the next line,
tell me what the other character says. You know his personality. How do
you think he’d respond to her saying that? Do you think he’d like it or that
he’d be upset?”
Allen grinned and wrote a sentence.
“Now write what she says back.” Hoping that Allen would continue on
his own momentum, Julianne stepped out into the hall to check on Hara.
The child was quietly working away. She had only managed three lines,
but Julianne recognized how much effort that represented. She bent over
the desk. “Very nice, Hara. It sounds just like how Fanny and Jeffrey would
talk.” Julianne was rewarded by one of Hara’s lovely, wide smiles.
Reentering the room, Julianne stopped to look over Katie’s work and
saw a familiar problem. Although Katie had written more than she usually
did, she had not written enough to make one particular point clear. “You
know what you mean, but I don’t,” said Julianne, “and that won’t do. The
thoughts are still in your head. They need to be put on the paper where
the reader can share them.”
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Katie looked askance at her, so Julianne tried again. “Katie, you’re back
to that old habit of trying to write short answers as quickly as possible. You
have to start asking yourself questions before you write. Look, don’t you
wonder why your character was doing this? Do you think she was accepting
charity?” Julianne felt especially frustrated with Katie, but she tried to keep
this out of her voice. “You know, if I’m busy and you’re having trouble
writing longer sentences, you could ask Melissa, and she’d help you. Right,
Melissa?”
“Sure!” Melissa smiled and waved at Katie.
Julianne turned back to Katie. “Trying to make your writing more complete isn’t going to happen ‘abracadabra.’ You have to work on it.”
As Julianne stood upright she was approached by Joey, who was whining
that he couldn’t figure something out. Julianne suggested the appropriate
section of the book to reread and then told the class to finish, since it was
time to leave for music. “I’ll give you time to correct and rewrite tomorrow.”
Julianne collected her students’ papers and watched the hustle and
commotion as the children formed a line to leave for music. Some of the
writing seemed extensive and elaborate, while other papers contained only
a few short lines. “I wonder if they really thought about those characters,”
she asked herself. “Did it lead any of them to look critically at how the
author portrayed the character, or to notice the author’s use of dialogue?
Here I am expecting them to think more critically, and I’m not sure that
half of them even know any questions to ask yet!”
When the last child had left the room, she turned to Mary. Suddenly
she did not know if it was her own doubt or Mary’s which made her friend’s
expression look forced. “Very interesting,” Mary smiled.

Santrock:
Educational Psychology

Julianne Bloom

Case Study

@ McGraw-Hill, Inc.,

SUGGESTED QUESTION OUTLINE
1. This case gives us a detailed description of a fourth grade teacher as she
conducts two lessons. What's your impression of Julianne Bloom?
Probes…
1. Do you like her style? Her interactions with her situation?
2. Would you want to be in her classroom? Why/why not?
2. Julianne Bloom ends her day feeling uncomfortable. Do you agree with
her? What do you think of her teaching?
Probes…
1. What was Julianne trying to accomplish?
2. What was her overall language arts objective for this case?
3. What is your opinion of this objective? Is it reasonable? Attainable?
3. Then why isn't it working?
Probes…
1. What problems do you observe in the morning writing lesson?
2. What did Julianne teach in her mini-lesson?
3. How did the practice activity go?
4. What connection is there between the morning and afternoon activities?
5. How do you feel about her grouping decisions?
6. What is her attitude toward the slower learners? What were her actions
with them?
4. What would you tell Julianne to do differently?
Probes…
1. Are there things she should change generally?
2. How does one ensure that a broad, over-arching goal like hers can be
met?
3. How could she improve her implementation of cooperative learning?
4. should she group homogeneously for reading?
5. What specific ideas do you have for accomplishing her goal of connecting
reading and writing and encouraging higher level thought from her students?
ASSIGNMENT QUESTIONS
1. What, if anything. so you think Julianne is doing wrong?
2. Think creatively about some ways to integrate reading and writing activities and to encourage children to think critically, and expansively, about
what they read.
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stopping to talk, and others heading to a game corner where shouts and
laughter could be heard. Judith walked to the front of the room and called
to the class, and the students came to their desks.
After quickly dispensing with the early morning routine, Judith told
the students to take out their vocabulary workbooks, and she began an
introductory lesson to the words for the week. While Judith worked with
the class, Andrea prowled the room to see what new projects were displayed.
She paused at a change in Judith’s voice.
“OK, everybody, it’s time to line up for music. When you come back,
sit with your partner for social studies.”
The students filed out to music class, and Andrea and Judith began to
talk as they walked to the teachers’ lounge for coffee.
“Andrea, it’s a good thing you didn’t stop by on Friday. Class was a disaster.”
Andrea held open the door of the teachers’ lounge. “What happened?”
“I had what I thought was a great idea. I was going to have the kids use
their texts and one additional source to plan a descriptive road trip across
the Trans-Canada Highway. They were going to go from west to east and
write about the physical features, cities, and populations they would see
along the way. They had been doing an overview of Canada and its provinces
and this seemed like a fun way to put everything together. They had already
marked the provinces and general information on large maps of Canada,
and for this assignment they were going to mark more detailed physical
features on maps of each province as they took their ‘trip.’ ”
Andrea spoke over the rim of her coffee cup. “Sounds good.”
“On paper, maybe. They began piling around me with questions minutes
after I gave the assignment. They couldn’t locate more information on a
certain river, or they didn’t know where to find out about a city, or they
weren’t sure how to plot a route.” Judith motioned with her hand that the
women should take their coffee to the classroom and she held the door for
Andrea, but her commentary never faltered. “Even their maps gave them
trouble,” she continued as they walked through the empty hall. “They
couldn’t look at the maps in their texts and see that mountains ran all along
the coast. They had marked their own maps with one or two mountain
symbols and figured that was enough. I thought that our discussions of
physical features and the work we did with map keys and symbols would
have prepared them for this assignment.”
Andrea nodded sympathetically, remembering what a blessing Judith’s
openness and honesty had been during student teaching. “I would have
thought so too. Especially since this is such a bright class.”
“Right!” Judith agreed. “And this wasn’t high-level stuff we were studying.
But my plan for Friday just didn’t work at all. They even began to fool
around in their teams. They didn’t act up at all when they worked on
their Indian projects and on their explorer reports, so I knew something
wasn’t right.”

Santrock:
Educational Psychology

Judith Kent

Case Study

 McGraw-Hill, Inc.,

“Did you figure it out?” Andrea preceded Judith into the classroom and
sat at a student desk.
“I began to look at the text again, and I realized part of the problem
had to do with the layout of the information. On the surface, the text
presents the information in the same order as the trip they would take, but
so much extraneous information was included in this part of the book that
the kids couldn’t extract what they needed. Important material wasn’t in
boldface, and too many additional facts were squeezed into each paragraph.
The texts try to cram so much in.”
Andrea nodded and said, “You must have been really frustrated. I know
how hard you work on the social studies projects. What did you do?”
“I spent the weekend going back through the material, and I’ve written
an outline of what they need to look for. With all the steps we’ve taken to
learn report writing, I thought they were ready for more independent work,
but it’s clear from what happened that I was wrong. So, instead, they’ll do
their maps, create a photo collection from the magazines we have, and pull
together the facts they’ve collected on the provinces. It looks like there
won’t be an elaborate project on this unit. I’ll think of something else for
the unit on westward expansion in North America.”
Just then a wave of children rolled into the room. Andrea watched
nostalgically as they grabbed textbooks, clipboards, and notes from their
desks and then found seats next to their partners.
Judith waited a moment until everyone was settled and looking at her
before she spoke. “Everyone open to your paper with the facts about the
Plains region. OK, I need you to listen. I asked you to do the five regions
of Canada. We did the Western Mountain region together. Now I want you
to share the other regions you did. What region was next?” She paused and
most kids answered, “The Plains region.”
“How many teams have finished with their facts on the Plains region?”
Hands shot up. “Good. The Canadian Shield?” Almost as many hands went
up. “Great, then you all should have lots of information to share. Today
we’ll do the Plains and tomorrow the Canadian Shield.”
Judith picked up a large sheet of white paper and taped it to the
blackboard. Andrea smiled. Judith used large paper a lot, and examples
from previous lessons papered the room. Judith turned to the class. “What
do we know about the Plains region?”
Tommy raised his hand. “The western part of the Plains is pretty dry.”
Judith asked the class, “Do we accept that?” Several students nodded.
“OK, what else do we know?” Judith wrote Tommy’s contribution on the
paper and then nodded toward Dustin.
Dustin didn’t raise his hand often and was generally laconic about his
work. He didn’t like to stretch himself. Andrea was glad to see him volunteer.
“The Plains stretch from the border with the United States to the Arctic
Ocean.”
“What does that mean, Dustin?”
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“They go in one big area.”
“Are these the same Plains as in the United States?”
“Yes.”
“Are they identical?”
“No, it’s colder in the north.”
Judith nodded and then shifted her gaze to another student to elicit
her contribution. Andrea recognized the relaxed, almost loose way in which
Judith conducted class discussions. Students raised their hands and Judith
nodded in their direction or called on them by name. They discussed
climate, resources, and geography, with Judith asking for further definitions
when things seemed nonspecific. In the fall, Judith had made a point of
calling on students who did not pay attention, and Andrea could see that
she still did that, generally letting that student know why. Anita was talking
about the Plains being hilly when Judith noticed that Timothy was reading
his textbook.
“Timothy, how do they grow stuff if it’s so hilly?” Timothy looked up
guiltily. “Timothy, close your book and just listen. Relax, you’ll have time
later if you haven’t finished.” Timothy closed his book and sat straighter in
his seat.
Melissa raised her hand and rescued Timothy. “The Plains aren’t level.”
Courtney volunteered, “Feedstuffs are grown on grasslands.”
“Oh, there’s Sandra’s great word, feedstuffs. We’ll come back to that.”
Judith smiled at Courtney but then shifted her gaze.
“Sloan, can you stay tuned in? Give me one important fact to write
down.” Sloan flipped through some papers but didn’t answer.
“Did you guys do this section?” Sloan and Eric shook their heads. “I’ll
meet with you to get you going,” Judith said quietly and then turned her
attention to the class as a whole. “Where are the Plains located? If I needed
directions to get there, what are you going to tell me? Anita?”
“They’re in Canada.”
“That’s like telling someone that you can find New York in the United
States. How can you be more specific for the Plains? Tiffany?”
Tiffany proudly read her notes. “The southern part borders the United
States, and the northern part goes to the Arctic Ocean.”
“Good! If your notes don’t say that, they should.” Tiffany smiled happily.
She was classified as learning disabled and went to the resource room every
day. Andrea thought she seemed much less sullen than she had in the fall.
Judith had told her that Tiffany was happier now that Ellen had also been
assigned to the resource room, because the two girls could go together.
Tiffany was pretty and very social, but her reading and comprehension skills
were below grade level.
Judith and the class rapidly covered other aspects of the Plains region,
agreeing on what was important to include on the list of facts on the large
paper chart. Judith finished writing and turned back to the class. “A couple
of kids got lost as we reviewed this. Take a few minutes later to collect your
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information on the Canadian Shield so that you know what to expect when
we make our list tomorrow.”
Judith paused thoughtfully, and the class quieted quickly in response
to her change in mood. “I thought a lot about the assignment I gave you
on Friday. I think you were really confused. I reread the textbook and other
sources this past weekend. If you were fussing so much in your groups and
having a hard time settling down and asking me a zillion questions, then
the assignment must have been too hard. I’ve made it clearer with the sheet
I’m handing out now. I’ve listed each of the provinces so you can check off
each piece of information as you find it in your text and on the map.
“I also noticed that when you put mountains on your maps, you had a
hard time drawing in where they begin and end. One little upside-down V
doesn’t show that you know where all the mountains go. There’s practically
no flat land in British Columbia, and even the valleys are at a high altitude.
How do you know how high the land is? Robert?”
“You look at the key.”
“Yes, look for the key on your physical features map and see what altitude
the different shades of brown show. The valleys on your maps aren’t going
to be white. Let’s get to work on maps or this outline now. Any questions?”
Judith stood up, which seemed to signal to the children that they could
turn to their partners and begin independent work. Rather than respond
to the few raised hands in the large group, Judith walked to students who
needed help and dealt with confusion individually. During the next twentyfive minutes or so she toured the room, encouraging and redirecting different student pairs.
Melissa had drawn in scattered mountains with a red pen. She now got
out her text and began to examine the key on a map. She walked over to
Andrea to ask how to write the altitude on her key for the high valleys.
Andrea was glad to be included. They discussed the colors for sea level
and higher elevations, and Melissa went to the center table to take some
colored pencils.
Judith looked over Sloan’s and Eric’s notes. “You two are disorganized.
I want to see all your land region maps—you’ll need your texts, and you’ve
got to do your facts for the other regions.” She raised her head and called
across the room to Robert, whom she had already reprimanded during the
vocabulary lesson. “Robert, if I have to speak to you again for horsing
around, you’ll have to work individually for the rest of the project.” Robert
stopped. He was working with Sandra, and working alone would have been
a real punishment for him.
Judith noticed something on one student’s map and stood erect. She
raised the pitch of her voice to command the attention of the whole class.
“When you make your symbols for Canadian products, it’s smarter to cut
them out and place them on your maps first so they can be moved. Do you
think they grow fruit in the tundra? Check it out first and then paste them
down.” She glanced down at Tommy and Caren, busily flipping through
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their text. “I can see that Tommy and Caren know enough to double-check
charts when they want to look up products, so their maps are neat.”
Andrea was not surprised to see these two paired up. They were very
different personalities but had been friends for several years. Tommy could
be irritable, moody, and sarcastic. His writing was often colorful, but he
could ramble for pages. In the fall, he had frequently been critical of others
and had occasionally made cutting comments to Tiffany. Judith would speak
quietly to him, sometimes sending him to work at a desk in the hall or
giving him a job to do.
Caren was a quiet, gifted student. She was calm and steady, and always
the first girl to join in basketball or baseball games outside. Whenever Judith
changed seating arrangements and Tommy ended up away from Caren,
complaints from his neighbors always arose. Judith finally just kept them
seated near each other and working together when possible.
Judith turned to Amanda, waiting with her hand in the air. “I can’t find
anything about Alberta, Mrs. Kent.”
“Have you looked in the index?” Judith pulled a chair beside Amanda’s
desk and patiently went through the index of the text with her, explaining
how information could often be scattered in different places. Judith constantly tried to reinforce research and organizational skills, knowing it was
difficult for students to locate and relate facts that seemed disconnected.
This time the focus was Canada, but Andrea knew that Judith’s main goals
always included gathering and organizing information and synthesizing it
in a creative effort.
Judith turned to a page in Amanda’s textbook. “Put what you find about
Alberta on a page of your notes. Here it talks about how Alberta got its name,
and in another paragraph it talks about Banff. Did you write that down?”
Amanda shook her head.
“Then write about Alberta, put down the Banff facts in your notes and
on your province map, then go back to the index and look up another page
on Alberta.” Amanda marked the places with her finger and turned back
to her partner, looking relieved.
Andrea was suddenly startled by Timothy’s high voice. He sounded
angrier by the second. “Jessica!” he yelled. “You don’t have anything for
this section on your paper yet. What are you doing?”
Judith calmly called across the room, “Timothy, cool down.” She walked
over to him. “Timothy, if you’re upset you can always go into the hallway
and work on your part. If Jessica doesn’t do a good job; it affects her grade.
She works more slowly, and you have to live with that. Jessica will take her
part home if she has to. You’re not being fair; things come more quickly
to you, and Jessica takes more time. She’ll get her part done, but you need
to be more patient.”
Timothy threw his hands up but didn’t say anything more. Jessica stood
by quietly, looking stung by Timothy’s comments. She was a sweet, smiling
girl who seemed more interested in extracurricular activities than school.
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Andrea remembered that she did take longer to complete work and that
her writing was perfunctory and badly misspelled. Jessica sat down, turned
away from Timothy, and began to fiddle with her papers.
Judith turned her attention to another team and gave them suggestions
for finding indirect information about Lake Louise. She then walked to the
front of the room and raised her voice slightly. “OK, time to finish up and
put all work in your folders.” Most students began returning extra texts,
colored pencils, and folders to the basket in the center of the room. Judith
scanned the room. “Eric, Sloan—finish up.” They too closed their books
and began cleaning up.
Judith began to explain the next assignment as the last students returned
to their original seats. “Take your journals out now and write today’s date.
Take a few minutes to write about any problems or about progress you’ve
made. Was it better today than Friday? What’s the most difficult part of this
assignment for you? What could be done to make it easier? Write whatever
you want to write about the project. After you’ve written about problems
and progress or what you liked and didn’t, tell me the good part about
working with someone else and the bad part. So, it’s comments about both
the materials and the working situation.”
Andrea watched as the class wrote in absolute silence. Judith used journals for many kinds of writing activities, a process that she had begun on
the first day of school. She had asked the class to write her a private letter
about themselves, telling what they felt good about and what they thought
they needed help with.
Judith turned to Jessica. “I think your experience might be more personal today. You might have some things to write about your feelings, given
what happened.”
Judith waited about ten minutes and asked if anyone was willing to share
an entry. Several students read their entries, and Judith summed up the
comments. “So far people value ideas, sharing responsibility, and not griping.
Melissa and Courtney really like to work alone because it is sometimes hard
to compromise. But you seem to be working it out.” Judith smiled at the
two girls who had shared their frustrations with paired projects and then
broadened her gaze to include Jessica.
“Jessica, would you like to share?”
Jessica shook her head and stared across the room at Timothy. Judith
spoke softly to the class as a whole.
“Almost every time two people start to work together they have to get
used to each other. People work differently and at different speeds . . .”
Judith was interrupted by Timothy’s waving hand and frustrated cry.
“But we never finish in time, and . . .”
Judith cut him off. “Stop! Does anyone else have a suggestion for them
and how they can resolve their different styles?”
“Maybe Jessica can sit separately and do her part and put it with Timothy’s,” Sloan suggested.

Santrock:
Educational Psychology

Judith Kent

Case Study

 McGraw-Hill, Inc.,

Other hands went up. Melissa spoke next. “No, not sit alone, but they
should divide the work up so they know who is doing what.”
Richard added his comments. “They can do different things at the same
time, and if he finishes first he can help her.”
Robert made a suggestion that Andrea thought was remarkably sensitive
for a 10-year-old. “Jessica is good at art—she could do the maps, and he
could do the facts.”
Judith interjected. “But Jessica still works slower, even if she’d be doing
the map part. She can take her work home to put in the time.”
Timothy jumped in, practically whining, “But I won’t know what she’s
going to do; she might mess it up!”
“Timothy, I’m going to ask each of you what you did on the project.
You each get a grade on what you did,” Judith responded.
Sloan piped up, “Timothy should just worry less.”
Richard agreed. “This is only one thing. You’re putting too much pressure on yourself.”
Judith again summed things up. “OK, this is what I hear. Jessica could
concentrate harder and take work home. There are two different grades
on the project, and Timothy needs to understand differences in work habits.”
She paused and looked around the room. “Why are we doing this project?”
The class gave a variety of responses: to learn about Canada, to enjoy
the work instead of answering 8 million worksheet questions, to learn to
work together.
“As long as Jessica gets her share done, she can do it any way she wants.
You two meet with me to divvy up the work so that you both think it’s
fair.” Judith looked at Jessica and Timothy questioningly but received no
acknowledgement; Timothy shrugged in irritation, and Jessica slumped further in her seat. Judith, however, moved on. “Let’s get off it now. It’s Dustin’s
birthday, and he’s going to pass out cupcakes. While he’s doing that, take
out Witch of Blackbird Pond, open to page 146. We’re going to assign roles
for reading.”
Andrea shook her head—not a moment was wasted, and the class didn’t
seem to object. While they picked out their cupcakes, they were busy discussing who was going to read what part. Judith had moved seamlessly into language arts. The class read aloud and discussed characters until lunchtime.
Judith had a lunchtime grade-level meeting and hurried off with a quick
good-bye and an invitation for Andrea to come by any time. Andrea joined
other teachers she knew for lunch. Later, as she left the building, she peeked
into the room where Judith was meeting with her other fifth-grade class.
Judith was giving them a different journal entry to begin the class. “Write
what you think it means to go into a sealed room to stay. If you don’t know,
write that. Then we’ll share and discuss.”
“Was she doing social studies or language arts?” Andrea wondered. She
knew that for Judith, that was of little importance.

Santrock:
Educational Psychology

Judith Kent

Case Study

@ McGraw-Hill, Inc.,

SUGGESTED QUESTION OUTLINE
1. This case presents a "slice of life" - we get to observe a teacher as she goes
about teaching for a morning. Before we analyze the case for how she
teaches, let's talk about Judith Kent. What did you think of her teaching
style?
Probes…
1. How would you describe the climate in her classroom? How do you
suppose she created that?
2. What do you suppose are the tenets of her teaching philosophy?
3. How would you describe her as a teacher?
4. What is her normative perspective?
5. How would you critique her style?
2. Let's look again at Judith's teaching, starting with her classroom organization and management.
Probes…
1. What is the physical arrangement? Does it seem to work?
2. What rules does Judith have? How do you know? Do the students
know the rules? Do they follow them?
3. What are her classroom procedures? Examples? Do the students
know/follow them?
4. What rewards does she use? Are they effective?
5. What are her penalties? Do they seem to work?
6. What are her instructional objectives?
3. How does she present information?
Probes…
1. What method does she use to introduce a topic? Does she get the students involved?
2. What do you think of her instructional techniques? Do they work?
How do you know?
3. What about her questioning technique?
4. Does her instruction match her objectives?
5. What principles of classroom instruction does Judith practice? Which
does she ignore or use incorrectly?
4. What type of practice does she organize for this lesson?
Probes…
1. What do you think of her use of grouping in this class?
2. Are the practice activities clear to the students?
3. What does Judith do while practice is going on?
4. What informal assessment techniques does she use? Are they successful,
do you think?
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5. What do you think of Judith's follow-up to the lesson and in practice?
Probes…
1. Do you think journal writing is an effective tool in a lesson like this?
2. What was Judith's purpose in assigning the writing?
3. Was the discussion of the conflict between Jessica and Timothy appropriate, do you think? Why/why not?
4. If teachers use cooperative learning, aren't personality conflicts bound
to occur? How should teachers handle them?
5. What could we do in this class if small group activities weren't working
for some people? Would you want to discuss it as a group?
ASSIGNMENT QUESTIONS
1. How would you describe Judith Kent's teaching style? Her philosophy of
education?
2. Try to analyze her instructional practices from the perspective of the principles of instruction? What is she doing well? What areas would you want
her to improve?
3. Would you want to be in Judith's class if you were a fifth-grade student?
Why/why not?
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CASE STUDY
Rich Thorpe
Rich Thorpe rolled over and turned off the alarm clock. It was Monday,
May 15, and there were only twenty teaching days left in the school year.
This was Rich’s first year teaching, and he couldn’t believe how fast it was
passing.
As he climbed out of bed and got ready for the day, Rich thought back
to last August and the phone call that had changed his life. Joe Morgan,
the principal of West Alton High School, had telephoned on August 25
after one of the school’s math teachers decided at the last minute not to
return.
Rich had student-taught at West Alton High the previous fall and had
substituted for the district through June while he finished his master’s
degree in education. He loved teaching math, and he had enjoyed working
with the students and faculty at West Alton. Nevertheless, he had been a
nervous wreck about starting his career as a teacher on such short notice.
Looking back now, his initial nervousness seemed foolish. Everything
had gone fairly smoothly over the past year. Rich had few problems, either
in or out of the classroom, that he was not able to handle. The few situations
which had troubled him were successfully resolved with the help of fellow
teachers whose opinions he trusted. That is, until recently.
Shortly after the start of the fourth quarter, Rich noticed that two of
his students, both of whom were on the verge of failing for the year, had
simply given up. They stopped doing homework, they rarely paid attention
in class, and they left most of the questions on tests and quizzes blank.
Apparently, they no longer cared whether they failed or not.
This was an attitude Rich had never contemplated, and he had no idea
how to handle it. An honors student himself in high school, as were most
of his friends, Rich couldn’t remember anyone who had failed a subject. If
any of his friends failed even one exam, their reaction was increased attention in class, more time on homework, and more time studying for tests:
the antithesis of his present students’ response.
Granted, Rich grew up in an affluent community very different from
Alton. His was a middle-class family living in a town which boasted one of
the top-rated school districts in the state. All of his high school friends were
white and lived in fortunate circumstances.
Alton, accordingly, was a culture shock for Rich when he began his student teaching. The school was only slightly larger than Rich’s had been, with
approximately 2300 students, but the demographics of the student body and
surrounding community were quite different. Thirty-three percent of the
students were Hispanic, fifteen percent were black, two percent were Asian,
and the rest were white. Furthermore, nearly a third of the students, in-
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cluding most of the Hispanic population, were bused from the poorer side
of town. Many of these students came from one-parent households sustained
by welfare. Most of the rest of the students came from lower-middle-income
families struggling to maintain their standard of living. Fewer than 5 percent
of the students lived in households that could be called middle-class.
Through student teaching, substituting, and teaching this year, Rich
had successfully worked with students who “hated math,” “couldn’t do math,”
and thought math was “stupid.” But he had no idea what to do with students
who had given up. Rich considered himself a realist, and he knew that there
were always going to be students that failed. However, he never considered
that anyone might simply resign and stop trying.
To make matters worse, the behavior of the two students in question—
not handing in homework, indifference, inattention—was distracting to
classmates and often interfered with the lesson. Rich was worried that in
Peter’s case in particular, this resignation was contagious.
Peter Cruz was in Rich’s seventh-period Career Math class. Career Math
was the lowest-level math class offered at West Alton, designed for remedial
students with very poor math skills. Rich’s class had twenty students, fifteen
of whom were black or Hispanic; all of them were in at least one other
remedial class. Rich found the students handicapped socially as well as
academically; most had served detention or in-school suspension several
times during the year for misbehaving in class or not obeying school rules
during lunch or free periods. Alton had recently adopted a districtwide
disciplinary code that prescribed penalties for specific infractions, and two
of Rich’s students had been suspended this year for violating its guidelines.
Peter, like many of his classmates, came from a poor family, and Rich
thought the boy displayed the low self-esteem typical of West Alton students.
He was a sophomore, repeating the course after failing it the first time.
Peter had earned a 75 average during the first quarter and Rich had been
encouraged, but Peter’s work soon began to deteriorate and he failed both
the second and third quarters. Peter entered the fourth quarter with a 60
average for the year, 5 points below the passing mark.
For the first three quarters, Peter completed homework about three
days out of five—average for students in this class. He asked occasional
questions in class and at least attempted to answer most test questions. Rich
had even convinced him to stay for extra help once during the third quarter,
although it hadn’t seemed to make much difference on the next exam.
Under the pressure of serving more than a hundred students, Rich hadn’t
worried much about Peter’s performance, although when he did think about
the boy he presumed that Peter simply didn’t put in the time needed outside
of class. But once third-quarter marks came out, Peter apparently decided
there was no need to make an effort in class, and his inattention began to
capture Rich’s notice.
Peter had stopped doing his homework altogether; he often put his
head down on his desk until the bell rang; and he had answered only two
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of twenty questions on the last test before pushing his paper aside and
waiting for the bell to ring. Rich took Peter out into the hall when he
observed him doing this during the next test. Rich watched the class through
the window over Peter’s shoulder as they talked.
“Peter, what’s the matter with you lately? Why aren’t you doing any
work?” Rich was careful to sound concerned and not threatening.
“It doesn’t matter, Mr. Thorpe. I’m going to fail this class for the year
anyway.”
“That’s not necessarily true. You had a 75 average the first quarter, and
you’re certainly capable of passing the year if you finish up this quarter on
a high note.” Rich knew this wasn’t likely, as Peter needed an 80 or better
on the next two tests for this to be remotely possible, but he didn’t know
what else to say.
Peter shrugged. “What’s the difference? All I need is two years of math
to graduate, and I’ve already passed a business course—it counts as one.
All I’ve got to do is pass this course either next year or in my senior year.”
“That may be true, but why would you want to take it again if you could
pass this semester?” Rich persisted.
“If I do that, Mr. Thorpe, I either got to take General Math or some
other course in its place. I might as well stay with this, since there’s nothing
else I feel like taking.”
“Well, at least get back in there and make an effort for me on this test,
would you? You might as well not waste the period just sitting there doing
nothing.”
“Yeah, OK. I’ll see if I can do some of it,” Peter responded.
After their conversation, Rich watched Peter do five more problems
before pushing the paper aside with a few minutes left in the class period.
Predictably, his grade was terrible and his chances of passing for the year
became slimmer still.
If Peter’s problem had been an isolated one, Rich might have given up
and let him fail. But Peter’s attitude was spreading to other students in the
´
class. Willy White, Cindy Conti, Tom Johnson, and Jose Martinez, all friends
of Peter’s and all borderline students, had each started to mimic Peter’s
behavior during the past week. Now that several students no longer cared
about their grades, Rich noticed side conversations springing up during
class. Students in this class were easily distracted and Rich didn’t mind them
making occasional comments to each other, since it was impossible for them
to sit quietly through an entire lesson anyway. But the five students in
question were no longer restricting themselves to brief comments. Four
times last week Rich had to interrupt a lesson to stop a distracting discussion.
He was afraid that if he did not do something with Peter and the others
soon, he would lose the rest of the class as well.
As Rich finished shaving and reached for his toothbrush, his thoughts
turned to his second problem, a boy who had dug the same hole as Peter,
but for very different reasons. Andrew Ross was a junior in Rich’s third-
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period Sequential III math class. Sequential III was a fast-paced, high-level
course with a state-mandated curriculum that barely fit into the school year.
The number and complexity of topics to be taught left little time for review
and required that a new topic be introduced nearly every day that a test
was not given.
Andy’s problem stemmed from the fact that he had gotten pneumonia
in January and missed three and a half weeks of school, including midterms.
(Rich had been surprised to learn how many students at West Alton were
absent for extended periods during the school year. Good attendance had
been another thing that he and his friends had taken for granted.) Andy
had been a fairly good student, with a 78 average first quarter and an 80
average second quarter, before he got sick. When he returned, though, he
had trouble getting back on track. Andy had stayed for extra help in math
every Tuesday for five weeks. Rich told Andy that he could make up the
two tests and the midterm he had missed, as well as the next scheduled
test, as soon as he felt he was ready.
After three weeks, Andy opted to take the first test and the midterm
during his free period on Monday and Wednesday. Despite doing well
during extra help sessions, Andy failed both exams, with a 47 on the test
and a 55 on the midterm. This gave him a midyear average of 66, just 1
point above the passing grade.
At their next extra help session, Rich asked Andy what happened.
“I don’t know, Mr. Thorpe. I guess trying to catch up in all of my subjects
at the same time was just too much. I thought I was ready to take the tests,
but I guess I needed more time.”
“Well, Andy, there’s nothing we can do about those grades now,” said
Rich. “Let’s just concentrate on catching up this quarter and trying to get
back to where you should be.”
“Yeah, I guess you’re right,” Andy replied.
“Let me know if you feel you need more help with your math, Andy. I
have fifth period free, when you have lunch, and we could always spend
some time then if you want to,” Rich offered.
“OK, thanks,” Andy said. “I’ll let you know.”
Unfortunately, Andy’s grades hadn’t improved during the third quarter.
He caught up to the class halfway through the term, but he failed his other
two makeup tests. Most of the topics in Sequential III were independent of
each other, and Rich could not understand why Andy’s problems persisted.
He suspected that he wasn’t investing the time at home and was still using
his illness and absence as an excuse. Last Thursday, Rich met Andy on his
way to the cafeteria and questioned him again.
“Andy, you’re a smart kid! What’s going on with math? You should be
pulling 80s or better in my class.”
“I know, Mr. Thorpe; the stuff we’re doing now isn’t that difficult. I just
haven’t been bothering too much. I mean, what’s the difference? I’m already
going to fail for the year anyway.”
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That was the second time in two weeks that Rich had heard that statement, and it caught him off guard again, especially coming from a student
at Andy’s level. As in Peter Cruz’s case, though, Andy was probably right:
He stood a good chance of failing for the year. There were only two tests
before the state exam, and judging from his recent lack of effort Andy was
probably going to fail the next one.
“Well, the year’s not over yet. You’ve still got two tests to go before the
state exam, and you can still pass for the year,” Rich said.
“What’s the difference? I don’t need this course. I’ve already got my
two years of math. I had a B in both Sequential I and Sequential II, and I
pulled high 80s on both state exams without even studying. Besides, the
state exams are easy. I should be able to get at least an 80 on this one,”
Andy said.
“Yes, but you still need to pass my class to get credit for the course, and
I don’t count the state test grade as part of the course grade,” Rich reminded
him.
“So I’ll take the course over again next year as an elective. I’ll need an
easy class to round out my senior year,” Andy suggested.
“Well, at least make an effort on the last two tests for me, and maybe I
won’t have to see you again next year, OK, Andy?” Rich smiled good naturedly at the disinterested boy.
“Yeah, well I’ll give it a shot, I guess,” Andy shrugged.
Rich wasn’t convinced, and the fact that he was seeing the same defeated
attitude with two students at two different levels concerned him. As he grabbed
his car keys and headed to work, he resolved to tap the advice of several teachers whose counsel had been helpful at other times during the year.
“Let them fail. That’s the only thing you can do,” opined Marjory Cone
that day at lunch. “You can’t waste your time worrying about two students.”
Marjory had been a math teacher at West Alton for seventeen years. She
was good, but sometimes her style was a bit too rigid for Rich. She taught
mostly honors students at the junior and senior level.
“But what about Peter Cruz?” Rich repeated. “Some of his antics have
spread to his friends, and I’ve got a core of laziness threatening to spread.”
“Trust me. You’re going to have to get used to the fact that some kids
just give up,” Marjory insisted. “It happens at every grade level. Take my AP
calculus students; after the state advanced-placement exam in May, they just
stop working altogether. Sometimes they don’t even bother to show up for
class. Some of them don’t even care if they fail my class because they know
that as long as they score high enough on the AP exam, most colleges will
give them credit.”
“It’s what they call ‘summer fever,’ ” added Jim Marsh, a veteran English
teacher. “As soon as the weather warms up, they think it’s summer and they
no longer have to do any work. Seems like the seniors and the low-level
kids are affected by it the most. They’re always looking for an excuse to get
away with doing less work.”

Santrock:
Educational Psychology

Rich Thorpe

Case Study

 McGraw-Hill, Inc.,

“So what do I do with the one or two students whose attitude is setting
a bad example for the class?” Rich pushed.
“You can always try giving them a detention or two,” Jim suggested.
“Why not give them a pass to the library or to study hall?” offered Sandy
Reisman, a five-year science teacher. “After all, they’re not doing anything
in the class anyway, and if nothing else, it removes their bad influence. I
did that with a student last year, and it solved my problem.”
“Yeah, I guess I’ll have to let my two failures go,” Rich admitted, “and
keep control of the clowning around in Career Math as best I can.” Rich’s
tone bespoke his frustration.
“New teachers are so refreshing! Your idealism is admirable,” Marjory
said sincerely. “Keep trying, but you just can’t bat a thousand.”
The conversation shifted to a different topic after that, and Rich let his
problem drop. But he knew he’d have to pick it up again after lunch and
carry it for the rest of the year—maybe for the rest of his teaching career.
Letting a kid drop through the cracks was not something he had imagined
himself doing. If he did it his first year, while he was still idealistic, he
wondered what he’d be doing after five years.
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SUGGESTED QUESTION OUTLINE
1. The case of Rich Thorpe presents a competent first-year teacher with a
problem with two students. How does Rich describe the problem?
Probes…
1. What do we know about Rich , as a teacher? What was he like as a student?
2. What do we know about Peter? About Andrew? What type of students
are they?
3. In what way do the school policies affect Rich's problem and the decision he must make?
2. Do you see Rich's problems differently? What other perspective can we
take on this case?
Probes…
1. How do Rich's classroom practices influence the students' behaviors?
2. What role does his planning play here? His instruction? His assessment?
3. What theories of motivation does Rich use? Which does he ignore or
violate?
4. Are the preconditions for learning to occur present? Do students see the
utility of math? Is there evidence of transfer in their learning?
5. What is the purpose of Rich's tests? His grades?
6. What are Rich's expectations for these two students?
3. What, if anything, can Rich do between now and the end of the school
year to help Peter and Andrew?
Probes…
1. Can he improve their changes for passing the course? How? Be specific?
2. Can he make math learning more meaningful for these students? For all
the students? How?
3. What can he do for the other students in his classes who are failing?
4. What can Rich plan for next year, as a long-term solution, to insure that
this does not happen again?

ASSIGNMENT QUESTIONS
1. How does Rich Thorpe define the problems he is having?
2. What are some other explanations for his problems? Has he contributed in
any way?
3. What could Rich do to reinvolve Peter and Andrew in math class for the
rest of the year? Try to think of specific ideas based on the issues that you
identified as Rich's problems.
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CASE STUDY
Emily Smith
Emily Smith parked her car in the Alton High School West parking lot,
dropped her keys into her purse, and headed for the nearest entrance,
excited and at the same time a little scared. She had anticipated this moment
for two years. She wanted to work with the sort of student she imagined
attended Alton West. Now she was going to meet the principal for her
student teaching interview.
As Emily walked through the halls on her way to the main office, she
noticed without surprise that most of the students were minorities. “The
director of student teaching was right,” she thought. “I stick out like a sore
thumb.” At one time Alton High School West served a white, middle-class
student population, but over the past seven years the school district had
been integrated through court mandate. The high school was now 85 percent minority, serving African Americans, Hispanics, Asians, Indians, and a
handful of other minorities.
Emily tried not to be self-conscious about the grins and stares she
received as she headed for the office of Charles Green, the Assistant Principal. She looked back at the students lining the hallways with polite interest.
Their body language and loud talk was intended, she knew, to convey an
appearance of toughness. “They’re doing pretty well at it, too,” she mused,
summoning reserves of willpower not to feel intimidated. She heard several
languages in addition to English echoing through the corridors.
Charles Green was ready for Emily when she arrived, and after greeting
her he gave her some background on the student population she had just
observed. “Our students are functioning often with tremendous responsibility,” he explained. “Those who manage to stay in school and perform are
really surmounting many obstacles. Most of our students work after school,
and some have more than one job. Many take care of younger siblings as
well, and some contribute to the family income.”
“Their effort is really impressive, when you think of it that way,” Emily ventured.
“Yes, it is. But we also have a high rate of absenteeism and suspensions.
Many of our students do not make good choices. Don’t be surprised, for
instance, to see pregnant 14-year-old girls in your classes. We have deans of
discipline in the halls to keep order. Don’t carry too much money, and be
careful of your jewelry.” Green paused and smiled. “After telling you all of
the negatives, I want you to know that working here can be an invaluable
experience. These kids really want to learn. If you get through to two or
three real problem kids a year, it’s the best feeling in the world.”
“Can you tell me more about the classes I’ll be teaching?” Emily asked,
anxious to get some details.
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“Sure. I assigned you to work with John Nolan. He teaches twelfth-grade
Honors American History, eleventh-grade Honors World History, and three
eleventh-grade Survey American Studies sections. He’s been at Alton West
for five years; before that he taught in Vermont, I think. He has a nice way
with the kids, and they don’t give him any guff. I think you’ll learn a lot
from him.”
Emily knew that the students at Alton West were tracked into one of
three programs: Honors, Above-Average, and Survey. She was glad to be
getting some experience with the less able students in the school. “That
sounds fine, Mr. Green,” she replied. “I’m looking forward especially to
working with the Survey classes. I got into education to make a difference
in students’ lives, and I guess they need difference-makers there the most.”
Emily cringed a bit at the kind but indulgent smile Mr. Green managed in
reaction to this but was reassured by his reply.
“Welcome aboard, Miss Smith. We could use more young people like
you!”
As Emily left the office she noticed that there were two policemen
escorting five students down the hall. “Do I know what am I getting myself
into?” Emily wondered as a custodian pointed her to the parking lot exit.
She wondered if Alton was the place that would modify the enthusiasm and
idealism about teaching that her friends and family kidded her about.

*

*

*

At the end of her first day of student teaching, Emily straightened the tabletarm desks back into neat rows and erased the chalkboard as she waited
for John Nolan to return from bus duty. She had enjoyed the day and was
making headway already as she struggled to remember the names of the
150 students and at least twenty faculty members to whom she had been
introduced. As she had anticipated, she enjoyed the three Survey classes
the most. Her favorite among these met second period. It was a class of ten
girls and fifteen boys and was as racially heterogeneous, she supposed, as
classes at Alton West could be considering the population it served and
the fact of tracking. She had counted nine African-American students, eight
Hispanic students, an Indian student, an Arab student, and six white
students. There were some ESL students in the class and others who were
freshly out of Special Education. But their personalities and energy,
more than their demographics, had caught her interest and inspired her affection.
“God, bus duty is hell!” John Nolan sighed good-naturedly as he strode
back into the room. “One more year and I’m through with that!” He looked
at her sympathetically. “Of course, first-year teachers have to serve cafeteria
duty—now that’s a real initiation!” Emily grinned back—already she felt an
affinity with Nolan and a shared sense of the possible.
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“Well, what did you think, Emily? How do you like my JDs?”
“A lot,” she replied matter-of-factly. “My favorite group was second period. I’d like to take over teaching that group first.”
Nolan looked at her thoughtfully. “I’m not sure that’s a good idea,” he
replied quietly. “The kids in there tend to be difficult.”
“Really? I liked the kids in second period. I think I’m drawn to remedial
kids—if you can reach one of them, it seems like you could make a real
difference in a kid’s life.” When she realized how naive she must be sounding,
Emily amended her statement. “Or maybe you could get them to feel a
little better about themselves as students.”
John’s smile was reminiscent of that indulgent look Mr. Green had
settled on her two weeks ago. “Well, it’s not as easy as your professors make
it out to be, making a difference with a kid. But I guess that’s as good a
reason to go into teaching as any. Sure, you can take over the second period
class. I’ll back you up.”
“Who would you say is the most difficult student in that class?” Emily
inquired, not wanting to pursue a philosophical discussion so much as a
practical one.
“No contest: Carlos Sanchez. He’s the biggest problem in all of his
classes. He gives every teacher a difficult time. He never does any class work
and he’s disruptive in class. In addition, he’s a ringleader among his friends.
He’s a tough kid, hard to control.”
Emily knew immediately which student Mr. Nolan was describing; among
the hundreds she had met that day, only one had brought her coffee. She’d
figured he was unique in some respect. “Ah, yes,” she nodded. “Carlos. He
brought me coffee.”
“Probably his way of hitting on you. He’s got a reputation as a ladies’
man to uphold.”
Emily smiled at the idea of a 16-year-old coming on to her. “Well, he
seemed pretty well-behaved.”
“Maybe because Desmond Walker, his big-mouthed friend, wasn’t in
class today. That kid has a comment for everything. One of his favorite
topics is racism. He thinks all white people are racist and tells us that
whenever possible. But despite his big mouth, Desmond does his work. He’s
a B student.”
“Who was the slight boy with a bad complexion who sat behind Carlos?”
Emily asked, concentrating on a mental image of the students in second
period.
“You’re probably thinking of Danny Riviera, another one of Carlos’s
posse. Actually, he’s an excellent student. He usually gets 100s on all of his
tests. But he’s easily influenced by his friends and if provoked can become
nasty and even violent.”
“What about that sweet black girl?” Emily asked. “The tall one.”
“Her name’s Erline Cole. She’s a good kid. She was just transferred out
of Special Education. She’s a hard worker and her attendance is excellent.”
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“Are any of the students parents? Mr. Green said that a lot of kids in
this school have kids of their own.”
“Mark Copitto, for one. He had a kid last year, which puts a lot of stress
and turmoil into his life. His grades suffered and he repeated his senior
year. His attendance and grades aren’t a problem this year, though,”
John replied.
“Is his girlfriend in this school?”
“Yeah, she’s a junior now, and the kid is two.”
“Wow!” Emily paused as this sank in. “What about the group of Mexican
kids that sit in the back?”
“Those kids stick together like glue, but they aren’t behavior problems.
They don’t speak much English, and their attendance is horrible. It’s more
than likely none of them will graduate,” Nolan concluded matter-of-factly.
“You know, let me say once more, you don’t have to start with that class.
One of my Honors sections would probably be a lot better place to get your
feet wet.”
“Thanks, but if it’s OK with you, I’ve pretty much decided that’s my
class.” It would be a challenge, but one that she looked forward to taking on.
Emily observed John’s classes for the rest of that first week, and she
began teaching lessons, using her cooperating teacher’s plans, the beginning
of her second week. For two more weeks, Emily and the second-period class
got to know each other. The first few days had been harder than Emily had
anticipated, as students challenged her authority or simply refused to listen
or follow directions. Each time she lost control John bailed her out without
making a big deal out of the experience. Emily appreciated that he never
said, “I told you so.” Rather, he acted as a thoughtful observer of her
teaching. He was able to point out what she was doing when things started
to fall apart, helping her see how she contributed to the problem. He
suggested things she might try to keep the class on track. He was also quick
to praise her when something she tried worked. He admitted that Carlos
acted like a different student with Emily. “I’m not sure I can explain it,”
John had said one afternoon, “but Carlos responds more positively to you
than to anyone in the school.”
“I really like him. He reminds me of my younger brother. You know,
everyone in our family had been a whiz in school, and Jake never did very
well. So he affected a tough guy attitude, and most teachers thought he was
dumb. But he wasn’t—he just needed a different kind of teaching. Any
teacher that took the time to get to know Jake, to talk to him, to find out
why he wasn’t doing the work, ended up getting great results from him. I
think that’s what Carlos is like.”
Looking at Emily, John laughed and said, “It’s hard to picture Carlos
as your brother.”
Emily laughed back. “Agreed. We definitely don’t look like brother and
sister. But I mean it about really liking him. Maybe because of Jake, but he
touches some chord in me. At first, he sort of scared me, you know? Because
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he’s such a tough talker, and he looks pretty menacing. But now I think
I’ve seen through that tough guy role he plays. There’s a vulnerable kid
in there.”
John nodded. “Well, it’s clear that you’ve reached him. Whatever you’re
doing is working—keep it up.”
Over the next few weeks, as she assumed more and more responsibility
for different classes, Emily realized that students from all of her classes were
asking her for extra help in school. Some of the girls even sought her advice
on their personal lives. She found herself helping students with their college
essays and English term papers. John commented that the students treated
Emily more like a peer than a teacher, and he told her that he thought several
of the students had crushes on her. While she laughed his comment off, after
two students asked her out she became a little more formal with the students
and made sure she behaved in ways which made her seem unavailable.
On the Friday at the end of her fifth week at Alton West, Emily and
John were returning together to the room from bus duty. “Emily, why don’t
you think over the weekend about trying some different teaching approaches
with the students? You’ve gotten much better at classroom control; the kids
have pretty much stopped trying to take advantage of you. I think that you
have enough control over the situation to try something other than lecture
and recitation.”
Emily was delighted by John’s encouragement. “I was actually thinking
about organizing a debate over capital punishment. Do you think that would
work with the second-period class?”
“Well, I might start experimenting with first or third period instead,”
he replied dubiously.
“But the energy in second period is just what would make it work!”
Emily’s enthusiasm was palpable.
“OK,” John laughed, his hands held defensively in front of him. “Your
excitement is a wonderful thing. Why don’t you try it the middle of next
week. You can think about how you want to set it up over the weekend and
fill me in on Monday.”
“I can’t wait! This should be fun. Something different than lectures and
notes.” As they entered their room and began packing up papers and plan
books, Emily changed the subject. “By the way, I forgot to tell you that I
had a long talk with Wencelseo Rodriguez. The reason he’s been absent so
much is because he’s living on his own.”
“What do you mean?” John asked.
“He moved to the United States when he was 13. He left his whole
family in Mexico and lived here with his uncle’s family. His uncle made
him leave last year, so he’s been living on his own in an apartment. He
works at a restaurant to pay the bills. That’s why his attendance is so poor.
He’s got to work to make it on his own. He asked me for extra help in
school so he can graduate this June. Can you believe it? That poor kid.”
Emily sighed.
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John said, “I’ve had him all year and never knew any of this. He must
really trust you. Does he remind you of your brother too?”
Emily flushed with pleasure at John’s compliment. She couldn’t resist
saying, “I really do love teaching.” She was pleased that John responded
with a genuine grin and a thumbs-up sign instead of that indulgent look
she’d come to expect. She felt, for the first time, as if he believed in the
sincerity of her motives, so she went on. “But it’s more than that. I really
want to reach kids. Having a relationship with Carlos and with Wencelseo—
understanding about their lives, seeing what they’re about as people, that’s
what I really love.”
The following week, John and Emily conferred over her ideas for a
debate during second period. Emily decided to try it only in one class,
opting for the more familiar terrain of lecture and worksheets in the other
two Survey classes, and John did not object. He and Emily debriefed the
debate over lunch on the day of the big event.
“Well, that certainly was lively,” John commented.
“But I thought several of the participants made good points, didn’t
you?” Emily replied. She felt immediately defensive in response to John’s
implication that the class had been out of control; she had thought the
lesson a great success. “And Carlos was as involved as he’s ever been.”
“True. But I wonder how much students retain from such a free-for-all.”
“I’d like to think that the higher the emotional investment they have
in a subject the more they’ll remember,” Emily replied.
“Yes, but don’t you think lots of them were playacting? Frankly, some of
them have such a personal stake in this subject—relatives who’ve committed
capital offenses, for instance—that they can’t debate sincerely. It would hurt
too much.”
Emily was instantly angry with herself for not thinking about this before
the debate, but for reasons other than those suggested by John’s comment.
An instinct told her she might have harnessed that personal investment in
the topic. At the same time, though, she read John’s feedback loud and
clear: better safe than sorry in second period.
Emily’s pleasure in her student teaching experience was not diminished,
though, by a return to more traditional methods, and she continued to refine
presentation and management techniques until just after spring vacation.
With the onset of spring and beautiful weather, attendance deteriorated
dramatically. On sunny warm days fewer than half the students made it to
class. Emily worried anew about how to motivate them. Various incentives,
rewards, and deals generally worked well for John, and he used contracts
with students a lot. Emily decided that with two weeks left, she would plan
her own farewell party and make it a reward for good attendance. With John’s
approval, she told the students in the second-period class about the plan.
“Yo, miss, if we all sign a petition do you think you can stay? You shouldn’t
leave.” Emily was taken aback by Carlos’s loud and almost angry reaction.
He was using a tone she’d heard him use in the hall but not with her.
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“Well, I don’t want to leave either, but my student teaching time is
almost over.”
“It doesn’t seem fair that you have to leave,” Mark chimed in. “Can’t
you just stay anyway?”
“Well, I have to get a job when my school is out,” Emily smiled, certain
that this group would understand that. “I’m not getting paid to be here,
you know.”
“Is that all this is to you, a job?” Desmond sneered. “Big deal, she’s
leaving.”
Emily could not help but feel flattered by her students’ reaction to her
impending departure, but her announcement and the party idea did not
have its intended effect. In fact, the problem seemed to get worse. Not only
did attendance continue to decline, but the students who did show up
became increasingly unruly. They were disruptive and rude in class, behaving
in ways she hadn’t seen since her first days of student teaching. Some
students would play cards as soon as their class work was done. Others slept
the whole period. In addition, Carlos resorted to the tactics which John had
described weeks earlier. He refused to do any class work, he carried on
private conversations with his friends in class, and if his friends tried to ignore
him, he would rap. It wasn’t long before his behavior spread. Thinking of
Jake, Emily stopped him after class one morning. “Carlos, I’d like to talk
to you.”
“No time. Got to get to third period.”
“Carlos, don’t walk away from me. It’s important that we talk. You’ve
stopped trying in class. Your grades are dropping. What’s going on? Can
I help?”
“Nothin’s going on. School’s school. Sometimes it’s OK and usually it
ain’t. Now it ain’t.” He pushed past her and joined his friends in the hall,
shouting for them to wait for him.
Emily didn’t need John’s feedback to realize that she was losing control
of the class. After three days of deteriorating behavior, she opened class in
an uncharacteristically stern manner. “I have an announcement to make. I
know you all know that I’m leaving soon, but that’s no excuse for this class’s
behavior. Remember, I give the grades and right now you are all in trouble.
I told you at the beginning of the term that class work and participation
play an important role in your grades. If you come in and play cards, that’s
a zero for the day. This is not Atlantic City—I give no credit for cardplaying.
If you come in and sleep, you get a zero. Start going to bed earlier. We
don’t have nap time in high school. If you continue to talk and not do any
work, you get a zero. I expect you all to act like adults, and then I’ll treat
you like adults.” She paused to make sure she still had their attention.
“That’s it. Got it?” Everyone nodded. For the entire class period the students
were more attentive, and Emily hoped that her tough stance had put an
end to the problems.
The following day it rained, and Emily knew that attendance would be
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better than usual. First period proved her right, and she anticipated a full
house for the next class.
Even before the bell signaled the start of the period, Emily sensed
trouble. Instead of coming to class, a few of her students were smoking in
the courtyard, in spite of a light drizzle. As Emily watched helplessly they
approached the window and literally jumped into the room. Another group
of students started making derogatory comments about Arabs, directing
their remarks at Joseph, a new student in the class from Saudi Arabia. Emily
wondered with rising panic when John Nolan would finish copying fifth
period’s exams and get back to the room. Meanwhile she sprang to Joseph’s defense.
“You guys stop talking like that right now. You never know who you
could hurt, and you wouldn’t like it if someone talked that way about you,”
Emily warned.
“People always make jokes about blacks, and you white people think it’s
funny,” Desmond Walker yelled out.
“Desmond, I will not have this discussion with you again. Settle down
and get to work,” Emily responded.
“Yo, miss, you’re prejudiced!” Desmond retorted. All eyes turned toward
Emily to see her response.
“Desmond,” Emily said calmly, “don’t be ridiculous. You know that I
haven’t shown one bit of prejudice in this class.”
Desmond grinned. “I know. I’m just bustin’ your balls.” With that Desmond laughed and started his class work. The rest of the class followed suit
except for Carlos. He continued to talk to the student next to him.
“Carlos and Danny, get to work.”
“In a minute Miss, I just have to tell Danny something,” Carlos said.
They continued to talk, and every few minutes Emily would tell
them to get back to work. They ignored her until a student asked Emily for
a pass.
“I wish I were white, then I could get a pass whenever I wanted to like
Michael. You like those white boys better than us,” Carlos yelled across
the room.
“Carlos, you want a pass? Take one and go!” Emily said in an exasperated tone.
“Don’t you be comin’ in my face, Miss. I’ll mess you up real bad!”
Emily decided to ignore Carlos. She turned to the class and said, “OK.
Is everyone finished with the assignment?” Students nodded, and Emily
began a review of the day’s lesson. “How long does a mother have in the
state of New York to decide if she wants to keep her baby or give it up for
adoption?” Emily asked.
“Up to three months from the birth of the child,” Tony responded.
“What happens if the mother waits four months and then tries to get
her baby back? Before you call out I want the specific case we talked about
yesterday.” Hands shot up all over the class. Emily was privately congratulat-
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ing herself on harnessing this class once again when Carlos and Danny
erupted into loud rapping and swearing.
“Danny, move up here right now. If you two won’t stop talking you can’t
sit together,” Emily said.
“I’ll move in a minute,” Danny responded.
“I said now, and I mean now. You already have a zero for the day, and
your average is falling rapidly. Why do you want to destroy a 92 average?”
Emily asked.
“If you give me a zero and my average is lower than a 90, you won’t be
teaching anywhere next year!”
“Do not threaten me. I am not afraid of you. Move up front now!”
Emily’s voice was steely calm.
Emily broke her stare at Danny to quickly scan the room. The rest of
the students appeared to be upset by the confrontation she was having with
Carlos and Danny. She returned her glance to Danny, who after a few
seconds broke off their eye contact and seemed through his body language
to acquiesce. Although he had not obeyed her command to move, she
decided to continue the lesson. “Four months—can I regain custody?” As
she scanned the room for volunteers, Emily noticed that Carlos had pulled
out a six-inch blade.
It did not occur to her to be afraid. She walked quickly to the back of
the room. “Put the knife away immediately!” she told Carlos. As she finished
speaking, the bell rang ending the period. He pocketed the weapon, rose
nonchalantly, bowed politely in her direction, and walked out.
When the students had left the class, Emily sat down at her desk, feeling
frustrated and exasperated. Desmond and Eric, Carlos’s friends, came up
to Emily to show her that they had done their work. She nodded. “Thanks,
guys. I’m not upset with you.”
Her comments were interrupted by Carlos yelling from the hallway,
“Desmond’s a brown nose. Eric has shit on his nose.”
Emily waved the students from the room, closed her eyes for a moment,
and thought, “How am I going to get through the next two weeks?” As she
opened her eyes to smile at the entering third-period students, another
thought surfaced. “Have I lost Carlos for good?”
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1. Our heroine in this case, Emily Smith, begins her student teaching experience with a rather idealistic attitude toward teaching diverse students. Yet,
her initial experience with the students support her feelings. To what do
you attribute Emily's early success with her students, particularly with students with a reputation for being difficult?
Probes…
1. What do we know about Emily? About her students? About Alton West
High School?
2. What was her attitude about the students at Alton West?
3. What does Emily do to establish a good relationship with her students?
How does she establish trust?
2. Were there any drawbacks to Emily's relationship with her students?
Probes…
1. How might her students feel about her leaving?
2. What negative outcome could there be if teachers become the
friends/confidants of their students?
3. Are these potential problems exacerbated when the teacher is a student
teacher? Why?
3. Let's look at Emily's relationship with her cooperating teacher. How did it
change over time?
Probes…
1. Early in her student teaching experience, what role did John play in
Emily's growth and development as a teacher?
2. What happens when Emily follows through on John's suggestion that
she do something innovative? What might account for his change in
behavior?
4. Early on, Emily doesn't seem to have many classroom managing problems,
yet they develop over time. What might account for that?
Probes…
1. Why are the students in Emily's class behaving differently by the end of
the case? What's the impact of Emily's imminent leaving?
2. What other factors influence students' behavior and motivation?
5. What can Emily do to rescue her last two weeks of student teaching?
Probes…
1. Are there many ways to recapture the students' cooperation? their interest?
2. What motivational issues apply here?
3. How can teachers anticipate when students' motivation may wane and
thereby mitigate the impact of external influences on the learning environment?
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ASSIGNMENT QUESTIONS
1. What accounts for Emily Smith's popularity with her students?
2. Do you think Emily's relationship with her cooperating teacher, John
Nolan, is a positive one? Is he helping her learn to become an effective
teacher?
3. What causes the changes in attitude and behavior of the students toward
Emily?
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CASE STUDY
Maggie Lindberg
A first-year teacher is afraid to take her third-grade class on a nature
walk because the children’s behavior is so poor that she does not
believe they can be controlled outside the classroom.
It was already the third week of October, and Maggie Lindberg knew she
couldn’t put off taking her students on a nature walk much longer. All the
other third-grade classes had ventured out and returned with the materials
they would study as part of a science lesson. Her students were asking when
they were going, and Maggie knew she was running out of time; in another
two weeks there would be no more brightly colored leaves to study.
Walking past a bulletin-board display entitled “The Splendor of the
Changing Seasons,” the result of a nature walk taken by the third-grade
class next to hers, Maggie couldn’t help smiling to herself. “I guess it would
be irresponsible of me to just ignore this annual phenomenon of nature,”
she thought. But she wished that she could.
This was Maggie’s first year as a full-time teacher. She had graduated
from college midyear and then substituted in several nearby school districts
for the rest of the school year. Littleton had offered her a full-time position
starting in September, and she was assigned a third-grade class of twentysix students. Maggie had been excited by the prospect of teaching her own
class. She spent much of the summer defining her objectives for the year
and planning activities and curriculum materials to achieve them. Maggie
had wanted to be a teacher for as long as she could remember, and now
her goal was a reality.
Maggie’s experiences as a substitute teacher had shaped her opinions
about teaching almost as much as had student teaching. Maggie knew that
substitute teaching was often just an exercise in crowd control, and she had
“baby-sat” many classrooms full of unruly children with grace and patience.
But she vowed to herself that her own classroom would be orderly and her
students better behaved. Unfortunately, that goal was proving elusive.
Maggie also had a specific experience while she was substitute teaching
that really frightened her. The incident involved a fourth-grade class scheduled to take a field trip to a local fire station. She vividly recalled the feeling
of panic that overtook her when one of the students bolted from the group
and ran off the school grounds into a nearby wooded area. Maggie had the
parent volunteer who was accompanying the class on the field trip take the
rest of the students back to their classroom. Maggie then went after the
runaway student, eventually located her, and brought her back to the classroom. When she returned, she found the principal with her class. While
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the principal did not rebuke her, the memory was a constant reminder of
what could happen when the students were not in the teacher’s control.
At the moment, Maggie was headed for the art room to pick up her
class. As she stood in the doorway, she couldn’t believe how intent her
students seemed to be on their projects. “These kids must love art,” she
thought. “They never act like this in my class.”
Maggie reflected on the reading lessons she had taught earlier that
morning. Because the students had art on Tuesdays, Maggie felt real pressure
to have the reading groups stay on schedule so that she could meet with
all three groups between 9:15 and 10:30, when art was scheduled. But the
students seemed to be even less cooperative when Maggie most needed
them to stay on task.
She had begun the lesson by reminding the students of the morning
schedule. “Since today is Tuesday, we really need to get everything done
on time so that we can go to the art room with all our reading work
finished.”
Some of the children began to clap. Several commented to each other
about going to art. Maggie ignored the interruptions and continued, “Look
up at the board, and you’ll see the assignments for each group. I want the
Chocolate Chips with me first today. Twinkies should be reading the story
that starts on page 49 of your reading books and then doing the workbook
pages on the board. Oreos have to complete the workbook pages left from
yesterday and then start a new story, beginning on page 141 of your reading
books.” Maggie pointed to each group’s assignment, which she had written
on the chalkboard.
As Maggie was giving the students their directions, many of them were
occupied with other activities. Several were walking around the room—
some to the pencil sharpener, others to the cubbies to retrieve books or
supplies—and a few were gathered at the reading center in the back of
the room.
Maggie spoke sharply. “You’re not listening to me! I want the Chocolate
Chips at the reading table now. Everyone else, in your seat and doing the
work that’s on the board.”
The children began moving toward their places. Four children gathered
at the reading table, while others went for their books and then headed
to the table. Two children, sitting at their desks, had their hands up. Maggie
noticed and said, “Yes, Melody, what is it?”
“Why do we have to do yesterday’s pages? I’m tired of them.”
Other children immediately joined in.
“Yeah, don’t make us do the old stuff.”
“I already did that stuff.”
“All we do is the same stuff all the time.”
Maggie again raised her voice to be heard over the din. “That ‘stuff,’
as you all refer to it, is our work. And you will do it, now. I don’t want to
hear any more complaints, and I want to see everyone hard at work or the
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whole class will stay in and do the work during recess. Chocolate Chips,
you should all be at the reading table. Let’s move it.”
Maggie’s frustration was evident in her voice and the set of her shoulders. Ten minutes of an already shortened reading period had been lost
getting the children to settle down to their tasks. She sat down with the
Chocolate Chips and, trying to lighten her tone, said, “Okay, Chippers,
we’re reading on page 76. Emanual, why don’t you begin.”
Emanual was quiet. John said, “He don’t got his book.”
“Where’s your book, Emanual?” Maggie tried to keep the impatience
from her voice.
“In my cubby.”
“What good will it do you in your cubby? What have you been doing
all this time? Emanual, you know that one of our class rules is ‘Be prepared,’
but you’re not, are you?” Maggie’s voice again began to reflect her tension.
She turned to the rest of the Chocolate Chips. “Does everyone else have
a book?”
Of the nine children in the group, three had come to the reading table
without their books. Maggie sent them to get their books and tried to keep
the other children quiet while they waited to get started. It was taking all
her control to remain calm. She was tempted to banish the three children
who had not brought their books, to make a point about being prepared,
but she knew that they needed the reading time too much. However, as a
result of all the confusion and interruptions, all the reading groups spent
far less time reading on Tuesday than they should have. That was one of
the things that bothered Maggie the most.
Of the twenty-six children in her class, more than half had come into
third grade below grade level in reading. Maggie wanted them to leave her
class reading far better than they did when they came in, and she needed
maximum reading time to accomplish her goal. She also knew that third
grade was a crucial time for these children. In order to succeed in the
upper grades, where there was more emphasis on reading content than on
reading skills, they would have to “break the code” and learn to be efficient
readers this year. Maggie wanted to be the teacher who enabled them to
meet that goal. But, so far, she had not been very successful.
Maggie’s reverie about the morning was interrupted when the art
teacher noticed her in the doorway. She called to Maggie and waved her
into the room. The art teacher directed the children to put away their
work. As Maggie watched the children clean up the art room, she was
fascinated by what she observed. When the art teacher was satisfied with
the cleanup, she had the children line up at the door. Maggie found it
hard to believe these were the same children who, forty minutes earlier,
had been causing her such consternation. However, as soon as the class
stepped into the hall, Maggie remembered why the children frustrated her.
She walked down the hall trying to keep order.
“Tommy, don’t run ahead of the class. You know the rules.”
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“Maria, please try to keep up. Don’t dawdle.”
“Matt, come walk next to me. I’ve told you not to bother the girls.
Could we all please keep the noise down?”
Maggie looked at the children straggling into the classroom and
thought, “What’s the matter with these kids? Why don’t they listen to me?
Is it because I’m so young?”
Eventually Maggie was able to herd the last of the students into the
classroom. She looked at the clock and saw that it was 11:25; her social
studies lesson was beginning late.
“Okay, everyone in your seat now and take out your social studies books.”
The students continued talking to each other as they made their way
to their desks.
“Please quiet down. I want to see all of you in your seats, because we
have a lot of work to do.”
Looking out over her class, Maggie saw that most of the students were
ignoring her. Two students were in the library corner; a group of boys had
their heads together over a comic book; and one little girl, looking for a
pencil, had emptied the contents of her desk onto the floor.
Maggie went over to the boys, took the comic book, and told them to
take their seats. The boys complied but continued to talk above the noise
of the rest of the class.
As Maggie walked toward the girls in the library corner, she heard a
loud crash from the front of the room.
“Miss Lindberg, it wasn’t my fault. Tony was pulling it down too hard.”
Maggie saw the world map crumpled in a heap on the floor in front
of the chalkboard.
“Well, why were you pulling the map down? Please sit down, and I will
take care of the map.”
The sound of the map crashing to the floor had captured everyone’s
attention, and the students listened to hear what would happen next. Maggie was angry enough to raise her voice.
“I mean it. I want all of you in your seats now. Let’s get out those social
studies notebooks, and if I hear one more word from anyone, there will
be no free time this afternoon.”
As Maggie walked briskly to the front of the classroom, she looked at
the clock. It was 11:35. She would barely have time to introduce the social
studies lesson before the lunch bell at 11:45.
The classroom was filled with the sound of rustling papers as the children searched for their books. As Maggie watched them, she tried through
sheer force of will to repress her dismay and replace it with the excitement
and anticipation she had felt on the first day of class. Maggie did not want
to let herself become discouraged; she wanted to teach these children
something! But too often they wouldn’t even listen to her, and the idea
of organizing the group for a field trip seemed like a nightmare.
Looking out the window, she again noticed how brilliant the leaves had
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become. She knew she had to take the students on a nature walk, and she
had to do it soon. She was sure that they would enjoy some time outside
and that a science lesson based on materials they had gathered themselves
would be a good learning experience for them. “But,” she thought, “I can’t
even control them in here!”
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SUGGESTED QUESTION OUTLINE
1. What do we know about this class?
Probes…
1. What do we know about Maggie's background?
2. What do we know about her students?
2. What's going on in this class?
Probes…
1. What kinds of problems is Maggie having? Can you identify specific
problem areas? What evidence do you have of that particular problem?
2. Are there any rules or procedures operative in Maggie's class?
3. What are the source of Maggie's problems?
4. Did Maggie's substitute teaching experience contribute to her current
situation.
3. What can Maggie do about this classroom?
Probes…
1. what might she do immediately - Wednesday morning?
2. Must she take the class on a nature walk? If so, how can she prepare the
students for the experience?
3. How can Maggie create long-term changes in this class?
4. What could Maggie have done to prevent these problems from occurring
in the first place?
Probes…
1. What matters should she have attended to before school began?
2. Where can she go for support if she does not know what to do?
ASSIGNMENT QUESTIONS
1. What is going on in Maggie's classroom?
2. What are the sources of Maggie's problems? What can she do to resolve
those problems?
3. What should Maggie do about taking this class on a field trip?
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CASE STUDY
Michael Watson
Michael Watson made his way toward Raddison High School’s administrative
offices, located in the building’s south wing. As usual, rather than taking
the “out route”—walking out the north wing’s main entrance, crossing the
staff parking lot, and walking into the front door of the south wing—Michael
was using the “in route,” walking down the locker-covered corridor that
connected the two wings. This area was the unofficial meeting place each
year of Raddison’s senior class; students gathered here to discuss topics
ranging from yesterday’s homework assignments to their plans for Friday
night. Many teachers preferred to take the “out route,” thereby avoiding
the traffic and congestion caused by the seniors during their free periods,
but Michael Watson enjoyed the give-and-take with his students when he
traveled down Senior Hall.
Michael’s present professional situation was his dream come true. Only
last year he had decided to make a career change from business to teaching.
This decision had been fueled by his experiences coaching Raddison’s varsity
tennis team on a part-time basis the past few years. A tall, energetic man in
his late thirties, Michael was a former amateur tennis player. When he
graduated from college as a math major, teaching positions were scarce,
´
and Michael went to work as the manager of the Corner Cafe in Raddison,
buying it from the owner when she retired several years later. His plan was
´
to run the cafe for a few years, work part-time on a graduate degree, and
enter teaching when the job market improved. But marriage and the responsibilities of a home, a family, and a business delayed his plan, until he
became bored with the restaurant business. His wife had encouraged Michael
to apply for the vacant coaching position.
Michael found he really enjoyed coaching, particularly the relationships
he developed with the students. He resurrected his dream of being a high
school teacher and enrolled as a part-time student in a graduate education
program at a local college. After a year, he was certified to teach secondary
school mathematics. He continued to coach during this time, and at the
end of the spring tennis season he learned that Alan Matthews, a math
teacher at Raddison, had been promoted to assistant principal at the high
school. Michael applied for the math opening and was hired in midsummer
after a series of qualifying interviews. He sold his business so he could devote
all of his time to teaching.
Raddison is a suburban community made up of executives, professionals,
and small-business owners. Housing prices had soared the past few years;
recently, only very wealthy families could afford to move into the area.
Realtors used the Raddison school system as a major selling point, for it
had an excellent reputation and schools in the district had been featured
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in many educational publications. The jewel of the system was Raddison
High School. Its graduates attended some of America’s most prestigious
colleges and universities. Parents were very supportive, frequently visiting
the school, participating in an active PTA, and showing genuine concern.
The high school had 950 students.
Michael’s load included three sections of Introduction to American
Business, one section of Trigonometry, and one section of Algebra. He also
agreed to continue coaching the varsity tennis team.
The math department chairperson, Dale O’Brien, had been a big help
getting Michael started. Dale supplied Michael with materials, answered his
questions, and regularly expressed confidence in his ability. After his first
formal observation of Michael’s class, Dale noted Michael’s enthusiasm and
complimented his relationship with the students.
The lesson for that class had centered around the recent death of a
famous American entrepreneur. Michael had photocopied the man’s obituary from the newspaper. He handed the obituary out at the beginning of
class and asked the students to read it. When the students finished, he
opened the discussion by asking, “Well, what are your reactions to this man’s
career?”
At first, the students were slow to respond, but eventually Michael’s
energy sparked their participation, and they engaged in a spirited discussion.
At one point Michael demanded, “Can you believe this guy? Each time he
was unseated by his board of directors as CEO, he managed to regain his
power. Even his own children couldn’t get him to retire. He ran his company until his death at age ninety!” The students seemed to be fascinated
by the man and his achievements. Michael thought the class had gone very
well.
Dale’s first comment to Michael after class was, “Mike, I’m impressed
with your energy! It infects the whole class. Keep it up. I’ve got a few
suggestions. I think you should write your day’s objectives on the chalkboard
before class starts. At first, I didn’t understand what you were doing; then
I realized it was an exercise focusing on hard work and its rewards. I also
think you should demand proper classroom etiquette. If you are going to
encourage discussions, they run better when students are controlled.”
Michael thought about Dale’s comments and decided to incorporate
both suggestions into his teaching. Each time he began a discussion, he
wrote the objectives on the chalkboard and reminded the students about
rules for the class. Since he did not want to discourage discussion, he did
not require that students raise their hands before making comments. But
he did demand respect for all ideas, and he would not allow the students
to disparage each others’ comments.
About three weeks after Dale O’Brien’s observation, Michael was surprised to find Alan Matthews waiting for him before that same eighth-period
American Business class. He greeted Matthews as he opened the door to
the classroom. Matthews returned his greeting and said, “I’m going to sit
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in with you today. As assistant principal, I’m expected to observe untenured
teachers twice a semester.”
“Glad to have you,” Michael responded as he turned on the lights and
began greeting his students. When the bell rang, Michael spoke loudly.
“OK, people, open your textbooks to page 79 and have your notebooks
ready to jot down any valuable information that may aid you in understanding chapter 7.”
He moved to the chalkboard and wrote “Chapter 7—Review” as he
spoke. “Today we’re going to review chapter 7 in preparation for Friday’s
test. We’ll begin by using the words on page 79 in sentences, making sure
we understand the vocabulary in context, and then we’ll answer the questions
at the end of the chapter.” Michael began walking around the room to
check that everyone was ready. Then he began the lesson.
“Peter, give us a sentence using the word monopoly.” Peter Mitchell was
captain of the football team and a student council member. He was a good
student and typically generated comments from other students through his
actions or anecdotes. Michael thought he would get the class discussion
going.
Peter did not disappoint him. He replied, “I like to play Monopoly!”
The whole class began to laugh, and Michael smiled and responded,
“OK, Pete, I guess I asked for that. Now, give me a sentence using the word
in the context of our course work.”
Peter thought for about five seconds as the rest of the class calmed
down. “Local cable companies have a monopoly on each town that they
service.”
“Excellent,” replied Michael as he was greeted by several waving hands.
He acknowledged Ronnie Hastings. “I’m sorry, Mr. Watson. What does
he mean by ‘the towns that they service’?”
Mark Cone’s hand shot up, but he did not wait to be recognized. “It
means that once a cable company is in your town, others cannot come in
to compete with it.”
“Mark is exactly right, Ronnie,” responded Michael. “Each town votes
on what cable system would service its area long before the company is
allowed to lay any wire. The competition is in the bidding for the job. Do
you see that?”
Ronnie’s response indicated that he understood how the situation occurred, but he persisted in his concern about fairness. The students spent
several minutes discussing why some monopolies were allowed to exist and
whether fairness was a central issue before Michael moved the discussion
on to another vocabulary word. The rest of the class time was spent in a
similar fashion. Some words were dealt with quickly, and others led to some
discussion. Typically, it was the students who stimulated the discussions, but
Michael also asked questions or made comments if he thought a concept
was not clear. When the bell rang, they had not finished all of the vocabulary
words, nor had they begun to answer the end-of-chapter questions, but
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Michael didn’t care. He thought that it had been a valuable class. The
students had been able to use the vocabulary in meaningful ways, rather
than memorizing and repeating the textbook definitions by heart. He was
pleased with the lesson and happy that Alan was there to witness it. As the
bell rang, Alan asked Michael to meet with him the following day during
Michael’s preparation period. Michael agreed and packed up his notes,
feeling relieved that the class had gone so well with Alan there.
Now, sixth period ended the following day, Michael made his way down
the “in route” to his meeting with Alan Matthews. He was greeted continuously by passing students. Michael acknowledged each student’s courtesy
with a nod or a smile, thinking how lucky he was to be teaching in this
particular school system.
Walking along, he could not help but marvel at the interest shown by
his students in the American Business course. He thought of the discussions
he had with his students in class and how excited they got when they
uncovered an interesting fact. Just then, Peter Mitchell called out to him,
“Hey, Mr. Watson, who do you like this weekend?” Michael paused to offer
two picks for the upcoming pro football games.
“The Giants should have no trouble with the Cardinals, and the Steelers
own the Patriots,” Michael told Peter.
“Yeah, Mr. Watson, I agree. See you eighth period.” Michael waved as
he continued down the hall.
Almost immediately he was startled by a frantic Katy Walsh, who stood
directly in his path. In one continuous breath Katy cried out, “Mr. Watson,
Mr. Watson, please tell me we don’t have a test tomorrow. I’ve been absent
since last Friday and my textbook was in my locker . . .” Her plea was interrupted by the bell signaling the start of seventh period.
Michael turned to her, trying not to smile. “Katy,” he began, “you know
my absence policy. You are responsible for work you missed on the day you
come back to class.”
“There’s no way I can be ready,” wailed Katy. “Chapter 7 is so difficult.”
Michael smiled and said, “Stay a few minutes after eighth period, and
we’ll discuss when you can take a make-up test.”
“Thanks,” a relieved Katy replied, “but now I have a new problem. I’m
late for Mr. Foley’s seventh-period biology. He doesn’t allow anyone in after
the bell rings!” Michael reached into his pocket for a student admission
pass and quickly wrote a note that would get Katy into her biology class.
“Oh, thank you so much,” cooed Katy. “I’ll see you eighth period.”
Michael nodded and smiled as she hurried away. He continued to his
appointment by turning left at the end of the corridor. This gave him a full
view of Senior Hall and the offices that were beyond the lockers. More
students greeted him as he walked a bit faster now, not wanting to be late
for his meeting. Despite his hurried pace, a group of three students holding
the Wall Street Journal stopped him to ask for help with their picks in the
stock market game. Michael wished he did not have to put them off—he
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was excited by the students’ interest in financial affairs. He had devised
the game for his American Business course as a way to make the content
meaningful to the students. It was actually quite easy to operate. Each student
started the semester with $10,000 to invest in the stock market. They could
work alone, in pairs, or in teams. They eventually created their own personal
investment portfolios. The rules were very simple: All purchases and transactions were approved by the teacher, and all calculations were made by the
students. One day each week was set aside for stock evaluations. On that
day the students brought to class for discussion all the financial news they
found that could influence their own portfolios or the market in general.
During the second half of the period they recorded profits, losses, and
transactions in their portfolios.
“Mr. Watson, we really need some advice.” One of the students held
out a well-marked copy of the financial pages that listed New York Stock
Exchange transactions.
“Not now, people. I’m late for an appointment. But I’ll be in my room
by 7:30 tomorrow morning if it’s that crucial.”
“Seven-thirty?” Their voices in reaction sounded like a chorus, Michael
thought. The students glanced at each other and one sighed and then said,
“OK, we’ll be there.” Michael nodded and kept on walking.
When Michael opened the door to the administrative offices, he was
greeted by Alan Matthews’s secretary, Patricia Kearney. “Hello, Michael. You
have a meeting with Mr. Matthews?” Michael nodded, and she said, “Let
me tell him that you’re here.”
Michael waited as she rose from her desk and headed toward one of
the inner office doors. He heard her tell Alan Matthews that he was there,
and then Alan’s booming voice intoned, “Send him in, Mrs. Kearney.”
Michael walked into Alan’s office and closed the door behind him as
Alan waved him to a chair. “Please sit down, Michael,” Alan spoke as he
thumbed through a folder in the middle of his desk. “I just finished typing
up my evaluation of yesterday’s observation,” he said as he handed Michael
a copy and retained one for himself.
“You’re really efficient,” responded Michael as he reached for his copy
of the observation.
“The copy you have is for you to keep. The one I’m holding you will
need to sign, and it will be filed,” continued Alan. “I’ll read the evaluation
aloud as you follow along.” Alan cleared his throat and began reading
from the page in front of him. He read about the lesson’s objective of
reviewing vocabulary work in chapter 7 of the textbook for the American
Business course. He interrupted himself to say, “I admire the rapport you
have with your students, Michael. You seem to have adapted to your new
career quite well. The kids really like you, and we are happy to have you
here.”
Michael was uncomfortable with the compliment, even though he knew
his relationships with his students were one of the most positive aspects of
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the job for him. He responded to Matthews evenly. “Thank you, Alan.
Everyone here has been friendly and helpful, so it was a pretty easy adjustment for me.”
Instead of replying, Alan returned to the observation. “Mr. Watson’s
vocabulary lesson was poorly structured and meaningless. It was obvious
that students had not read the chapter and were unprepared for the day’s
task. They called out randomly without being recognized. Mr. Watson allowed lengthy discussions and debates among the students on irrelevant
topics. It was clear that the students were regularly trying to change the
subject, and they were often successful. As a result, the objectives of the lesson
were not met; some vocabulary words and the end-of-chapter questions were
not covered.”
Michael felt himself pale, and he was having trouble breathing. Alan
closed the written observation in a new paragraph by stating, “I’m suggesting
to Mr. Watson that he become a more demanding teacher. This can be
achieved through proper planning and maintaining a constant learning
atmosphere in the classroom. The students will continue to like Mr. Watson
even if he increases his demands in the classroom. It is more important for
the students to see Mr. Watson as a teacher than as a friend.” Alan completed
the report by noting that Michael had the potential to become an effective
teacher and would probably have a long and successful career.
“Well, Michael, I would like to know your immediate reaction to the
observation.” It seemed to Michael that Alan was speaking very softly.
Michael cleared the lump in his throat, took a deep breath, and told
Alan he thought his classes were functioning much better than the evaluation
indicated. He went on, “In your observation, didn’t you see that the students
were making sense of the vocabulary words and putting them into understandable context?”
Alan leaned back in his chair and laced his hands behind his head.
“Michael, you’re too easy on your students. For all you knew after that
lesson, no one had read the material. The kids weren’t giving you answers
based on the readings; they were giving you garbage. This school has a
reputation for excellence. We got that way by making uncompromising
demands on the students all the time. My students complained to me constantly about my course requirements. They were responsible for writing all
the vocabulary words and answering all the questions from the textbook in
their notebooks. I spot-checked their notebooks a couple of times a week.
I believe that each assignment students are given has to challenge their
ability. We’re preparing them for college here. They can’t spend their time
chatting with each other.”
Michael quickly responded, “The class you observed was a basic review
for the test, Alan. We touched on some very important topics.”
Alan interrupted, “The only student who seemed to know what he was
talking about was Mark Cone. The rest of them were lethargic, and some
were even disruptive. Michael, the students are saying that compared to me,
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you’re a pushover! It’s my job to tell you that at Raddison we can’t afford
to have teachers who are too easy on the kids.”
Michael sat quietly for a moment, trying to think of a way to explain to
Alan that his methods were motivating the students. He even wanted to say
that maybe the students found his class more interesting than Alan’s, but
the only words he could muster were, “Alan, I’m doing the best I can.”
“No doubt,” Alan quickly replied, “and we are all very high on your
potential. But as a new teacher, you are falling into a common trap. You
are more concerned with how the students feel about you than about their
learning. You need to hear that message. I chose to observe your class early
in the semester because I had been hearing how easy you were, and now
that I’ve seen you and we’ve had this talk, I’m sure you’ll become more
demanding. That was the ultimate purpose of our meeting.”
Alan handed Michael his copy of the report and asked him to reread
it that evening, sign one of the copies and return it to Mrs. Kearney in the
morning. He then encouraged Michael to think about their conversation
and to come to him for suggestions about methods or to discuss his planning
for the second quarter.
Michael was frozen and speechless. He sat motionless in the chair,
conscious of his breathing. Finally he managed to stand, reach over to shake
Alan’s hand, and walk out of the office. He forced a smile as he waved to
Patricia Kearney, on the telephone. He glanced up at the wall clock: It read
1:48. Seventh period was about to end.
He opened the door of the outer office and immediately saw the students
who had approached him earlier still huddled over the financial pages. The
bell rang, startling the students. Michael walked down the hall feeling a bit
dazed. The students waited for him, reminding him that they had an early
morning appointment the next day. He nodded and headed down the “in
route” to his classroom. As the knots of students standing outside his door
greeted him, Michael’s spirits began to lift. He waved them inside saying,
“Let’s go, everybody. I have a class to teach.”

Santrock:
Educational Psychology

Michael Watson

Case Study

@ McGraw-Hill, Inc.,

SUGGESTED QUESTION OUTLINE
1. Michael Watson, a teacher with whom we probably can all sympathize, got
a shock during his meeting with his assistant principal, Alan Matthews.
Why is Michael so surprised?
Probes…
1. What was Michael's view of that lesson?
2. What was his objective for that lesson? Did he feel it was achieved?
Why?
3. How did he structure and conduct the lesson?
4. What affective response did he see in the students? How did he view
that?
2. What is Michael's educational philosophy in general?
Probes…
1. What does he believe about teaching?
2. Characterize his attitude toward students.
3. What kinds of relationships does Michael cultivate with his students?
4. Does he interact differently with boys and girls?
5. How has Michael's background influenced his teaching?
3. When Alan Matthews wrote his report, it challenged many of Michael's
convictions about teaching. what was Alan's view of the lesson he
observed?
Probes….
1. What criticisms did he level at Michael?
2. How does he think Michael should modify his methods?
3. Does Alan have a case here?
4. Earlier, Michael's department chairman, Dale O'Brien, sat in on a class.
What was Dale's perception of Michael's teaching?
Probes…
1. Describe the lesson which Dale observed.
2. What suggestions did Dale offer?
3. How did Michael react to these criticisms?
5. What attitudes are probably inhibiting Alan's and Michael's ability to
communicate constructively about this issue?
Probes…
1. How does Michael feel about Alan's criticism?
2. What is Alan's background?
3. How is this influencing his view of Michael's teaching?
4. What lessons might we find in this scenario about the realities of
instructional supervision for new teachers?
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6. Once we understand these conflicting views, we can analyze this situation
objectively. What is your view of Michael's teaching?
Probes…
1. What are his strengths as a teacher, generally?
2. Why do you find (that trait) attractive?
3. Is his basic educational philosophy sound?
4. What did Michael do well in the lesson Alan observed?
5. What are Michael's weaknesses as a teacher? What elements of Alan's
advice have merit?
6. What else should Michael change in the way he teaches?
7. What specific changes would you have Michael make?
Probes…
1. How can he retain his overall approach and simultaneously become
"more demanding"?
2. What exactly should he do differently? If he were to conduct the same
review lesson again, how should he modify it?
ASSIGNMENT QUESTIONS
1. Who do you think is right, Michael or Alan? Why?
What do you see as Michael's strengths as a teacher? His weaknesses?
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CASE STUDY
Elaine Adams
Elaine Adams entered Littleton’s Roosevelt Elementary School with her
customary feeling of anticipation. She had been student teaching during
the spring semester, but on this May morning she would be witnessing,
rather than practicing, something new. Since early March, Elaine had been
responsible for planning the daily learning activities for the twenty-one
students in Lorraine Green’s third-grade class. Mrs. Green had allowed
Elaine, a mature student completing her certification in elementary education as part of a master’s program in education, to assume a great deal of
responsibility. Elaine jumped at the opportunity to practice her craft in this
safe setting with a cooperating teacher who was helpful and supportive. Mrs.
Green regularly gave Elaine feedback and shared her methods, her materials,
and her insights. All of this, coupled with a real affection for the students
in the class, had made student teaching a pleasure for Elaine. Nevertheless,
it was a tremendous amount of work, and Elaine felt lighthearted today
because she could relax and observe rather than plan and perform.
Elaine’s workload was so sharply reduced this week because students
would be taking the various subtests of the Iowa Tests of Basic Skills (ITBS).
Mrs. Green put most of the regular class work on hold during this week,
explaining to Elaine that the students needed to concentrate on the tests
and that other schoolwork would distract them. Elaine volunteered to administer the tests, but Mrs. Green said that according to district guidelines the
classroom teacher had to be in charge. Elaine could assist only by monitoring
the class and circulating among the students during the testing.
About two weeks after Elaine started student teaching, Mrs. Green told
her that they were going to begin preparing the students for the ITBS,
which all Littleton students in grades 2 through 12 took in the spring of
each school year. She showed Elaine the practice sheets and activities she
had used in previous years, explaining that the district took the scores on
the ITBS very seriously. And Elaine knew from her comments that Lorraine
did too: “Most teachers feel that we are judged by our students’ scores, even
though the administration denies it. And the parents—it’s really unbelievable how they zero in on the scores. They get frantic about their own kids,
and they want the school to score close to the top in everything.”
“What do you mean—score close to the top of what? How do they even
know what the school scores are?” Elaine liked working with Lorraine Green
because she could ask dumb questions without worrying about it.
“The scores for every school district in the county are published in the
local paper. Individual school scores are known only at district headquarters,
but they become the stuff of rumor and reputation, too. Parents want
Littleton schools to look as good as Radisson’s, and they want to be sure
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we don’t become an Alton.” Elaine had lived in the area long enough to
know—mostly from the local press, now that she thought about it—that
Radisson was the wealthiest (and most homogeneous) community in the
county, and that Alton was its antithesis: a suburban school system being
inexorably overrun with urban social ills.
Mrs. Green gave Elaine a list of the third-grade skills that were included
on the tests. “I think it’s important to incorporate these skills specifically
into different lessons. I don’t like to just drill on this stuff, so I’ll show you
the ways I’ve incorporated test practice so that the students won’t be bored.
It’s important for them to become familiar with the test formats and with
the skills.”
Throughout the semester, Elaine was impressed with Mrs. Green’s ability
to prepare students for the test while teaching the normal curriculum and
maintaining a lively, student-centered classroom. She told a friend that Mrs.
Green was an expert in “teaching to the test” without seeming to drill the
students.
Class on the morning of the first ITBS subtests began with the usual
activities. For the hour before the test was to be given, the students wrote
in their journals and shared their work with their writing partners. Just
before ten o’clock, Mrs. Green asked the students to help her move the
desks out of the clusters they had been in since April and into rows. The
students complied rambunctiously, enjoying the opportunity to push their
desks around the room.
The testing started with Elaine handing out the booklets and Mrs. Green
reading the instructions from the manual. At her signal, the students opened
the test booklets and began to respond to the items. The room was very
quiet as Elaine and Mrs. Green circulated among the students. Several
times Elaine noticed Mrs. Green bending over to speak softly to individual
students. After some time had passed, Mrs. Green returned to the front of
the room.
“Pencils down, everybody. Let’s take a quick stretch before we begin
the next part.”
Students scrambled to their feet, extending their arms up into the air
and out to the sides, imitating Mrs. Green’s movements. When she indicated,
they sat back down.
“OK, kids. Now it’s time for the vocabulary portion of the test. This first
part is about words and their opposites. Turn to page 27 and follow along
with the directions as I read them aloud to you.”
The students complied, and Elaine circulated to make sure everyone
was on the right page. Mrs. Green read the standardized set of instructions
and went over the two examples provided. Then she asked, “OK. Does
anyone have any questions?”
Angela raised her hand. “How much time do we have, again?”
Mrs. Green responded, “You have twenty minutes for this part, and
remember to close your booklet when you are finished. You may read, or
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draw, or work on the puzzle Ms. Adams gave you if you finish early. You
may start now. Remember to bubble in carefully.”
Mrs. Green and Elaine then circulated quietly around the room to make
sure everyone was on the right page in the testbooklet and marking in the
right place on the answer sheets. Elaine turned to her cooperating teacher.
“Was there a problem during the earlier section?” she whispered. “I saw
you talking to some kids.”
“No—I was just helping them figure out any hard vocabulary words by
showing them with my fingers where to break the word down into syllables.
I wouldn’t pronounce the work aloud for them, but I want them to see that
they know the words. You can do that too, as you walk around.”
Just then, Jordana called out, “Mrs. Green, I don’t get number 15.”
Mrs. Green put her finger to her lips. “Shh! Raise your hand. Class, if
you have any questions you need to raise your hand quietly.” Then she bent
over Jordana and Elaine heard her say, “OK. Let me show you how to figure
it out. Here—break it down into parts like this and try to figure it out.”
With her fingers, Mrs. Green split the word—a-ma-teur. Then she said, “Now
try to say it to yourself and think what the opposite could be.”
Justin raised his hand and called, “I don’t get number 15 either.”
Mrs. Green responded, “OK, let’s just try our best on these. Remember,
class, no one expects you to get 100 percent on these tests. If you get them
all right, then you should be the teacher, not me. Just do the best you can.”
Justin responded to her comments by repeating, “But, Mrs. Green, I
still don’t get this one.”
Armand agreed. “I don’t get number 15 either. It’s hard.”
Mrs. Green said, “Don’t worry about missing one if you don’t understand
the word. Make a good guess and move on.”
Elaine looked around the room and realized that some students had
stopped working on the test and were making comments. Several students
were complaining about the difficulty of the test, and one said loudly, “I
don’t feel good.”
Mrs. Green raised her voice a bit to be heard above the comments.
“Look, you guys, I know some of these are hard, but I don’t like the amateurish
and unprofessional attitudes you are displaying as you take this test.” Mrs.
Green had emphasized the two words the students needed to know for item
15, and she winked at Elaine in a conspiratorial way.
Armand smiled and said, “Oh, I get it.”
“Get what?” Justin asked.
Mrs. Green again held her finger to her lips. “Shh! Let’s be quiet so
everyone can work now. Besides, you only have five minutes left.”
The remaining five minutes passed without further disruption. After
the test was over and the children had left for lunch, Mrs. Green walked
over to Elaine. “I probably got a little carried away there. But I hate to see the
kids sweat stuff they really know. And people take these scores so seriously. Do
you think I went too far?”
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Elaine felt uncomfortable and a little irritated. It seemed clear to her
that Mrs. Green had breached the rules of administering a standardized
test, but she didn’t consider it her place to say so. The uncharacteristic
tension in the room had affected her, too. She smiled, though, and swallowed
hard. “Well, I don’t know how far ‘too far’ is. Maybe some of the kids got
the right answers because of your hints, but it seemed like they knew the
meaning of the words. They just didn’t recognize them.”
Elaine was relieved to see that she must have responded appropriately,
because Mrs. Green nodded. “That’s the problem with these tests. They
don’t really measure what the kids know. I hate watching them be frustrated
and then feel like they’re dumb. I work too hard helping them feel good
about themselves.”
Elaine asked, “Do the test scores really affect them?”
Mrs. Green looked surprised by Elaine’s question. “Sure! Everyone talks
about the scores. Those reactions influence how they view themselves as
learners. Teachers really worry about that. My guess is that everyone did a
little of what I did this morning to help the kids.”
Elaine took her lunch from the desk drawer and asked, “Coming to the
teacher’s room?”
Mrs. Green shook her head. “Today is Timmy’s birthday. I’m going to
pick up his cake and some supplies for the family party tonight. See you
after lunch.”
Elaine walked to the teacher’s room and joined the other third-grade
teachers at a table in the corner. Madeline Smith greeted her with a rueful
grin. “What a morning! How do you think Lorraine Green’s kids did on
the Iowas?”
Elaine just shrugged and looked at the other two teachers. Harriet
Andrews shook her head. “It didn’t look good, I’m afraid. Seeing my kids
struggling with those vocabulary words out of context was really painful.”
“Your class, too?” Madeline asked. “At one point I had six kids waving
their hands and saying in the middle of the test that they didn’t ‘get it.’ ”
Madeline waved her fork in the air to demonstrate her point, then she
lowered it in resignation. “And I couldn’t help them. I felt so frustrated,
particularly since I knew that with a little help, they would’ve figured the
words out. Their scores are going to stink, and Mr. Johnson is going to be
all over us about it.”
Sandy Simmons joined in. “My kids bombed both the vocabulary section
and the vowel sounds part; I just know it. They looked completely thrown.
I felt so hurt for them.”
Elaine looked at the three teachers. “Do you ever help them? I mean,
just a little?”
There was a moment of silence as the three women returned Elaine’s
gaze and looked at each other. Harriet spoke first. “You really want to. . . .”
She paused for a moment and went on, “But you just can’t.”
Madeline and Sandy nodded in agreement. Sandy said in a tired voice,

Santrock:
Educational Psychology

Elaine Adams

Case Study

 McGraw-Hill, Inc.,

“We’ve been so well trained—we know we can’t. Besides, if one of us helped
and the others didn’t, it would be even worse, I think. In a way, since we’ve
moved to a whole-language curriculum beginning with third grade, poor
scores across the third grades will demonstrate how inappropriate the test
is.”
Elaine’s discomfort returned with a vengeance. Would Mrs. Green’s class
results be strikingly different from those of the other classes—particularly if
Mrs. Green kept helping the children the rest of the week? And would that
reflect upon Elaine, if she was in the room?
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SUGGESTED QUESTION OUTLINE
1. Our heroine, Elaine Adams, seems really troubled by what happened in
Loretta Green's class. What actually happened?
Probes…
1. What exactly did Ms. Green do?
2. Was Ms. Green coaching or cheating?
3. What exactly is cheating? Why is it wrong?
4. Who did Ms. Green harm? Did she gain anything by her actions?
5. Since only some of the students benefited from her help, what might be
the impact on the students who still did not "get it"?
2. Why do you think Ms. Green did what she did?
Probes…
1. What accounts for the pressure teachers feel over standardized testing>
2. Why are standardized test results so powerful? Should they be?
3. What is the norm of behavior in administering these tests? Is Ms.
Green's behavior unique, do you think?
4. How does Ms. Green feel about her students? Were her actions wellintentioned?
5. What will Ms. Green's students learn from her actions?
3. What are the explicit reasons Littleton uses this test? Why do districts do
this?
Probes…
1. Isn't it valid to seek some objective measure of student achievement?
2. How else might districts maintain accountability?
4. What are the implicit reasons Littleton uses the ITBS?
Probes…
1. What role does politics play?
2. What does Loretta Green think are the district's motives?
3. Are teachers judged by their students' test scores? If they are, how do
these scores (either high or low) affect them in the system?
5. In spite of all this, Elaine is troubled by Loretta's behavior during the test.
What should Elaine do?
Probes…
1. Were Ms. Green's actions justified? Why/why not?
2. What are the risks Elaine must weigh in deciding how to reply?
3. Is Elaine justified in remaining silent?
4. How many days of testing remain? Is this a factor?
5. Does Elaine have an obligation to influence Ms. Green's behavior?
6. If Elaine does not voice her true concerns over Ms. Green's behavior is
she guilty of the same moral erosion, caused by political pressure, of
which we accused Ms. Green?
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ASSIGNMENT QUESTIONS
1. Did Ms. Green go too far in helping her students?
2. If you challenged her, how would Ms. Green answer the above question?
3. What should Elaine Adams do?
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CASE STUDY
Melinda Grant
A first-year elementary school teacher with many innovative ideas is
uncertain about her classroom activities because the teacher in the
next classroom continually warns her that she will be held responsible
for the students’ end-of-year standardized test scores.
Melinda Grant sat down at Andrea’s kitchen table and accepted the cup of
coffee gratefully. It was a cold, wet day, and the warm kitchen and sharp
aroma of coffee made Melinda feel good. She had been looking forward
to this Thanksgiving break as a chance for professional reflection and for
catching up with her friend and neighbor, Andrea Samson. Melinda had
been teaching full-time at Conway Elementary School in Littleton since
September, and the time demands of her new job prevented her from
enjoying a long visit with Andrea until now.
“Mel, it’s been so long! I feel like I never see you anymore.” Andrea’s
welcoming smile erased the weeks since the friends had last spoken. “How
many people did you have for dinner yesterday?”
“Ten!” replied Melinda. “And I didn’t even start—I mean not even the
shopping—until school was out on Wednesday afternoon. I can’t believe
how much time teaching takes.” Melinda’s smile belied the complaint in
her words. “How about you? Did you feed a small army?”
“Just my family and my sister and her kids,” answered Andrea. “But let’s
not talk about cooking. I want to hear all about your new career. Is it working
out the way you expected?” Andrea passed Melinda the sugar and leaned
forward expectantly. Melinda doctored her coffee and settled into her chair,
pondering where to begin.
Melinda had entered her third-grade classroom sure of her methods
and convinced about the kind of teacher she intended to be, but ten weeks
of exposure to the way other teachers did things had made Melinda pause
to reflect. She remained committed to her beliefs but had been looking
forward to this discussion with her friend. As a parent, Andrea was familiar
with the school district; Melinda had a family of her own, and she knew
that Andrea shared most of her ideas about children, learning, and the role
of schools. They had spent many Saturday mornings commiserating at this
same table about their children’s education, and now that her role had
changed, Melinda needed some of Andrea’s reassurance.
This change in her life began two years ago when Melinda, who had
worked for twelve years as a part-time computer software designer, became
dissatisfied with her position. Her company was acquired by a larger com-
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puter firm, and her job description was altered dramatically. She decided
to change careers and returned to graduate school to become certified in
elementary education. Melinda enjoyed being a student again and dealing
with the theoretical problems of education, but after a year attending fulltime she was eager to put the theory into practice. She was delighted when
Littleton offered her a teaching position. Melinda, her husband, and their
daughter had lived in the community for the past nine years, and Melinda
was familiar with many of the school district’s personalities and philosophies,
though the school in which she would be teaching was not the one her
daughter attended.
Melinda spent most of August eagerly preparing for her first class.
Knowing she wanted her classroom to be an interesting and exciting learning
environment, she started to collect items she knew she would use: books,
a fish tank, cushions, all kinds of art materials, even an old sand table
rescued from a closing nursery school—“garage-sale material,” her husband
complained, only half kidding. Melinda justified the trouble she went to by
asking herself, “How could I explain on the one line on Littleton’s requisition
form what a sand table would be used for?” She emptied her garage and
brought everything to her classroom in the last week of August, and she
and Shawna, her 11-year-old daughter, spent the week preparing the room
for the beginning of school. At the end of the week, both agreed that the
room looked great. Melinda valued Shawna’s opinion and her input. After
all, Shawna had experienced third grade more recently than Melinda had.
Her class was a normal one for Littleton: twenty-five students. Of the
thirteen boys and twelve girls, ten were white students, eight black, five
Hispanic, and two Asian. She found them an eager, active group of children,
some intellectually more mature, some physically more mature, some emotionally more mature, and all with potential for success in school. That was
Melinda’s attitude toward education, formulated on her own but reinforced
by her year of studying educational theory. She truly believed that every
child could learn if motivated, challenged, and helped to develop his or
her potential.
Melinda settled into her new position more easily than she ever imagined
she would have. As it turned out, the children were more nervous and
unsure of themselves than she was, and all her hard work in preparation,
combined with her good sense and easy manner, made the job a pleasure.
Melinda had strong ideas about how to approach her class. She wanted to
focus on critical-thinking skills and to use an interdisciplinary approach to
all the content subjects. She wanted to use lots of group work, especially
cooperative learning groups, to channel the natural bent of 8-year-olds
toward positive social activity. She also hoped to integrate artistic projects
into the standard subject areas as much as she could. In her week of preparation she had arranged the room to accommodate her teaching strategy,
with the desks forming groups of five students each, with tables for science
and reading centers located at the periphery of the room, and with the

Santrock:
Educational Psychology

Melinda Grant

Case Study

 McGraw-Hill, Inc.,

sand table ready for a class project she was planning that would last for
at least half the year. Melinda envisioned a classroom full of activity and
movement, fun and learning.
On the first day of class, Melinda met Barbara Stratton, the third-grade
teacher from the room next door, and quickly saw how differently two
people could approach the same job. A friendly woman in her forties,
Barbara had been teaching at Conway for almost twenty years, working
mostly with the third grade. She was quick to offer her help and invited
Melinda into her classroom at the end of the day. Barbara Stratton had
arranged the desks in her room in four rows of six, with two desks placed
several feet away from the others. “For the troublemakers,” Barbara explained. “And, as usual, I have several of those,” she chuckled. “I find this
seating arrangement keeps them somewhat controlled.” Melinda nodded,
preferring not to get into a discussion of behavior management with a
twenty-year veteran on her first day on the job. In that first meeting, Barbara
seemed a curious mixture of tough and tender as she alternated between
complaining about the bad behavior and low intelligence of her students
and offering insightful ideas about who needed help and how to provide
it. “All this in only six hours of observation,” marveled Melinda to herself.
As the school year progressed, Melinda found that Barbara was always
willing to extend help and advice; Barbara was happy to play the role of
mentor as long as Melinda accepted the role of eager novice. She offered
worksheets she used for basic math and language arts skills, suggested ideas
for seatwork, and shared birds’ eggs, hornets’ nests, and other nature finds.
Melinda appreciated Barbara’s attention despite the fact that she and Barbara were as far apart as two teachers could be in regard to educational
strategy. Shawna noticed it when she visited her mother’s classroom in
October. “You both teach third grade, but your rooms look so different.
She has all those posters that kids hate, about good foods and good punctuation, and she hangs up those boring math tests, and only the ones with ‘100
percent’ on them. Almost everything on your walls was made by your students, and your room is full of class projects. I love your room, especially
the city of the future in the sand table. If I were in third grade, I’d want to
be in your room. It looks like it would be more fun!”
Melinda accepted the praise even though she wasn’t sure an 11-yearold’s definition of fun would stand as an evaluation of teaching performance.
Besides, she valued much of the advice Barbara Stratton so regularly dispensed. The day after Shawna had registered her performance appraisal,
Barbara came into Melinda’s room to share lunch with her. Between bites
of tuna salad, Barbara asked, “Have you begun organizing your practice
work for the Iowa test yet? I know it seems a long way off, but you need to
get your kids ready. So much depends on their scores. You get measured
right along with the children. I have some great workbooks you can borrow
to begin making copies for practice for the class.”
“Barbara, the test is months away. We’re doing so many things in class
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right now. I’m starting a writing workshop, and the students will begin
making animal habitats next week. I think I’ll dampen their enthusiasm if
I introduce workbook drills. They’ll get the skills some other way. I’m sure
my class will do OK on the test.”
“I hate to keep reminding you that you’re new at this, Melinda, but
there are parents out there who will measure your ability, not their children’s,
by how well the students score on standardized tests. Your job is to teach
these children how to get the best scores they can. It will make them look
good, and it will certainly help your position.”
“But the kids need so much more, and school can give them so much
more. The parents must know that the kind of work their kids bring home
now is as important as standardized test scores.”
Barbara smiled and patted Melinda’s hand. “I’m only telling you this
for your own good. Children need to master basic skills before they deserve
special projects. Every year they give me the dullest students. The district
claims it doesn’t track at this age, but every year I get the worst kids. I spend
all my time on skills with them—drill, drill, drill. Sometimes I get depressed
because it’s not much fun, for me or for them, but my students always have
the highest scores in the entire district. If I let them spend their time
building projects and drawing pictures and writing stories, they will score
poorly on the Iowas. And I know my success as a teacher here depends on
my students’ scores on that test.”
Melinda nodded her agreement and changed the subject. Later that
week she began to do some checking. Barbara had not boasted idly. Her
classes were, in fact, consistently among the highest in the district on the
Iowa tests. And Barbara’s class of third-graders this year did seem to have
an overabundance of students with problems, at least in comparison to
Melinda’s class. Barbara regularly told her stories of the children’s problems,
both academic and behavioral, which Melinda was sure she wouldn’t know
how to handle. “A value-added comparison of teachers would make Barbara
Stratton a candidate for ‘Teacher of the Year,’ ” thought Melinda.
As she finished telling Andrea about her classroom and about the concerns that Barbara raised, Melinda leaned back in her chair and concluded,
“So I can’t argue with the results she gets, but I just can’t bring myself to
teach that way.” It had taken Melinda an hour to summarize her situation
for her friend, sharing her doubts about the efficacy of Barbara Stratton’s
approach and her own disdain for standardized tests. “I know my class learns
basic skills through children’s literature, creative writing, math projects,
even activities like drawing pictures, creating masks, and building futuristic
cities. Since I’m not drilling the students directly, as Barbara does, they
probably won’t show dramatic test scores, but the learning will last.”
Melinda leaned forward again and spoke emphatically, confident that
Andrea would be sympathetic to her position. “They’ll be more critical and
more creative thinkers; they’ll be able to use their whole brains; they’ll be
able to see more around them; they’ll be better citizens; they’ll know how
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to work cooperatively. Surely district administrators and parents must know
that knowledge can’t be measured just by standardized tests.”
Melinda ended her speech with her hands open and extended, both to
emphasize her point and to welcome Andrea’s support. In spite of her
confident delivery, Melinda was anxious for moral support from her friend.
But Andrea let a moment pass before replying, and while her tone was
kind, her response was devastating. “Don’t be naive about this school district,
Mel. Littleton is a small city with some urban problems and a middle class
that’s worrying about becoming the minority. If we want to keep a strong
middle class here and encourage other families like us to move in, we’ve
got to maintain high test scores at all levels. You read the local paper. The
test scores of each district in the county and of each school in each district
are published every year. The school board receives tremendous pressure
from local citizens to keep those scores high. People who own their own
homes are particularly strident on this issue. You know that. All anyone
talks about is property values in Littleton. And even though the papers
don’t publish individual class scores, everyone in the school knows which
teachers’ classes score the highest and which the lowest. Even parents know!
I think your classroom sounds terrific, Mel, but you better cover all the
bases. I hate to say this to you, but I think Barbara Stratton is right.”
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SUGGESTED QUESTION OUTLINE
1. What is the problem in this case, as Melinda Grant describes it?
Probes…
1. Is her perspective accurate?
2. What is going on in her classroom? How are those activities different
from the ones in Barbara Stratton's classroom?
3. What do you suppose Melinda's students are learning? How will you
know? Are they learning necessary skills?
2. What are the purposes of standardized tests?
Probes…
1. Why has there been so much emphasis on them lately?
2. Do the test scores serve any educational purpose?
3. What group is likely to have the greatest benefit from an emphasis on
test scores? Why?
4. Is Melinda justified in believing that tests can be ignored?
3. What do you think Melinda should do?
Probes…
1. Who can she turn to for help? For support?
2. How is it possible to "teach to the test" and also maintain a creative
classroom?
3. What do you think Melinda should do first? What plans can she make
to balance the conflict she is now feeling?
ASSIGNMENT QUESTIONS
1. How does Melinda see her problem? Do you agree with her?
2. What is the role of standardized tests in schools? Do they provide teachers
with information? With direction? Should they?
3. What do you think Melinda should do?
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CASE STUDY
Joan Martin, Marilyn
Coe, Warren Groves
A classroom teacher, a special education teacher, and an elementary
school principal hold different views about mainstreaming a boy with
poor reading skills into a fourth-grade social studies class.
Joan Martin looked out on her empty fourth-grade classroom and rubbed
her temples. She walked over to Donald’s desk, ran her hand over its scarred
top, and squeezed her bulky frame into the seat. Despite her concerns, she
smiled to herself, realizing she had sat down at Donald’s desk hoping to
understand him better by putting herself into his physical place in her room.
She was looking for a solution to what she had come to think of as “the
Donald thing.”
Joan had been teaching elementary school in Littleton for fourteen
years, and this fall she began her sixth year teaching fourth grade at Roosevelt
Elementary School. Now approaching 45, she was distressed to find herself
with a problem that she could not resolve, a problem for which her experience and skills had not prepared her.
The previous spring the Committee on Special Education (CSE), principal Warren Groves, and special education teacher Marilyn Coe approached
Joan and asked her to mainstream three special education students into
her social studies class during the upcoming school year. She agreed without
much hesitation. She was flattered that they had chosen her from among
the five fourth-grade teachers in her building, and she believed at the time
that she needed and could handle the challenge of these students. Sitting
at Donald’s desk, she wondered how she could have so seriously misjudged
her own situation.
Joan completed her teacher preparation program at a small private
college in New York more than twenty years ago. She taught for the two
years following her college graduation and then left teaching to marry and
raise a family. She returned to the classroom when her youngest children
(twin sons, now juniors in college) entered first grade.
Since her return to teaching, Joan had been working in a system in
which students with serious learning problems were served in special classes.
Therefore, her classroom problems were limited to an occasional outburst
of frustration or anger or to the prepubescent silliness associated with 9and 10-year-olds. One of the reasons she enjoyed teaching in Littleton was
the quality of the support services available to students with real needs.
Joan’s feeling was that these services enabled her to be more effective
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with the students assigned to her classroom. Over the years she earned a
reputation in the district for being a creative, demanding teacher who was
able to challenge her students successfully. Parents of gifted fourth-graders
often requested her, feeling she would enrich their child’s curriculum.
For Joan, fourth grade had become somewhat boring, and she was
considering asking for a change of level. When she was approached to
mainstream the special students, she readily agreed, partly to have a new
challenge in her teaching. While two of the mainstreamed students, Barry
Frederick and Michael Neafe, were not presenting many problems, Donald
Garcia was proving to be more of a challenge than she anticipated.
Donald was a learning-disabled (LD) student who had spent most of
his school years in a self-contained classroom for students with learning
disabilities. Joan knew that he, Barry, and Michael were being mainstreamed
for the first time and that Donald was the least skilled of the three. She had
been “briefed” about the students by the CSE and Marilyn Coe at a meeting
the previous June, just before school ended for the summer.
Aware that the students might feel a little awkward in her class, Joan
made sure each had a desk “right in the middle of the action” and that
their desks were nearer to the other students than to each other. She
welcomed them warmly when they started and then tried not to treat them
any differently than she treated her other students.
However, it was clear almost immediately that the three students, particularly Donald, were very different. All of them seemed to need more attention
than the typical fourth-grader. None of them was very outgoing in the class,
and they were hesitant about their work, asking many questions and regularly
seeking reassurance that they had the correct answers or were doing the
right task. Donald took much longer than the other two to complete any
in-class assignment, and he never volunteered to read in class.
When Joan gave her first surprise quiz, something she did regularly to
keep the students on their toes and actively involved in the daily assignments,
Donald was unable to answer any of the questions. While Barry and Michael
did poorly on the quiz (as Joan had anticipated), they tried to answer the
questions and showed some evidence of preparation. Joan was so startled
by Donald’s blank paper that she went to see Marilyn Coe to discuss his
quiz.
Marilyn explained, “Donald probably couldn’t read your test. You know
that he reads on the first-grade level.”
Joan reacted immediately. “He shouldn’t be in fourth grade if he can’t
read the work! I just can’t imagine how a child that poor in reading can
stay in my class.”
It was clear to Joan that her reaction troubled Marilyn, who responded
to Joan in a very soft voice. “Yes, Donald can’t read very well. But he’s a
very nice little boy who has been isolated from his peers for a long time. If
he doesn’t have an opportunity soon to get to know kids his age, he’ll start
middle school isolated and probably acting inappropriately. And you must
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be making some progress with him. He actually has begun doing some
things with other kids that he didn’t do before he went into your class. I
saw him on the playground with a bunch of your students, and he talks
about your class and his new friends a lot when he’s in my room.”
Joan quickly retreated from her hard-line position. She nodded at Marilyn and said, “OK. I’ll try to help him with the content. And I won’t give
any surprise quizzes without warning you.”
For the next few weeks Joan observed Donald closely in her class. He
contributed in class discussions if she called on him, and he participated
in small-group activities. (In the first marking period the students were
creating murals depicting the growth of the American colonies.) However,
she also noticed that he did none of the reading or writing activities, nor
did the other students ever ask him to contribute to the academic aspects
of his group’s project. When it came time to reorganize work groups, no
group actively chose Donald, and Joan had to ask one of the students to
include him. The student did so willingly, mentioning that Donald was a
nice kid but not too smart. The only appropriate work he turned in was
done with Marilyn Coe’s help. He continued to fail Joan’s tests.
Joan often described her teaching by saying that she believed that her
students’ reach should exceed their grasp and that she continually asked
more and more from her students. They knew and expected that from her
and were even disappointed if one of her assignments turned out to be
“easy.” But Donald was unable to achieve even her simplest goals. To ask
more from him would mean increasing his frustration level. Yet she couldn’t
decrease her expectations for the class as a whole or for the small groups.
And if she created individual assignments for him, she would be defeating
the purposes of mainstreaming by setting him up as different and less able.
As the days passed, she came to believe that Donald did not belong in her
class. She felt strongly that mainstreaming was not good for students if they
ended up hating the class and school or if they felt “dumb” as a result of
the mainstreaming. Though he did not seem to be unhappy in the class,
Joan suspected that Donald was feeling that way. Given her classroom requirements, it was clear that Donald was failing social studies and that Joan
would have no choice but to give him an F for the marking period. It wasn’t
that Joan thought Donald was a failure; he just could not meet the reading
and writing demands of her class.
Feeling frustrated and angry that she had brought this on herself, Joan
met with Warren Groves for some advice. Warren had been her principal
for nine years, and they liked and respected each other. His response was
straightforward: He told Joan that if Donald could not do the work, he did
not belong in her class. Warren volunteered to make that position clear to
Marilyn and the CSE, but Joan felt that was her responsibility. She arranged
to meet the next day with Marilyn to discuss returning Donald to the LD
classroom. Although she had been meeting with Marilyn regularly and knew
this would come as no surprise, Joan was feeling terrible about making this
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request. She understood why Marilyn felt Donald needed to be mainstreamed and she appreciated that Marilyn had chosen her as the teacher
to accomplish this. She also knew that Marilyn had a lot riding on Donald’s
success and that this would be a blow to her mainstreaming efforts in the
school.
Joan sighed and got up from Donald’s seat. She returned to her desk
and packed her briefcase with work to take home. She knew that even
though there were no papers in her bag to indicate it, most of her thoughts
that evening would center on Donald and her meeting with Marilyn the
following day.
***
Marilyn Coe sat in her classroom thinking about tomorrow morning’s meeting with Joan Martin. She realized that she might have blundered when she
decided to mainstream Donald Garcia into Joan Martin’s fourth-grade social
studies class this fall. Marilyn knew that Joan was upset by Donald’s poor
reading skills and that, despite his efforts, Joan was going to give him a
failing grade. At the moment, however, Marilyn felt that it was she who had
failed, and now she was wondering if there was anything she could do to
remedy the situation. She didn’t have much time to figure out a solution:
She and Joan were meeting in the morning, and it looked like the only
option Joan would offer would be for Marilyn to remove Donald from her
class. Otherwise, Joan would have to give him a failing grade in social studies
for the first marking period.
Marilyn understood many of Joan’s reactions because she had spent
nine years as an elementary school teacher before beginning a new career
in special education. Now 39, she had “retired” from teaching for several
years to raise her children and had spent three years tutoring remedial
students before returning to a local university to complete a master’s degree
and become certified in special education.
She was remembering just now the excitement she felt last January as
she approached her return to full-time teaching after accepting a midyear
position in a self-contained LD classroom in the Littleton school district.
With some trepidation, but also with lots of excitement, Marilyn started her
new assignment.
Marilyn found herself in a medium-size elementary school supervised
by Warren Groves, a very professional principal, and staffed by conscientious,
hardworking teachers. Marilyn’s class was one of two self-contained learning
disabilities classes in the building. There was also an LD resource room in
the school. Because there were two types of LD classes in the building, many
teachers thought the children in the two self-contained classes were too
difficult to mainstream.
Marilyn tried to set up a classroom that was visually appealing and
educationally interesting and stimulating. She was determined to find success in her new position. By March, Marilyn felt that the class was doing
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well and that things were going smoothly. The students, all boys ranging in
age from 6 to 9, settled into a consistent routine and seemed happy in the
structured classroom environment Marilyn had created.
When Marilyn took over the class, she was surprised to learn that none
of the boys was mainstreamed into any regular education classes. In May,
as Marilyn prepared to meet with the CSE to make recommendations for
the following school year for her students, she wanted to suggest that several
of her students be mainstreamed into some academic subjects. However,
Marilyn found herself hesitating, since she had so little experience with this
type of decision. The CSE was available to guide her but felt the final
decision to mainstream should be left to her. As she tried to make up her
mind, Marilyn was feeling the double handicap of her inexperience in
special education and her brief time in the school.
When she turned to the principal for guidance, Warren Groves offered
his views on mainstreaming but avoided the actual decision. He told Marilyn
that he did not know enough to make appropriate recommendations; he
felt that was her job, in cooperation with the CSE. However, he did tell her
that he believed that students should be mainstreamed primarily for reading
and math and only when success could almost be guaranteed so that the
children would not have to deal with more failure. The CSE’s attitude was
that more mainstreaming should be attempted in all areas; it felt that too
many children were placed in self-contained classes in the district. When
Marilyn asked why so little mainstreaming had occurred with her students,
the CSE explained that it didn’t want to take a position that the principal
might not support unless it had a strong special education teacher behind
the mainstreaming effort.
After spending a lot of time going over student records and talking with
anyone who might help her, Marilyn decided to mainstream two of her
students for math. Both boys had developed enough competence in the
subject area to be successful in the regular class, particularly if she provided
a little additional help in her classroom.
Marilyn also decided to mainstream the three oldest boys in the class,
Barry, Michael, and Donald, into the fourth-grade social studies class even
though one of them, Donald, was very weak in reading skills. Her rationale
was based on three premises. First, in three years these students would start
middle school, and it seemed that the present time was not too soon to
begin preparing them for the demands they would face there. Second,
Marilyn felt that she “cheated” her students in the areas of science and
social studies, since reading, math, and language arts took up the largest
part of each school day in her class. Third, all three boys were shy children
who had spent most of their school years apart from their same-age peers.
Marilyn felt they needed more time with other 9-year-olds, who could serve
as models.
All her recommendations were agreed to by the CSE and the principal.
They suggested that she closely monitor the students mainstreamed into
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social studies. Warren paid particular attention to Donald’s case when she
presented her ideas to him. That reinforced for Marilyn that the principal
was “tuned in,” since Donald had been her greatest concern.
Donald, a 9-year-old, had spent two years in the self-contained LD class.
He was an only child, living with his mother and father. Donald’s original
psychological report confirmed his academic deficits and described him as
“immature, with a short attention span.” There were no reported health,
financial, marital, interpersonal, housing, or community problems; nor were
any significant birth, medical, or developmental difficulties reported.
The CSE report noted that Donald’s mother, whose native language
was Spanish, spoke English with some difficulty. Donald understood but
did not speak Spanish. Donald’s father reported that he had experienced
difficulty reading when he was in school. The parents had always been
supportive of the CSE decisions and welcomed help for Donald.
The main drawbacks for mainstreaming Donald were his primer reading
level and his shyness and low self-esteem. However, Marilyn knew that despite
his reading difficulties, Donald was able to understand concepts presented
at his age and grade level and had very good listening comprehension
skills. He was aware of current events, and he would bring a wide range of
educational and cultural experiences to the class. He had traveled to South
America with his parents several times and could relate those trips to other
experiences. Yet Marilyn knew that Donald did not fit Warren’s “model”
for mainstreaming.
Joan Martin, the fourth-grade teacher whose class Donald would join
for social studies, had a reputation for creativity and flexibility, but she
was known for teaching to the upper levels of her class and holding high
expectations for all her students. She was selected on the basis of Warren’s
recommendation and a meeting with the CSE at which the committee
recognized that she was willing to accept all three of Marilyn’s fourth-grade
students.
In September, Joan welcomed the three self-contained LD students
warmly, giving each his own desk and materials. The students were so
enthusiastic about attending the fourth-grade class that Marilyn began to
relax about her decision.
Her sense of comfort was short-lived, however. At the end of the third
week of school, Joan came to see Marilyn to discuss Donald. She showed
Marilyn the results of the first social studies quiz, given as a surprise to make
sure all the students were keeping up with the reading. Donald had not
responded to any of the questions. When Marilyn reminded Joan of Donald’s
reading level and explained that he probably could not read the test questions, Joan reacted strongly. “He shouldn’t be in fourth grade if he can’t
read the work. I just can’t imagine how a child that poor in reading can
stay in my class.”
Marilyn was shocked by the strength of Joan’s response. She decided
to try to focus on Donald’s needs, not his weaknesses, as she answered Joan.
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“Yes, Donald can’t read very well. But he’s a very nice little boy who has
been isolated from his peers for a long time.”
Marilyn went on to explain Donald’s social needs for being in the class,
and she discussed how important it was to prepare classified students for
their next educational level. She also told Joan that she had noticed that
Donald was now involved with other fourth-grade students on the playground. Marilyn concluded, “He talks about your class and his new friends
a lot when he’s in my room.”
Marilyn realized her explanation had made an impact when Joan responded by agreeing to keep Donald in her class and to try to help him
with the content. Joan observed that his contributions to class discussions
were very appropriate and said she would watch him in class to see if he
made any progress.
After the meeting with Joan, Marilyn began to work with Donald in her
class on his social studies assignments. She knew that the best solution would
be for Donald to learn to read the social studies material, but Marilyn also
knew that she would not be able to bring him to grade-level reading. She
continued to meet with Joan to talk about Donald’s progress and to see if
Joan would consider changing her grading procedures to accommodate Donald’s needs. Marilyn knew that she had to go slowly, since she was an untenured teacher and it was not her role to tell other, more experienced teachers
how to handle their classes. She did not feel that she was making much
progress with Joan, since Joan kept talking about Donald’s failing grades.
Marilyn decided to talk with the principal and the CSE to see if they
could help her find a solution to the problem. It was clear to Marilyn that
Joan was not comfortable making an exception to her strict grading policies
for Donald.
When Marilyn met with Warren, she felt she was receiving mixed messages. On the one hand, the principal told her that she, not he, was the
expert in special education and mainstreaming. Yet he reminded her that he
believed that students who could not be successful in meeting the teacher’s
demands should not be mainstreamed.
On the other hand, the CSE supported Marilyn’s decision to keep
Donald in fourth-grade social studies, since the committee had also noticed
the difference in his social interactions. The CSE was willing to meet with
Joan to support Marilyn’s position.
Marilyn appreciated the support of the CSE but did not think that it
would affect Joan’s position on her grading policy. As long as Donald had
to meet Joan’s standards, he was bound to fail, and Marilyn felt she would
appear stubborn if she insisted that he remain in the class even though he
would fail. It seemed to her that Joan’s grading system was the key to solving
the problem. However, Marilyn did not know how to convince Joan to alter
the system.
***
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Warren Groves watched Joan Martin leave his office; as the door closed
behind her, he sat down heavily in his chair and sighed aloud. In the past
week two of his strongest teachers had come to him to discuss the same
child, Donald Garcia. It was clear to him that these two caring, sensitive
teachers were on a collision course over the best setting for Donald. Warren
knew that one of his responsibilities as the principal would be to mediate
if they could not reach an amicable, appropriate solution.
Warren tended to trust his teachers and preferred to let them make
their own decisions. He typically offered an opinion that would not tie a
teacher’s hands and then suggested that the teacher was the front-line
expert. He only took a firm stand when he saw that a teacher’s decision
would lead to a real problem or when there was a conflict that the parties
were unable to resolve without his intervention. The problem with Donald
seemed to be leading him to the latter situation.
As Warren retraced the events that led to his meeting with Joan today,
he reminded himself that he could have prevented this entire situation last
May if he had told Marilyn Coe then that Donald was not an appropriate
candidate for mainstreaming. When Marilyn and the CSE met with him to
discuss mainstreaming some of the students from Marilyn’s self-contained
LD classroom, it was obvious that Donald did not have the reading skills
necessary to deal successfully with a fourth-grade social studies text. But
Marilyn made a strong case for social mainstreaming for this student, a case
that Warren knew made sense as a long-term solution to Donald’s problems.
As long as Donald remained in the self-contained setting, he would not
have the opportunity to make friends with the nonclassified students, nor
would he have those students as models for the behaviors that preadolescents
needed to learn.
Warren went along with Marilyn for a second reason. In addition to
believing that her social mainstreaming argument was a good one, Warren
wanted Marilyn to know that she could have the opportunity to implement
her policies without having to fight for each one. Although she was a new
teacher, she had the potential to be one of the strongest teachers in his
building. Warren knew that if he encouraged and supported her, she would
gain the confidence needed to emerge as a leader within the school. Since
he believed that strong teachers were an asset to a school, he wanted to
help Marilyn try to implement her ideas.
He suggested that Joan Martin be the teacher who mainstreamed the
three fourth-grade students because he wanted Joan to have a new challenge.
Joan was one of those teachers whose classroom could make any principal
look good, and Warren appreciated her skills. He knew, however, that she
was easily bored and that he did not have another opening in his school
for her. He feared that Joan would leave his school for a more interesting
classroom if he could not provide one for her. He hoped that she would
rise to the challenge of these hard-to-teach students and, in doing so, find
sufficient reason for remaining in his school.
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But now Warren had the feeling that his plans had backfired. Although
he had warned Marilyn that mainstreaming Donald could prove to be a
difficult undertaking, Marilyn had not taken that warning seriously enough.
She should have better prepared both Donald and Joan for their mainstreaming roles. Was it too late to help her save her plan and keep Donald
in a regular fourth-grade social studies class?
Additionally, he should have given Joan more incentive to guarantee
that the mainstreaming of these students would be successful. He wondered
if it was too late to do that now. Would Joan be willing to rethink her
position about grading just days before the report period ended?
Warren knew that the two teachers were meeting the following day. He
called to his secretary and asked her to find out when their meeting was
scheduled. He realized he was about to spend the remainder of the day
trying to come up with an idea that would help them resolve their conflict
over Donald. His plan would have to meet two goals: It would have to be
in Donald’s best interest, and it would have to allow both Joan and Marilyn
to save face and leave the meeting feeling that their professional beliefs
had not been compromised. Warren was not sure he could accomplish that.
He sighed again. It was days like this that made Warren wonder why he had
not gone into his father’s insurance business.
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SUGGESTED QUESTION OUTLINE
1. Let's see if we can get the facts straight from these three vignettes. Let's
begin by describing Joan Martin.
Probes…
1. What kind of teacher is she?
2. How does she run her classroom? Describe it.
3. What does she want to happen here? Why?
2. How about Marilyn Coe?
Probes…
1. What kind of teacher is she?
2. How does she define her role in the mainstreaming experience of the
three children from her LD class?
3. What does she want to happen? Why?
3. What do you think about Warren Groves?
Probes…
1. How does he define his role as principal?
2. What does he want to happen?
4. Donald is the focus of all this consternation; let's get the facts straight
about him.
Probes…
1. Describe his performance so far in the fourth grade.
2. What are his abilities and deficits?
Questions to use in debriefing role play:
5. Let's analyze the position taken by the group representing Joan Martin.
Probes…
1. What did you see as her objectives as she entered the meeting?
2. How did you plan for her to accomplish them?
3. What did she think the other two players would do?
4. How did her position evolve during the actual meeting?
5. Was she satisfied with the outcome? Why/why not?
6. What should she do next?
(Repeat this question sequence for each of the three groups/characters.)
6. What else, in their overall teaching, could Marilyn or Joan do to help
Donald succeed?
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ASSIGNMENT QUESTIONS
1. What should be done about Donald?
2. What advice would you give to Joan as to the position she should take in
the meeting? Marilyn? Warren?
3. From your other reading, what suggestions would you make to Joan about
what she might do in her class to enhance the possibilities of success for
Donald? What else might Marilyn do?
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CASE STUDY
Sarah Hanover
A first-year high school math teacher is confronted by angry parents
when she gives their son, an outstanding math student, a lower
grade than expected because he never turned in his homework.
The secretary’s voice on the faculty lounge intercom was difficult to hear
because of the static. “Mrs. Hanover, there’s a call for you on line seven,”
Sarah heard dimly.
She called toward the speaker, “I’m on my way,” and headed down the
hall to the math office, wondering who was trying to reach her at 7:40 on
a Monday morning.
The caller identified himself as James Kilson’s father.
“Good morning, Mr. Kilson. Is James OK?” Sarah asked.
“Well, he’s OK except for his math grade,” Mr. Kilson responded. “I’m
unclear as to why James got a B in your class.”
“Did you ask James? I’m pretty sure he knows why he got a B.” Sarah
softened her voice so that her comment would not seem hostile.
Mr. Kilson responded. “He told us that he got a B because he didn’t
do the homework.”
Sarah said, “That’s exactly right. Homework is one of the class requirements.”
Mr. Kilson’s voice sounded angry. “But he gets perfect scores on the
tests without doing homework. Why would you have such a requirement?”
“Not all the students understand new concepts in math as quickly as
James. In fact, most students need all the practice they can get. If I didn’t
require homework and base part of the grade on its being completed, most
students wouldn’t do it and they’d learn less.”
Mr. Kilson sounded puzzled. “I understand that. But why should James
have to do the homework when he doesn’t need it?”
“All students need to do homework. It’s part of learning some discipline.”
“Forget that. James is not a discipline problem.” His tone moderated
as he went on: “You must know how important grades are to high school
students, particularly students like James, who plan to apply to highly competitive colleges. This is not a contest between your will and James’s. He
needs high grades for college. All his test scores show that he’s doing A work.
His math grade should reflect what he knows.”
Sarah forced herself not to sound angry or defensive as she responded
to Mr. Kilson. “I think you’re missing the point here. Homework was one
of the course requirements. James got a B because he chose not to do the
homework.”
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“I’m assuming from this conversation that you’re not going to change
James’s grade.” Sarah thought that Mr. Kilson sounded frustrated.
“I don’t think that he earned a higher grade. When he meets all the
class requirements, he’ll get an A.”
“My wife and I would like to talk to you in person about this. I would
ask you to think about what I said so that there might be room for some
more discussion between us. When would be a convenient time?” Mr. Kilson
did not sound like the type of person who would take no for an answer.
Sarah quickly brought her schedule to mind. “I have a preparation
period from 11:06 to 11:48, or we could meet after school. The students
leave at 2:50 and I’d be willing to meet you at 3:00, if that would be more
convenient.”
Mr. Kilson responded, “We’ll see you at 3:00 this afternoon, if today is
convenient. Where shall we meet?”
Sarah replied, “This afternoon is fine. I’m in room 336 at that time;
that’s on the third floor of the math wing. When you come in the front
door, walk past the office and take the first stairs to your left.”
“We’ll find it. Thank you for making yourself available.”
Sarah said, “You’re welcome, Mr. Kilson. Have a nice day.” Once the
words were out of her mouth, she could have kicked herself. She hated that
expression, but in her nervousness she had used it to end her conversation
with James Kilson’s father.
Sarah replaced the receiver and left the math department office, her
heart pounding. She was a new teacher, and Mr. Kilson was the first parent
to call her with a complaint. In the two months since school started, her
only parent contacts were ones she initiated, and they were made to ask for
the parents’ help with a problem student.
As she walked to her classroom, she thought about James Kilson. It
occurred to her that this call should not have come as a surprise. After all,
James was the best math student in her third-period honors precalculus
class.
James was a pleasant boy, easy to have in the class (although he informed
her on the first day of class that he did not like to be called Jim, or Jimmy,
or Jimbo, and offered about half a dozen nicknames or variations on his
name that he would not answer to). He had a 98 average on the tests and
quizzes Sarah had given during the marking period. He was also her best
peer tutor and a willing participant in class discussions. James was obviously
an A student, except for one flaw: He never turned in homework. And that
was why Sarah gave him a B for the grading period.
In September, Sarah was overly prepared to begin the school year—
intense preparation was her typical response to anxiety. Although becoming
a math teacher was something she had been working toward for the past
two years, actually being offered a job had caused her as much anxiety as
pleasure.
Sarah described herself as a “traditional rebel”—an oxymoron she took
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delight in. When she graduated from college in the early 1970s, she was
one of only a few women in her class with a degree in business. She married
immediately after college graduation (her traditional side) and went to
work for a Fortune 500 company as a management trainee. Within a few
years she was earning as much as her husband, a computer engineer. After
ten years with the company, she took a leave of absence to have a child.
She returned to work when her son was 6 months old. A year later she was
pregnant with a second child, and she and her husband agreed that raising
young children was going to be very difficult with both parents pursuing
corporate careers; so after her daughter was born, she resigned from the
company. As her children grew, Sarah started to think about another
career.
Teaching seemed a natural choice. Sarah had done some training on
her job and had enjoyed helping others gain new skills. She investigated
options and discovered that she could be certified in math with two years
of part-time study. By the time her daughter was ready for kindergarten,
Sarah was a certified math teacher. She was offered a full-time position at
Littleton High School early in June, giving her nearly three months to
prepare for her new position.
Her preparation included establishing overt grading standards, which
she shared with her students on the first day of class. She even put her
requirements on the topic schedule she handed out to each class, believing
that she should identify class requirements explicitly so that the students
would know exactly what she expected. She didn’t want them to be surprised
by their grades, as she often had been as a student, and as were so many
students she had observed as a student teacher.
One of her requirements was homework, and she made it clear that
she took homework seriously. As she explained to her students: “I’m assigning you homework every night but Friday because you will need to
practice what we are learning in class, and there won’t be enough time in
class for you to get that practice. By doing homework every night, you’ll
get a better handle on the material, and I’ll have a better idea of what you
know.”
In each of her classes, several students asked if she would grade the
homework. The first time she was asked the question, Sarah paused before
answering. “Let me put it like this. I will go over all your homework as a
way of finding out how you are doing with the material. Your homework
will let me know who needs extra practice and what I’ll need to reteach if
lots of you didn’t understand something. It will also tell me that we can
move ahead faster than I had planned if I see that everyone in the class is
doing very well. But I won’t put a grade on each homework assignment.
You need to have the freedom to use the homework as a means of indicating
that you don’t understand something. So the only grade will be a check or
minus. If you try to do the homework each night, even if you get stuff wrong,
you’ll get a check. If you don’t turn it in, or if you turn in only part of it,
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you’ll get a minus. With a few minuses, your grade will be affected. I expect
all of you to do each of the homework assignments.”
Sarah thought about that conversation and realized that she was on
firm ground with the grade she had given to James. She tried to put her
upcoming encounter with the Kilsons out of her mind as she went through
her day. Nevertheless, her thoughts kept returning to the afternoon’s meeting, particularly during third period. Sarah did not say anything to James
about his parents’ upcoming visit, and he did not mention the early morning
call to her. She wondered if he knew about it.
By the end of the day, the meeting with the Kilsons was all Sarah could
think about. When the door of room 336 swung closed behind the last
student at 2:50, Sarah stood to erase the board as she nervously awaited Mr.
and Mrs. Kilson’s arrival. As she mentally went over their position and tried
to imagine the additional arguments they might make, she began to wonder,
for the first time since she had established her grading requirements, if
they were correct. A nagging doubt began to grow that her focus on the
explicitness of the grading system had obscured her attention to its content.
Were the requirements themselves wrong? Since the conversation with Mr.
Kilson hadn’t been a lengthy one, she hadn’t really had the opportunity to
expand on her position or to hear his in detail. Was she really clear about
the arguments on both sides of this issue?
Sarah heard a sound at the classroom door and quickly set down the
eraser and dusted off her hands. She took a deep breath as she walked
toward the opening door.
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SUGGESTED QUESTION OUTLINE
1. Our heroine, Sarah Hanover, has a problem brought on by a phone call.
What's the situation here?
Probes…
1. Identify and describe each of the players.
2. What precipitated the current situation?
3. Why is James' father upset?
4. Does James know why he got the B?
5. What are Sarah's grading requirements? How did she communicate
them to her students?
2. What is the problem?
Probes…
1. Whose problem is it? James' work? His parents'? Sarah's?
2. What is the purpose of homework?
3. What are the two sides of the argument?
4. Should homework count in the grade?
5. Should everyone have to hand it in regardless?
3. Could Sarah improve her evaluation system?
Probes…
1. Sarah's requirements were explicit: do you think they were appropriate?
2. How might Sarah differentiate homework?
3. Should she measure it differently?
4. How can she provide her students ongoing feedback?
4. What should Sarah do when she meets with James' parents?
Probes…
1. Should she change James' grade? If yes, what are the implications for
other students?
2. Should she change her requirements for the next grading period? For
James? For everyone?
ASSIGNMENT QUESTIONS
1. What was Sarah Hanover's grading system? How did she communicate it
to her students?
2. Why is there a problem now?
3. Should homework be a required part of one's grade? Should Sarah change
James' grade?

