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AN ABSTRACT OF THE DISSERTATION OF

DAN W. HECHENBERGER, for the Doctor of Philosophy degree in Curriculum and
Instruction, presented on APRIL 22, 2009 at Southern lllinois University Carbondale.

TITLE: INFORMING A TRANSFORMATIVE MULTICULTURAL APPRQACH:
SEEKING A CONTENT FORM AND A MEDIUM FOR ILLINOIS INDIAN
RESOURCES FOR PRESERVICE SOCIAL STUDIES TEACHERS

MAJOR PROFESSOR: Dr. Jan E. Waggoner

The demographic imperative drives a fundamental tenet of multicultural
education: We must more thoroughly acknowledge contributions of diverse US groups by
improving authentic coverage and integration of ethnic minority heritage in social
studies. The purpose of this study was to investigate participant recommendations
content form and medium for preservice social studies teachers in using resource
focused on the lllinois Indians, an ethnic minority group relevant to the stilie@$
and US history. In addition, | explored how perspectives from three levels ot@duca
informed those recommendations and gave meaning to multicultural education through
use of Native American content.

Research questions revolved around perceptions, attributes, and needs of
preservice social studies teachers. Multiple data sources encompassgaeryiews and
focus groups from curriculum specialists, experienced teachers, and meservi
teachers— all with Native American content experience in social studies; (2)
demographic data and critiques of eight mediumssed to position participants relative
to multicultural concepts and medium usage in social studies. The eight mediums were:
professors, textbooks, children’s literature, news outlets, museums, popular and

documentary film, and digital resources.
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Findings included participant recommendations for: a pedagogical content
knowledge form; mediums- digital resources, children’s literature for elementary
grades, and museum discovery kits for elementary and secondary levels. Constant
comparison analysis also yielded educational perspectives reflectlignges to
multicultural education as addressed by emergent participant themes arfaedienti
educator dispositions.

These findings have implications for: (1) utilizing authentic ethnic minority
content in social studies methods classes; (2) designing prepackaged pedagatgat
knowledge; (3) examining multicultural education approacikigsorical thinking
approach; (4) informing the rift between academic historians and social siddierents.
(5) Findings also led to development of the conceptual Tree of Growth Modetingflec

educator dispositions. Further investigation suggested in all five areas.
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CHAPTER 1
INTRODUCTION

An Impressionist Tale

"The People Who Arrived Here Firstsaid the Spirit of the Landhunted large
animals. Their children’s children hunted smaller game and gathered the other things
needed for life that this land had to offer. Their children’s children learned to grow corn,
beans, and squash and built the many mounds upon the land and charted the paths of the
sun and the moon. And then came the children for which | was named, Illinois. They
hunted and gathered. They grew plants in the soil. What else they needed they created
from what the land provided. They traded with each other and with their neighbors
around them. And they fought their enemies.”

"These were the First People of lllinoissaid the Spirit of the LandYou cannot
tell the story of this land without them. They are a beginning of a heritage that continues.
Could you tell the story of the animals of this land and leave out the mastodons, or their
smaller brothers, the bison and the elk? The great story of this land you call lllinois was
created through many stories woven together. To leave out stories, like that of the First
People of Illinois, or their allies, the French, or the Africans they enslaved, axile
great holes in the base fabric of the story. Then you will not have a great and beautiful
tapestry that shows how many stories were woven together. Instead you will have a base
for the tapestry that is like a rag full of holes. And though your own story of Americans,
and your British grandfathers, will be mostly in one piece, it will sit upon a layer of

tapestry that you have depleted by tearing out vast sections. It will be like the great



limestone caverns that sit beneath the Mississippi River bluffs and one day cause the top
layer of earth to fall in on itself, making huge sinkholes. And the story of the Americans
and the British grandfathers—now as over pock-marks on Grandmother Earth—uwiill call
out 'Look at me! Look at me’. And wise elders will know this as foolish arrogance. And
Grandmother Spider, the teacher of weaving, will laugh. ... How then, can you teach
your children that the great story of this land is woven together? How can you teach your
children that all of history is woven together? How can you teach your children that all

of life is woven together? ...You cannot... unless you teach them how stories are woven
together. To make a whole and beautiful tapestry... Teach them of weavingpered

the Spirit of the Land called lllinoisTeach them of weaving... And to truly teach them of
weaving, you must teach them the texture and hue of all the threads that are woven into
the fabric of the story.”

Then the teacher of social studies awoke, sat straight up in bed, and spoke in a
frustrated anguish that had grown so common: “But there isn’'t enough time! We gan onl
teach them what will fit in the school year and the larger curriculum... amal saalies
isn’t the only subject... and there are those standardized tests that don’t even eamphasiz
social studies... and some people don’t want the curriculum transformed to include the
true voices of minorities!...”

And the Spirit of the Land called lllinois replied from that place deeper than

dreams;Teach them of weaving... and of the texture and hue of all the threads of the

story.”



Purpose of Study

In this study | propose a set of resources on lllinois Indian heritage tdibedut
by professors of preservice social studies teachers within the framefnbeirdeacher
education program. This proposal addressieexdamental tenet of multicultural
education We must more thoroughly acknowledge the contributions of the diverse
groups that are the components of United States society by improving thetiauthe
coverage and integration of ethnic minority heritage in social studies and luistsses.
Consequently, in this chapter many threads of different hues and textures wiliudent
to informing the reader, including: 1) a transformative multicultural approatimwit
social studies that requires authentic ethnic content; 2) origins and tensionstreleva
social studies and early attempts at American Indian coverage; 3)tthéondlative
American perspectives in history; 4) the need for resources; 5) lllinos2piee social
studies teachers and content knowledge; 6) mediums utilized for social studers;c7)
definition of terms and appropriate designations; 8) the research questions.

Transformative Multicultural Approach and Social Studies

Multicultural education, which is a sensitizing concept (Patton, 2002) or
combined viewing lens and touchstone in this study, is defined as “a field of study
designed to increase educational equity for all students that incorporatt@s fourpose
content, concepts, principles, theories, and paradigms from history, the social and
behavioral sciences, and ethnic studies and women's studies” (Banks & Banks, 2004, pp.
Xi-Xiv). The roots of multicultural education stretch back through the 1930s, 1920s, and

the 1880s, in the “ethnic studies research and development of teaching materials by



African-American scholars.... [who] created knowledge about African-Amesitaat
could be integrated into the school and college curriculum” (Banks, J.A., 20044, p. 8).
This, in turn, informed “the Black studies movement... [of] the 1960s and 1970s”
(Banks, J.A., 20044, p. 8).

Overlapping part of that rooted time period, the intercultural and intergroup
education movements are characterized as antecedents of contemporanjtoralti
education rather than part of its direct roots (Banks, J.A., 19964, p. 31; Banks, C. A. M.
2005, p. xvi). Starting in the 1930s, the intercultural education movement “focused
primarily on the cultures of racial, ethnic, and religious groups (Stendlerr&nVia953)

... [principally] European immigrants ..., although attention was also given to people of
color (DuBois, 1939). ... [In part, the intercultural educators developed] materidie on t
cultures and contributions of various ethnic groups (DuBois, 1942)” (Banks, C. A. M.,
2005, p. 3). The intergroup education movement had its inception in response to the
racial tension and riots of the 1940s “in Detroit, Michigan; Beaumont, Texas; S, Loui
Missouri; and other cities across the nation” (Banks, C. A. M., 2005, p. 3). The
intergroup educators created programs to reduce prejudice, and that approah beca
their central focus in working to heal fragmented relations among various growgse T
“programs called attention to Democratic ... values and highlighted sitieiagimong

all Americans” (Banks, C. A. M., 2005, p. 3). Rachel Davis DuBois, John Granrud and
Hilda Taba were three of the prominent leaders from these two movements (Bafks, C
M., 2005, p. 32-35). Though these movements each have a separate history and focus,

they are now referred to jointly as the intercultural education movement (Banks



M., 2005, p. xv). As antecedents to contemporary multicultural education, they are
viewed as informing the current multicultural education movement (Banks, C. A. M.,
2005; Banks, J.A., 2004a; Banks, J.A., 1996a).

There is also a “transformative tradition in ... multicultural education (J. A.

Banks, 1991, 1994; Banks & Banks, 1993).... [that] links knowledge, social

commitment, and action (Meier & Rudwick, 1986)” (Banks, J.A.,1996Db, p.5). For many

multiculturalists, this tradition demands that social action should be pary of an
multicultural format. However, J.A. Banks has highlighted transformgtiadities in
identifying four levels of approaches that evolved among educators fortéigeation of
multicultural content into the curriculum (Banks, J.A., 2006, p. 140) and three of those
levels do not include a social action component. Those four approaches are:

Level 4: The social action approach

Students make decisions on important social issues and take actions to help solve

them.
Level 3: The transformation approach

The structure of the curriculum is changed to enable students to view concepts

issues and events, and themes from the perspectives of diverse ethnic and cultural

groups.

Level 2: The additive approach

Content, concepts, themes, and perspectives are added to the curriculum without

changing its structure.

Level 1: The contributions approach



Focuses on heroes, holidays, and discrete cultural elements. (Banks, J.A., 2006, p.

141)

J.A. Banks points out that in terms of a multicultural curriculum the prinrsanei
is that students experience points of view that differ from the “mainstreatncc
perspective.... [particularly those views] of the cultural, ethnic, and racial gtioaips
were the most active participants in, or most cogently influenced by, the eveatass
concept being studied” (Banks, J.A., 2006, pp. 141-142).

Pragmatically speaking, teachers who choose to embrace a multicolagal
often use all four approaches (Banks, J.A., 2006). Banks cautions that for those new to
multicultural education principles

It is unrealistic to expect a teacher to move directly from a highly nnaamst

centric curriculum to one that focuses on decision-making and social action.

Rather, the move from the first to the higher levels of multicultural content

integration is likely to be gradual and cumulative. (Banks, J.A., 2006, p. 141)

To make another point via the lens of K-12 curriculum, it is pertinent to
underscore that defining multicultural education in terms of “paradigms freteryithe
social and behavioral sciences, and ethnic studies and women's studies” (Bar&ks, J.A
Banks, C.A.M., 2004, pp. xi-xiv) places it squarely in the realm of the social studies
classroom, the social studies teacher, and by extension, in the training podgnam
preservice social studies teacher.

Such a social studies classroom, teacher, or preservice teacher mail alsbef

the purview of different models for social studies curriculum: the integratéal saalies



model advocated by the National Council for the Social Studies; the histey-badel,
which is a subset of the discipline-based model; the thematic model; or the-paged
model (Singer, 2003, p. 114-150).

In practice, an integrated social studies model prevails in K-12 schobla wit
dominant curriculum pattern that is variously identified as the “expanded coteslni
(Martorella, Beal, & Bolick, 2005, p. 76), “expanded horizons” (Savage & Armstrong,
1996, p. 16), or “expanded environments” (Chapin & Messick, 1992, p. 18; Ellis, 2002,
p. 8; Sunal & Haas, 2002, p. 14; Zarrillo, 2008, p. 15). Regardless of the curriculum
model or pattern being utilized, Gollnick and Chinn (2004) remind us that “the
curriculum should be multicultural” (p. 323).

Then, in terms of possible transformative multicultural approaches in social
studies, there are a number of factors that coalesce for the purposestatithis s

1. Content is a principal component in the definition of multicultural education.

2. In the historical roots of multicultural education from the 1880s-1930s, ethnic
content was created.

3. In the antecedent intercultural movement, ethnic content was created; inrgdditi
there was a component focus on democratic values and commonalities among
Americans.

4. Content knowledge is part of a tripartite foundation in the transformative araditi

of multicultural education.



5. The four levels of approaches identified by Banks all share in their purpose
integration of multicultural content knowledge; consequently, all four appesa
include an ethnic or cultural content focus.

6. All four of those approaches are often used together to deliver ethnic or cultural
content by teachers who embrace a multicultural model; if we expehetsac
new to a multicultural approach to embrace it and move to the upper approach
levels, then we should expect that they are likely to move gradually through the
levels accumulating experience along the way.

7. The primary issue in terms of multicultural curriculum is the inclusion of points
of view that differ from the dominant Anglo-American point of view (also called
Anglocentric, Eurocentric, or mainstream-centric); the points of view that ar
particularly important are from those groups that were most activedyved
and/or most clearly affected, in the material covered.

8. Though all four approaches identified allow students to see some different points
of view, level 3— the transformation approach is pivotal in that the structure of
the curriculum is changed at this level, and, consequently, for level four, to
empower students to view all class materials from different points of view.

9. Multicultural education is solidly, though not exclusively, in the social studies
realm in terms of the K-12 curriculum, which places it on the agenda for training
programs of preservice social studies teachers.

Therefore, since content knowledge of an ethnic or cultural nature, in

juxtaposition with the dominant Anglo-American point of view, is an exgdicd crucial



component in six of the nine preceding summary points and it is implicitevesth
point, then it is reasonable to submit that training programs for preservicestodiak
teachers should give them experience with ethnic or cultural content thatyatythe
least, will be of practical use to them as they work to construct their own knovilagge
relevant to the minority groups that were most actively involved and/or mosyclear
affected in the material that these future teachers will be expecteddr in the relevant
grade levels of the social studies curriculum, whether that curriculuowfothe
expanded horizons, history-based, thematic, or project-based model, or another format
Social Studies, American Indians, Origins, and Tensions
Knowledge is the fabric of social studies instruction. Woven into it are ths fact
generalizations, skills, hypotheses, beliefs, attitudes, values, and theafties th
students and teachers construct in social studies programs. The threads from
which the rich and intricate patterns of learning are spun are conceptor@¥Mart
et al., 2005, p. 39)
Like the mythical Spirit of the Land called lllinois in the opening Impressioni
Tale, Martorella, Beal, and Bolick (2005), who have written their text for pviese
social studies teachers, have chosen a weaving analogy. They haveegdtteasesults
of social studies teaching as the weaving, or constructing, of knowledgeir lanhiegy,
the constructed knowledge is made up of many components, including those that are
factual, hypothetical, attitudinal, and value-laden. In terms of qualities, ¢heg@onents
are not unlike those of the stories of the First People that the Spirit of thedlkstt c

lllinois proposes. Implicit in the analogy of the woven knowledge of social studia
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call that beckons to professors and instructors of preservice social studiesde¢ac
“teach them of weaving.”

Following the multicultural imperative to integrate, or weave togethgwrity
histories and points of view into United States history in a social studiésubum, and
aiming for the pivotal level 3 transformation approach (J. A. Banks, 2006) ond logica
place to start with multicultural education in North America is at the bewrof these
multiple cultures—with the first group of people. The first people to arrive on this
continent are now known as Native Americans, and by the time Europeans amsted, f
as explorers, and then as colonists, these Native American groups wedbvguge
(Gollnick & Chinn, 2004).

Before Europeans decided to name this inhabited land America, Christopher
Columbus mistakenly called the inhabitaimdians since he believed he had arrived at
the islands off India. Columbus then educated other Europeans in the use of this new
name. Consequently, thelsglianswere not generally portrayed as the First Americans,
or even the First Inhabitants, though in retrospect it certainly could be ahguedther
of these would be more fitting than the nom faux set in place by a confused Columbus.
However, the general portrayal of these cultures, even in education, has notillyeen t
reflective of their genuine cultural attributes.

Need for Native American Perspectives in History

According to Nash, Crabtree, and Dunn (2000), almost a century ago, in 1911,

page 25 of a secondary school history t&xt American Historyportrayed the

descendents of those Indians with “a stolid stupidity that no white man could’ fhptch
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27). In the waning shadows of the last Indian Wars that had ended in the lattertihalf of
1800s, the text’s author, a Progressive named David Saville Muzzey, reflected the
perceptions of his day (Nash et al., p. 27). The academic and popular perceptions of
Muzzey’s time also portrayed Indians in the same light as “blacks and oth&rskof s
supposedly less hardy than Anglo-American” (Nash, et al, p. 27). By thish@rierm
American, which in truth meant Anglo-American, was endowed with a patpotie
that seemed then, as now, to only apply to U.S. citizens, even though the United States is
merely one country on two continents named America. The citizens of Muzztewsg'i'a
century United States also did not think of the non-citizen Indians as Americam, muc
less as the First Americans, in part because United States citizensmptieestowed
on all Native Americans until June 2, 1924, through the Indian Citizenship Act (Kapple
1904; Konstantin, 2002; Page, 2003; Waldman, 1994) although the U.S. government
granted citizenship to certain groups when it was deemed to benefit assmlolicy,
land speculators, or beth as evidenced by the granting of citizenship to both the group
of Citizen Peorias in 1869 (Valley & Lembcke, 1991, p. 86) and the Five Civilized
Tribes in 1898 (Page, 2003, p. 332).

Notwithstanding shortcomings when compared with odrchtury point of
view, Muzzey and his Progressive contemporaries left an indelible mark ovotbgaan
of history and social studies education in the United States.
The Progressives’ Birthing of the Social Studies

According to Nash et al. (2000), in 1893, the Committee of Ten, a committee of

the National Education Association “advised that the chief purposes of historynggachi
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should not be to impart facts but to train students to gather evidence, generalize upon
data, estimate character, apply the lessons of history to current eventgidiydstate
conclusions” (p. 34). In 1899, the Committee of Seven, a committee of the American
Historical Association, endorsed the earlier recommendations and “adviséshtters
be trained in both ‘the essentials of historical study and historical thinking’ ahe in t
subject ‘as a growing, developing, and enlarging field of human knowledge™ (Makh e
p. 34-35; see also Dynneson, Gross, & Berson, 2003, p. 9). In 1903, Charles McMurray
utilized the recommendations of the two committeesSfpecial Methods in History
which became the leading guide for teacher education” (Nash et al. p. 35).

Even though it seems the National Educational Association and the American
Historical Association were in agreement in the early years of fhe&@ury concerning
a more progressive, scientific approach for teaching history, that is nef\ettie case,
as is evidenced by action in 1905. In that year, a group of noted historians who made up
the American Historical Association’s Committee of Eight “were corexd about a more
scientific approach... [taking the] place of the current patriotic approach....[dlsey
recommended that Old World history be taught in the sixth grade as background for the
American history that would be taught subsequently” (Nash et al., 2000, p. 7).

One of the important aspects that impacted the educational thinking imtéis ti
period, which includes the intercultural education movement mentioned eadgethev
influx of immigrants into the United States between 1880-1920 (Nash et al., 2000, p. 32).

Good economic times also had a positive impact on the lives of common Americans
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during this period, which resulted in a jump in high school population “from one hundred
ten thousand to five hundred nineteen thousand” (Nash et al. p.32).

During this time, the professional historians were dominant concernigstbey
curriculum, especially at the secondary level, where four years of sedbettay was
the norm (Nash et al., 2000). The Progressives among these professioniatagett
their contemporaries to embrace an extensive array of source maiigalthan those
that limited point of view (Appleby, Hunt, & Jacob, 1995). These Progressives
including Charles Kendall Adams, Charles Beard, Albert Bushnell Hart, wndre
McLaughlin, David Saville Muzzey, Frederick Jackson Turner, and Woodrow \Wison
were known as the New Historians; they were the force behind the new sxientif
approach in their discipline (Nash et al., p. 33.). However, the progressivechistori
methods were slower than the rhetoric in making their way down to the secondary and
elementary levels (Nash et al., p. 36).

The 1916 U.S. Bureau of Education officially added the sramal studieso the
educational lexicon and defined it as educational endeavors “whose subjeatrelates
directly to the organization and development of human society, and to man as a member
of social groups” (Martorella et al., 2005, p. 12; Nash et al., 2000, p. 37). This definition
was foundational to the changes recommended by the National Education Association’s
Committee on Social Studies for the high school curriculum “to emphasize modern and
contemporary issues .... [and to focus on] a broader, more eclectic social educéation tha
would draw as much on political science, sociology, and economics as on history and

geography” (Nash et al., p. 37). Unlike the earlier committees of conssgyirethis
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field, this committee was composed of “a large number of administrators ahdreaut
not many university historians” (Nash et al., p. 37). This report signals a&eclkhe
impact of professional historians on curriculum matters at the secondaryeareh&dry
levels; the impact of the report continues today as evidenced by the socks studi
framework still in use (Nash et al., p. 37).

In 1921, the American Historical Association assisted with funding to help
establish the National Council for the Social Studies, “whose early membeoskipted
mostly of education professors, progressive historians, and the teachers wha tlagore
integration of history and the social sciences to better mold public spiritaehsit
(Nash et al., 2000, p. 38). One of the founders of the National Council for Social Studies
was education professor Harold Rugg, who was also a charter member of the John
Dewey Society and a colleague of the influential Charles Judd (Nashpet40-41; see
also Harold Rugg, 1937, 1 2-6). Rugg is also noteworthy because of his application of
social studies principles in the educational medium of his day, the textbook. Today he
more often remembered for the reaction to his textbook series than to the soleeal st
approach he applied in them.

Tensions: The Contested Social Studies Approach of Harold Rugg

In 1930, with the publication ddistory of American Civilization, Economic and
Social which “became something of a bestseller,” (Nash et al., 2000, p. 41) Rugg’s
materials began to outsell Muzzey’s popular history text. Rugg’s text wasrithe t

volume of six for junior high courses, with another eight texts for the elemeniaty le
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(Rugg, 1937). However, Rugg was about to draw the ire of those who did not agree with
his progressive approach.

Rugg not only believed that students should be taught to view history with
somewhat of a critical eye, but also that they should be presented with differestgboint
view that lacked wide agreement (Nash et al., 2000, p. 42). He was also ahead @& his tim
in asking open-ended questions, as illustrated by these examples from the chapte
entitled, “The Red Man’s Continent”:

In what spirit did the Indians and the Europeans receive each other? Did the white

men buy the Indians’ land that they settled upon?... Again ask yourself whether it

was possible for two widely differing civilizations to live side by side exgame
region. Consider also the ethical problem: Was it right for the more numerous

Europeans to drive back the scattered tribes of Indians? (Nash et al., p. 42)

In 1937, the revised edition of Rugg’s third volume was publishddhas
Conquest of Ameriea- A History of American Civilization: Economic and Sogial
revised editions of volumes four and five were available, volume two was in preparation,
and volume one was in pressall signifying the popularity of the junior high textbook
series (Rugg, 1937). However, it was also in the second half of this decade that Rugg and
his textbooks were attacked for his progressive views, first in a consemetvwspaper,
next by associations representing advertising and manufacturers, tthenfoynder of
Forbesmagazine, and finally, with nudging from Forbes, in a well orchestrategaign
by the American Legion (Nash et al., p. 43). In response to the conservasader

against the perceived “American-bashing” in Rugg’s books, sales drasticdihedeand
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by the mid-1940s the publisher quit printing them; all of this foreshadowed the organized
conservative crusade against the National History Standards in the-199%sjor salvo
in the so called “culture wars” (Nash et al., p. 43-46).
Tensions Begat Tensions
On a lesser scale than the tension with which Rugg was confronted or which has
been inherent in the culture wars, there are also tensions between thei s of
different professional groups. Since the birth of the National Council for thal Soc
Studies there has been a dialectical tension between the approach replestrdae
group and the approach of professional historians (Nash et al., 2000, p. 43-46). Evans
describes that tension in the following manner:
[The] long-standing squabble over social studies represents, at its root, a battle
over purposes in the ideological direction of the curriculum, a battle between
competing worldviews. On the one hand, advocates of a discipline-based [history]
approach to social studies tend to think of knowledge gain as the test of learning,
while advocates of the reflective approach tend to emphasize thoughtfulness and
social criticism. (Evans, 2001, p. 292-293)
Singer brings a perspective that seems to supersede the conflict lrygpoirt
there is a shared focus between multicultural social studies and one branch wf histor
Social history is multicultural history... For social historians, the histothief
United States is the history of people: Africans, Latinos, Native Avaesi the
Irish, Poles, Slavs, Italians, Germans, Asians, Jews, the English, and others, the

relationship to one another and to our society as a whole. Multicultural social
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studies is based on the idea of “multiple perspectives”: there is more than one way

to view and understand an event, idea, or era (Singer, 2003, p. 130).
| shall come back to Singer’s perspective, which is relevant to my own perspecthe, i
section on the researcher’s role in chapter 3.

Thinking back then to Rugg’s early use of social studies principles and multiple
perspectives, it is evident that such an approach can work in textbooks. It is also evident
that such approaches can be, and often are, opposed. This will be discussed further in
chapter 2. Notwithstanding potential opposition, however, Rugg saw fit to focus on a
Native American perspective in a new way at the junior high school level. Within the
expanded horizons curriculum format today, Savage and Armstrong point out that

studies of Native Americans are common throughout the elementary sodiakst

program. Studies may be included in the third grade as pupils study about the

local area, in the fourth grade as a study about the state, and in the fifthggeade a

study about the history and geography of the United States. The current problem

is that what is taught about Native Americans is often based on stereotypes and

myth rather than fact. (1996, p. 106)

Problems: Support and Resources

Jenks, Lee, & Kanpol have pointed out that "many educators are not ready to
embrace culturally sensitive teaching. Some will concede the importaacBlatk
History Month' [following Banks’ additive approach]... but fail to recognizer then
misunderstandings, and naiveté, or prejudice” (2001, pp. 89-90). This point also applies

to teachers covering Native American content.
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As a serious student, academic researcher, public historian and educator on the
heritage of the lllinois Indians, | have visited most sections of llljrfcasn the thickly
populated northeast and north-central areas, across all of the central pgairie a
traversing the upper belt of the southern section, and into the heart of our state’s deep
southern tip. | have presented educational programs on the lllinois Indians for museum
historical sites, state parks, genealogical societies, civioaagans, and schools from
P-12 through graduate school. | have interviewed experts on the lllinois Indians for
documentary movie (Hechenberger & Specker, 2006), presented that movie andites, a
curated an exhibit on lllinois Indian heritage that has been hosted by farediff
museums (Hechenberger, 2006), including those at Cahokia Mounds State Historic Site,
Dickson Mounds—part of the lllinois State Museum, and Southern lllinois University
Carbondale. In all of these educational journeys, | have had the opportunity to engage my
fellow citizens—including many other educators at all levels of our educatiansysh
discussions about Native American history in lllinois, and particularly thieolinois
Indians. These discussions have led me to some informed insights about how Native
American topics are handled in lllinois schools. These insights coincide&Saitage and
Armstrong’s comment above. In previous research | pointed out:

One of the problems inherent in a lack of education about Native Americans in

lllinois is apparent every fall in elementary schools. During Native Araeric

month, many elementary school teachers emphasize Native American dpatups t

never lived in lllinois, such as the Sioux of the Great Plaines, along with their

tipis and their horse culture, that were appropriate to their ecologita, fiat
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not to the lllinois climate. Unfortunately, there are many teachers who do not

know the lllinois Indians were a group of tribes that lived in wigwams along the

rivers of this region. Even fewer teachers know the names of all the dominant
lllinois Indian tribes or their relationship to the different cultures tharedtthe

lllinois country after them. It is possible that only those teachers who have been to

Cahokia Mounds State Historic Site, a World Heritage Site, know that the mounds

were_notbuilt by the historic Cahokia tribe of the Illinois Indians. (Hechenberger

2005, pp. 1-2)

Those with expertise in secondary education issues also see multicultural
approaches and content, including Native American content, as appropriate and
encourage their use at the secondary level (Banks, J.A., 2009, p. 119-158; Chapin, 2007,
p. 232-238; Martorella et al., 2005, p. 275-300; Singer, 2003, p. 129-137).

lllinois Indians in lllinois Social Studies

Following the weaving analogy utilized by Martorella et al. (2005), arida
opening Impressionist Tale, it is appropriate at this time to highlight sothe pbssible
threads of lllinois Indian history and culture in lllinois that could lend theraseb
weaving, or integrating, into social studies materials in classroothmhis state. It is
also appropriate to point out some references in popular culture that may come up in this
context in a social studies class.

Names are dominant threads in stories, but names themselves will not ngcessari
lead to understanding unless the reasons for the names, or the related onpliea#i

probed. Loewen (2007) emphasizes that “Native place names dot our landscape” (p. 111).
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He goes on to make the point that “place names... showed intellectual interchange
Whites had to be asking Indians, 'Where am I1?' 'What is this place calléd®?'iSA/

'What is the name of that ...?" (2007, p. 111) To understand how a particular state was
named, therefore, requires a deeper look at the historical context surroundingitige nam
itself. The state of Illinois is named for the lllinois Indians, which inclutleddominant
Kaskaskia, Peoria, Cahokia, Moingwena, Tamaroa, and Metchigamea. What did Ninian
Edwards and other leaders purport the name lllinois to commemorate in 1818, the year
statehood, and why should that still be important to us today?

Archaeologists believe the lllinois Indians arrived in the currerd sfatlinois
sometime between 1600 and the late 1630s (Grantham, 1993; Hechenberger & Specker,
2006). The French first arrived in 1673. The lllinois Indians quickly became allies and
trading partners of these Europeans, who soon called the area the lllinois Cdundiy
Indians fought with their allies against the British in the French and Indias. Wahe
American rebellion against the British, when George Rogers Clark’$ ¥mgihia band
took control of the lllinois Country, Kaskaskia Chief Ducoigne supported Clark.
Ducoigne went on to befriend Thomas Jefferson, interact with George Washington, and
helped negotiate a treaty for his people with William Henry Harrison. Qtimexid
Indians went on to negotiate treaties with the Governor of the Territoryrafigl)iNinian
Edwards, and August Chouteau, the co-founder of St. Louis, and later with the
Superintendent of Indian Affairs, William Clark. Clearly there weyedyreasons to
commemorate the lllinois Indians in naming this state. However, throughtiautiutal

focus it is also clear that a legitimate history of this state, and itdiplwfpeoples,
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cannot be accurately conveyed without including a heritage of the once dominait IlI
Indians, who were reduced over time to a small minority population well on their way to
assimilation when the U.S. government removed them from the area through treaty
stipulation in the 1800s.

Given this texture and hue for the threads of the lllinois Indian story, how they are
part of the larger tapestry of Illinois and United States history and thaateasnamed
for this group of people, it is disappointing to note that for the majority of citizenssin thi
state, their primary awareness of the lllinois Indians is probablydsatthe Chief
llliniwek controversy and the University of lllinois. This controversy came national
awareness in the early 1990s and has remained at that level of awarenes®etlen af
University of lllinois was pressured by the NCAA to retire the contdabmascot in
2007. On the national level, this issue has generated no less than 21 publications against
the use of stereotypical mascots (Native American House, 2007). However, proponents of
the other side of the argument have also generated a good deal of éterafuding the
opinion of conservative syndicated columnist George Will. In his column, Mr. W&l cit
a poll conducted by the icon&ports lllustratednagazine. In the poll, which included
both those living on reservations and those living off reservations, over 80% of 351
Native Americans asked indicated their opinion that schools should not have to give up
their mascots (Will, 2006a). Mr. Will's assertion that “the [Peoria] tslieo busy
running a casino and golf course to care about Chief llliniwek” (2006a, § 7) drewka quic
response from Peoria Chief, John Froman, clarifying the tribe’s contemporartigsiori

and indicating that five years earlier the Peoria had formally requéstethe university
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drop the chief as their mascot (Froman, 2006). Throughout this controversy, supporters of
the 75-year-old Chief llliniwek tradition continued to solemnly proclaim that thascot
honored the lllinois Indians.

If, in the 2£' century, we truly wish to honor the heritage of the people for which
our state is named rather than to flaunt the name lllinois like a trophy of conquered
opponents, then following a multicultural approach it is most fitting to include an
accurate representation of Illinois Indian heritage in our social studeses in this state.

Need for Resources

In previous research, | argued “that an educational emphasis should be placed on
the lllinois Indians, for which our state is named, as an aspect of multicunistcdy
education... but social studies educators would first need usable information on this
group of tribes” (Hechenberger, 2005, p. 1). As mentioned earlier, what | am proposing
in this current study is a set of resources on lllinois Indian heritage tdibeduby
professors of preservice social studies teachers within the framewbedraieacher
education program. Given the potential variety in teacher education progratarssuit
is notable that these professors may be trained as social studies educdrstmrians
and that there is a dialectical tension between these two approaches, asedatiove
(Hechenberger, 2005).

As a consequence of these instructional approaches at the university leakl, soc
studies teachers will probably have a dominant approach on one side or the other of this

dialectical tension. In addition to serving preservice social studies teatifismproposed
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set of resources would also be useful and available to social studiesseddedy in
their own classrooms regardless of their dominant approach.
Preservice Teachers in lllinois Social Studies and Content Knowledge

In lllinois, the dominant form of education about Native Americans and their
heritage has been through popular culture, particularly the popular cultdes tela
Chief llliniwek and the Fighting Illini moniker of the University of Illirefootball team,
along with myths that have evolved around particular places such as Starved Rock and
the limestone bluffs along the Mississippi River north of Alton, wher@iagais
popular. That is not to say that Native American topics have not been covered in our
schools, but I have talked to no teachers of social studies or history who haveethtica
me that their colleges of education specifically trained them in how to coveriahan
Native Americans or even required them to take a course on Native Americantcont
Those who do cover Native Americans—almost exclusively at the elementargidle mi
school levels—have had to find their own content materials, or rely solely on the
textbook they use with their students. If anyone gave them advice it was ofterr anothe
teacher who also was not trained relative to such content. This has led to the
continuation, especially at the elementary level, of teaching inaccsi@cstereotypes.
The exceptions to this seem to be in areas of close proximity to museums @z biEsr
that have professional education staff, such as Cahokia Mounds State Histarc Site
Collinsville, Dickson Mounds Museum in Lewistown, and the Schingoethe Center for

Native American Cultures in Aurora.
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Since this study deals with preservice teachers headed for lllinasodass, an
additional element of practical applicability is whether or not the preseeaciéer has
chosen history as her or his primary component of social studies as opposed to
economics, geography, psychology, or civics. A practical indication of ésemice
teacher’s choice is whether the undergraduate minor, if there is one, is in,history
economics, political science, or psychology.

Another major aspect that informs this study is the research, theory, and
application literature focused on multicultural education as part of sociadstddhiis
literature will be reviewed in Chapter 2.

The lllinois Learning Standards will also have a specific impact onrpiese
social studies teachers as they take their methods class in preparatder the social
studies classroom where they will teach, as well as when they actlallthé&r place as
new teachers in those classrooms. Consequent\ppendix A | have noted selected
content or concepts concerning lllinois Indians that could be utilized in conjunction with
specific lllinois Learning Goals, standards, and grade level benchmark iregratet
multicultural social studies curriculum. | have highlighted materialschiatcide with
state goals and standards 16.A, B, C, and D, as well as 17.A, C, and D, and 18.A and C.
Goal 16 has a focus on history, especially in lllinois and the United Stateq;7go@als
with geography, especially in the United States, and goal 18 spotlights ystéahs,

especially in the United States.
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Mediums Utilized for Social Studies Content

There were two dominant mediums in education during Muzzey and Rugg’s day:
the teacher and the textbook. These mediums served the Progressives wed. A mor
conservative approach that reflected the sensibilities of World War Il arygdine
following overtook the influence of the Progressives in U.S. education, but textbooks and
teachers remained the dominant medium for educational content. Then the uatkllect
and cultural turbulence of the 1960s ushered in another progressive era, which was
countered when the educational pendulum swung “back-to-the-basics” (Banks, J. A.,
2006, p. 94) and the “culture war” (Nash, et al, 2000, p. 6).

In addition to the swinging of the ideological pendulum and its impact on
curriculum (Eisner, 1992) and educational reform movements in our history, technology
has afforded the teacher many more mediums for bringing information—ceniteat
the classroom. In addition, the social studies classroom in lllinois—dramithgstory,
civics, geography, economics, and sociology/psychology—has a great masytcont
areas from which it draws.

Lecture notes are another medium utilized in social studies classrooms. Ahecdota
evidence would suggest that many of these lecture notes from social studiessteac
originated in college classes when professors, especially historygmsesere
lecturing.

Other mediums utilized in K-12 social studies classrooms include: various news

outlets, such as newspapers or newsmagazines; popular films; documengary film
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museum materials; and, for elementary grades, historical fictiomattite concerning all

of these mediums will be discussed in the second half of chapter 2.

Definition of Terms

In preparation for addressing the research questions and literature weéaw

follow, a number of terms will first need to be addressed to adequately irfenraader:

Medium: as utilized in this study- a channel of communication that can be
utilized by educators, including preservice teachers, in accessing coatenam
This definition is adapted from the followirg“A channel of mass
communication, as newspapers, radio, television, etc.” (Oxford English
Dictionary Online).

Specialist in social studies curriculuman experienced social studies teacher
who has gone on to become specialized and experienced in social studies
curriculum.

Content knowledge:"the amount and organization of knowledge per se in the
mind of the teacher" (Schuman, 1986, p. 9).

Pedagogical content knowledg€e'A second kind of content knowledge... which
goes beyond knowledge of subject matter per se to the dimension of subject
matter knowledgéor teaching (Schuman, 1986, p. 9; also feechran-Smith,
Feiman-Nemser, Mcintyre, & Demers, 2008, pp. 161-162).

Curricular knowledge: "The full range of programs designed for the teaching of
particular subjects and topics at a given level, the variety of instructicatatials

available in relation to those programs, and the set of characteristicsrirest as
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both the indications and contraindications for the use of particular curriculum or
program materials in particular circumstances" (Schuman, 1986, p. 10).

Content integration: “Content integration deals with the extent to which teachers
use examples, data, and information from a variety of cultures in groups to
illustrate key concepts, principles, generalizations, and theories in thectsubj

area or discipline” (Banks, J. A., 2004a, p. 4).

Teacher capacity:"a teacher’s knowledge, skills and dispositions. (Grant, 2008,
p. 127)"

Knowledge construction processAccording to J. A. Banks, “When the

knowledge construction processes is implemented in the classroom, teaghers hel
students to understand how knowledge is created and how it is influenced by the
racial, ethnic, and social class positions of individuals and groups” (Banks, J. A.,
2004a, p. 4). Implicit in this definition is the understanding, based on critical and
postmodern theory, that “personal, cultural, and social factors influence the
formation of knowledge even when objective knowledge is the ideal within ... [an
academic] discipline” (Cherryholmes, 1988; Foucault, 1972; Habermas, 1971,
Rorty, 1989; Young, 1971) (Banks, 1996b, p. 6), thus refuting the central premise
of the “Western empirical tradition” (Banks, J. A., 1996b, p. 6) and deeply
guestioning the meaning and application of any proposed objective truth (Banks,
J. A., 1996b, p. 6). This questioning of the very notion of objective truth has had a
deep impact on the history profession, as reflected not only in the Toaik,

Noble Dream: The “Objectivity Question” and the American Historical
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Profession by Peter Novick (2005), but also by the awareness that this book has
gone through 22 printings since it was originally published in 1998 (Banks, J. A.,
1996b, p. 6). Since history is one of the central elements of social studies, this will
undoubtedly have an impact on social studies in the classroom.
The Five Types of Knowledgéalthough the five types of knowledge [listed]...
are conceptually distinct, they are highly interrelated in a complex andhayna
way” (Banks, J. A., 1996b, p.10).
1. Personal/Cultural Knowledge “understandings, concepts, explanations,
and interpretations... that result from... experiences in...homes, families,
and community culturegBanks, J. A., 1996b, p. 22).
2. Popular Knowledge “consists of the facts, interpretations, and beliefs
that are institutionalized within television, movies, videos, records, and
other forms of the mass medi@anks, J. A., 1996b, p. 13).
3. Mainstream Academic Knowledge “the concepts, paradigms, theories,
and explanations that constitute traditional and established knowledge in
the behavioral and social sciences. An important tenet ...is that there is a
set of objective truths that can be verified through rigorous objective
research procedures that are uninfluenced by human interests, values, and
perspectives{Banks, J. A., 1996b, p. 14).
4. Transformative Academic Knowledge “concepts, paradigms, themes,
and explanations that challenge mainstream academic knowledge and that

expand the historical and literary canon. Transformative academic



29

knowledge challenges some of the key assumptions that mainstream
scholars make about the nature of knowled&einks, J. A., 1996b, p.
16).

5. School Knowledge “facts, concepts, and generalizations presented in
textbooks, teachers’ guides, and the other forms of media designed for
school use. School knowledge also consists of the teacher’s mediation and
interpretation of that knowledgéBanks, J. A., 1996Db, p. 19).

Definitions: What Are Appropriate Designations for Native Americans?

Teachers genuinely want direction in how to refer to the first inhabitatite of
Americas and their descendents. The literature recommends that if you kngedifie s
name that a cultural group uses for itself, or its members, you should use that@ame [i
Barbara Munson (Oneida)] as your first choice (Reinhardt & Maday, 2005, p.ck)nga
that possibility, two sources agree on the following recommendations: Amérdian,
Native American, and Indigenous People (Reinhardt & Maday, p. 4; Harvgg, Ba
Jackson (1997, p. 5). However, Harvey et al. add one more term and caveats for all of
them:

Indians: A common term, acceptable to most, but not all Native people. Can be

confused with people native to India.

Native Americans: Acceptable to most, but not all the native people. The term

‘Native people," which refers to all of the indigenous people of the world, is now

frequently used.
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American Indians: Acceptable to most, actually is becoming the preferred term

for many Indian people.

Indigenous people:An academic term which is perhaps the most accurate

reference to Indian peoples. Can sound awkward at times. Not often used by

Indian people. (p.5)

Following the recommendations from the literature cited above, any of these
terms might be used in this study, as any of these terms are accéptaldesroom use.

Research Questions

Up to this point, | have worked purposefully to weave together, at least the
outlines of a pattern of these connected components: the threads of multiculiatal soc
studies, along with some background on the origins and continuing tensions; American
Indians in general and lllinois Indians specific to our state heritage; yicestgachers
for lllinois; and content mediums that are available to preservice teashtdrgy prepare
to take up their positions in classrooms where they will facilitate learnhmeselare the
broader strokes of my research interest for this study. The followingrchsguestions
will indicate the more refined focus that will be utilized for the remainingghaf this
study.

My study will be guided by the following research questions: (1) Following the
five types of knowledge as defined by Banks (1996Db), in ¥anat shouldcontenton the
lllinois Indians be constructed to best inform preservice social studagetsawithin the
framework of their teacher education program? (2) In wiediumshould this content

on the lllinois Indians be placed for maximum benefit to preservice sociaéstudi
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teachers within the framework of their teacher education program? (3) How do the
following educational perspectives inform these questions: (a) spedialssisial studies
curriculum; (b) current social studies teachers; (c) preservice stwiks teachers?
Chapter Summary and a View to Chapters 1, 2, and 3

Similar to the purpose of multicultural education, the intent of this chapter is to
pull together many diverse threads so they can be viewed at some future ddtefas pa
more complex tapestry. The multiplicity of threads in this chapter ingdludifining a
multicultural transformative approach; situating multicultural educatidimnvihe social
studies; origins and tensions related to social studies, including two exampldg of ea
attempts by Progressives to include Native Americans in U.S. hiditongis Indians in
lllinois social studies; preservice social studies teachers in lllam@scontent
knowledge; mediums utilized in social studies content; definitions of terms; and the
research questions.

The literature review of the next chapter utilizes a bifurcated conceptual
framework. The two lobes of this framework interact synergistically. d hoe lobes
are: 1) multicultural teacher education; and 2) the strengths and weakne=sigbé$ of
mediums used for content delivery in social studies. The idea of the bifurcatedtoahce
model will be further explained following the literature on different mediums.

Chapter 3 will illuminate the qualitative methodology for this study utidjzi
interviews of curriculum specialists and focus groups of elementary, maialenigh
school teachers, as well as elementary and secondary preservice t&xamegraphic

data and critiques of medium artifacts will also be discussed in terntaatirgy the
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participants; the interview and focus group data sets will also be utilizedafogutation

purposes.
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CHAPTER 2
LITERATURE REVIEW

Teacher Education Literature
Introduction

Cochran-Smith, Davis, and Fries (2004) offer a helpful framework, which they
cite as developed by Cochran-Smith (2003), "to analyze the literaturelrgate
multicultural teacher education” (p. 947). Utilizing this framework CaxctSmith et al.
(2004) delineate eight questions that can be utilized as lenses in reviewirgy ol
education literature. For the purposes of this study in the review of thertedcication
literature, | have modified the structure to include the following fourekefrom the
original framework: the diversity question, the ideology question, the knowledge
guestion, and the teacher learning question. In a caption beneath each of the section
subheadings, | have quoted Cochran-Smith et al. for the definition of that subheading. At
the end of the section, | will summarize important points from this litexrahat are
particularly relevant to the current study.

A number of concepts will be emphasized during this aspect of the literature
review, including: the demographic imperative, the impact of ideology on curriculum
how teachers acquire information and how they later use that information to inform thei
instructional decision-making concerning content , and the creation and use of
pedagogical content knowledge. The literature will also underscore the amgpof the
transformative approach, even though that is not the highest level of Banks’ four

approaches. One strategy suggested in the literature is to comparernteztone
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minority and their heritage to help college students look at treatment of anotiosity.
Given that Native Americans are a minority among minorities in the UnitéesSis it
possible that a focus on them might not trigger as many defensive reactions among
preservice teachers as focusing on a minority that evokes feeling of ctonrflivese
predominantly white, middle class, female college students?

In addition to identifying the framework for this section, it is also appropriate in
this introduction to observe that multicultural education has grown through four phases
relevant to this study. According to J. A. Banks, the four phases of multicultural
education growth are:

The first phase... was ethnic studies. A second phase [was] multiethnic

education.... [with an]... aim to bring about structural and systemic changes in the

total school that were designed to increase educational equality. A third phase of
multicultural education emerged when other groups who viewed themselves as
victims of the society and the schools... demanded the incorporation of their
histories, cultures, and voices into the curricula and structure of schools, golleges
and universities. The fourth and current phase of multicultural education is
developing theory, research, and practice that interrelate variables cadrioecte
race, class, and gender (J. A. Banks & C. A. M. Banks, 2003; Grant & Sleeter,

1986).... Each phase of multicultural education continues today. (2004a, p. 12-13)

In line with the fourth phase above, the current study deals most specifiially
an aspect of practice, relative to content knowledge, in multicultural education. This

study also draws on the phase one ethnic studies focus, as well as the phase #mée dem
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for incorporating history, culture, and voice. This study contributes to the long teren phas
two goals in that it focuses on the development of ethnic content knowledge useful to
social studies educators and others as they pursue structural and systages chlative

to multicultural education.

The Diversity Question

“The diversity question has to do with how the demographic imperative is
constructed as a 'problem’ for teacher education and what are understood to be desirable
'solutions’ to the problem” (Cochran-Smith et al., 2004, p. 947).

Jenks, Lee, and Kanpol (2001) see the demographic imperative in terms of our
nation's “primarily white and middle-class teachers... [being] ill pexpar knowledge,
skills, and attitude to teach for equity and excellence in multicultural otassi’ (p. 99;
also see Banks, J.A., 1995; Cochran-Smith, 2003; Dilworth, 1992; Gay & Howard,
2000). They see another aspect of the problem as teachers who are willingléeotacce
unit or a month focused on a particular ethnic group but who “fail to recognize their own
misunderstandings, naiveté, or prejudice” (Jenks et al, 2001, p. 89-90). In a broader
sense, Jenks et al. see underlying categories of ideological dispositiedsdators
concerning multicultural education (p. 93-94).

Desirable solutions through various approaches to the demographic imperative
problem include the need for “teacher education programs” to: embrace “trassierm
learning” for their “preservice teachers... regarding multicultural &’ (Jenks et al.,
2001, p. 99; also see Ladson-Billing, 1994); continue education for beginning teachers

involving cultural awareness and methods specific to their specialty, assvtell a
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continue research relative to “courses [for beginning teachers or possiggyvice
teachers] integrating methods instruction and sociopolitical agendas” {DaoE4, p.
vi-vii); acknowledge different frameworks for multicultural education,udaig
conservative, liberal, and critical with each of these approaches having sonwe posit
potential (Jenks et al.; Carpenter-LaGattuta, 2002); and fund multiculturiaéteac
education preparation at a higher level (Hasslen & Bacharach, 2007, p. 40).
Jenks et al. (2001) defined another aspect of the demographic imperative that is
particularly relevant to the foundational motivations for the current study:
The assumption that multicultural education is only important if the school
district's population is itself diverse represents a misunderstanding of the
importance of providing all students, especially those who have been raised with
strong Anglocentric cultural and social values, with the understandings and
competencies necessary to contribute to achieving the goal of a democratic
multicultural society. (2001, p. 88)
Gollnick and Chinn also support this position (Gollnick & Chinn, 2004, p. 323.), as do
Banks and Banks (Banks J. A., & Banks, C. A. M., 2004, p. xiv). This position is relevant
to the current study because the majority of the study’s participants,ingjugservice
teachers, come from or work in a homogenous or monocultural community.
Relative to undergraduates in a study, Lucey (2008) saw the preserviw teac
participants from three sections of an elementary social studies methadascéas
“homogeneous... sample. Students of this institution generally originate from upper

middle class settings located in suburban communities of a major metropolaafpare
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246). Though this was a limitation to Lucey's study, it accentuates one of the nghgons
the point above by Jenks et al. (2001) is so significant: teacher educators clonseee
the demographic imperative play out in the predominant percentage of white, middle
class (and chiefly female) students that fill teacher education programs.

Given the many aspects of the demographic imperative problem, “the importance
of teacher education at the preservice level becomes paramount” (Jahk2@a1, p.

89).

In particular, these last two points by Jenks et al. (2001) which are underscored by
Lucey's (2008) limiting group characteristics, inform the current study.

The Ideology Question

The ideology question has to do with ideas, ideals, values, and assumptions about

the purposes of schooling, the social and economic history of the nation, and the

role of public education in a democratic society, particularly with regard to
prevailing images of American society as meritocratic or hegem@uwchran-

Smith et al., 2004, p. 947)

Given the impact of ideology on social studies curriculum as cited eBinker
Ideology Questiotis a particularly useful lens for reviewing literature relevant to the
current study.

Specific to the conceptual literature focus of their meta-analysis ocoitutal
teacher education literature, Cochran-Smith et al. (2004) identify a thatrealls for
potent “transformative learning experiences” (p. 949) in teacher educatioamoty

disrupt a “seamless ideological web (Weiner, 2000)"(p. 949 ) of underlying assumptions
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(Jenks et al., 2001; Sleeter, 1995; Yeo, 1997). This web of ideological assumptions
contains these threads:
American schooling... is meritocratic (Sleeter, 1995b) and thus subtly resforc
the idea that failure for certain individuals or groups is “normal” (Goodwin,
2001); racism and sexism... are old problems that have for the most part been
solved (Gay & Howard, 2000); the purpose of schooling is to help all students to
assimilate into the mainstream and thus produce workers who can help maintain
America's dominance in the global economy (Grant & Wieczorek, 2000; Weiner,
1993); and high-stakes tests and other standard measures are neutral and objective
means of assessing merit (Gordon, 2001b). (Cochran-Smith et al., 2004, p. 949)
This web of assumptions supports the status quo of a dominant culture and is in tension
with a transformative approach that truly integrates the knowledge andesqesrof
other cultures. Consequently, this theme is relevant to the current study because the
literature suggests that the participants in the current study will haveirbpacted by
and/or involved in sustaining this web of assumptions.
Jenks et al. (2001) look extensively at the ramifications of the ideology question
for multicultural education relative to preservice teacher education pnegidey
propose that there are three frameworks in multiculturalism: conservdiaml | and
critical. Accordingly, many classroom teachers are aligned withahgecvative
framework, the National Association for Multicultural Education (NAME) androthe
progressive organizations are aligned with the liberal frameworks, whitakri

multiculturalists are those who demand that we must be “posing difficult but essenti
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guestions” concerning equity and hegemonic structures related to education {&¢nks e
2001, p. 93-94; also see Carpenter-LaGattuta, 2002). The authors portray Grant and
Sleeter’'s (1986) three frameworks for multiculturalisnsingle group studies, cultural
pluralism, and social reconstructioristas complementing their own proposed
frameworks (Jenks et al, 2001, p. 95). Adding the framework of J. A. Banks’ (2006) four
levels of approach- contributions, additive, transformation, and social aeticallows

for a view whereby deeper elements of the frameworks of Jenks et al. andu@rant
Sleeter (1986) can be viewed more dynamically and practically in terexpldit

school programs. J. A. Banks’ (2006) transformative level is seen as pivotal towards
developing curriculum, but this also highlights its critical and social recmtistnist
qualities, thus potentially disaffecting numerous teachers and foreshadtsafeityie in
more conservative, relatively homogeneous communities. These caveatsicgiter
transformative approach are realistic and more highly underscored foreitsledt

version, the social action approach, which is seen as a social reconstructionistabr
multiculturalist approach which “many middle-class communities [would npart”
(Jenks et al., 2001, p. 93-99). These same authors point out that many K-12 educators are
probably conservative multiculturalists (Jenks et al., 2001, p. 91), if they are
multiculturalists at all. However, the literature suggests that rreacher educators are
critical or social action multiculturalists (Almarza, 2005; Angel, 2007; J. AkBa2008;
Cochran-Smith et al., 2004; Daniels & Hoffman, 2008; Jenks et al., 2001; Jennings &
Smith, 2002; Locke, 2005; Lucey, 2008; Middleton, 2002; Mueller, 2004; Seidl, 2007

Sleeter, 1995, 2008; Weiner, 2000; Yeo, 1997). Assuming this ideological line-up is
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realistically defined, logic demands that a tension will persist in someldetween the
conservative multiculturalists and the critical or social action multticalists.

Ideological support has been a much sought after commaodity during the culture
wars of the latter 20and early 2 centuries, and some of the busiest battlegrounds have
involved public education (Cochran-Smith et al., 2004; Grant, 2008; Mueller, 2004; Nash
et al., 2000). Teacher education has been at the center of some of those battles. Grant
(2008) points out thaa Nation at Risk: Teachers for Tomorrow Schpatswell asA
Nation Prepared: Teachers for the“?(l:enturycalled for training future teachers
exclusively in post-baccalaureate programs and eliminating baceaiadeacher
education program. The area of research methods for education, and particularly
teacher education, has also been one of the battlefields, with the efficacy dioedlica
research methods as a highly contested element (Cochran-Smith et al., 2002¥, Muel
2004). The ramifications for research into teacher education, especiallylfauttural
teacher education, have included a pressured scrutiny that has little toleraraseafies
and outcomes that are not defined in a traditionally empirical, quantitative sens
(Cochran-Smith et al., 2004). However, teacher education professionals haverneelse
Matthews and Dilworth (2008) exemplify the use of qualitative techniques torgarne
deeper insights concerning preservice teachers in multicultural citipegthincation. In
looking at the highly controversial focal point of urban education, Jenks et al. point out
that “teacher education fails when it puts on ideological blinders and enactsm hidde
curriculum that emphasizes ignorance and guilt, even suggesting moral turpitude” (2001,

p. 90).
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The Knowledge Question

“The knowledge question has to do with the knowledge, interpretive frameworks, beliefs,
and attitudes that are considered necessary to teach diverse populations effectively,
particularly knowledge and beliefs about culture and its role in schooling” (Cochran-
Smith et al., 2004, p. 947).

Since teacher knowledge is one aspect of teacher capacity (Grant, 2008% and thi
study has a focus on teacher knowledge, it is appropriate to review literatune whic
informs that focus. As it has already been suggested above, teacher knowledge has bee
central focus in multicultural education, and this is reflected in the literatur

In their “synthesis of syntheses” (p. 937) on multicultural teacher education,
Cochran-Smith et al. (2004) analyzed “14 reviews published between 1980 and 2001” (p.
937). In one of those reviews, Zeichner (1993) pointed out that content “knowledge of
and about culture(s)” is key to multicultural teacher education. Cochran-Sralth et
(2004) also point out that many entire volumes have emphasized the need, and specific
areas—including Native American—for expanding the traditional knowledge b
exemplified in teacher education programs (see also Hollins, King, & Hgyi9884;

Irvine, 1997a, 1997b; King, Hollins, & Hayman, 1997; Pritchy-Smith, 1998). The current
study specifically concerns expanding the knowledge base to include Ililoas |
heritage for preservice teachers in teacher education programs irslllinoi

One of the subsections of the empirical literature review by Cochran-Sraith e

(2004) focused on a broad definition of knowledge relevant to preservice teachers in

multicultural teacher education. Two points the researchers highlightacafrmmber of
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gualitative studies are relevant to the current study: (1) preserviceredoae
unsophisticated notions about multiculturalism, diversity, and democracy (Goodwin,
1994; Neuharth-Pritchett et al., 2001; Ross & Yaeger, 1999)” (Cochran-Smith, et al, p.
957); and (2) “personal experiences and program characteristics irdemstepe
beliefs and practices (Zulich, Bean, & Harrick, 1991; Smith, Moallem, & Shé&i987)”
(Cochran-Smith, et al, p. 957) for preservice teachers. This suggests that even though
preservice teachers come to teacher education programs with relativelly sleas
about these concepts, their own experiences in conjunction with a teacher education
program can have an impact on aspects that are crucial to their future asstedgtbhe
diverse students (Lucey, 2008). It can be suggested from this that presemcierdalo
not have a solid understanding of what they might need to add to their own knowledge to
prepare them for working with diverse students.

A culturally responsive approach could prove useful to beginning teachers, but for
lack of experience, many white, middle-class preservice teachersaeigid this and
other multicultural terminology in unrealistic ways. Pewewardy (1998) define
“culturally responsive teachers... [as] those who think multicultural rather than
monocultural in content” (p. 69). This seems to remain in contrast to the knowledge,
experiences, and dispositions of many white, middle-class preservicersedatamt
(2008) adds definition by pointing out that under the spotlight of heightened
accountability “teachers’ knowledge” (p. 127) has gained in depth, flexibildy*an

understanding of the relationship between content knowledge and pedagogical content
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knowledge” (p. 127). J. A. Banks proposes four categories of knowledge that are
foundational to multicultural education. Those categories are defined as:
1. ... major paradigms in multicultural education
2. ... major concepts in multicultural education
3. Historical and cultural knowledge of the major ethnic groups
4. Pedagogical knowledge about how to adapt curriculum and instruction to
the unique needs of students from diverse cultural, ethnic, language, and
social-class groups. (Banks, J. A., 2008, p. 52)
Some studies have focused on the interrelationship of knowledge, beliefs, and
attitudes of preservice teachers relative to multicultural educatiothéat and
Dilworth highlight the “pre-existing” and emergent natures of “preserteachers’...
ideas about social studies content” (2008, p. 356). Mueller (2004) investigated beliefs,
attitudes, identity, and change for preservice teachers concerning nwidéicatiucation.
Jenks et al. (2001) recommend that preservice teachers can compare the relatve pos
of their multicultural ideas to others utilizing the ideological framewor&agervative,
liberal, or critical) discussed earlier. Grossman, McDonald, Hammerndgsnteldt
(2008) emphasize that the traditional dichotomy of viewing content and pedagogy
separately is counterproductive and must be set aside, particularly if eduratty be
successful in utilizing a social justice framework. Similarly, Howaard Aleman (2008)
accentuate the importance of content this way:
Teachers should have a deep knowledge of the subject matters that they teach

(Schuman, 1987; Munby et al., 2001; Wilson et al., 1987).... a long line of
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research has revealed that teachers who have strong background knowledge of

their content areas produce higher outcomes in student learning... (Darling-

Hammond, 2000; Goldhaber & Brewer, 2000). (p. 158-159)

Then, citing Schuman (1986), Howard and Aleman (2008) also underscore the
need to marry subject matter knowledge to pedagogy. However, they acknowledge that
colleges of education have retooled programs to emphasize the importance of
pedagogical content knowledge, some have warned this change “come(s] aiethseex
of the necessary emphasis on content knowledge (Ball & McDiarmid, 1990)” (2008, p.
161). Jenks et al. (2001) also underscore the importance of pedagogical content
knowledge. McDiarmid and Clevenger-Bright (2008) try to set the dichotomy akele w
they contend:

Recent research, using large data sets rather than the earlier casgptodch,

seems to confirm what many believed self-evident: differences in tsacher

knowledge of teaching particular subject matter, which also involves substantive
knowledge of the subject, produces differences in pupil learning (Hill et al.,

2005). (p. 140)

However, it seems a gap or a dialectical tension remains between promdnents
disciplinary content knowledge and proponents of pedagogical content knowledge.
Fallace (2007) investigated the use of “historiographical knowledge as t@ Wwagige ...
[that] gap in an innovative way” (p. 443). He concludes, along with McDiarmid-Vinton-
Johansen (2000) whom he cites, “that disciplinary knowledge can have an effect on

teachers’ thoughts about instruction, but that the relationship between the ta/sarea
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complex and ambivalent” (Fallace, p. 442); he recommends we should explore the
interplay between purpose and pedagogical content knowledge.

In addition to an emphasis on frameworks by Jenks et al. and Grossman et al.
above, J. A. Banks (2008) and McDiarmid & Clevenger-Bright (2008) highlight the
importance of a constructivist framework and its elements. J. A. Banks (2008) sees a
constructivist framework as foundational to a transformative approach, ampaisat
“the group experience of the knower” (p. 64) is elemental in the construction of
knowledge, as exemplified in the following:

The Battle of Little Big Horn can be viewed as a noble defense of one's homeland

(the Native American version) or as a vicious massacre of soldiers who were

protecting Anglo American pioneers (the dominant Anglo American view at the

time) (Garcia, 1993). (2008, p. 64)

Matthews and Dilworth (2008) highlight the usefulness of Miller-Lane, Howard,
and Halagao’s (2007), “concept@Vic multicultural competentdp. 359) as another
framework in terms of “understand[ing] the types of knowledge presenackdes are
likely to incorporate in their future classrooms” (p. 359).

Mueller (2004) highlights three specific types of knowledge that were signifi
to preservice teachers’ beliefs after the completion of the teachetiedymagram:

First... students’ conceptualizations of culture were important in framing their

year-end beliefs about multicultural education and multicultural teaching....

Second... the students’ knowledge related to equity and opportunity in society was

particularly important.... Third... the understandings of culture and beliefs about
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equity and opportunity in society are related to a broader conceptual adea th

was important in the kinds of beliefs to which the students were able to come.

This is knowledge directly related to the dynamic relationships between

individual and socio-cultural contexts. (p. 264-266)

These findings are relevant to the current study as they suggest that cooterat a

cultural group, in both the way that it is conceptualized relative to equity and opportunity
issues and also in the way that it is presented pedagogically, has the poidate a
transformative impact on preservice teachers’ values concerning mutiat@tucation

even as they go into their first teaching assignment. Insights that wouldahhelp i
determining more specifically what content to include about a cultural group, altng wi
how to weave that content into themes of equity and opportunity and how best to present
it pedagogically would be beneficial towards creating such pedagogitaint

knowledge, which could then potentially fit J. A. Banks’ (1996b) definition of
transformative academic knowledge. The need for the creation and use of pedagog
content knowledge is a theme in the current literature. (Grossman et al., 200&tJenks
al., 2001; Banks, J. A., 2008)

Though her focus was not teacher education, Sinnreich, while teaching Jewish
studies in Poland "encounter[ed] anti-Roma (anti-Gypsy) sentiment" (2006, &pstra
among her university students. She found that she could highlight unfair treatment of
Jews to help her students compare it to their own prejudice of the Roma, thus utilizing
"comparative minority studies as a means of overcoming prejudice" (2006, cpdtra

the United States she has also used this method to compare treatment of Jews and their
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heritage to help students look at treatment of African-Americans (2006, p. Dwirgil
this example in conjunction with Mueller’'s (2004) findings above, perhaps a focus on the
lllinois Indians in their dealings with the British and the United States couldilzed to
help preservice teachers from homogeneous communities in our state compare such
historic treatment to contemporary reactions to minorities.
The Teacher Learning Question
“The teacher learning question has to do with general assumptions about how, when,
and where adults learn to teach, including particular pedagogies and strategies that
facilitate this learning” (Cochran-Smith et al., 2004, p. 947).

Since | ask in my research questions, in part, “in what form should content... be
constructed to best inform preservice social studies teachers”, themtadtsdt relates
to the teacher learning question as defined has a high probability to inform #& curr
study in areas such as the nature of learning experiences in teacher educgtaamsr

In that vein Jenks et al. (2001) emphasize that “teacher education programs...
must recognize the necessity of providing learning experiences that entneas
likelihood preservice teachers will undergo transformative learning regardi
multicultural education” (p. 99). In Mueller's (2004) study that followed pvese
teachers through their teacher education program and into the following suimner
impact of dissonant experiences during the teacher education program emergédl as us
in negotiating transformative learning experiences for these futachkdes. In Mueller's

words:
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The students encountered information that was incongruent with their views and
understandings of their raced or classed “selves,” and/or their perceptibesef
raced and classed positions in the social world. In other words, the information
pushed them to negotiate these parts of their identitigarts that, by their own
accounts, several had not before considered to impact themselves... | term this
“identity dissonance.” (p. 273)
Mueller goes on to point out that limiting factors in this process include 1) how disposed
a student was to negotiating identity components and 2) how tightly a student held the
beliefs that were challenged. Referencing this second factor, Muelidrasizes that for
some students the dissonance “incidents... in fact, served to strengthen thesrteesol
maintain their initial beliefs related to race and social privileging” (p..2SHé¢
recommends further study of this phenomenon and how it might be pedagogically
utilized in multicultural teacher education programs (Mueller).

Lucey’s (2008) study showed that “preservice teachers were reluctxiprés®
opinions about specific issues related to social justice” (p. 249). He points out that if
teacher educators are not pressing their preservice teachers canseamhjustice, then
those “preparatory institutions need to reconsider their commitments towases the
[social justice] issues” (p. 249). This position speaks to the effect of not utilizing
cognitive dissonance strategies in teacher education programs.

In light of these last three studies (Jenks et al., 2001; Mueller, 2004; Lucey,

2008), the strategy suggested by Sinnreich (2006), perhaps with a Native America
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minority as the exemplar, would be a worthy focus for a study to gapgeeittial for
use in multicultural teacher education.
Two reviews of the “synthesis of syntheses,” (p. 937) by Cochran-Smithret al. i
2004 yielded the following findings that are relevant to the current :si)dy “1993...
Zeichner [argued that learning]... how to create culturally appropriaiewdum,
instruction, [and] assessment” is key to multicultural teacher education (p2940)
“Zeichner and Hoeft [1996] ... [indicate that] gaps in the literature [include] howagsmogr
structures and components are connected to teaching practice ... and how experiences
teacher education are connected (or not) to personal and professional changes in
teachers” (Cochran-Smith et al., 2004, pp. 940-945). The issues of program components
and how teacher education programs structure experiences related to changes in
preservice teachers are both relevant to the current study.
A subsection of the empirical literature reviewed by Cochran-Smith @084}
focused on teacher educators’ studies of their own practice as reflecteghtlarnumber
of sources, such as: themselves, their students, experiences within thes,anase
materials for their courses. Relevant to the current study, the authors found:
A number of inquiries focused on how preservice teachers learned by studying
multicultural education itself.... Several researchers concluded that using
multicultural material in social studies (McCall, 1995a, 1995b), science (Bullock,
1997), and special-education (Donovan, Rovegno, & Dolly, 2000) had some
impact on preservice teachers views about diversity and schooling. (Cochran-

Smith et al., 2004, p. 957-958)
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For this study, it is worth noting that use of multicultural materials in conpmuatith
social studies components of a teacher education program was seen as yidltipaca
on preservice teachers’ views.
In a note of caution concerning transformative learning, Mueller (2004), who
highlighted the “identity dissonance” (p. 256) phenomenon, admonishes that:
Teacher education is a process that students’ experiendesefacher educators
and researchers often view this process in terms of its components and elements...
[In this study] the group of students who remained steadfast in their initidkbelie
continued to seek out information to maintain the logic of those beliefs. On the
other hand, those who came to beliefs about multicultural education that were
closest to the ideals and outcomes of the field had pivotal experiences that led
them on the path to transformation. (p. 256)
Consequently, even though Mueller's “identity dissonance” (2004, p. 256) and other
forms of dissonance (Middleton, 2002), have potential in the area of preservice teacher
learning, teacher educators who might choose to utilize it must be vigilahefpitfalls.
Challenges and Prospective Solutions for Multicultural Teacher Education
All of the questions that framed this section on teacher education literature
represent broad challenges: the diversity question, the ideology question, the geowled
guestion, and the teacher learning question. However, the demographic imperative
continues to grow as a motivational force for change in education aschessgyoint out
that today's minority children will become the majority in our public school population in

the first half of this century, while at the same time middle-classewdgichers who are
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predominantly female will remain the majority in the teaching prafag€ochran-Smith

et al., 2004, p. 934). This alone should be reason to embrace multicultural education, but
unfortunately that is not the case for everyone. The literature bears oiisittaer

educators are very aware of the demographic imperative and working toittheiés w
ramifications, though it is unlikely that a one-size-fits-all approach wilbimecapparent

or that it would be preferred. The need to sensitize teachers to backgrounds ansl culture
that are different from their own and prepare them to effectively teach shashgnts

with numerous cultural backgrounds runs as a theme across the teacher education
literature. The current study proposes sensitizing preservice teaclek&ative

American history and culture that is specifically related to the area nownka®whe

State of lllinois. In keeping with tenets of multiculturalism one reasorofausing on

Native Americans in this study is because they are an ethnic minority. Imégeeith
Sinnreich’s suggested approach focusing on this minority may be helpful irggettin
preservice teachers to reflect upon their reaction to other minorities. Thomelpps

worth pursuing as a possible element in a transformative multicultural education
approach, especially in light of the point highlighted above from Jenks et al. (2001),
Mueller (2004) and Lucey (2008).

Another reason to focus on Native Americans is that they also have a unique
relationship with the United States government through legally binding treaties
additional reason for focusing on the lllinois Indians is to make available ta\pcese
teachers an avenue of regional and local history to which their future stadem®re

readily relate. This particular avenue can also be utilized to undersconepidet of
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earlier histories and perceptions on later inhabitants of an area. For exahmgiehe

lllinois Indians called this region-including this state and areas of adjacent states

their homeland, the French, acknowledging the economic, political, and milingtstr

of these allies in the late 1600s and in the 1700s, called this region the lllinois Clwuntry.
1818, fifty-five years after the British defeated the French and thearradiies, Ninian
Edwards and the other founders still reflected the former power of thedllimdians in
naming the state after them.

One final point before moving on to the other lobe of this bifurcated conceptual
framework— all of the frameworks and approaches discussed through the literature of
this multicultural teacher education focus require applicable academar aedagogical
ethnic cultural/historic content so that social studies students can constroct a
authentically inclusive view of U.S. history and culture. That type of conterdanteal
focus of the current study. The other aspect that is a central focus of dyissséu
medium, or vessel of sorts, for such content. The literature reviewed in the following
section will focus on eight mediums that are used for content delivery in sociakstudie
There will also be an exemplar artifact to represent each of the mediwhsofEhese
artifacts will then be critiqued utilizing criteria developed by J.All&a an analysis
done in conjunction with those critiques will be utilized to situate experienced study
participants relevant to medium usage and multicultural education.

Literature on Different Mediums for Content Delivery Relevant to Social &udi

A chart illustrating the conceptual framework for this section of thedafead

literature review is found iAppendix B: Predominant Mediums for Social Studies
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Content Delivery The definition for medium as delineated in chapter 1 will be utilized in

this review. Other elements identified in columns on the chart include: possibkgorm
(audio, images, text, or artifacts) connected with each medium; literatuesved for
each medium; artifacts related with each medium; types of knowledgeRanks’,
1996Db, five types of knowledge as defined in chapter 1) associated with each specified
artifact; and what parameters from multicultural literature sourdebewused to briefly
critique each specified artifact (J. A. Banks’ four approaches, 2006; J. A. Banks’
checklist, 2008; or J. A. Banks’ guidelines, 2009; Appendix Q. Exemplary artifacts
for each medium are found Appendix D A hyperlink at the end of each section will
connect to relevant artifacts. A hyperlink following each artifact in theragig will then
return the reader to the section on the next medium.

Some of this literature is focused on the use of these mediums in elementary and
high school social studies classrooms, while other literature is focused on-teMlelge
use of these mediums. An underlying assumption followed for this study is that the
modeling of specific medium usage by college professors for presezaideets will
influence them in their pedagogical knowledge content construction and, consequoently, i
their future practice; in turn, specific medium usage in the future classrodhsef
preservice teachers will also have an impact on the knowledge construction process fo
their students. For this study therefore, the literature is focused on the educestgob
the medium relevant to social studies, but the grade level focus in the literateea ias

secondary.
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Professors

McNamara (1991) posits that there are two possible avenues for teacheorsducat
to utilize with their preservice teachers. One avenue deals with the dispesiti
teachers, based on "empirical evidence... developed by Stevens (1967)" (p. 120). The
other avenue deals with the concept of pedagogical content knowledge as proposed by
Shulman (1986)At the beginning of the 1990s, McNamara feels that there is not enough
empirical evidence to make a choice between the two in teacher education.

At the end of that decade Seixas (1999) discusses methods of presenting content
as utilized by mostly history professors in professional development institute
teachers. He addresses the dichotomy between content and pedagogy in part by
discussing directors of these various institutes. He describes directomseoint$titutes
as “teacher-facilitator... historian-director... [and] educator-dire¢pm."320-323), thus
identifying their professional orientation as well as their leadership. fggardless of
their professional training each of the site directors discusses contentiagoge
separately. One of the directors denotes an “ongoing tension between a ‘pealagogi
approach and content approach™ (p. 322).

Seixas (1999) also shares teacher points of view concerning these pnaflessi
development institutes. One kindergarten teacher, for example, straightefigrwa
characterizes “these guys [historians]... are lecturers, they'readteaes” (p. 324). “A
[middle school] teacher ... [indicated] that she needs to sift out a few basic tacept
organize her teaching around, and that the morning’s lecturer had not done that” (p. 324).

The teachers want pedagogical content.
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In a qualitative study that looked at pedagogical approaches dealing with dept
versus breadth in teaching American history, VanSledright (1997) noted that one of the
history teachers in his study had majored in history, while taking enough otledr soc
studies coursework to get his certification; he had continued to read historiemnele.t
Another teacher in the study had enough credits to teach history but her focus had
actually been in geography; she preferred to read travel literaturthe=geography
focused teacher, her pedagogical approach was broad-based—quite similar toreand m
dependent upon, the textbook she used in teaching her course. However, the teacher with
the deep knowledge base in history preferred to structure his pedagogical approach
thematically, similar to approaches in some of the histories which he had read.
Furthermore, he expanded his thematic approach to a "matrix like structursistdes
students in growth of deep, and broad, insights across the material covered in his class.

This teacher from VanSledright’s (1997) study constructed a solid baseonf hist
knowledge during his undergraduate years. He continued constructing that history
knowledge by continuing to read historiesa behavioral habit probably modeled for him
by his history professors. The exemplary story underscores: the impacteyf a de
knowledge base; the impact of professors modeling positive practice during the
undergraduate years of a teacher education program; and aspects of dgvelopi
pedagogical content knowledge. A greater depth of knowledge not only allowsseache
more flexibility in their approach, but it can also suggest ways to struaiotent for

their students. In this it becomes pedagogical content knowledge. This story al
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highlights the importance of dispositions for educators. Dispositions will be distcuss
again.

Seixas (1999) discusses "doing the discipline" of history, which he describes as
two related components: "the critical reading of texts, both primary sourdes a
secondary accounts of the past.... [and] the construction of historical accounts” (p. 328).
This is also a process that does not separate but combines content and pedagsgy. Seix
declares: "the notion of history as a constructed account of the past is central t
examining the discipline, because this construction is a process that histachey te
and student have in common” (p. 330.). This correlates well with the teacher education
literature (Carignan et al., 2005; J. A. Banks, 2008; McDiarmid & Clevenger-Bright
2008) that emphasizes a constructivist approach for multicultural education.

Seixas (1999) asserts that the most successful of the institutes mentitieed ea
were those where professors shared the process of their discipline withctier te
participants. Consequently, teachers learned how to do the discipline of historyyor othe
social studies disciplines, such that they could model and teach that process tortheir ow
students. According to Seixas:

In this conception, learning history is understood as learning how to know

history.... This kind of content incorporates a way of knowing, as does historical

practice itself. In this setting, pedagogical concerns are no longeromsesf

delivery, nor can they possibly be separated from content. Rather, they take on

dimensions of Shulman's (1987) and Wineburg and Wilson's (1991) 'pedagogical

content knowledge' (1999, p. 332).
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Schuman’s seminal work opened the discussion which included McNamara
(1991) and which Seixas takes up at the end of the decade. Schulman (1986) defines

"content knowledge [as] the amount and organization of knowledge per se in the

mind of the teacher... [Angijedagogical content knowledgges] a second kind of

content knowledge... which goes beyond knowledge of subject matter per se to
the dimension of subject matter knowledgeteaching..[This includes] the

ways of representing and formulating the subject that makes it comprehénsible

others" (p. 9).

Seixas goes on to point out that if state standards focus primarily on content
knowledge this will only emphasize again the dichotomy between content and pedagogy.
(1999, p. 334) He also suggests that "classroom texts and materials, assessment
strategies, as well as the popular understanding of history education, wilbriseed t
aligned with a conception of history education as 'learning to do the discipline™ (1999, p.
334). Following this line of reasoning by Seixas, it is worth noting that llli§tase Goal
16 deals specifically with historyll{nois learning standards1997, p. 50) while
Learning Standard 16A states: "Apply the skills of historical analysis #gbratation”

(p. 50). This does seem to correlate, at least minimally, with the concept of doing the
discipline of history and benchmarks 16.A.1 through 16.A.5b (see Appendix E) also seem
to support the concept (p. 50). However, under the same Learning Standard 16A there is
also an emphasis on content knowledge alone for benchmarks: 16.B.1a(US), 16.B.1b

(US), 16.B.1 (WH— early elementary school benchmarks; and 16.B.2b (US), 16.B.2d

(US)— late elementary school benchmarks; 16.B.4(US), 16.B.4a(W), 6.B.4b-@ally
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high school benchmarks; 16.C.2b (US)ate elementary school benchmark; 16.C.4c
(W)— early high school benchmark; 16.D.1 (USkarly elementary benchmark;
16.D.2c (US), 16.E.2b (US), 16.E.2b (W)late elementary school benchmarks; 16.D.4

(W)— Early high school benchmark (s@ppendix E for these benchmarks and their

associated standajd#&\ more thorough analysis of the lllinois State Goals 14-18 for

social studies, along with the related standards and benchmarks would need to be done to
more completely test Seixas's admonition, but such research is beyond the scope of the
current study. However, Seixas also suggests a study focused on textbooks and textbooks
are the next focus in the literature on different mediums relevant to this study.

(View the exemplary artifact iAppendix D— Professor3

Textbooks

Historian James Axtell (1987) points out that "textbooks are the only products of
historical scholarship that do not receive regular critical review kiyaadedged experts
in the various subfields of American history” (p. 621; also see Loewen, 2007). In
response to this state of affairs and "prompted [by] the AHA's Columbus Quimaente
committee” (p. 621) Axtell analyzed the opening chapters of 16 collegeAmagiican
history textbooks. He found "the similarity of content and treatment is strikirey. T
contents of the sixteen 'discovery' chapters are almost interchangspbl@aky in the
older texts" (pp. 621-622). Loewen (2007) essentially found the same phenomenon for
grade 3-12 social studies textbooks. Axtell also ascertained "errorg"afpfag23)

throughout the reading,
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but some subjects seem especially susceptible, particularly those thatddema

acquaintance with an extensive and active historiography. Among the subjects

most vulnerable are Indians, the Spanish empire, the French colony in Canada

(Louisiana and the lllinois country being virtually unheard of until the Anglo-

Americans 'discover' them late in the eighteenth century). (1987, p. 623)

In addition Axtell (1987) accentuates the following problem areas that are
particular to content on Indians: migration theories into North America; in¢Stribal
names and linguistic families" (p. 623); ideas concerning ownership among |ndians
Native leadership patterns; Native religions; "visual materigls627) and a great
diversity in Native population estimates with some authors continuing to emphasize a
seemingly empty North America upon the arrival of European explorers.

Axtell also emphasizes the point that:

To understand the making of Anglo America is impossible without close

sustained attention to its indigenous predecessors, allies and nemeses.... to make it

work, we need to fill the... largest gapthe full story of French experience, not

only in Canada but also in the Great Lakes and Ohio, Mississippi, and Missouri

valleys. (1987, p. 630; also see Loewen, 2007)

The tendency in 1987 towards this omission of the French North American experience in
college history textbooks, which would have been utilized by some preservice social
studies teachers, is germane to the current study in that the French dimbikdrdians

were very close allies, as exemplified in trade, in war, and intermgarpetween the two

cultures. (Hechenberger, 2006)
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As these late 1980s preservice teachers were constructing their own so@esl st
knowledge base they were, according to Axtell's research, doing so with kecbr-fi
sources containing large omissions, or as the Spirit of the Land Calleds|Himgint
point out— they would be building over huge underground caverns that would one day
cause their river bluff of knowledge to fall in on itself. Near the end of thedisdde of
the 21st century at least some of those preservice teachers are probatsy today
experienced teachers. How might these huge omissions and errors padibldtive
American history and culture be reflected in these teachers and theipolas today?

This current study should help to gain some insights in this area. For now let us turn to
more current studies pertaining to textbooks.

In 2007 Sanchez analyzed "15 secondary American history textbooks to evaluate
their accuracy in depicting Native Americans" (p. 311). Sanchez also tdfatiithie
accurate depiction of Native Americans in textbooks and other instructionalatsaters
long been questionable (Costo & Henry, 1970; Loewen, 1995; Sanchez, 1997a, 2001)"
(2007, p. 312). Compounding the problem Sanchez emphasizes that social studies
educators are particularly well-known for relying on their textbook.

On a five point scale Sanchez (2007) rated eight of the textbooks, or over half of
those reviewed, as less than satisfactory. (p. 320) Comparing his studyetostadies
Sanchez indicates:

Although quantity of coverage increased, there existed the paradox of brevity and

lack of depth as major factors differentiating the higher and lower rattmbtds.

There were additional factors as well (such as omission and inaccuracy), but
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brevity and lack of depth proved to be major players in the lowest-rated textbooks

and contributed to a distortion of history that drastically underplays or even omits

Native struggles, sovereignty, and contributions. (2007, p. 314, also see Loewen,

2007, and Paxton, 1999)

Sanchez concludes that although there has been some improvement in textbooks
the situation still remains unacceptable. While laying a good portion of the blathe
textbook publishing process, Sanchez recommends that those in the education field must
add their voices to that of the cultural groups demanding more change and the most
practical place to apply that pressure is on "those who adopt the textbookshather t
those who publish them" (Sanchez, 2007 p. 317; also see Loewen, 2007). While that
long-term battle is waged, Sanchez points out that the onus is on the classré@mtteac
seek out more source material, including primary sources, so as not to depend solely on
the textbook. However, Sanchez also acknowledges:

The crucial aspect still lies in the social studies educators’ enligbtaron bias,

distortion, omission, and stereotyping in order to assist the acquisition of

knowledge, familiarity with Native cultures, and the accurate perceptions and
values that influence them (Sanchez, 1997a). (2007, p. 317; also see Loewen,

2007)

He also calls for a transformed curriculum "that accurately refleetsue contributions
of the culture's members (Sanchez, 1996)" (Sanchez, 2007, p. 317, also see Loewen,

2007)"
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In a textbook review study focused on Native American coverage Hawkins (2005)
summarizes one aspect of earlier studies:

According to Axtell (1987), Doris (1992), Fixico (1997), Glaser and Ueda (1983),

Loewen (1995), Lomawaima (1995), textbook content about Native Americans

has led teachers to favor two approaches in developing their lessons. Tle first i

the "dead and buried" culture approach, which portrays Native Americans in the

past tense, as if they were extinct. Second is the "tourist" approach, whicé allow
students to visit a "different” culture [Indians] that usually only includes the
unusual (rituals, customs, etc.) or exotic (living on reservations) components of

Native American culture. (p. 52)

After Hawkins reviews what he calls "Contemporary Textbook Portragaty.|.
Traditional Textbook Portrayals” (2005, pp. 52-53), he discusses the effect thegnhave
social studies pedagogy in the classroom:

These seemingly outdated stereotypes of Native Americans (dead and buried or

tourist) are still found in U.S. History textbooks in written and illustrated form.

Consequently, lessons developed by teachers are based on information about

Native Americans found in textbooks.... Replacing old with new stereotypes about

Native Americans appears to be part of the "new" approach taken by teachers, tha

appears to be linked to a "new" portrayal of Native Americans in some U. S.

History textbooks. The new depiction of Native Americans is an association with

casino gaming or gambling, and appears to replace or reinforce previously

determined stereotypes. (p. 53)
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Focusing more specifically on teacher practice in the classroom,eL@8)
analyzed "pedagogical exercises related to Native Americans iroryhisttbooks"(p. 3)
that covered elementary, middle, and high school grade levels. He underscases that
selected textbook will be utilized in the classroom for "5 to 10 years" (Lavere, 2008, p.
3). He concludes that although some researchers point to increased coveraijeof N
American history and/or culture in textbooks they are not taking into account that
"pedagogical exercises [in those textbooks] consist of recall questionstatcd 90
percent or more" (Lavere, 2008, p. 6).

In a National Council of Social Studies (NCSS) publication Harvey, Harjo, &
Jackson (1997) underscore one of the aspects of textbook dominance that Lavere (2008)
highlighted. "Textbooks present a serious problem, for they are usually in classoooms f
three to seven years. They not only influence one entire group of students, but they
continued to do so—year after year. It seems incumbent upon educators to belgspecial
vigilant in textbook selection” (Harvey et al., 1997, p. 66). Though their admonishment is
well taken, it does pose a conundrum if those educators do not have sufficient content
knowledge to be able to adequately evaluate the authenticity of those textbooks. Harvey
et al. go on to emphasize that teachers must evaluate any supplemental thatetse
in their classrooms, with particular emphasis in the following areasathprship,
perspective, historical bias... (2) cultural accuracy and voice... (3) methods of
inclusion... (4) assumptions” (Harvey et al., 1997, p. 66). Once again lack of content

knowledge on the part of the teachers will hinder their evaluation of the materigh, whi
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is perhaps compounded when they are already constrained by time and their other
responsibilities.

Wineburg (2004) points out that "over 80% of today's history teachers" (1 28) did
not major or minor in history at their universities. He further states that@ssaquence
"many social studies teachers are forced to rely on... [their classroehbteks
because they lacked adequate subject matter knowledge" (1 28). In Wineburgfssvie
puts history textbooks in a position of too much dominance.

James W. Loewen is a professor emeritus of sociology, one of the disciplines
under the umbrella of social studies. He is also the autHoesfMy Teacher Told Me:
Everything Your American History Textbook Got Wr¢2igd ed.; 2007), a
historiography in which he analyzed 18 American history textbooks and their impact on a
range of history topics, including Native American and African-AmericaotyisThe
Smithsonian Institution supported his original research for this book through two
fellowships.

Loewen sees the problems with American history textbooks as long-standing. He
updated the first edition of the book, which was already a bestseller, in part because
readers told him that the problems he pointed out in history textbooks were continuing.
For the second edition he analyzed six more textbooks, to add to the 12 he had analyzed
originally. He points out that he wasn't surprised that his first edition did not have muc
of an impact on the textbook publishing process because earlier studies like hislalso ha

little impact.
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In great measure Loewen wrote his book for teachers and a multitude of them
have responded positively to his research (2007, pp. xi-xix). However, he suggests that
the prepackaged convenience of textbook materials wins out over principle for many
teachers. As a former college professor who taught his own classes, Losvggadia
respect for the amount of work and energy these educators put into their teaching. "Whe
are they supposed to find time to research what they teach in American histang Dur
their unpaid summers and weekends" (Loewen, 2007, p. xv)? The day-to-day demands of
their profession, he implies, constantly work against the prospect of research.

Reflecting on the consequences of misguided textbooks and lack of time for
teacher research, Loewen (2007) points to the same time of the school year that
emphasized in chapter 1—fall, with Columbus Day, American Indian Heritage Month
(November), and Thanksgiving, which he also emphasizes is a time of perpetuating
stereotypes and myths even though the teachers mean while.

Relevant to the current study, particularly in light of Jenks et al. (2001) quoted
earlier in the teacher education literature, Loewen emphasizes:

Even if no Natives remained among us, however, it would still be important for us

to understand the alternatives foregone, to remember the wars, and to learn the

unvarnished truth about White-Indian relations. Indian history is the antidote to
the pious ethnocentrism of American exceptionalism, the notion that European

Americans are God's chosen people.... history through red eyes offers ounchildre

a deeper understanding than comes from encountering the past as a story of the

inevitable triumph by the good guys. (Loewen, 2007, p. 134)
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All of the concerns and admonitions highlighted through the literature in this
section are summarized and underscored by the current director of the Smithsonian's
National Museum of the American Indian (NMAI) in a personal letter lastofal
supporting members of that organization:

To address the issue, NMAI is beginning to assess the educational materials and

textbooks currently used across the nation in grades K-12 to inform us better

about how these materials convey the cultures, traditions and histories of Native
peoples.

Our initial review indicates that things are better today than they were
when | grew up—textbooks are more sensitive to cultural issues and include
information from the point of view of Native peoples themselves. But these books
do not often contain complete and accurate information. In most books, the
history of Native American communities continues to focus largely on the events
that intersected with European (and later U.S.) historical events. (K. Gotaar, let
to NMAI members, n.d. [Fall, 2008])

(View the exemplary artifact iAppendix D— Textbooks)

Children's Literature

At the elementary level, use of trade books is encouraged to supplement
the social studies textbook (Downs, 1995; Jacobs & Tunnell, 2004; Tomlinson, Tunnell,
& Richgels, 1993). Jacobs and Tunnell (2004; also see Tomlinson et al., 1993)
recommend history trade books in the form of historical fiction, in part because the

narrative form helps young students, as well as their parents, in processing and
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remembering historical material. They also caution that trade book authors stoiuld:
sugarcoat history; be historically accurate; bring the time period {adifehe story

through a young leading character; and not focus too heavily on minutiae about the time
(Jacobs & Tunnell, 2004).

Downs (1995) recommends a variety of trade books to utilize with elementary
students in thematic units following two strategies: "individualized relsemiag trade
books [and] activities based on trade books" (pp. 138, 140). She suggests "the thematic
unit is one method of bringing history alive" (Downs, 1995, p. 138). Downs use of trade
books includes "picture books, biographies, photo essays, and historical novels" (1995, p.
138). Her individualized research strategy utilizes four steffStep 1: Capturing the
Students' Interest... usually... by reading aloud to them [from a trade book].... Step 2:
Gathering Information... [at] the library... Step 3: Individualized, In-Deptle&teh...

Step 4: Final Project and Presentation” (Downs, 1995, pp. 138-139). Her theme related
activities strategy moves across the curriculum, including the folloaregs and

elements: "Reading... Social studies... [including] construction of a timelineh..Mat
Science... Music... Art... [and a] Culminating Activity" (Pp. 140-144).

Mindful of the use of trade books in elementary social studies classrooms,
Sanchez (2001) "examined 20 trade books (1964-1997) to evaluate their accuracy in
depicting Native American peoples and cultures” (p. 400). Utilizing "an authgnti
guideline based on the Five Great Values... results indicate[d] that 60% of the books...
[were] at least satisfactory in their depictions but that bias and steirepty persist

enough to recommend the use of the guideline as a tool to allow educators to dgnfident
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identify problems in their instructional materials" (Sanchez, 2001, p. 400; also see J. A
Banks, 2009, p. 109). Sanchez also notes that more "recent and award-winning books are
not necessarily accurate or culturally sensitive" (2001 p. 418).

(View the exemplary artifact iAppendix D— Children’s Literaturg

News Outlets
In a 1998 study, Vaughan, Sumrall, and Rose explored "the effectiveness of using
the newspaper to teach science and social studies” (p. 1). Their subjectsresze/ige
and in-service teachers... [and students in] grades K, 2, 3, 5, and 6" (Vaughan et al., 1998,
p. 1).
The researchers found that over 90% of the 23 preservice teachers felt nesvspaper
were a good vehicle for instruction. (Vaughan et al., 1998, p. 7) Other findings included:
Preservice teachers indicated students enjoyed the newspaper actidities a
After the lessons... students began to initiate interest towards using the
newspaper.... Preservice teachers reported that the newspaper is begtintiliz
the upper grades due to... reading ability... However... analysis... for gradds K a
2 [by] researchers determined that quality and innovative uses of the newspaper...
did occur.... The development of newspaper lessons within a group appeared to be
an activity that demonstrated thought, cohesion, and collaboration on the part of
the preservice teachers.... Through use of the newspaper there can be substantial
increases in... social studies conceptual awareness. (Vaughan et al., 1998, pp. 16-

70)
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In a study that crosses this current study’s categorical line betwasrondets
and digital resources, Hicks and Ewing (2003) investigated "how access to online
newspapers from around the world can provide a connected space through which
students’ understandings of current events can be broadened, deepened, and re-examine
in the face of diverse, alternative, and to some extent contradictory worltypwis4).
While noting that "teachers have used... national and local newspapers" (p. 134) for quite
some time, the authors point out that use of global newspapers, accessed online, can be
particularly useful for instruction in today's globalized 21st-century. Onehegycan be
useful is through comparing and contrasting different points of view from divegysms
of the world. In light of the focus on Indians in the current study this application could
also be useful in helping preservice teachers, and their later students, teregpdints
of view from contemporary American Indian cultures within the United Statteews
concerning controversial subjects that are relevant to American Indianesult

(View the exemplary artifact iAppendix D— News Outlet9

Museums

Museums, though still engaged with students and teachers in social studies
classes, have been undergoing a transition related to their overall purpdaadiko,
2006a, 2006b, 2006c; Seixas & Clark, 2004). Trofanenko (2006a) "argues that the
changing role of the museum prompts reconsideration of their roles not onlysas site
knowledge but also as sites of knowledge-production” (p. 49). This is in line with the
cited definition of the knowledge construction process (Banks, J. A., 2004a) earlier in this

paper. Trofanenko's contention concerning the public museum places these educational
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institutions in essentially the same transition encouraged by Banks (2@D8)hers
(McDiarmid & Clevenger-Bright, 2008) for schools and educators as they move
increasingly to a constructivist framework. Accordingly Trofanenko points outht@at
role of the public museum in North America is changing "from its traditionalioss
protector of the Eurocentric heritage to its current role as a broker of id¢R086a, p.
49). This transition for the public museum also makes it another battleground in the
culture wars highlighted in chapter one of this paper (Cochran-Smith et al., 2GMetNa
al., 2000; also see Trofanenko, 2008, pp. 258-260).

Trofanenko points out that:

In the 1990s, prompted by concerns of indigenous groups about the absence of

their presence in the museum project, museums moved to work more closely with

indigenous groups in order to complicate and question the relationship between
museums and indigenous groups as well as deal with concerns about self-

determination and repatriation of objects. (2006a, p. 52)

During that same decade and relative to the current study’s focus, \@aden
Walthall (1998a) indicate that the Peoria Tribe of Indians of Oklahoma came to an
agreement with the lllinois State Museum (ISM) concerning repatriatiancstral
human remains and lllinois Indian funerary objects associated with humaingehs
were housed at ISM-Springfield and Dickson Mounds-ISM. The human remains were to
be repatriated with the Peoria Tribe and buried in their Miami, Oklahoma cgmeter
However, in a move that put them at odds with some other Native American tribes

concerning funerary objects and repatriation, the Peoria Tribe "datsirtiat the
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funerary objects associated with their remains are an important part ob&® cultural
heritage and should remain in the hands of the Museum" (Warren and Walthall, 1998a, p.
14; forat oddssee Warren, 1996, pp. 56-57). In addition, the authors point out that "these
objects are the centerpiece of the newly established Peoria Indiargel&@dHection” (p.
14). This collection has potential in the area of transformative academic kigevite
teacher educators in social studies, as well as preservice and in-secfeseand their
students concerning lllinois Indian heritage in the state of Illinois.

Continuing to build on their relationship with the Peoria Indian Tribe of Indians
of Oklahoma the lllinois State Museum hired "an aspiring physical anthropblogi
[who is also a Peoria] tribal member... to be the first recipient of the Rediaa
Heritage Collection internship™ (Dick, 1998-99, pp. 10-11). Consequently, a descendent
of the lllinois Indians would be compiling the information concerning thesacithat
came from her ancestors. In this and in other actions the lllinois StasuMugs
worked to portray the lllinois Indians not only as a people of the past with a heritage tha
is foundationally tied to the state of Illinois, but also as people of the present eahtoect
their past with agency concerning their own identity and historical @gif&varren,
1996; Warren and Walthall, 1998a, 1998b; Dick, 1998-99). These actions by the lllinois
State Museum, in their staffing, in their magazine, and on their websiténésBegttal
Resources section of this chapter) might also be seen as a positive step tgeastala
criticism of museums that Trofanenko (2006c) identifies whereby museums have
excluded exhibits of indigenous people from being included in the construction of

national identity "through a rhetoric of difference, particularly notions éédihce
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constructed as static and timeless, as backward and inferior, indigenous peopleehave be
represented as separate from the development of the nation” (pp. 99-100).

However, even with such changes Trofanenko (2006a) cautions "that an education
in the museum needs to be an educatiooutthe museum, about how the world is re-
presented, named, displayed, owned, and protected” (p. 61). According to Trofanenko:

These changes require that students coming into the museum be presented with

the language of politics and pedagogy that allows for them to speak about naming

and identity, not as something to be tolerated but as essential to expanding the
practice of democratic education. Pedagogically, this suggests providientst

with the skills to analyze how public institutions utilize visual, print, and oral

texts to fashion social identities over time, and how these representatiagoser

reinforce, challenge, or rewrite the dominant vocabularies promoting si@gsot

that deprive people of their history, culture, and identity. (20064, p. 61)

In line with these points Trofanenko (2006b) discusses some of the subjects in her
16-month long ethnographic study of a museum in British Columbia relative to an
indigenous culture exhibit:

Although the museum is full of artifacts, displays, and staff ... [the teaded$ s

to prompt the students to understand what questions "need to be asked" regarding

the selection of artifacts, the formulating of displays, and the contributiotesfiof s

members. Her issue is to have the students consider the claims of certainty about

history that museums display. Although she acknowledged the museum'’s value as

an educational resource and its attempt to preserve and display culture and
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history, her main pedagogical concern had to do with the students’ ability to

guestion what is offered to them as "true.” (p. 316)

Utilizing this approach, the teacher in Trofanenko’s study prepares and €ngage
her students in the type of critical analysis that Loewen (2007) and otteeteatlier
(Sanchez, 2007; Hawkins, 2005; Gover, n.d.; also see Zinn, 2005, pp. 683-688) in
recommendations for textbooks utilized in social studies classrooms.

Another point raised by Trofanenko (2006d) is that "as cultural heritage
institutions take the next [transitional] step in extending their educatroparative by
digitizing their holdings, they seek to affirm and increase their public edoalvalue
as a means to support their public relevance and institutional missions" (p. 242). Her
concern "for social educators, [is that] the most disturbing outcome of thisasithas
been the increasing presence of self-contained lesson plans and units on institigional
sites and the move by some public institutions to embrace and advance what they
consider to be their educational role in public education” (p. 241). Given the thrust in
teacher education for embracing and advancing pedagogical content knowledge
Trofanenko's concern about these museum-created packets of pedagogical content
knowledge is worthy of investigation.

Returning to the point that the public museum transition has positioned museums
as another battleground in the culture wars, Trofanenko (2008) highlights the controversy
over the Smithsonian Institute's Enola Gay exhibit entifleel Price of Freedonpwhile

Seixas and Clark (2004) focused on the controversy "over a series of murals©gepecti
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origins of civilization in British Columbia, located in the central rotunda oBitiesh
Columbia Legislative Buildings" (p. 146). According to Seixas and Clark:

Around the world people confront monuments that celebrate historical origins,

movements, heroes, and triumphs no longer seen as worthy of celebration. While

an analysis of these lieux de mémoire [sites of memory (p. 147)] themselves can
reveal historical consciousness, the sites become particularly imgraisthe

moment when they inspire debate, namely, when people ask what can be done

with these artifacts of the earlier power configurations, outdated modes of

understanding, and bygone identities. (p. 146)

The investigation by Seixas and Clark (2004) focuses on student engagement in
the Begpie Canadian History Contest, wherein they developed their own opinions
concerning what should be done with the contested murkéseping them, removing
them, or some other solution. The students were split in their recommendations.
However, Seixas and Clark see this exercise as an important pedagagieal m
educators should utilize in times of controversy. This is in light of their position that:

A crucial dimension of the study of historical consciousness involves how cultural

practices and tools for understanding the past are handed down to the next

generation. While this work happens in its most formal and organized way in
schools, recent research has interrogated other sites of transmission and
construction, including families, film, television and commemorative celensati

(Barton & Levstik, 1998; Seixas, 1994; Welzer, 2001; Wineburg, 2001). Most
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frequently, these sites operate interactively to build, or challenge, copimuit

historical consciousness (Seixas & Clark, 2004, p. 147).

In light of these investigations and perspectives cited above and relevant to the
current study | suggest that at the current time museums may be in a uniqo®a positi
compared to the other mediums being reviewed. The institutional museum in the United
States has recently been (is still?) in transition which includes exparslgduitational
imperative. Consequently, this lieux de mémoire lends itself, perhaps now nmoed tha
other times in our history, to engaging students in critical analysis. It dss tfe
benefit of not only text, images, audio, but also three-dimensional artifacts. This
expansion of formats lends itself well to a wider variety of learningssiglstudents. It
also adds more flexibility to teachers in preparing their instruction for engegema
museum setting, but that flexibility will also bring extra challengéss Then suggests
that the museum might offer unique opportunities to preservice teachers asvbleypd
their own pedagogical content knowledge. Additionally, in expanding educational
imperatives the museum is also crossing borders into other mediums, includialg digit
resources. Consequently, the museum will be discussed again under that heading.

(View the exemplary artifact iAppendix D— Museums)

Popular Film

Marcus and Stoddard (2007), in a study designed "to establish baseline data... [on]
film pedagogy and students’ historical understanding and to continue the work of those
documenting and examining teacher practice in general” (p. 304), surveyedué€'de..

convenience sample” (p. 307) of 84 Connecticut and Wisconsin history teachers via the
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Internet. Noting the limitations of such a sample Marcus and Stoddard indidateetha
surveyed "teachers... use an extraordinary amount of film in class" (2007, p. 308), with
more than 90% utilizing "Hollywood filnat leastonce a week" (p. 308).

Notwithstanding that caution, the authors indicate that popular film usage in
classrooms has gone up in the last 20 years (Marcus & Stoddard, 2007, p. 305). The
primary reasons these teachers give for using film in class are “tal@rowubject
matter content and to develop empathy and bring a time period to life" (Marcus and
Stoddard, 2007, p. 317); utilizing a film "as a grabber or introduction to a topic or lesson"
(p- 310) rates as a secondary reason for these teachers.

For these teachers the 1990 mdvances with Wolvewas the sixth most chosen
movie from a potential film list of 169 that are utilized in social studies cass
(Marcus and Stoddard, 2007, pp. 309, 313). Among the reasons the teachers cited for
choosingDances with Wolvesere: 76% empathy; 67% subject matter; 43% grabber (p.
313).

Given the high usage of this film by history teachers in the Marcus and Stoddard
survey and with movie content as one of the specified reasons, it is noteworthy that Seal
(1991), a Sioux Indian author whose book was turned into a movie by Hollywood, was
critical of Dances with Wolveseals indicates:

This is the New Custerism General George sporting velvet glovesnd so

called liberals are the new Custerists, torn between their culturabgdikelf-

interest.... It encompasses not just trampling on what might be sacred but a hidden

Victorianism as well, which has to clean up my dirty beer-can-strewn higbmwa
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its historical equivalent, keep us at a safe remove, make us Good Indians again,

like [director] Costner's and [screenplay writer] Blake's syrupy nobkgssy

Books or movies like this neutralize real action, the possibility for social or

political reform that might arise from truly stimulating literature @amda....

Instead of creating a great new multicultural paradigm, Dances withed/dly

its huge success, is spawning more of the same old clichés. Where the Old

Custerists [i.e., actors John Wayne, Ronald Reagan, Henry Fonda; director John

Ford (Seals, 1991,1 10)] didn't mind blatantly stereotyping Indians as savages, for

new Custerists the sentimentality and romance must not be sullied. (f 21, 22)

Marcus and Stoddard (2007) agree with Seals’ assessment on a number of points,
including that the white man is the hero of the movie (p. 317). However, they point out
that it is "how the teacher uses the film" (p. 317) that will be the most important
consideration in the classroom. According to Marcus and Stodardes with Wolves
not only presented "a new approach to filmmaking about Native-Americans... [but also]
take[s] the unusual step of confronting controversial and un-proud moments in United
States history" (2007, p. 317), which is something that textbooks are known to avoid (p.
317; also see Loewen, 2007, and Paxton, 1999, and Zinn, 2005). Movies that present
minority perspectives are not enough,;

Teachers must make students aware of who is telling the story and whyehey a

telling it. They must also teach students to look for whose viewpoint or story is

absent and at what cost.... It is also important not to rely solely on any one film as

a source of historical information or to depend solely on films to provide facts,
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but instead to draw on film to assist students in the act of creating and exploring

history. (Marcus and Stoddard, 2007, p. 318)

Particularly relevant to the current study Marcus and Stoddard also engphasiz
that "the potential benefits of film will only be realized if teachers Ipmeeservice and
in-service training about the use of film" (2007, p. 319).

Seixas (1993), in a study that "explores the kinds of critical judgments young
people make about popular film" (p. 351), found that

there is a strong tendency to $&mnces with Wolvess a window into the past....

In other words, ironically, the more a 'historical’ film presents life in tsegm

being similar to life in the present, the more believable it is to the students (pp.

363-364).

Like Marcus and Stoddard, Seixas also sees the teacher as a deteiactoinig f
the effective use of popular film in classrooms. He

suggests a complementarity between popular film and the social studies

classroom. Involvement and critique might take place, energized not only by the

interpretive and technical potency of the Hollywood production, but also by the
critical powers of the teacher, and finally by the naturally deconsteucti

tendencies of North American students. (Seixas, 1993, pp. 366-367)

| would suggest that those critical powers need exercise and development during a

teacher education program, especially for those who will teach social sttithes

elementary or the secondary level.
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Wineburg, Mosborg, Porat, and Duncan, in their report "on a thirty-month
longitudinal study" (2007, p. 40) highlight another very successful popularfdmest
Gump for its potential in the social studies classroom. They define this movie ag part
"cultural curriculum” (Wineburg et al., 2007 p. 69) and indicate it is "an intergereah
meeting place and a common reference point... [for] families" (p. 67). According to
Wineburg et alForest Gumgembodies multiple attributes that set it apart from other
popular films of its day including the following:
Forest Gumpmaintains clean narrative lines and a steady chronological arc. [The]
director... and screenwriter... fuse their character's life to key points in @smeri
history... [which] create[s] a historical mnemonic that aids viewers.... Allif t
in a feel-good movie that makes few demands on viewers’ political commitments
and sensibilities, whether liberal, conservative, or somewhere in betierest
Gump.. [also] carried a PG-13 rating, a factor that looms large when considering
how cultural products pass through schoolhouse doors. (Wineburg et al., 2007, p.
67)
However, many of the same attributes that made this movie so popular with the
public also create potential pitfalls for educators in the classroom by blurarigpe
between fiction and documented history. Taking this and other factors into account
Wineburg et al. encourage educators onward to "turn a cultural produEbligst Gump
on its head.... [by] asking questions... [that] can help students become cultural rditics a

astute observers of their own learning” (2007, p. 69).
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These studies underscore a potentially important position for popular film in
today's social studies classroom and are therefore relevant to questions ngncerni
preservice teacher preparation and this current study.

(View the exemplary artifact iAppendix D— Popular Film)

Documentary Film

Remembering the limitations placed on their survey sample, Marcus and Stoddard
(2007) report that more than 80% of their surveyed educators utilize "documemtary fil
on average at least once a week" (p. 308). This is in line with the report that along wit
popular film, documentary film usage has also increased in the last 20[y€205)

Citing Marcus (2005) these researchers also testify "that teacleécesawith film may

play an important role in how students learn to interpret and analyze filmsu|zeiy

the way in which students assess the trustworthiness of film as a document about the
past.... [it is also suggested] that film is a unique historical document and tiesrtea

need to consider film-specific pedagogical strategies to develop hisfonchteracy in
students" (Marcus & Stoddard, 2007, p. 304). If these points are indeed realistic then the
training of teachers to deconstruct films and develop appropriate instructioctadgsa

should begin during the teacher education program.

Hess (2007) indicates "that students do not approach documentary films as empty
vessels— their prior knowledge, social positions, political ideologies, and a host of other
factors influence the meaning they create" (p. 194). This premise echoes thegmtent
in the teacher education literature that preservice teachers’ disposittbhslaefs can be

limiting factors relative to potential transformative learning (by@&©008; Matthews &
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Dilworth, 2008; Mueller, 2004). Based on Mueller (2004) this also suggests that some
documentary films, as potential transformative experiences, may siargjidents’
original beliefs rather than change them.
Citing Stoddard (2007) Hess also asserts "that many students and thensteache
trust documentary films as valid sources of information and as authentic regtiesent
that depict what happened in the past” (Hess, 2007, p. 194). However, as Hess points out,
documentary flmmakers are quite aware that they have an agenda in makifintheir
and they are therefore not objective. Speaking about viewing documentary filmes at
Sundance Film Festival, Hess declares:
Typically, one important aspect of the message of the documentaries was
awareness- the film focused on a topic that the director wanted to bring from the
margins into the mainstream. It was also obvious that the directors care deeply
about the topics of their films- that they did not select them just because there
was a hole to fill. (2007, p. 195)
We should not expect documentary films to be objective. To do so, Hess purports,
"Is akin to lambasting an editorial because it is not a 'just-the-faststoey" (2007, p.
195). When a controversy develops about a films’ point of view it is usually labeled as
biased, sometimes by a whole community or even a whole segment of societys but thi
misses the point since point of view is specifically part of the filmmakerpoger(pp.
194-195).
Foner (2002), in critiquing the documentary film sefiee Civil Warby

celebrated filmmaker Ken Burns, points out that the director’s
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message is clear: the chief legacy of the war was a survival and consolidation of

the nation-state, and that of the postwar era the reestablishment of afsense o

national unity.... [However] historian David Blight has remarked this combination

of nostalgia and national celebration is a "most appealing” legacy, which rmanage
to ignore all those issues that raise troubling questions about Americary societ

today. (pp. 191-192)

Foner points out that "Burns devotes exactly two minutes..Rgopnstruction.
and what little information there is about the era is random and misleading” (2002, p.
196). This is an interpretive problem he points out. However, "the postwar story of
Reconstruction and its overthrow... [are] the historical origins of modern racia¢msbl
(Foner, 2002, p. 198; also see Zinn, 2005, and Loewen, 2007).

Novick (2005, 22nd printing) documented over a decade ago that historians can
create their own truths and they can do so to pursue an ideological agenda. In tifie case
the Civil War an agenda can be detected in the multitude of patriotic postwar manument
that failed to include any African-Americans (pp. 201-202). These monumentthshift
focus of popular memory to soldier bravery and sacrifice and away from the gdraple
of the war. This omission among Civil War monuments removes slavery as a central
focus of the conflict and the elimination of slavery, in effect, wipes away therdanis
disagreements between the North and South (p. 201). This use of patriotic monuments to
shift the popular focus away from complexities reflects the premises anemifo

(20064, b, c) as well as Seixas and Clark (2004) highlighted earlier.
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According to Foner "this view of the war was popularized... for a mass aadienc
in D. W. Griffith’s Birth of a Nation a cinematic paean to national unity and white
supremacy that received its premiere at Woodrow Wilson's White House" (2002, pp. 201-
202), which underscores aspects of the literature on popular film (Seals, 199%; Seixa
1993; Marcus & Stoddard, 2007; Wineburg et al., 2007). Foner also points out that there
was a "complicity of scholars in legitimizing this interpretation"Z02). This
popularization and legitimizing of a simplified interpretation of history thatorces the
power structure within the United States and therefore restricts catiahlsis of history
is one of the problems specified by Loewen (2007; also see Zinn, 2005) and highlighted
by others in the multicultural teacher education literature (J. A. Banks, 20Q&#:nD=-
LaGattuta, 2002; Cochran-Smith et al., 2004; Locke, 2005). This also underscores
criticisms in the museum literature section pertaining to the building aaidentity
and monuments (Trofanenko, 2006a, 2006b; Seixas & Clark, 2004). It is also a prima
facie example for the argument that teacher educators need to train and encourage
preservice teachers, as well as in-service teachers, in the usecaf analysis as
specified by Seixas (1999) as part of doing the discipline of history. The need fwrthis
of critical analysis is also supported by Loewen (2007) and others citest €aanchez,
2007; Hawkins, 2005; Gover, n.d.; also see Zinn, 2005).

Foner makes a strong argument for deeper understanding and contextualization of
the Civil War and especially the reconstruction period. He points out that Burns, a
respected documentary director, does not have this deeper understanding, in pat becaus

of his limited grasp of the historiography in this area of history (Foner, 2002, pp. 202-
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203). Foner tells us that "Burns recapitulates the very historical understandiegnrt
'invented' in the 1890s as part of the glorification of the national state in the ndgonw
triumph of white supremacy” (2002, p. 204). In this Burns is also a product of the
American education system, where textbooks (Axtell, 1987; Lavere, 2008; Loewen,
2007; Paxton, 1999), and museums (Trofanenko, 2006a, 2006b, 2006c, 2006d; Seixas &
Clark, 2004), and teachers that have not pushed beyond the whitewashed version of
presented history create a sinkhole in the knowledge construction of an otherwise
intelligent, responsible, and respected citizen such that he does not identify the most
crucial questions he needed to ask as he created a documentary dealing wyith a ve
important segment of American history. The effect of the education sydeshaee to
push beyond the status quo was then multiplied exponentially as Burns’ documentary was
seen throughout American society. According to Foner, that "multihour television
documentary, was certainly the most successful presentation of history for broaat popul
audience during the 1990s" (2002, p. 189).

Hess recommends that:

We should carefully vet documentary films for classroom use based on whether

the particular perspectives they portray are well warranted.... Insteadraf pos

objectivity and bias as the two ends of an evaluation continuum, we should

identify the perspective(s) in the source and have the two ends be markers of

better or less well warranted perspectives. (2007, p. 199)

However, without having the background knowledge that Foner or some other

historian provides a classroom teacher would be hard pressed to decide if the perspecti
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that Burns presents is well warranted. Given the respect afforded Burrgeand t
popularity of his documentary on the Civil War, the director missed an opportunity to
lead the American public into a discussion of race relations, power, and the mampulat
of national history to support the status quo. He missed the opportunity to give us another
perspective.
Hess also gives us sound advice for any pedagogical approach to documentary
film:
If we view documentary films as perspective-laden narratives, it is inaitrobhe
us to teach the genre to studentsxplicitly, just as when we teach students to
distinguish between an editorial and a new story, a primary source and secondary
source, or historical artifact and a historical narrative. We need to teath wha
documentaries are and are not. We can do this by making the perspectives that
shape them transparent because research shows us that students do not
automatically or naturally spot them. (2007, p. 199)
It is probably safe to suggest that Ken Burns, as a gifted documehtary fi
director, has a relatively deep understanding of the concept that Hess delanigs
also be logical to suggest he would support her advice concerning this pedagogical
approach to documentary film usage in the classroom. However, as Foner poikenout
Burns was missing a greater understanding of the historical and cultotahtcof the
Reconstruction period and its aftermath for us today. This begs the quedtithere is
a gifted future documentary filmmaker sitting today in an lllinois satiadies

classroom, is she or he being afforded the opportunity to construct a deeper tiperspec
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laden knowledge concerning Native American heritage in lllinois? Ortigifitad future
documentarian simply getting dressed up stereotypes and misinformation préseamte
add-on unit during Native American heritage month? Furthermore, what imggutt m

this documentarian’s work have on popular awareness among citizens as the need for
understanding and respect of multiple perspectives becomes paramount in a Urated Stat
where some minorities will have, by then, become majorities? | suggeshtieathat
happens and Native Americans, with a unique legal and fiscal relationship to the United
States, are still a minority then understanding and respecting timarityiperspective

will take on added significance. It would be an interesting exercise iratatalysis to
contemplate what shape a documentary film or film series might takengirlgiforward
minority Native American perspectives. Perhaps this is a pedagogatabsgtworth

exploring with preservice social studies teachers.

(View the exemplary artifact iAppendix D— Documentary Film)

Digital Resources

As at the beginning of the sections on popular and documentary film, this section
begins with a research perspective on baseline data obtained through a sw@yey. Le
Doolittle, and Hicks (2006) utilize surveys focused on use of "non-digital and digital
historical resources" (p. 291), from a sample of 73 social studies teachesaaio t
history in the Southeast; surveys were originally sent out to all 104 high school social
studies teachers in a single county (pp. 291-295). In addition to the standard caveat on
survey limits, which the researchers specified, this research isralsadlito the

perspectives of those 73 urban/suburbigih schookeachers who completed the survey,
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68% of which have graduate degrees, 27% have bachelor’'s degrees, and three teache
whose degrees, or lack thereof, are not specified (p. 295). Though these factarstwer
listed by the authors as limitations they are relevant to their conceatonagviiork which
includes "the doing of history" (p. 292). If the authors’ conceptual framework includes
doing the discipline of history, then why did they effectively ignore that this agpisa
also utilized in the elementary and middle school grades? Miller (2006, Aprilsmaint
that
for over a decade Keith Barton and Linda Levstik have studied elementary and
middle school students engaged in the process of historical thinking—the act of
analyzing and synthesizing multiple sources to construct an interpretation about
the past (Barton, 2002; 2001a; 2001b; 1997a; 1997b; Barton & Levstik, 2004;
1998; 1996; Levstik, 1998; 1997; Levstik & Barton, 2001; 1996). As a result,
they argue that students cdmhistory, even at the age of six (cf. Levstik &
Barton, 1996). (Miller, 2006, April, p. 2)
However, other than citing Levstik & Barton (2001), without mentioning grade level, the
authors avoided the question of teacher preparation for these levels. Theiowmissi
suggests an underlying assumption in their study that high school social stuthesstea
have the disciplinary background and skills needed for doing the discipline of history
while teachers at the elementary and middle school level do not. Did these high school
teachers develop the needed disciplinary background and skills in their origih&irteac
education programs, in teacher development workshops, in graduate classes, or

somewhere else? These concerns suggest a need for future research.
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In their results section for this survey Lee et al. (2006) state that:

Overall, these results indicate that the teachers believe that the weltusldeva

tool for accessing previously unattainable sources and making source

comparisons and that the variety of sources available provides for rich historica

experiences but at the cost of increased class preparation time. (p. 298)

The main thrust of these teachers’ beliefs then would seem to fit with rezmmhations

of “researchers in social studies and history education [who] are calliagsfoft away

from a fact-driven approach and toward an inquiry-based approach to social stddies a
history education (Doolittle & Hicks, 2003; Lee, 1998; Seixas, 2000; VanSledright,
2002)" (Lee et al., 2006, p. 298). However, based on the findings the authors point out
that

teachers are not using social studies and history digital libraries andogpesd

obtain their historical primary sources but rather more culturally popular

websites... government sites such adbpartment of Education television

sites such as thdistory Channel. and news sites such\A&shington Pos{Lee

et al., 2006, p. 298)

The findings also indicate that "to use more historical primary sourcesé{Lee
al., 2006, p. 298) experienced teachers place more value on appropriately equipped
computers, more time, fewer standards and standardized tests rather than on more
training dealing with the web and the sources (pp. 298-299). These priorities in

conjunction with "the usage patterns of primary historical sources repgrtbd b
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teachers" (p. 299) lead the authors to conclude that there must also be "a shiftarstea
dispositions" (p. 299).

VanFossen and Watterson's (2008) study replicates their 1999 survey ofgeache
in Indiana for grades 6-12 (p. 124). For the 2008 study a "random sample of 400 teachers
was drawn... [from] 4,184 secondary social studies teachers [in Indiana]” (p. 130). The
focus of this study was classroom Internet usage in 6-12 (p. 129). The socia studie
teachers in this larger study had an average of 16 years experience ¢ragseooms (p.

131) compared to nearly 13 years in the Lee et al. (2006, p. to 95) study. For both of
these studies then the teacher respondents, on average, completed their teaatimr educ
programs in 1992 or 1993. This is significant since VanFossen and Watterson remind us
that the Internet was born in 1991 but "it wasn't until the mid-1990s that the World Wide
Web had evolved into a significant information technology and had begun to make its
way into K-12 classrooms" (2008, p. 124). Friedman & Hicks (2006) point out that this

"mid-1990s... expansion... [also] brought with it an accompanied, yet perhaps

unexpected boon for social studies education... [as] Internet sites began to host

electronic versions of primary sources... [and] this availability offerexhéza

and students an unprecedented opportunity to search for and utilize primary

source documents (VanFossen & Shiveley, 2000; Warren, 2001)" (p. 249).

Whereas the survey respondents in the Lee et al. (2006) study were grimaril
(89%) U.S. History or World History teachers (p. 295), 83% taught U.S. History or

World History in the larger, random sample VanFossen and Watterson (2008) study wit
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36% teaching World Geography, 20% teaching Economics or Government, and 5%
teaching Psychology or Sociology (p. 131).

The VanFossen and Waterson study delved deeper into training issues add relate
aspects than the Lee et al. (2006) study. The VanFossen and Watterson (2008) study
found that their "higher order users reported having had significantly more hours of
training devoted specifically to classroom integration of the Internet, angragarly
twice as many hours of training as lower order users" (p. 134). Another diffevasce
that this larger, replication study, while focused more on Internet usage,@so had
implications for a possible

‘ceiling effect'... [whereby] despite a tremendous increase in classi@mass to

the Internet and computers (and a decrease in other barriers), the vasy mofjori

social studies teachers in Indiana still want to be using the Internet raarthdy

were. (VanFossen & Waterson, 2008, p. 139)

In the VanFossen and Watterson (2008) study respondents "cited... lack of
training— especially lack of specific training on using the Internet in the sociakstudi
classroom” (p. 141) as their greatest impediment to more successful uselaithis
resource compared to the Lee et al. (2006) respondents who cited externatsestrai
appropriately equipped computers, more time, fewer standards and standardszed test

Lee et al. (2006) suggest that since there has been "a great dealtafdéiterfghat
has been] overly optimistic" (p. 292) concerning digital technology we must nogechan

focus "toward carefully and critically investigating how teachers aachts educators
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are, or are not, integrating educational technologies in their classroowe| as
examining how technology is being used as a tool to scaffold student learning” (p. 292).

However, other literature has also highlighted some specific thrusts ftad digi
resources including two cited earlier: news outlets are expanding to threetr{tdicks &
Ewing, 2003) and museums are expanding their educational outreach to the Internet
(Trofanenko, 2006d). Other examples of museums utilizing the Internet includen®ati
Museum of the American Indian’s "launch [of] its 'Fourth Museum' " (Trescott, 2009,
2); lllinois State Museum's- Museum Link lllinois: Native Americans (lllinois State
Museum, 2002); Colonial Williamsburg's electronic field trips (Colonial Wiikaurg,
2009); and digital archives (Mason, Berson, Diem, Hicks, Lee, & Dralle, 2000nMart
Wineburg, Rosenzweig, & Leon, 2008) as mentioned earlier. In addition, Historical
Thinking Matters is a website that supports doing the discipline of history (Marti
Wineburg, Rosenzweig, & Leon, 2008). In addition textbooks can now cross over to the
digital arena in the form of Amazon' s Kindle or electronic textbooks (Amazon.com,
1996-2009; ETEXT Electronic Textbook Publishing, 1995-2009).

Specifically relevant to preservice teachers, teacher education psygrad
social studies teacher educators, Yell and Box (2008) highlight a collaboratieehet
the National Council for the Social Studies (NCSS) and the Partnership for 2tistyCe
Skills (P21). According to Yell and Box this collaborative effort is focused on themes
that are particularly important for educators in the 21st century includirigrrhation,
media, and technology skills (information literacy, media literacy, @id Information

and Communication Technology] literacy" (2008, p. 348). Such themes present positive
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challenges to the education field. Mason et al. (2000) highlight two aspects of such
challenges:

[1] The power of the Internet to disseminate multiple perspectives helpserepar
social studies teachers not only to explore and harness the power of the Internet,
but also to develop an understanding of the responsibilities and consequences for
which they must prepare their students when navigating, participating, and
interacting with others on the web.

[2] When preservice teachers enter the classroom, they will relyiyieavi
teaching strategies and methods acquired while in their teacher paparat
courses. (1 26, 13)

To help meet such challenges the International Society for Technology intiedutcaes
developed the National Educational Technology Standards and Performance Isdicator
for Teachers (International Society for Technology in Education, 2008).
At the beginning of the current decade Mason et al. (2000) recommended: "using
technology successfully requires a constant and consistent trainingrprddyia should
begin as part of the preservice training program and continue throughout thex'seach
instructional career ( 37). In the latter part of this decade VanFoss¥viadigison
(2008) present evidence that this is happening:
a number of studies have examined Internet and computer training in preservice
social studies methods courses (Bennett & Pye, 2002; Diem, 2002; Lipscomb &
Doppen, 2004), and these studies suggested that focused Internet training is

becoming a part of preservice social studies teacher education (p. 145).
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However, Van Fossen and Watterson (2008) also highlight some heftier chatleage
are particular to preservice social studies teachers and teacher esducator

[1] It takes time for the influence of social studies methods classes thatdoc

the use of the Internet to take hold over a generation of social studies teachers....

[2] We need to determine whether Ertmer (2005) had it right and social studies

teachers’ pedagogical dispositions are the prevailing factor in whiather t

utilized the Internet in classrooms. If so, were these attitudes towartsteand

learning acquired during preservice teacher preparation programs?...

[3] The connection between preservice teacher preparation and eventual

technology implementation remains relatively unexplored. (pp. 148-149)

The potential challenge of pedagogical dispositions in terms of Interrget usa
reverberates back to the teacher education literature and the admonitjneskeatice
teachers’ dispositions and beliefs (Lucey, 2008; Matthews & Dilworth, 2008; Mueller
2004) can become a limit to the potential for transformative learning. Teachataduc
will need to initiate more theory and research into the challenges invol\esgrpice
teachers’ dispositions.

Notwithstanding these challenges, the Internet affords access to stenalsia
contemporary primary source documents offering today's Native Americspepgaves
are one exampie-that are a lot easier to find today than they were before this particular
digital resource was available.

(View the exemplary artifact iAppendix D— Digital Resource$
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Concluding Thoughts on the Literature
Bifurcated Conceptual Framewaork

Although two conceptual approachesCochran-Smith's (2004) conceptual
framework and a framework reflected in the chart of Appendix B: Predominattiivie
for Social Studies Content Deliveryare utilized in this literature review, these
approaches unite as one bifurcated conceptual framework.

In this bifurcated conceptual framework there is synergistic interacttarebe
the two parts. This interactive combination carries potential in the areadritission
and construction” (Seixas & Clark, 2004, p. 147) of coraedtknowledge or
pedagogical content knowledge. Utilizing this bifurcated framework aallisléntifying
these points of synergistic interaction between the multicultural teadheation
literature and the literature on mediums.

There are overlapping themes in the teacher education literatureraongce
content. One theme indicates that creating and utilizing ethnic content has beeay
and continues to be, a foundational element in multicultural education. Another theme
dictates that pedagogical knowledge must be developed to effectively delieghnic
content. A third theme emphasizes that there should be no division between content
knowledge and pedagogical knowledge. However a dialectical tension renfans. T
doing the discipline approach is recommended as one way to combine content and
pedagogy through teaching the process and content of history.

It is apparent after looking across the literature that all eight of thaumedi

reviewed have the potential to carry content knowledge. The literature sutgestese
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mediums can also carry pedagogical content knowledge: professors, textboaansjus
and digital resources. The formats associated with each medium @®hdtee chart in
Appendix B lend themselves to different student learning styles, which suggests the
formats should also be considered.

However, in the museum literature Trofanenko's (2006d) caution for social
studies teachers about the "increasing presence of self-contained leasamplanits
on institutional websites" (p. 241) seems to fly in the face of conventional wisdom that
suggests giving severely time-constrained social studies teachegegiedhcontent
knowledge in the form of ready to use lesson plans. In light of Trofanenko's caution it
may be prudent to consider that doing so could unwittingly set up social studresrseac
to accept such material without their own critical analysis and consequentliingode
that behavior for their students. This bears future study.

The literature also makes it clear that some of these mediums crossetiwricat
lines of this study. News outlets have moved beyond the printed paper formats and many
are now available on the Internet. Museums are expanding their educationatisrepera
through use of the Internet. Textbooks can now be e-books, which you can access on
your Kindle or other device. Professors also have the option of utilizing any of these
mediums in their social studies methods classes or their history classes.

As implied in the Appendix B chart these mediums currently tend to highlight
different types of knowledge (as defined by J. A. Banks’, 1996Db, five types of
knowledge). The literature suggest that some of the mediums rather than others have

more potential to carry transformative academic knowledgae form of which, |
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would suggest, is the doing the discipline of history approach. The pedagogicalyisage b
the teacher, as well as the disposition of that teaeltriring preservice and/or during
in-service— will be the final determining factors concerning any transformatothiir
students.

For purposes of this study exemplar artifacts are used to relate mediums and
teacher strategies relative to multicultural education. The eight medasmeflected in
the artifacts chosen to represent them, will be critiqued against the nufatthctors
highlighted by Banks (2008, 2009), and then they will be rated. The critique of the
artifacts will be discussed in methodology and analysis.

The multicultural teacher education literature speaks to problems with social
studies textbooks that have an observable beginning in the opposition to Harold Rugg's
approach. This opposition, led by powerful business elites who engaged groups such as
the American Legion to take up their standard and fight the cause, seems to have been a
strategy that left its mark on textbook publishers who now make sure their textbooks
don't start controversies. The literature focused on textbook as medium ureterscor
problems with the publishing process, as well as continued inaccuracies aotygés.e
Although the literature points out that textbooks have improved to a certain extent ove
time, they still fall short of what is needed. Consequently, supplemental rigteria
recommended, along with the teacher's evaluation of that material. Howevenyi
contention that teachers lacking in authentic content knowledge about Native Americans
may not be up to the task. Wineburg’s (2004) point that most history teachers did not

major in history with a consequence being that they rely too much on their textbooks,
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leads me to suggest that without a sufficient background concerning NativecAmeri
history and culture these same teachers may also avoid supplementallsretelr still
hold to the textbook.

The multicultural teacher education literature also calls for an exyaasd/or
sensitivity to multiple points of view. Hess (2007) recommends using documentasy fil
to teach about points of view, to help to recognize them and perhaps to see that they are
ubiquitous in life. Mason et al. (2000) recommend that the Internet lends itself to
disseminating and/or teaching about multiple perspectives.

Foner (2002) presented a narrative account that encompassed G. W. Griffiths
Birth of a Nationto Ken Burns'Civil War; Foner contends that popularization and
legitimization of a simplified interpretation of history that reinfordes power structure
in the U.S. is a problem that restricts critical analysis of history. Thisrormes also
supported by Loewen (2007), J. A. Banks (2008), Carpenter-LaGattuta (2002), Cochran-
Smith et al. (2004), and Locke (2005). In addition, this correlates with the national
identity premise in the museum literature (Trofanenko, 2006a, b; Seixas & Clark, 2004)
and an emphasis on the need for critical analysis in social studies (Gover, 2008, Fa
Hawkins, 2005; Loewen, 2007; Sanchez, 2007; Seixas, 1999; Zinn, 2005). It is also
relevant to point out that popularizing and legitimizing simplified versions of history
take place in all of the knowledge construction sites represented by all egjbbme
The suggested antidotes, more authentic content and developing critical anaysis, a
recommended by the multicultural education literature and downplayed by those who

follow on essentialist, back to basics, "fact driven approach” (Lee et al., 2006, .p. 298)



98

Seixas (1999) points out that critical analysis is an integral part of doinggstipline of
history. Trofanenko (2006d) suggests museums as sites for developing critigsilsanal
skills; Marcus and Stoddard (2007) recommend popular film as a knowledge construction
site for these skills.

From the teacher education literature the point that multicultural educatist is |
as important in monocultural areas as in diverse areas, as supported by Jenks et al.
(2001), Cochran-Smith (2003), Gollnick and Chinn (2004), and Banks and Banks (2004),
is a particularly salient point when dealing with the state of Illinois, eh@ther than
the Chicago area and a few other metropolitan areas—the geographicalynoéjori
lllinois is predominately white with Western European backgrounds. Loewen (2005)
added another point that fits well with the need to utilize multicultural education in
monocultural areas: "Indian history is the antidote to the pious ethnocentrism of
American exceptionalism" (p. 146).

Following Loewen (2005) | suggest that teaching about Native Ameristmhi
is probably not seen as a general threat to the dominant Anglocentric middletdtase
in lllinois. The popular knowledge pertaining to American Indians in Illinois mayaoo
stereotypes, misinformation, and what has been defined as “institutional rékisigy’

C. R., 2004, p. 4), but it nevertheless represents a long and strong tradition in Illinois,
including— 75 years in the 20th century with the fictional Chief Illiniwek as the
University of lllinois mascot, the Piasa regrettably and repeatedbinted incorrectly as
a bird figure on the limestone river bluff at Alton, and a mistaken legend thalirtbées||

Indians became extinct after a siege at Starved Rock. Ironically, hétsd tomantic,
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popularized views may make the lllinois Indians a good choice for a focustlsayce
relate to such strong aspects of the state’s perceived cultural identity.

This focus on the lllinois Indians might also be utilized with Mueller's (2004)
"identity dissonance” (p. 273) strategy as well as Sinnreich’s (200@gtri@r dealing
with intolerance.

Some synthesis of the ideas proffered by Loewen (2005), Mueller (2004),
Sinnreich (2006) may indeed offer a pedagogical strategy utilizinglith@dlIndians as
a locally relevant focus on Native Americans for the state of Illinois. gdtesntial
strategy invites further investigation.

The literature supports the idea that accurate content is foundational to
multicultural education, but how the accuracy of that content is defined, and by whom,
also seems to be important. A dialectical tension remains concerning whethasrttent
should be delivered in a package that includes pedagogical approaches (pedagogical
content knowledge) or the two should be delivered separately (content knowledge and
pedagogical knowledge). However, the point is somewhat semantic inasmuch as both
approaches underscore the need for content knowledge and pedagogical knowledge.
Whether or not they are delivered to preservice teachers in one package, agipadag
content knowledge, may not be that important, except for Trofanenko’s (2006d) caution
to teachers.

Unlike the studies on multicultural teacher education programs, this study, though
it will utilize some data from preservice teachers, does not purport to shape thechppr

for multicultural in teacher education programs. Rather it is designatbtoni the
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creation of source material on the lllinois Indians and selection of the mduatimast
beneficial to preservice social studies teachers. And though | have apetergnce for
Banks’ social change approach or his transformative approach for curriculum and
instruction in our democratic multicultural society, the aim of this study isetie
materials for practical use by college professors and their presensal studies/history
teachers, while knowing that practicing classroom teachers, who mighyfdaf Banks’
approaches to multicultural education, should also find these materials useful.
Restatement of Research Questions

As stated in chapter one, my study will be guided by the following research
guestions: (1) Following the five types of knowledge as defined by Banks (1996b), in
whatform shouldcontenton the lllinois Indians be constructed to best inform preservice
social studies teachers within the framework of their teacher educatioapfo@®) In
whatmediumshould this content on the lllinois Indians be placed for maximum benefit to
preservice social studies teachers within the framework of their teattheti®on
program? (3) How do the following educational perspectives inform these questjons: (a
specialists in social studies curriculum; (b) current social studielseesa (c) preservice

social studies teachers?
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CHAPTER 3
METHODOLOGY

Introduction

Relevant to the first research question listed above, the literature suthgestwo
components should be included: ethnic content knowledge and pedagogical knowledge.
The literature dealing with a history education approach tends to discusst comte
pedagogy separately. The literature dealing with a social stutlieateon approach
suggests that those two components should be delivered in one package as pedagogical
content knowledge.

Relevant to the second research question listed above, the literature thfect
all eight mediums reviewed lend themselves as receptacles for contemedgewl he
literature suggests that four of those mediums can also be utilizedsmirgpedagogical
content knowledge: professors, textbooks, museums, and digital resources.

The review of the literature did not uncover any study synthesizing these two
aspects: (1) ethnic content knowledge developed to further the multiculturalieducat
goal of more thoroughly integrating minority content into social studiesrotass; (2)
matching that content with a medium that will be effective in making it useful t
specific group— preservice social studies teachers. Therefore, this exploratory study
dealing with perceptions from three educator groups relative to a mediunddfoga
specific Native American content to preservice teachers’ trainingrioifl will fill a gap

in the literature.
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The research questions revolve around perceptions, attributes, and needs of
preservice social studies teachers within the framework of their teattheti®n
program. Consequently, the perspectives of preservice social studies teadhefsrmil
this study via their views from within their teacher education program. Iti@udsince
the training and professional realities for these preservice teadiidys ghifting
increasingly to the K-12 classroom environment in a specific distriacalum, the
perspectives of experienced social studies teachers and curriculumisigsaeifllinform
this study in terms of the professional future those preservice teachessoni meet.
Demographic data and critiques of medium artifacts will also help to siheagtudy’'s

participants in terms of all lllinois educators, as well as in terregaat to medium

usageThe use of the demographic data will also be discussed under the trustworthiness

strategies of credibility and confirmability below.
Methodological Approach
The methodology | have employed for this study is that of a qualitative
investigation utilizing multicultural education as a sensitizing concepbrdow to
Patton (2002),
sensitizing concepts refer to categories that the analyst brings tddhe daese
sensitizing concepts have their origins in social science theory, [and/or] the

research literature... identified at the beginning of the study.... Using aegsiti

concepts involves examining how the concept is manifest and given meaning in a

particular setting or among a particular group of people. (p. 456)
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Following Patton then, | have utilized the concept of multicultural education, as
delineated by theorists and researchers already cited, as a combinad iee& and
iterative touchstone in this study, as pointed out in chapter one and discusseddtather |
in this chapter.

In terms of design, fieldwork, and analysis this investigation follows wdi#briP
designates as "themes of qualitative inquiry" (2002 pp. 40-41). Consequently, this stud
is designed to: (a) be a naturalistic inquiry that takes place in theaddlaf the
participants rather than under laboratory conditions; (b) utilize purposive sgrpli
yield rich data that is deep and insightful. In terms of collecting data, tlig strives to
capture participants’ viewpoints and experience through direct engagentettiavit
researcher who employs empathy and attentiveness. Relative to thése dpsgn
attributes and seeking educational perspectives as specified in theseadch question
listed above, interviews and focus groups that directly engage this studicgpats in
their real world educational settings are the optimum data collection nsethrattis
gualitative investigation.

The analytical approach in this study is inductive in that the researdmnés
immersed in the data seeking emergent themes and working towards a sedhesis
based on the findings. As the researcher analyst, | also strive td oefleryy own
position within the study relative to credibility, authenticity, and trustwoess. In terms
of the sensitizing concept, | strive to understand how the participants givengnéani
multicultural education through their use of Native American content in the staiiés

classroom (Patton, 2002, p. 278).
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| have structured this qualitative investigation to collect three overlapping
perspectives for utilizing Native American content. Those perspectivestrife views
of: (a) experienced social studies curriculum specialists; (byiexged social studies
teachers; as well as (c) elementary and secondary preservidessaties teachers. As
mentioned above, demographic data and critiques of mediums have been used to position
the participants relative to multicultural concepts and medium usage; demogrdahic da
has also been utilized in conjunction with credibility and confirmability stiedeg
towards establishing trustworthiness in this study.

Design Specifics

Sample Selection and Site

In part, this study utilizes four focus groups, relying on purposeful sampling
(Morgan, 1998; Esterberg, 2002). Experienced social studies teachers compokthtav
focus groups. One of those focus groupsomposed of a'sgrade teacher, d"grade
special education teacher, and d"g8ade American history teacher is located in a
small, rural southern lllinois district in a K-8 building; the other experigneacher
focus group is located in a small rural town that sits on the outer edge @ra ma
metropolitan area in southern lllinois that also encompasses Cahokia Mounds State
Historic Site. This rural/metro focus group containd’grade teacher from the
elementary school building, afl' §rade American history teacher from the middle school
building, and an AP history and sociology teacher from the high school building.

Preservice social studies teachers compose the other two focus groups. One of

those focus groups is composed of third year undergraduates focusing on secondary
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social studies; these preservice teachers were recruited for thigrstudyeir History of
lllinois class, which is a required course for those in secondary socialsstlideeother
focus group of preservice social studies teachers is composed of fourth year
undergraduates focusing on elementary education; these students wetedéar this
study from their required social studies methods course.

This study also utilizes individual interviews with two social studies @ultrm
specialists. One of those specialists obtained his social studies/béstoinyng
experience in a rural southern lllinois high school, obtained a masters degree i
curriculum and instruction, and became deeply involved in the lllinois Council of Social
Studies (ICSS), as well as the National Council for the Social Studies (NB&S)
currently teaches some courses in a teacher education program partdiatgo Femains
deeply involved with the ICSS and NCSS, which keeps him in contact with social studies
teachers in lllinois and beyond. The other curriculum specialist obtained fak soc
studies/history teaching experience in a metropolitan area of southeors]livhile also
moving into social studies curriculum as a department chair, and then consultitigeior
districts relative to social studies curriculum. He currently teachés stedies methods
in a university in Missouri and works as a consultant for an educational orgamithett
advises regional school districts on social studies issues, including developohent a
submission of Teaching American History Grant applications.

Looking across all of these participants | have used combination purposeful
sampling, composed of criterion sampling and maximum variation samplingl For al

participants the criterion was that each one had to be capable of shomieag so
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experiential perspective on Native American content and relevant metithasansocial
studies context. Maximum variation sampling was utilized for flexybaitd “capturing

and describing the central themes that cut across a great deal obna(astton, 2002,

p. 234; also see Matrtin, 1998). The maximum variation sampling is reflected dtross a
of the focus groups, as well as the two interviews: (a) two focus groups efjices

social studies teachersone representing elementary education and one representing
secondary education (encompassing elementary, middle, and high school in lligois), a
well as representing dissimilar geographic locations; (b) two fomugg of experienced
social studies/history teachersalso reflecting a mix of elementary, middle and high
school, as well as two dissimilar geographic locations in southern lllinoigcatwio
interviews of social studies curriculum specialists representing diasigeiographic
locations and curricular experience. Variation in gender is represented #adscus
groups and interviewees. This maximum variation sampling strategyeisteef in a
pyramid matrix with a foundation representing the greatest breadth and deptv @ vi
social studies (the curriculum specialists) and moving up to a point with those
participants (preservice teacher) with the shallowest breadth of view amteegpethis
pyramid matrix also includes the variation in geographic location, graedke le

representation, and gender. [See Appendix Pfoamid Matrix— Maximum Variation

Sample]

Consequent to having four focus groups and two individual interviewees, there
are multiple site settings across the focus groups and interviews. Fostloarficulum

specialist (pseudonym C. J.) there was an initial interview as well apwa igh
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interview. The site settings for these interviews were the confereaoein the building
where he works as an educational consultant and a conference room in a geenal
of education for which he consulted on a winning Teaching American History goant. F
the second curriculum specialist the interview took place in the conferencefdloen
university curriculum and instruction department where he teachesmartiihe site for
focus group number three (experienced social studies teachers) waslirégdagnge
in their K-8 building at the end of the school day. The site for focus group number four
(experienced social studies teachers) was the third grade classroonobtlmatdocus
groups’ members (pseudonym Samantha) at the end of the school day. The site for focus
group number two (secondary preservice social studies teachers) was @smpalier
lab in the College of Education building on campus, which is two buildings away from
where their history of lllinois class was held. The site for focus group number one
(elementary preservice social studies teachers) was the confeyentefrthe
curriculum and instruction department on campus, one floor up from the classroom for
their social studies methods class. These settings are in keeping watlitatige
approach of dealing with subjects in their natural, or regular, environmeatigedb the
focus of this study (Bogdan & Bilken, 2003; Patton, 2002).
The Researcher’s Role

In qualitative or naturalistic research “the researcher is th&imstit” (Patton,
2002, p. 14; also see Bogdan & Bilken, 2003). When interview strategies—which include
focus groups—are utilized, Kvale recommends the use of “the traveler metaphor”

whereby “the interviewer... [is] a traveler on a journey that leads to aothketbld upon



108

returning home. The interviewer-traveler... enters into conversations withdpkepe
encountered” (1996, pp. 4-5). | embrace this metaphor for myself as the resgaticise
study.

As the interviewer-traveler instrument in this study | bring a goodafeal
experience and long-term interest in the subject matter. My background egperie
includes research, creation, and presentation of educational programs throughate the s
on lllinois Indians in conjunction with Nipwaantiikaani (translatetbdge where we
learn from each othen the reconstructed Miami-lllinois Indian language), the
educational nonprofit | founded in 1996. Of those programs, 42 were sponsored by the
lllinois Humanities Council Road Scholar Program and presented at museums;dlistori
sites, state parks, genealogical societies and civic organizations. Eoctheentary
movie The Early History of the lllinois Indian@iechenberger & Specker, 2006) |
interviewed six history and archaeology experts on the lllinois Indiandlliffoés State
Historical Society presented an Award for Superior Achievement for thisafid three
PBS affiliated stations in lllinois air the film. For that documentaalsd interviewed: (1)
Chief John Froman of the Peoria Indian Tribe of Oklahoma in his office in Miami, OK
(2) Mary Lembcke, coeditor dfhe Peorias: A History of the Peoria Indian Tribe of
Oklahoma(Valley & Lembcke, 1991) at her home in Tulsa, OK; (3) Darryl Baldwin, a
Miami Indian tribal member and Director of the Myaamia Projectferreconstruction
of the Miami-lllinois Indian language. In addition, | have curated gngbd lllinois
Indians— RelationshipgHechenberger, 2006) for Cahokia Mounds State Historic Site,

Dickson Mounds—ISM, and Southern lllinois University Carbondale. Through redearch
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have compiled a 250 page chronology of lllinois Indian history which is also the dvasis f
an educational poster that summarizes lllinois Indian history by decadeshe 1630s
through the 1990s. | have also created a poster on the lllinois Indian moons, as well as
other educational posters, maps and a lesson guide correlated to the lllinoisd-earni
Standards. In addition, | have written a series of newspaper articlesydedh the
lllinois Indians in correlation with the 36mnniversary of the founding of the French
village of Cahokia in 1699, as well as an article documenting the relationship of the
lllinois Indians to Ottawa Chief Pontiac.

My background also includes experience via five upper graduate levektresear
classes—(a) one introductory research methods class during my master'mpfoyra
one doctoral level research class that included both the quantitative andigealitat
paradigms; (c) one doctoral level qualitative research course in Wtachpleted a pilot
study for this current study; and (d) two courses to complete a resedrith too
historiography— one course during my master’s program and one during my doctoral
program. My MS Ed. reflects a specialization in Curriculum and Instruction-aiSoci
Sciences, as does my PhD. specialization. | also have history educatioaregetich
includes: (aworking at the Jefferson National Expansion Memorial for four years,
including two years in the education office where | was in charge of trestatgcovery
kit program in the National Park Service system; (b) 30 credit hours afajeaktvel
history courses; and (spcial studies education experience in conjunction with founding
and administering the programs for the educational nonprofit Nipwaantikaahich

includes presenting living history programs with hands-on items in manyodass,
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writing, producing, and presentifigne llliniwek Puppet Shofer schools and civic

events; giving lllinois Indian storytelling presentations in schools and imicoinpn with
the St. Louis Storytelling Festival; presenting a number of professiondbdenent
programs concerning lllinois Indians for teachers; and creating handseomaig kits

for one library and two museums in lllinois (the library is in southern lllinois;obtiee
museums is in central lllinois; the other museum is in a Chicago suburb on a universit
campus).

My experience as a historian, as well as my experience in multiculbaial s
studies has also afforded me a unique perspective, one that is an insiders’ view
concerning both of these approaches.

All of this background is the reason the research questions are of interest to me
and why | am a particularly good instrument for this research processiadigpecerms
of trustworthiness, which | will discuss later in this chapter.

Data Collection Methods

Esterberg “prefer[s] to view interviewing as a form of relationshipvéenh two
individuals.... [where the] two individuals come together to try to create medning a
particular topic” (2002, pp. 84-85). This view of collecting data is appropriatesto thi
study, since | have interviewed two social studies curriculum specialidtss study.

Focus groups are another data collection method in this study. Focus geups ar
an extension of interviewing.

Sometimes, focus groups are used alone; but more often, they are used in

conjunction with other methods, such as individual interviews.... [When focus
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group] members build on one another’s ideas and opinions... you can... sample a
larger variety of opinions in a shorter period than in individual interviews.
(Esterberg , 2002, p. 109)

For this study | chose a combination of interviews and focus groups to reflect and

utilize the qualities and relationships inherent ingip@mid matrixreferenced above.

The curriculum specialists have the greatest breadth and depth of view in tsoibés s
and thus potentially have more expansive insights through their curriculumesqeeri
that covers multiple school districts, both rural and metropolitan, as well as tapping
statewide views of social studies curriculum. Consequently, | wanted ntbvelual
interview time with these two participants to more deeply tap their experamt
viewpoints. Following Esterberg, as quoted above, | utilized the focus groups to cut
across an assortment of viewpoints with the added stimulus of the group dynamics
inherent in the process. This strategy strengthens my study by fullytexgpltbie
pyramid matrix structure in maximizing my study sample, thus affgrdeep and broad
educational perspectives relevant to my research questions, from differegevpaints
within social studies education. The significance of these different vapeaggs will be
discussed again, in reference to triangulation, in the section on trustwsstirtais
chapter.

For this study | utilized semistructured interviews for the individual irearsias
well as for the focus groups. “In semistructured interviews, the goal xplore a topic
more openly and to allow interviewees to express their opinion and ideas in their own

words” (Esterberg , 2002, p. 87).
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| tape-recorded all interviews, including focus groups, so that | wouldahave
complete transcript for analysis. Following Esterberg, | showed eashiewee how the
digital voice recorder works and told the interviewee that he or she could Hibphe s
button at any time, in practice, therefore, giving up control of the digital vasoeder
(2002). I also utilized an interview guide to help focus the interview, and | sedcad
ordered the open-ended questions so that, in general, they started very broad and

narrowed down as we got further into the interview. [Sgeendix G: Interview and

Focus Group GuidgsSince these were in-depth or semistructured interviews/focus

groups, | utilized active listening skills along with follow-ups and probes (200&%0
took notes during the interviews/focus groups, for clarification on any aspebabivas
being communicated, verbal or nonverbal, along with anything that might havieen ef
on the communication, such as distracting noises (2002).

For the second interview and the second through fourth focus groups, utilizing a
constant comparison method (Bogdan & Bilken, 2003; Patton, 2002; Reed, 2004; Boeije,
2002. Sedata Analysis Strategyelow.), | looked back to the first interview or
preceding focus group and decided whether or not to utilize the original guid¢ an pa
in whole, or to change it to help focus the second interview more in one way or another.
For all of the focus groups | did decide to use the original guide. However, tbere w
changes for the interviews.

| completed the original interview with the first curriculum spedia@is J., as
part of my pilot study. After my initial interview with him | added interview sflens

that increased the focus on new teachers that had just finished their teacatioa
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programs; | also added a focus on mediums. Consequently, | did a follow up interview
with C. J. that included the questions dealing with new teachers and with rsethutre

Interview Guide/Questions for follow-up interviem Appendix G, | have also included

the probe/clarification question wording concerning mediums as taken direatiyhe
transcript of the follow-up interview. In addition, while talking with C. J. on the phmne t
arrange the follow up interview it became apparent that his involvement in a winning
Teaching American History grant was particularly relevant to tongyssince the grant

team was utilizing an approach similar to that described by Seixas (1999 kacttuan

on professors as medium. Consequently, during the follow up interview | also asked him
guestions concerning that grant.

With interviews and focus groups as the initial data collection method in this
study | also utilized lllinois School Report Cards from the website oflthei$ State
Board of Education to gather demographic data relative to the school districtis&sh
with the curriculum specialists and experienced teachers in this study. utiienssl this
data primarily to situate these educators in their teaching environmieritger&o
multiculturalism, but | have also used this data relative to credibility andratuility,
as will be discussed in the trustworthiness section of this chapter.

In addition, | have used artifacts as an avenue towards collecting dada. The
artifacts are examples of the eight mediums that are available &sgoos of preservice
teachers as well as to experienced social studies teachers and theggrésachers in
their pre-collegiate and collegiate experiences. In utilizingrna from J. A. Banks

(2008; 2009) to critique the artifacts | have situated these examples of thensedi
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within the multicultural discourse reflected in the literature. Then ityaing references
to specific mediums by participants in this study | have also situatesl ¢édosators
within the multicultural discourse.
Data Management

Since | wanted a complete transcription, | transcribed the firstieterbut
found that | am slow and meticulous in the process. Consequently, | enlisted a
professional transcriptionist so that | could have the complete text as soosibkepbs
instructed the transcriptionist not to clean up the speech of the intervie\ftess
receiving the transcripts from her | reviewed them carefully wrstening to the
recording of the interview or focus group and when needed | referred to mynootes
the day of the data collection. This review was undertaken in part to rectibnassions
or misinterpretations of educational jargon by the transcriptionist, who isspetczalist
in education.
Data Analysis Strategy

Since | wanted data collection and data analysis to take place sietwidy, |
began to review the transcripts as they arrived and | was still gathetsng ties is a
constant comparison method of data analysis in qualitative research (Bodgike&
2003; Patton, 2002; Reed, 2004; Boeije, 2002). According to Reed:

constant comparative analysis rests on an iterative process of examuhing an

interpreting data (Glaser & Strauss, 1967).... Constantly comparing datas@smer

the investigator in the world of the participant, facilitates identiboadf salient
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variables, and affords the opportunity to clarify and expand understanding of data.

(2004, p. 403)

In this study then, once there were two sets of data and then continuing through the
completion of this study, the constant comparison method has been defined and utilized
as a strategy for continual comparison of all data sets to each other througgugheff
the first two research questions as well as through the sensitizing conceytiailtaral
education. | also expanded my literature review to include more literatusacher
education, as well as adding the literature on mediums. Consequently, my constant
comparison method for data analysis also encompassed comparison withghediter
that informs this study, thus directly impacting many of my early intexpoeis of the
data. In the qualitative paradigm analysis is based on data reduction aneiatenpis
aimed at identifying categories and themes (Bogdan & Bilken, 2003) sisttidy, the
constant comparative method was the most effective method to accomplish those
gualitative aims.

Once the interview and focus group data was gathered and transcrileaellis
again to the digital recordings and reread the transcripts towards furthersing
myself in the data (Esterberg, 2002).

Analysis began with the interview of the first curriculum specialist, GQudugh
the particular focus on the first two research questions of this study and themttimeug
lens of the sensitizing concept of multicultural education. The analysisquted in this
manner within focus groups, including, where applicable, constant comparidorerela

grade level taught (or moving toward a grade level to teach, through thertea
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education program), orientation from teacher education training, and peragheed s
district attributes and/or influences. The analysis also proceeded withrtonsta
comparison to the initial interview with C. J. as well as across focus groups.he/ith t
completion of the interview with the second curriculum specialist, Bill, and tlosvfoip
interview with C. J. the constant comparison analysis moved across all of thieewser
and focus groups. The constant comparison analysis continued across all of thes data se
with the addition of the demographic data on the relevant school districts fromrtaes llli
School Report Cards. The demographic data illuminated my perceptions of patsicipa
school district environment relevant to diversity and social economic indicatoadlyfFi
the constant comparison analysis was informed by the critiques of the amifach
correlated with participant experience, or lack of experience, relevapéetific
mediums, which in turn related back to the literature on mediums. The final comparative
analysis in this focus moved back through the sensitizing concept of multitultura
education and the specific research questions for this study.
Trustworthiness

Qualitative approaches in research are fundamentally different frantitpiive
approaches in a number of aspects. According to Krefting (1991), the basisriorgdef
elements of quantitative research, such as internal validity and rejiaisilihe idea that
there is “a single tangible reality to be measured” (p. 215). Converselyativa
research stems from “the idea of multiple realities” (p. 215), therefdkengidhe
researcher’s job... one of representing those multiple realities rédumaieformants as

adequately as possible” (p. 215). Consequently, qualitative researchers hawpeadeve
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models, strategies, and criteria relevant to trustworthiness that aopagie for this
foundational aspect of the qualitative paradigm rather than attempting tditorce
inappropriate quantitative tools to qualitative data (pp. 214-217).

Based on her “summary and interpretation of Guba’s (1981).... model for
assessing the trustworthiness of qualitative data” Krefting (1991, p. 215) higtogr
strategies that are used to enhance the truth value or trustworthinessiitad\pi
study: credibility, transferability, dependability, and confirmability (p.)28he lists a
number of criteria under each strategy. Two of the criteria related tothar®ne
strategy are reflexive analysis and triangulation, which Kreftidgcates are "critical to
the quality of the research" (p. 217). For this study | have utilized critaiatretch
across each of the four strategies for trustworthiness; reflexivgsenahd triangulation

are included in those criteria. (See Appendix+5trategies Used to Establish

Trustworthiness

Credibility
Krefting points out that:

In qualitative research, truth value is usually obtained from the discovery of

human experiences as they are lived and perceived by informants. Truth value is

subject-oriented, not defined a priori by the researcher (Sandelowski, 1986) [as in

guantitative research]. Lincoln and Guba (1985) termectthiibility. (1991, p.
215)
Credibility is the chief criterion for assessing qualitative rese@fcefting, p.

216). Krefting strongly suggests utilizing multiple strategiehasest procedure “to
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ensure strong credibility [truth value]” (1991, p. 216). Following Krefting thaye
utilized four sets of criteria towards insuring strong credibility in thud\s (a) reflexive
analysis or reflexivity, (b) establishing the authority of theaed®er, (c) triangulation of
multiple data sources, and (d) interview techniques.

Krefting’s definition of

reflexive analysis or reflexivity... refers to assessment of the inftuehthe

investigator’s own background, perceptions, and interests on the qualitative

research process (Ruby, 1980). It includes the effect of the reseapdrsosal
history on [the] qualitative research.... and is often reflected in multigde tioé

researcher plays while engaged in the research. (1991, p. 218)

Following Krefting’s definition of reflexive analysis and assessingomg
attributes as the researcher and how those attributes might impdcidiynd fave been
aware of my double roles as public historian of Native American heritatimais, as
well as pedagogist, and throughout this study | have reflected on how thesuighies
affect the study (p. 218). As one criterion under this reflexive analyategy, | have
kept a field journal, which is akin to a personal diary in which | record my thoughts and
feelings relative to aspects of this study (p. 218). This approach has kept iieesktts
assessing my researcher influence throughout this study.

Intertwined with reflexive analysis of my researcher attributesivelto this
study, anothecriterion | have utilized under credibility is to establish myself as a
researcher/instrument with unique authority to study this topic, given ngepd) of

knowledge, understanding, and experience dealing with Native American haritage i
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lllinois; (b) ability in this study to take a multidisciplinary approach askdiphistorian,
a social studies pedagogist, a multicultural educator, a museum educator, ahdra teac

educator (p. 220). [For more specific credentials and other incidents ofvefenalysis

in the current study, sé&roblems: Support and Resour@slinformed insightsn

Chapter One; also s@he Researchers’ Ro#ndunique perspectivas a historian and a

multicultural social studies educator in the current chapter.]

Triangulation is another criterion Krefting (1991) recommends for ciagilshe
emphasizes that “triangulation ... is based on the idea of convergence of multiple
perspectives for mutual confirmation of data to ensure that all aspects of a phenom
have been investigated” (p. 219). Towards application of this criterion, Kregibimgs
out that “the triangulated data sources are assessed against one anothgicteecios
data and interpretation” (p. 219). In this study | have utilized triangulation @sdatces

(p- 219) that are reflected in the Pyramid Matrix: Maximum Variation SapApigendix

F]: (a) individual interviews with two curriculum specials, (b) two sefedli@cus groups
of experienced teachers from two different school districts in lllinois, @nav(
separate focus groups of preservice teachers. According to Kreftingyidmgtilation of
data sourcesmaximizes the range of data that might contribute to [a more] complete
understanding of the concept[s]” (p. 219) under investigation. My assessment of these
data sources against one another is accomplished by the use of the constantigcemparat
method throughout this study.

In this study the final criteria utilized under the credibility strategyfacused on

interview technique (Krefting, 1991). According to Krefting:
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A study’s credibility is threatened by errors in which research stsjespond
with what they think is the preferred social respensthat is, data are based on
social desirability rather than on personal experience (Kirk & Miller, 1986).
(1991, p. 218)

My first line of defense against these potential errors was to emphaslizpadiaipants

that | wantedheir thoughts for this study and not what they thought I might want them to

say. For example, here is the wording | used with Focus Group Four for this purpose:
What | will do is | will bring up some topics and ideally you will just talkcsg
yourselves. | am not at all looking for a certain set of answers. I'm looking for
your perspectives about what you teach in this area.... So I'm really looking at
your perspectives.... don't look to me for agreement, don't worry about agreeing
with each other. Your opinions, let them fly. (Focus Group Four-Teachers
transcript, p. 1, lines 5-18)

| reflected in my field journal after this focus group that | had progtessthis approach

across all of the interviews and focus groups; with this group | delivered ttessta

with particular comfort, naturalness, and to good effect. In the same fietdjauntry |

also noted specifically that “I told them that ideally they would be talkitegehother—

And that is really what they did mostly” (Field Journal, May 27, 2008).
My second line of defense against the potential errors related to interview

technique also follows Krefting:



121

Credibility can also be enhanced within the interviewing process. Thenrefra

of questions, repetition of questions, or expansion of questions ... are ways in

which to increase credibility (May, 1989). (1991, p. 220)
Pursuant to Krefting’s recommendation then, | utilized reframing, reyggatnd/or
expansion of interview questions. In general, | employed these techniques djagtor
my judgment as the researcher-instrument during the interview proéelsshat
participants: (a) misunderstood the question in some way; (b) were following a
particularly narrow interpretation of the question; or (c) seemed to be foll@ling of
thought that was tangential to the thrust of the question.

Transferability

Relevant to applicability of research findings, the differencesdssiva
quantitative approach vis-a-vis a qualitative approach are profound. In the giventitat
paradigm “the ability to generalize from the study sample to therlpogrilation.... [is
maximized by curtailing] threats to external validity” (Kreftjrd®91, p. 216), primarily
through the researcher’s choice of sampling technique. In the qualitatacigmarone of
two perspectives among qualitative practitioners emphasizes that

generalization [of findings] is somewhat of an illusion because every chsear

situation is made up of a particular researcher in a particular interagtion w

particular informants. Applicability, then, [from this perspective] is eehsas

relevant to qualitative research because its purpose is to describe a particula

phenomenon or experience, not to generalize to others. (p. 216)
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The alternate qualitative perspective, as elucidated by “Guba (198%)y¢dfto ...
fittingness or transferability, as the criterion against which applicability of qualitative
data is assessed” (p. 216). Since the current study was designed with potential
applicability in mind, the transferability perspective is most fitting. Eosv, a strategy
of transferability cannot be approached through a quantitative frame of mind.
Krefting (1991) underscored the uniquely qualitative foundations to a
transferability strategy by stating:
Lincoln and Guba (1985) noted that transferability is more the responsibility of
the person wanting to transfer the finding to another situation or population than
that of the researcher of the original study. They argued that as long as the
original researcher presents sufficient descriptive data to allow cmpane or
she has addressed the problem of applicability [transferability]. (1991, p. 216)
Following the conceptual perspective on transferability as delineated dbove,
have utilized two criteria as recommended by Krefting (1991): (1) densepdiescand
(2) comparison of sample to demographic. | have engaged in providing dense
descriptions for informants, as well as research contexts and settings ([@21320or
demographic comparison (pp. 220-221), | have provided: (a) a dense description for

informants; (b) a summary of this descriptive data in AppenrdbPharticipants and

Attributes (c) a chart with school district data for my in-service teachersamnidwum
specialists compared to state of Illinois data via the lllinois School RE€patts, in
Appendix J (d) a chart highlighting specific demographic factors relevant to nlysama

for the four school districts represented by my in-service teachers aicdiicumr
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specialists, in Appendix KThis comparison of demographic data is in accordance with
Krefting’s description of such a transferability criterion, as shemegends “use of a
comparison of the characteristics of the informants to the demographic intermat
available on that group being studied” (p. 220).

Dependability

As with the other components of trustworthiness, the consistency of the data
cannot be assessed utilizing quantitative tools, since a “quantitative pmespect
consistency is also based on the assumption of a single reality.... (Lincoln & Guba, 1985).
If [from a qualitative perspective] one assumes there are multipleesattien the notion
of reliability is no longer as relevant” (Krefting, 1991, p. 216) Given an assomgi
multiple realities, a qualitative approach stresses the inimitabflityyman interactions
that might be recorded in a studysuch that, variability is readily anticipated in studies.
Consequently, in qualitative research, “consistency is defined in terms oidadyay....
[and] Guba’s (1981) concept of dependability implies trackable variabilityishat
variability that can be ascribed to identified sources” (p. 216).

In addition, since the methods in qualitative studies are often customized to the
specific research conditions “there are no methodological shorthand dessrigtich as
interrater reliability, commonly used in quantitative studies. The exatiote of data
gathering, analysis, and interpretation in qualitative research must bibeesc
[utilizing] dense description of methods” (Krefting, 1919, p. 221).

Following Krefting then, | have: (1) engaged in writing dense descriptibtie

research methods used for this study; and (2) utilized her recommendeae codie
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procedure (p. 221). In addition to Krefting’s suggested criteria in this are® blso
added (3) tracking the evolution of the codes.
Towards writing dense description of my research methods, the following

sections of this chapter serve well as exemplars: (a) Sample Gelact Site(b) The

Researcher’'s Roléc) Data Collection Methog$d) Data Analysis Strategye)

Credibility. These sections, in particular, readily allow for a dependable tracking of
variability relative to the methods used in this study.
Krefting (1919) also emphasized:
Another means that the researcher can use to increase the dependability of the
study is to conduct a code-recode procedure on his or her data during the analysis
phase of the study. After coding a segment of data, the researcher shoutd wait a
least 2 weeks and then return and recode the same data and compare the results.
(p. 221)
Consequently, I coded each of the interview or focus group transcripts once | had
received them from the transcriptionist and reviewed them. | then recodedneach o
them at least two weeks later. In conjunction with the code-recode procedurealdmave
documented the evolution of the codes throughout the analysis of the data, by keeping
sequentially numbered copies of the older code list as well as the new thtwads a
response to a new data set and/or new insights; on the new version of the cotiolist | a
listed a general reason for incorporating the code changes. Changesoiaetistalso
required some recoding of data that had already gone through the code-recodegrocedu

The code-recode procedure works specifically towards researcher auysesteoss all
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of the study’s coding, while documenting the sequential evolution of the codes during
analysis works specifically towards tracking of potential variables.

Confirmability

The final aspect of trustworthiness is neutrality, which “refers to theedegr
which the findings are a function solely of the informants and conditions of theatesea
and not of other biases, motivations, and perspectives (Guba, 1981)” (Krefting, 1991, p.
216). As with the other features of trustworthiness, there is a relativetycetarast
between the quantitative approach and the qualitative approach to neutrality.

In the quantitative paradigm, objectivity is the standard related to neutrality
Quantitative objectivity is attained via rigor of methodology that in turn assists
establishing validity and reliability (p. 217). In a quantitative approachdthective
researcher is seen as scientifically distant... as someone who is notcedlsn and
does not influence the study” (p. 217).

The qualitative paradigm requires a fundamental shift of focus:

Qualitative researchers... try to increase the worth of the findingscogaseng

the distance between the researcher and the informants.... Lincoln and Guba

(1985) shifted the emphasis of neutrality in qualitative research from the

researcher to the data, so that rather than looking at the neutrality of the

investigator, the neutrality of the data was considered. They suggested that
confirmability be the criterion of neutrality. This is achieved when truth value

[credibility] and applicability [transferability] are establish@drefting, 1991, p.

217)
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Consequent to Krefting's definition of confirmability then, whereby establishi
credibility and transferability are paramount, | submit that ther@itdhave described
and utilized for these two strategies of credibility and transferabritygaund. Moving
beyond meeting the definition for confirmability, | have also employed twofgpeci
criteria highlighted by Krefting for confirmability: (1) triangtilan of multiple data
sources and (2) reflexive analysis (1991, p. 221). At the beginning of this section on
trustworthiness | quoted Krefting’s emphasis that triangulation arekiedl analysis are
“critical to the quality of the research” (p. 217). The fact that Kreftis lests these two
criteria under both the credibility and confirmability strategies uicdees her belief in
their criticality (p.217). It is appropriate then, that | have utilized thesectiteria under
both of these strategies. In this section however, | will speak to their usage f
confirmability.

For triangulation of multiple data sources “an investigator should provide
documentation for every claim or interpretation from at least two sourcesui® ¢hat
the data support the researcher’s analysis and interpretation of the finéirgfgh(,
1991, p. 221). Towards documenting my interpretations from a minimum of two data
sources, | have summarized, by data set, the specific data that led to thentithemes

in this study. This summary can be seen in Appendix ldentified Themes

Summarized by Data Sedf the themes that materialized in this study, ermepoint3

emerged across three data sets, while the rest of the themes emergedoaicror more

data sets. This summary then, shows that the triangulation assessmémg utilitiple
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data sources for this study goes beyond Krefting’s standard for a criterionaunder
confirmability strategy.

Another criterion that Krefting (1991) specifically recommends for a
confirmability strategy is “reflexive analysis... to ensure that theareker is aware of
his or her influence on the data” (p. 221). | have already documented my awarehess of t
multiple roles | myself brought to this study, as well as my use of a fieldgbueach of
these has kept me sensitized to my potential influence on the data.
Management Plan

This research evolved from an ongoing study. Its foundation is in my Masters’
thesis and, in many ways, from before that. | have been encouraged to pursue this
research in a number of my doctoral classes—Behavioral Foundations of Education;
during my internship co-teaching History of lllinois; Curriculum Theory, Fouodst
and Principles; Cultural Foundations of Education; Advanced Research Methods in
Education; and in Introduction to Qualitative Research. | thoroughly embraced those
opportunities to advance my work and my growth as a researcher. All of thenteleva
work | have done for this study has been approved by the SIUC Human Subjects

Committee.
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CHAPTER 4
ANALYSIS
Introduction: Data Sources and Their Utilization
The data sources for this study are delineated in five sets: (1) intenigwtwo

social studies curriculum specialists; (2) two focus groups with experi¢eaeiters—
one rural group and one rural/metro group; (3) two focus groups with preservice
teachers— one elementary education group from a required social studies methods class
and one secondary social studies education group from a required Historyoas lli
class; (4) demographics; and (5) critiques of the artifacts. The anfalydss study
emanates from these data sets.

The interviews and focus group data sets that are reflected_in the pyratridd m

have also been utilized for purposes of triangulation, which is a criterion in both the
credibility strategy and the confirmability strategy, as described itrub&vorthiness
section of the preceding chapter. In terms of triangulation, these data/kieh
constitute a maximum variation sample, act both as a cross check (for dyedibili
Krefting, 1991) and towards confirming my interpretations via multiple seyfoe
confirmability; 1991).

The demographic data source contains information for the highlighted school
districts, as well as for the state as a whole, for 2007 and 1998 focused on: student and
teacher diversity, income level, limited English proficiency, averages ygdeaching
experience, percentage of teachers with graduate degrees, agkaeacher salary.

This demographic data was used to situate in-service participants idigheats in
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terms of diversity and social economics. The comparison of the personal dehicgyra
from the interviews and focus groups to the district and state of lllinois dapiogs
also meets the comparison of demographics criterion under the transfesttategy
(Krefting, 1991).

The critiques of the artifacts were also used as a data source. J. A(B0tks
2009) developed the criteria utilized for the critiques to evaluate the ussfainée
appropriateness of materials for multicultural education. By situatisg tifacts
within a multicultural discourse through Banks’ criteria and then analymangripant
references to such mediums, their qualities, or in some cases the sptiatt(a.qg.,
eighth grade social studies text@ances with Wolvgs was able to more specifically
situate the mediums and the participants relative to multiculturalism.

Interviews and Focus Group&dewpoints—
Broad and Deep to Shallow and Inexperienced

| have structured the analysis to start with the broadest and deepesttp&spec
and move to the narrowest and shallowest perspectives. Consequently, | bedue with t
curriculum specialists because of their strong combination of breadth jaitd Idihen
move through the experienced teachers in the focus groups and on to the preservice
teachers in the focus groups.

The two preservice focus groups carry an additional designatiafoained and
one of the teacher focus groups carries the designatimajofity informed These
designations reflect the presence of group participants at a living hisesgntation |

delivered to their classes. These presentations were focused on thellliias. The



130

presentations to the preservice participants came about because olienynéamships
with the classes they were taking (Cl42Blementary Social Studies Methods;
HIS367History of lllinois), wherein the professor and instructors had agreed to or
requested such presentations. Mindful that one of the criteria for my purposivengampl
was that participants had to have some experience with Native Americantcamd
relevant methods within a social studies context, early in the spring seofexd@8 |
asked the professor for HIS367 and the instructors for Cl424 if | could deliver those
presentations again, in conjunction with seeking volunteers for my qualitatiaeatese
They agreed, and students from each class became participants in thi$istsey.
classes are requirements in the respective elementary and socieéscteacher
education programs. | also offered the living history program to my teacherteets for
their classes, and two of the six teachers accepted the offer that spring.
The Social Studies Curriculum Specialists

The definition | utilized for curriculum specialist as delineated in Chaptead i
follows: an experienced social studies teacher who has gone on to becomezggeciali
and experienced in social studies curriculum. The two specialist partipaas
fortunate enough to engage in this study certainly fit that definition, thbegtatrived
at that status through slightly different paths as reflected in their camnentation
toward social studies and coverage of ethnic groups within that focus. As pointad out i
Chapter 3, analysis begins with C.J. and all of the other participant datalast back to

this analysis and this data set. Consequently, the section on C.J. will be longer and
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contain more of his own dense description to further reflect the breadth and depth it
encompasses.

C.J.: Description of Participant and Setting

| first interviewed the curriculum specialist, C.J. at 10 a.m. on Monday, July 2,
2007. He had just returned from a week's vacation following his leadership in a long,
involved grant application process that produced a Teaching American Hestomgy A
former regional superintendent of education from Illinois put me in touch with hins C.J
office, in a regional education agency, was on a university campus in Missourigfihrou
that office he was also working with a group in Missouri following their award of a
Teaching American History Grant. In addition to his curriculum credential. has 32
years of teaching experience in secondary social studies. He was alsotendepchair,
as well as serving 10 years on the district curriculum committee, which involved
developing curriculum for the middle school through the high school levels. In addition,
he teaches university social studies methods classes and he has workeldewghbhaol
districts on their curriculum. C.J. holds an MAT-History, plus 45 hours of coursework
beyond that. The initial interview took place in a conference room down the hall fsom hi
office. After completing the interview, we talked for about another 20 minuteseinHer
shared my professional background and dissertation plan and we both shared professional
stories.

After interviewing C.J. for the pilot study my protocols changed somewhdteor t
continuation of this research. Arranging a second meeting with him in 2008 proved

challenging, primarily because he and his wife were also building a batsde the
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metro area in Missouri. We finally set up a meeting date for July 24, 2008, which was
after | had interviewed the other curriculum specialist and all four faougg. That date
proved untenable however and C.J. and | had two phone conversations before the follow
up interview. During one of those conversations he told me some highlights of carrying
out the program for the winning Teaching American History grant in lllirRirsce his
description of work with in-service and preservice teachers through the grgramr
sounded very relevant to my study we agreed to add it as an interview topte | wr
detailed notes after both of my phone conversations with C.J.

My second formal interview with C. J. took place in a small conference room in
the front of the Regional Office of Education building in Belleville, lllinois aly B0,
2008. C.J. sat with his back to the outer wall while | sat across the table fromthien w
closed door behind me and to my right by about 12 feet.

Presentation of DataC.J.

Content Form/Medium and Qualities Theme

During the first interview C.J. informed my research question almmient form
through two approaches he descriteethematic approachnd thehistorical thinking
approach These two approaches can also be described as requisite qualitiestthéd rela
a form for content in the social studies classroom. Consequently, | lahelkiesas an
emergent theme in this study.

C.J. gave this very specific example fahamatic approach

It would include, first of all, a background of the Native American philosophy.

Because without that you just see the action, you don't understand where it came
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from.... | think it would include... Native American ideas about the story. | think
the critical point is trying to get kids to understand that there's more to the
mythology than just a little story which has some sort of valaaning to #—

that it is_deeplyootedin their culture. | think it would include the storytelling ...
[and] the idea of the value and importance of the symbolism. The music, the roles
of men and women, the sense of connectedness to the envirenmlnof those

things would be valuable. As well,atyou carry this all the way through, the

idea of the impact of somebody's destruction of somebody's identity. What it does
to you— and where the Native American_is togayrelationship to that. | think

that would be something that if you are running a theme all the way through, |
would run it with the identity, and of course, the conflict in the historical events as
they go along. But that would begin,_in Ameridastory, from the very

beginning... (Interview Transcript #1, p. 15, lines 319-335)

In utilizing athematic approacln this manner C.J. clearly indicates that the Native

American story should be a truly integrated aspect of American history. Condggluent

have labeledhtegration into US historas another aspect of thaalitiestheme. I'll

return to this point during analysis of this particular data.

When thehistorical thinkingconcept emerged during the initial interview it was

interwoven with theyood teachersheme, which | will discuss momentarily. C.J. first

discussedhistorical thinkingthis way:

And by the time you get to that junior year, you hope that you've got to some...

historical_thinking You know, how do you tedhis apar? How do you really
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examine it? How do you reallgad this carefully? What's this document say?

You know, why didn't Lincoln use this word? Why did he usewusd? And you

have some incredibleonversations that dideep to recognize the power of, you

know, historical thinking. (Interview Transcript #1, p. 24-25)

During the second interview he connected the two approaches through a rather
specific declaration: "as far as Native Americans or any subjectldhaéiak the format is,
you know, provide them with as much information as you can ab@iegies and
content- how you bridge that gap. | think that's critical" (p. 5). He expanded on this
thought as he pointed out:

Where | was department chair... we did that along with Sam Wineburg's

Historical Thinking and Other Unnatural Act2001] Trying to say how do we

get these kids to look at primary sources. What are the strategies? What do we

need to make them aware of? Is there bias here? So you're not just teaching

content but you're also teaching what historians do is they think about it. Try to

save it, | mean, a historian doesn't know everything. (Interview Transcript #1,

9)

Thehistorical thinkingapproachwill also be discussed during analysis.
Digital Resources Theme

In terms of the research question focusededium C.J. recommendaetigital

resourcesCD and online, with a Webquest type of approach. He even recommended

three websites that could be utilized as models for such an approach: Teaching the
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Documents (Pappas, 1999-2009), Gilder Lehrman Institute (Gilder Lehrman, 2008-2011),
and History Matters (American Social History Productions, Inc., 1998-2005).
Challenges Theme
C.J. also initiated thehallengegheme that became ubiquitous during this study.
In C.J.'s case, this began when | asked the question "How are Native Antepica
generally covered in curriculum in lllinois?" C.J. responded:
Well, | think that's probably universal as far as it's probably very minute, and, and
other than, you know, it's lllinois history, for example, I'm sure it's taught
some extent, but it's pretty quick. And the same thing is true, probably, as far as
[it's place in] American history. (Interview Transcript #1, p. 10)
A few seconds later he indicated more of the complexity of this challenge:
| think it boils down to the classroom instructor. But as far as Native American is

concerned, again, it's like a lot-efwe're hearing a lot more teacheand we

heard it on the grant we're working with now [in Missouri]. One of the evaluation

guestions came back, what was lackivas: "We'd like to know more about

Native Americans.” ... And, you know, again you’re gonna have to bring in

people that are qualified to do that. (p. 10-11)

The complexities of thishallenge— the fundamental importance of the
classroom instructor, juxtaposed against what is often a lack of content knowlatdige, a
the need to bring in qualified specialists to deliver that content came upedipea
C.J.'s first interview. Another challenge C.J. mentioned that fits in withdhplexity is

“trying to get teachers to go beyond the resources ... focused primaailieatbook,
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even though textbooks are doing a much better job of the wrap-arounds. ... I still think
they're very bland” (Interview Transcript #2, p. 3). This textbook-and-relatalirces
challenge is also connected to what became another ubiquitous-thitrae
misinformation/stereotypeeme— which | will discuss momentarily.

Within thechallengegsheme C.J. also brought up another refrain that | would
hear from others: "particularly with the time restraints that's-theonstantlyhear,

everywhere. TimeTime No time No time | don't have the timewould love to devote

to this or that" (Interview Transcript #1, p. 17). According to C.J., No Child Left
Behind’s [NCLB] mandates contribute greatly to that perceived lack of tntkeeae is an
apparent pressure from administrators that the majority of teachiegrust be
allocated to use towards the standardized tests. After NCLB started to beetangent
to our central focus, | moved the direction of the interview back to my interviale gui
topics, lest the rest of the interview stay focused on NCLB. We both agreed thaitldie ¢
have easily stayed on that topic for quite a while. However, | do designatentime a
NCLB as two aspects of tlohallengegheme.
Good Teachers Theme

The first challenge listed above, with its complexities, was often interwweiten
other themes during C.J.'s first interview. | have designated one of those oties the
good teachersThough C.J. defined both good teachers and not so good teachers, the
process the good teachers use is a principal focus here. In C.J.'s words:

The greateachers, the goddachers, do that all the timeThat this is not being

taught in isolation.... [The good teachers] ... are, you know, running in parallel,
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and then where it's appropriateSo, hey, this is- And | guess a lot of it has to
do with the teacherou know, and the professional that they are. And some of
these people, they do thatwell, it's unbelievable. And you sit there and think
you marvelat how they crisscross these things. (Interview Transcript #1, p. 9)
From the very beginning of the interview, C.J. used vocabulary that hinted at his
constructivist leaning: “if | understand what you're asking, | think that'sreversation
about developingongruent curriculurty and including the phrases in the quoted section
above— “that this is not being taught in isolation;they’re running it parallel,” and
“how they crisscross these thing€Etucational constructivists believe that knowledge is
constructed and teachers can greatly facilitate that process bygusdaffolds” that
help to interrelate the new knowledge to more established knowledge anahttgpnsta
circling back to concepts through structures like spiral curriculum (Brd9é6;
Kearsley, 1994).
After | asked whether he had anything else he’d like to add, C.J. continued with
this constructivist motif peppering his responses. Finally, referring toahe quote
above, | asked if he, and those good teachers, were aware of “Jerome Bruneral ... spi
curriculum.” “Scaffolding, they call it,” C.J. responded. Then | asked him tdyclahe

meant that most of those good teachers were “coming out of a constructivist approach

or fallen intoa constructivist approach, or ... just parallelingC.J.’s response was: “I
think in many cases... they've fallen into it. When | work with some teachersifjug
it's very interes— ‘Oh, so that’s what you call that. So, you know, that’s the fancy term

for it.” Near the very end of the interview C.J. summarized his self-idexttdit with
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Bruner’s theory; “l did a lot, | do a lot of constructivism,” he said. For purposéssof t
study, | see constructivism as a motif undergbed teachersheme. As an adjunct to the
constructivism motif, a little later C.J. points out another attribute of goobdaeaca
good[social studies] teacher idearner.”
Misinformation/Stereotypes Theme

The impact of stereotypesincluding omission of relevant content and
oversimplification of content-is reflected in th&nowledge questioaspects of the
multicultural teacher education literature; it is also reflected ihitdr@ature on textbook,
museum, and documentary film mediums. The impact of misinformation is alsaeeflec
in theknowledge questidiiterature, as well as under the textbook and documentary film
mediums. Thenisinformation/stereotypegheme emerged from C.J.’s discourse during
his second interview. His references for this theme tended to be nuanced or tataential
other topics he was discussing at length, particularly document based qu&BQs3.(
Consequently, with some exceptions, this theme is not exhibited that strongly for C.J.

C.J. reflected thimisinformation/stereotypekeme as he summarized teacher
comments from evaluations of professional development sessions funded by ag eachi
American History grant. C.J. characterized the evaluative thoughts of thokern®in
these words:

This subject is much deeper and richer than | ever thought. It's made me rethink

how I’'m going to teach this. Made me realize that I've been making this too

simplistic and | need to make it more complex, which is more reflective of the

event [being covered]. (Interview #2 Transcript, p. 13)
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With this comment as an introduction, C.J. then launched into an exemplary story dealing
with a specific strategy he has used with DBQs.

A more nuancedisinformation/stereotypeasference also came during the
lengthy discussion about using DBQs, which are a core of the historical thinking
approach that C.J.’s regional agency has utilized in their Teach AmerisamyHbrant
proposals and programs for in-service and pre-service teachers. A DBQystits for
students engaging primary source documents and learning to analyze themllwith ski
derived from professional historians. Such skills include uncovering misinformation and
bias, which also encompasses stereotypes. C.J. summarized by saying:

So, in other words, not just a conversation about how to use primary documents,

but, okay, writing about them. Okay, and working with that, and practicing-that

‘Is this a good document or why isn’t it a good document? (Interview #2

Transcript, p. 12).

In the section where he talked about modeling teaching strategies related to
DBQs, C.J. touched once again on utilizing documents, but this time he spoke to the
accuracy of documents popularized through social phenomena such as the ecology
movement. C.J. spoke simply of modeling one pedagogical strategy this wayh'Jose
Campbell is what | used. His reading of Chief Seattle’s speech, whichked tdbout
how accurate is it? (Interview #2 Transcript, p. 13; on accuracy of Chief Zesgpidech
see Bierwert, 1998; Gough, 1991; Low, 1995; on its use in the environmental movement
see Gough, 1991.) C.J.’s comment speaks to misinformation, as well as to myths that

romanticize, and therefore stereotype, American Indians.
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Another of his reference in this thematic area was more of a subtext in a long
discourse about resources; the reference dealt with omission of relevaniameitevas
interwoven with his quote about thkallengesnherent in encouraging teachers to move
“beyond... resources ... [and] textbook[s] ... [that are] very bland” (p. 130 abola)d
you can enrich a lot of that with... [updated] resources” (Interview #2 Trangcrit,

C.J.’s final comment touching on thigsinformation/stereotyptheme was part
of his relatively short remarks concerning the current popularity of history bwoks i
bookstores:

People want to read about it [history]. They want to read the story from the

person. | think there’s a lot more of that and that's one of the things we're trying

to do here [through the Teach American History grant sessions]. Let them speak

for themselves. That needs to be included. ... Let those voices be heard ... because
it becomes more human at that point. And that’s what it's not been. It's been very
cold and factual and regurgitative and ‘Polly want a cracker’ and that’s wdhy ki

hate it. (Interview #2 Transcript, p. 15)

This lastmisinformation/stereotypeagference also crosses over to the next theme
Viewpoints.
Viewpoints Theme

The final theme | will highlight from the C.J. interviews is labelexvpoints

This theme ties in directly with the literature of multicultural edwea(l. A. Banks,

2006; Singer, 2003).
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In the final interview with C.J., he highlighted a point made by a nationally
known historian whom his agency had engaged as a specialist for the TeacleincgAm
History Grant program in Missouri. As C.J. explained:

So what we want to hear 'em [teachers in the Teaching American Histoty gra

program] say, you know, we want this to be, it's a lot more complex than |

thought. Or there's more perspectives. | never thought of the West being viewed
through different perspectives.... You know, when Richard White came in, he

said, "There's an American perspective, we all know it and I'm not even going t

talk about. Let's talk about the Canadian. Let's talk about the Mexican. Let's tal

about the Russian. Let's talk about the Native American. Let's talk about their

perspective. (Interview Transcript #2, p. 14)

The importance of perspectives to multicultural education is reflected guitielines,
checklists, and four approaches of J. A. Banks (2009; 2008; 2006) that | have utilized to
critique the artifacts in this study.

Analysis C.J.

In terms of thecontent fornresearch question, two of the qualities in the
emergentjualitiesthemeresonate well with a multicultural education approach as
defined by J. A. Banks (2009)tleematic approackandintegration of ethnic content
Another quality, anistorical thinking approachhighlights the dialectical tension between
a multicultural education approach within social studies and the discipleselba
approach growing out of history education, as reflected in the literature shgdns

Chapter 2. In addition, C.J.'s phrasing of "strategies and centéoiw you bridge that
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gap" strongly reflects Seixas’s (1999) thinking as described in Chaghat it "take[s]
on dimensions of.pedagogical content knowledgg. 53; italics added).

Relative to the research questionmeadiumsC.J.'s emphasis on thaital
resourcesof CD and the World Wide Web situate him comfortably amid the research
findings focused on digital resources as medium. The critique of artifétt #igugh
only a narrow glimpse into the broad range of digital resources, will shed gireri
how this situates C.J. relative to multicultural education.

C.J.'s perception that Native American topics are covered minutely, lif eexh
as related to their place in Illinois and American History, confirmed myasgessment
after much contact with lllinois educators; his reflectionm@information/stereotypes
though not as strong or direct as some from other participants, suggested lseeming
nuanced complexities that relate to lack of coverage. His perceptiddGh#tis
squeezing content out of the social studies was also not new to me. My view is long-term
beyond whatever the current educational reform might be. His perception that the
classroom teacher has the final saypprtance of teacherh what gets covered in the
classroom also confirmed my assessment. As a teacher educator in sdi@al| $see
the classroom teacher as the key avenue in trying to get more of the lodyandtuded
in lllinois classrooms. This is also why | believe it is important to geenilinois Indian
content, depth of understanding, and interest incorporated into the pre-service teacher’s
program of study; then, when they are classroom teachers, they can begiricearlier

integrate such material into the appropriate aspect of the curriculum.
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Another point inherent in C.J.'s story abgabdsocial studieseacherdalling into a
constructivist approackvas the idea that these teachers use this approach because they
see it as effective, as practical. | also contend that good teachers, wigtbadules and
many responsibilities, will utilize good material if it is in a pradtfoamat that
accommodates their needs. If a high percentage of social studies teadhaman |
embrace @onstructivist approacthat might arouse the educators’ curiosity, then they
may want to find out more about how the lIllinois Indians can help them in interpretations
of history that they view as constructed. Similarly, C.J.'s comment congeaeachers in
a grant evaluation wanting more content knowledge about Native Americans, in
conjunction with the potential of more constructivist teachers, could be construed as a
very positive indication for quality content on the lllinois Indians, along with trgion
how it fits in with other content. This could be particularly beneficial if, indeed aitials
studies teacher is the gatekeeper to content in his or her classroom and teaideach
learner.

Summary: C.J.

The perceptions of this curriculum specialist and retired social studiesrteache
suggest, with some qualifications, that available quality content on the lllimtbans
might be received well by the social studies teachers he defined as goods uarth
noting that C.J. was both the first participant | interviewed and the ldtipant |
interviewed. | also spent more time with him discussing this project than nyitbf ahe

other participants. Consequently, my deeper rapport with him is reflectedanatysis.
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| did not develop such a rapport with the second curriculum specialist. However, the
experience with which he informs this project is broader in scope than C.J.'s.

Using Banks’ four approaches as criteria | would situate C.J. mitdtially in the
following manner: additive in practice/transformative within history as@glise. C.J.
is also a constructivist, which is essential to a multicultural education approa

Bill: Description of Participant and Setting

My initial introduction to Bill was a very brief encounter on a university campus.
One of my mentors reintroduced us at the Association of Teacher Educators (ATE)
conference in New Orleans on February 27, 2008. Bill and | ran into each other again at
the New Orleans Amtrak station while waiting for a train back to lllindmd already
completed my initial interview with C. J. as well as focus groups one and two with
preservice teachers. Relevant to this study, | was rereading paires dfly Teacher Told
Me (Loewen, 2007) and taking notes when Bill stopped by and asked me about my work.
A month and a half later, | ran into him on the university campus once again and took the
opportunity to ask if | could interview him for my study. | followed up with an e-nmall a
we set up an interview date for May 6, only three days before he would leave the country
or an extended vacation.

Bill taught secondary social studies for 35 years, and during that timephe als
designed coursework for geography, American history, civics, values and ¢tesases,
and world history, to correlate with thignois learning standard$1997). He holds an
MS Ed in Curriculum and Instruction. Bill has also worked on several North Central

Association of Colleges and Schools’ accreditations relevant to socialsstudigzulum.
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In addition, he helped to design the social studies content test for presenhezsddéac
lllinois, although he cautioned me that he signed an agreement not to discuss amy detail
about that. He has been a member of the Illinois Council of Social Studies (ICSS) for
over 20 years, which includes experience as an officer, representative, antidexec
Director. He has also been active on National Council of Social Studies (NCSS)
committees, including the assignment committee and as chair of the publications
committee. He is a member of the World History Organization and the Oatjaninof
American Historians (OAH). Since 2004, he has been teaching one course athwez te
education program each semester.

My interview with Bill began at 11:17 a.m. on Tuesday, May 6, 2008 in a small
Curriculum and Instruction conference room on the SIUC campus. In an exchange of
brief comments before we started, he indicated that he was leaving the @yuntry
Thursday rather than Friday and that he had an appointment right after oungmBesit
set the tone for three-quarters of the interview, with responses that sderastrashed.
After that, Bill slowed down somewhat and the tone of his responses seemedg® chan
In the conference room, we sat across the table from each other with theddosed
almost right behind me and a bank of windows with closed blinds right behind him.

Presentation of DataBill

Content Form/Medium; Challenges and Qualities Themes

In reference to my research question alsoatent formBill recommended

pedagogical content knowledge contained in a two-week unit with a student research

component. In Bill's words:
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| would think that something like [specific regional Indian content tied in w&h U
history] ... would be able to be used .... [I'm] suggesting that it would be a two
week unit. That it would be 3 or 4 days they could work on it, 'cause a lot of times
social studies is 20 minutes, 30 minutes at the most, so maybe 5 days and they
could do something and get done and thel®y they could do something with it,
maybe present a show-and-tell on what they did. And that would be good. | think
it could be used. (Interview Transcript, p. 12, line 418-422)
However, this was the first response where Bill's tone seemed to chaiogeo Rinis, his
responses were rather clippedalmost as if they were fired back at me, softly. Those
responses started with aspects ofdih@lengegheme: "I don't know. ... unless it's
mandated by the state, | don't know how important it's going to be to even createra unit
it [lllinois Indian heritage]" (Interview Transcript, p. 7, line 218-224). Thenrésponses
moved into a combination of tlpialitiesandchallengegshemes, and a hint at how he
interpreted my purpose:
But if it's more than 20 pages long, | don't think it's gonna be used.... And it has
to be very good scope and sequence to it to where it's facts, you know, and
whoever makes it up, it's two or three people making it up, not the pets of those
individual people but general knowledge with sites of things available if they
want to go into a little more detail. (p. 7, lines 236-240)
He then clarified just a bit: "Maybe you could go 25 pages ... it has to be to the point,

has...a good table of contents ... a bibliography of terms” (p. 8, lines 259-262).
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At this point | felt | had to make it clear to Bill that my purpose was not toecreat
a pet project to my whims, but rather
following along with your idea of if there's something local that it tieschia
that sense lllinois being a whole locale, if we give them resources yhdtesa's
something you might not have known” and “here's a way it might connect into US
history” you know, so it does connect to scope and sequence [as you said].
(Interview Transcript, p. 12, lines 393-398)
“Oh yeah,” Bill said, “...that'd be great, that'd be great” (Intervieanscript, p. 12, lines
399-401). This seemed to clear up the issue of my purpose.
Prior to this point in the interview, Bill listed many issues that fitcielenges
theme including: the importance of the teacher (Interview Transcript, lin€368409-
110, 194-195); lack of content knowledge by teachers (lines 84-86, 218-224); time (lines
223-224, 281-284, 383-386); NCLB (lines 410-412) and the lllinois state mandate to
“teach something on Native culture at the high school level” (p. 2, lines 69-70).
Notwithstanding that mandate, he also pointed out that there was a lack of motivation
among teachers to cover Native Americans material, unless the schoolawaeme
Native American site (lines 110-112, 157-162, 175-178). Relative to those Native
American sites and museums, Bill indicated that "today... it's very difficgio on field
trips” (line 379). In terms of textboathallengesBill declared:
[social studies teachers] pretty much go by the textbook and if you look at the
American History textbook, there is not a lot of material in there about Indians. ...

in a textbook of 650 pages you would find maybe 7 or 8 pages on Indians, unless
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I'm, 'cause | haven't looked at a textbook in a couple years, maybe they've
changed a little bit. ... but | don't think so. (Interview Transcript, lines 226-230)
Another one of thehallengeBill pointed out deals with high school history
survey courses:
Everybody thinks you should have the US Survey course. Now it's probably
taught wrong in regards to how it's ... this date, that date and this people, but
that's the way it's been for years and until we get some new innovatikergac
it's not changed that much. But | don't think there would be that much change, |
don't believe myself that most people would consider it [Native American fopics
that important to put in. To take extra time away from the Eurocentric approach to
US history. (Interview Transcript, lines 117-123)
Relevant to teacher education programs Bill highlighteddinadlengesThe first
challenge deals with preservice teachers who want to try coveringeMaherican
cultures in their classes. Bill responded: “if they're just doing their sttel@ching
they're going to pretty much have to go by what their mentor is doing, their coogerati
teacher” (Interview Transcript, lines 154-156). The second teacher edudslimmge
Bill specifies deals with teaching strategies:
We're taught ... in our methods classes "don't lecture" in social studies, but |
betcha most of the social studies teachers you had ... at ... college lectured the
whole time. Very seldom brought in any innovative things that they did. | had

about two in my career and they were very interesting ... but most, they don't do
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that ... so it ... would go back to thayou are a product of your environment

(Interview Transcript, lines 297-302)
Bill also pointed out that having had “some good high school content area teachers”
(lines 335-336) might counteract this mixed messdgdiengeto preservice teachers,
but as intimated by C.J., that is also a challenge.

Good Teachers Theme

The last comment also fits in tigeod teachergheme. Bill also alluded tgood
teacherghat “talk a little bit more about the hardships, the culture” (Interview Trigmscr
lines 97-98) of Native Americans. In terms of his comments above about nanigctur
and the influence ajood teacher# high schools, Bill declared: “A good teacher to me
is one that has better strategies in the class, uses various techniques todeadcs [sut
just doesn't lecture” (lines 295-296).

Misinformation/Stereotypes Theme

Themisinformation/stereotypdbeme initially emerged in Bill's interview with
this statement which includes his reaction: “Up to 5th grade, it's the Tdiainksdeal....
They talk about the pilgrims and the Mayflower and how we had the first Thanksgiving.
Of course a lot of it is not fact but at least the kids get something” (Intefui@wscript,
lines 92-95). Then when indicating that some teachers invite reenactors &y plative
Americans in the classroom, Bill alluded to the fact that he couldn't saytferhegets
personal to the point of Chief llliniwek" (line 143). Bill's response to thmetdary
level's recurringmisinformation/stereotypas clearly reflected once again in the

following extended quote:



150

| know a lot of elementary kids or even elementary teachers ... have the kids
create something that’s Indian, whether it's a headdress or a somethesapan
or something, you know and that's their Indian unit and, like | say, it's wrong, it's
what they've been doing and at least they're introduced to something and
hopefully it doesn't, it's not taught the wrong way, but, you know, they don't mean
anything by it. They do it because that's what they know and they don't have
anything to go back on or as a resource or to go back and get more resources
because they can't take the time and especially fourth and fifth g¢/eadentary
teachers. (Interview Transcript, line 380-388)
It is evident that this well-known and respected social studies curriculum sgewdh
a very broad view of social studies in Illinois classrooms, relates more pm#ition of
the elementary teachers than to the long-term impact of this misinformation a
stereotyping on the elementary students. What does this say about our social studies
classrooms in lllinois? At the very least, it suggests that a multiculjppabach is not
the norm in this state. It also suggests that to set that norm as a goal isoio $akee
deeply ingrained challenges that are not currently seen as problems.
Digital Resources Theme
Relevant to my research questions, Bill indicated that his preference was
pedagogical content knowledge brought forth in a two week unit. Though his
statements that relate to digital resources are more like a sotdltiman a true theme,
they are intertwined with sentiments that shed light on his preferegicim which will

become apparent shortly. Bill does acknowledge that digital resoueceswa a resource
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for teachers who strongly desire to include Native American culturalr@anténeir
curriculum. According to Bill “they use the resources available acrodatdreet— it's a
great resource today they can use” (Interview Transcript, lines 137-138)veipWwe
has reservations about the Internet, especially in terms of new teachensdre
preservice teachers very recently) and students, as seen in a follow ugstatem
| mean kids today they grew up on the Internef.he one thing | see the fallacy
of the students today and the new teachers is they don't believe in books anymore.
Most of them. And books to me are still the best source to get the primary sources
than the Internet and get the first-hand information and really would be maybe
contradict something on the Internet because too often whatever they see on the
Internet is sort of like reading a newspaper, they believe. Of course, Igomud
say everything printed in a book is truthful, too, but I think the books are your
best sources. (Interview Transcript, lines 186-189)
This exchange makes it clear that Bill prefers books, and his referenspéoific
number of pages for the unit plan he recommends, along with a bibliography, now seems
to fit with his book preference. He clearly sees that today’s students takallgatuthe
Internet, but Bill does not embrace it himself.
Analysis: Bill
Thepedagogical content knowledgacompassed by Bill's suggestion of a two
week unit plan resonates with Shulman (1986) and Seixas (1999). His prefedioin

appears to be a book for that unit plan, which does not align specifically with the
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literature | read, since he does not seem to be speaking about a textbook, bat rathe
supplemental text.

In terms of themes, Bill indicates the unit plan should come "with sites of things
which does fit under theigital resources them@eindermediun), though it is obvious
that Bill has misgivings about the Internet. Bill's other two items undeditiel
resources themare also crossover items to ttteallenges themeé\ number of his items
under thechallenges themesonate with C.J.’s items and/or the literature: importance of
the teacher, lack of content knowledge, time, NCLB, and textbooks. However, he was
much more specific about aspects of the textbook challenge than was C.J.

Many of the challenges Bill listed reflect a different kind of knowing tGah’s
knowing. Whereas C.J. indicated coverage of Native American topics in lllinois
curriculum was “probably very minute,” Bill spoke in terms of Indian topics sgen a
unimportant, which he saw as not likely to change unless the state mandated velowe
he also pointed out, aschallenge that lllinois does mandate teaching something about
American Indians at the high school level. The nature of that particulaercpe)l
however, is that the mandate is very generic and there is no enforcement of it.

Bill's different kind of knowing is also reflected in his emphasis on the problems
with the high school history survey class, including the Eurocentric focus, and his
seemingly strong belief that educators don’t want to give up the survey collratsdB
pointed out that preservice teachers must follow the lead of their cooperatingrtea
which is another way of emphasizing the importance of the teacher. In arsienrl, he

spoke to admonishing preservice teachers not to lecture while having professados that
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almost nothing but lecture. C.J. did not mention anything like these two challenges for
preservice teachers, which is slightly curious since he teaches a saied shethods
course where the topics could very conceivably arise.

The different kind of knowing is also reflected in C.J.’s discussion of good
teachers as constructivists and learners, whereas Bill seemed tgpburdtehe need for:

e innovative teachers;

e how they don't just lecture;

e how they use multiple techniques and better strategies;

e how they talk a bit more about hardships for Native Americans and their

culture.

In part, this is a difference in style between the two specialisthich | also saw in the
different ways they reflected tmeisinformation/stereotypes thenmweherein Bill lists
focused specifics while C.J. presents long narratives which sometimes havedrarance
tangential aspects. However, the different kind of knowing to which | refer sabal
viewed multiculturally via Banks’ types of knowledge (1996b) [@egnitionsin chapter
one], which are elements of the research questions for the current study.

Keeping Banks’ types of knowledge in mind, the different kind of knowing takes
on a different hue when comparing thesinformation/stereotypes themag it emerged in
Bill's interview to the vewpoints theméhat emerged from C.J.’s interview. Bill brings
up Chief llliniwek [popular knowledge] almost as an aside to his point about teachers
inviting reenactors into social studies classrooms. Bill bullet-points ‘tia@Hsgiving

deal” for elementary social studies [school knowledge], although he does edabbitt
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more when pointing out that Indian craft projects often become the Indian unit [school
knowledge] at the elementary level. The striking thing, however, is that he qarakly
almost empathically absolves the elementary teachers of any résitgrfsir employing

and sustaining misinformation and stereotypes [within school knowledge] about an ethni
minority.

This absolution for what Bill seems to see as the minor issue of regulasinga
out a little ethnic misinformation and stereotyping [within school knowledge]|rsther
striking contrast to C.J.’s short narrative about historian Richard White, art erggbe
West [C.J., Interview #2 Transcript, p. 11], making a somewhat dramatic point
[transformative academic knowledge] about the importance of point of view to history.
The contrast seems to become a little more striking when you rememb@rXxhat
preceded the Richard White mini-story by saying [from his mainstreate i@
knowledge perspective] “I never thought of the West being viewed through different
perspectives” (p. 10). This gives us an insightful view into a 32 year veteran social
studies teacher who, as a second career consultant during a TeachincpAHesiory
Grant seminar is moved by a nationally known historian to reflect on thisqdoint
perspectives in history [representing transformative academic knowl&tggjwas C.J.
never moved to reflect on this before now? Why is he so moved now? With a copy of
Loewen's (2007) book in my hands, Bill told me in the New Orleans Amtrak station
about meeting Loewen at an ICSS seminar and discussing his book withahbnok
with a theme about the problems of misinformation and stereotypes in social studies

textbooks [also representing transformative academic knowledge]. How tangil
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seem so dismissive of misinformation and stereotypes in social studiesaiassvrhile
C.J. makes a point about the importance of perspectives in constructed history?

While pondering this point, | remembered that during my initial interview with
C.J., he responded in part to a question by saying "you can't teach what you don't know"
(p- 9— which has implications related to thresinformation/stereotypes thenide
guestion had been about how teachers structure units of study that deal with the other
cultures. C.J.'s response is a paraphrase of Gary Howard's bobketi@an't Teach
What We Don't Kno 2006, 2nd ed.) [transformative academic knowledge], which is
part of the Multicultural Education Series edited by James A. Banks. | fouselfmy
pondering more deeply now. Why is one of these 30+ year social studies téaehers
second career embracing and exemplifying these important themesofinzetsie
academic knowledge] in contemporary social studies discourse while thesother i
dismissive and avoids applying such themes [transformative academic &gejitie
contemporary classrooms? At the very least, this suggests that the two meitubte s
themselves differently in their second educator careers. Whereasethd.esggaged in
teaching social studies methods and consulting through an agency on winning Teaching
American History grants, Bil— at least during the interview seems to be less engaged
with the issues above in his second career of teaching preservice teachersianhgont
work with the ICSS. Is this part of their dispositional differences in stytior
approach— C.J. as a storytelling historian who has embraced the approach Seixas (1999)
calls doing the discipline of history [transformative academic knowledgesjv8ill as

a succinct fact dispenser [mainstream academic knowledge] who not only inpisgme
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of the same challenges as C.J. but also brings up twice as many cls&llenge it

something else? Is it that Bill seemed very rushed during the first thaeteiguof the
interview(possibly because he's leaving for an extended vacation, and he squeezed in this
interview), while | interviewed a very relaxed C.J. twice, along with plralie and one
misunderstanding about a meeting date? Or is it something else?

Whereas C.J. speaks of attributes of good teachers and works to try to develop
and academically transform them, Bill speaks of the traditional histoggpegt
emphasizing dates in a Eurocentric approach [mainstream academic knowiduige]
implying that it won't change "until we get some new innovative teachatsf\jew
Transcript, line 120). Even though in both of their second careers they are each teache
educators, C.J. speaks with passion about actively working towards developing and
academically transforming those good teachers, especially through kisvitloteachers
in the Teaching American History Grant program. Bill in no way emphathaese is
actively working towards developing teachers. Whereas C.J. seems engaged and
passionate about overcoming some of the challenges he lists, Bill lig<chadienges
but he seems a little jaded about them. Perhaps he's just taking his semingtréttie
more easily.

However, these two men were trained as history teachers and taught during the
same era. C.J. has a MAT-History degree [mainstream or transfeeraaidemic
knowledge?] while Bill obtained a MS ED in Curriculum and Instruction [maiastrer
transformative academic knowledge?]. C.J. advanced to become a curricubistisipe

through practice as a department chair and working with other districtsrapulum.
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Bill advanced to become a curriculum specialist through graduate trainirsjeaedide
practice in curriculum issues. These paths are not that dissimilar, andredyai, & find
myself still curious about the differences in their interview responsesdinglC.J.'s
paraphrasing of a multicultural education book title [transformative academwledge]
and Bill's empathic dismissal of the misinformation/stereotypes issam$tream
academic knowledge]. My insights from the literature will shed sorhé dig these
guestions.

Summary: Bill

Using Banks’ four approaches as criteria | would situate Bill multtically in the
following manner: limited additive in practice, dominated by restrictionsaiches's. In
addition, relative to a multicultural education approach Bill is not a conststctivi
The Experienced Teachers

The experienced teachers are represented in two focus groups: (1) Focus Group
4—Rural/Metro District; (2) Majority-Informed Focus Group-Rural District. One of
the groups is composed of three female teachers, while the other groupsaufrtsie
female teachers and one male teacher. The grade levels representstimele, five,
six, seven, eight, and high school. Two of the teachers in the rural district cover dual
grade levels: special educatienfive and six; American history- seven and eight.

Focus Group 4-Rural/Metro District: Description of Participants and Setting

Focus Group 4 comes from a rural district currently on the outer edge of a
metropolitan area in southern lllinois. A high proportion of the student body in this

district comes from a nearby Air Force base. The district has ohestigol, one middle
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school with multiple teams at the three grade levels, and two elemerttapjsse one in
town and one on the Air Force base. This group has three female teachers.

Samantha has 32 years of teaching experience, but she has been teaching one of
the five third grades in town for only two years. Prior to that she taughtxthegsade
gifted class at the same elementary school in town. Having no middle school
endorsement, Samantha stayed in the elementary building when the district
administration moved all of the sixth grade classes to the middle school building down
the street. Samantha holds a BS in education and she will retire in a fewHgrars
colleague, Belinda, holds an MS ED-Curriculum & Instruction and a BS-Hjsidnigh
she followed with classes to get her teacher certification. Belindagmgsteaching
American History as a member of an eighth grade team in the middle schb?lyears;
during our meeting Belinda mentioned that she was one of 300 applicants for her
position. Their colleague, Jenn teaches AP-American History as wedicslogy at the
district high school. Jenn has 22 years of teaching experience, but she has only been
teaching history for about 15 of those years. Jenn has an MS ED-Curriculum &
Instruction with a focus in American History.

| met with this focus group on Tuesday, May 26, 2008 from 3:45-4:45 p.m. in
Samantha's classroom. The school day ended for the elementary studentsTédie3:30.
group members knew each other professionally, but there was no indication of personal
friendships among them. This was the second last week of school in the district, and |
expressed my strong gratitude for their participation during this busyltistehem

know beforehand that | would bring snacks and bottled water. They each drank the water
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throughout the meeting and ate a little of the cheese and grapes when soneewas els
talking. We sat around a group work table. Belinda was at the end of thelatrevas
to her right on a long side of the table. | was to Jenn's right and Samanthaosadtee
table from me. Jenn and | were facing the classroom door.

| set the tone for all my participant meetings through instructional corsraeah
as these | gave to Focus Group 4:

| am not all looking for a certain set of answers. I'm looking for your pergpsc

about what you teach in this area.Don't look to me for agreement; don't worry

about agreeing with each other. Your opinientet them fly. (FG4 Transcript, p.

1, line 5-18)

Presentation of DataFocus Group 4-Rural/Metro District

Content Form/Mediums and Qualities Theme

In reference to the research questions, this group was not initially ienagné
Belinda recommendeddhronological formato fit with her US history course;
Samantha recommendedh@nds-on discoverkit with the Indians and a resource packet
or book which could be utilized in preparing the students for working with the hands-on
kit. Jenn recommended a format thrdegrated into US historgnd wadormatted
chronologicallyto look at Native Americans culturallfter discussing their individual
recommendations for a moment more the group came to a consensus to include some
version of these items and qualities in ba@ds-on discovery kit which ispedagogical
content knowledgm a(museum) discovery kitedium Relevant to my focus on

preservice teachers Samantha recommended they should be advised to aloakisde |
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for relevant materials, including comparatoigldren’s literature and they should be
wide read, especially in terms of being comfortable dealing with diffetewpoints.

Prior to this part of the dialogue thealitiestheme had three dominant threads:
thematic approachhistorical thinking andintegration of US historySamantha initiated
thethematic approaclhread by indicating that the four third-grade teachers she joined
two years earlier decided that Native Americans were an important‘togidkids were
interested in so they decided to have what we call a ‘sparkle day’ wherkensntantire
day and do nothing but teach this one idea” (FG4 Transcript, p. 2, lines 61-62). Samantha
went on to say that the concept expanded into a two-week social studies and reading uni
“where ... we divide our classes up. | ... did northwest Indians and Alaska” (lines,63-64)
and the other classes covered Indians of the Northeast, Southwest, Plains, and the
Southeast. "Our kids get very involved in it ...[they ] do all the creating, thieiteac
things and things to show the kids and handouts and then we take two days where each
class teaches the other class and the kids do the teaching on it" (lines 63-68).

When Samantha finished, Jenn indicated: "well believe it or not | kind of do the
same thing you do [with my high school AP students], in the very beginning [of the
semester]" (FG4 Transcript, p. 2, line 79-80). Jenn also divides her high school groups up
by regions for their research days but she tells them "You have to come up with gend
roles, you have to come up with the politics, tipailitics, [and] their lifestyle" (lines 82-

84). At week's end, "they have to talk about their groups and... each [Indian] group is
compared against the other... [to] see how they all connect to each other and how they

don't connect to each other. And then we talk" (lines 87-91). After Jenn wrapped it up
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with details related to historical issues and varimesliumsshe uses, Samantha said "you
know, it's interesting that you do the same kind of thing" (lines 129-130). Samantha
explained that the other third-grade teachers had long been dividing their students into
groups to cover the different regional groups. However, because of her sixtlyifiedie
experience Samantha said
| looked at it differently and | divide my kids sort of like you do. One does
religion, art, one... does economy, one does societal structure, one group does
everyday life and then because Inuit are so different from the rest of them, one
group does the Inuit and then we pull it all together and they see how that works
and of course | have them do most of the work, but béfrgrade they could use
a lot more guidance than your kids will need but it's fascinating. (FG4 Tratnscri
lines 135-141)
Whereas Jenn and Samantha definedht@matic approaclof thequalitiestheme
as experienced veterans, Belinda alone defined and sustairtestonieal thinking
thread by descriptions such as how she utilized the “enduring question ... How
democratic was Andrew Jackson?” (FG4 Transcript, p. 6, lines 214-215) which her
students “approached ... by looking at primary sources ... [such as] the Indian Removal
Act” (lines 215-217). Belinda indicated that “it was interesting this yeah@kids to be
able to do that and, at first | wasn't sure that they'd be able to pick apart thesy pri

sources ... [but] they really did a good job of it” (lines 219-220).
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Belinda and Jenn, both formally trained in history, definedjttaitiesthread
calledintegration of US historybut Samantha also helped sustain it. One example of this
thread is the following statement by Belinda:

Native American history is such a big part of ... American history and the

predominant theme is European settlement and continuing to push Native
Americans further and further off of their land, so we discuss severedetitf
little Indian skirmishes throughout history, you know, King Philip's War, that
kind of thing and then, you know, of course then we study the French & Indian
War and their role that they played in that. (FG4 Transcript, p. 2, lines 49-54)
However, Belinda crystallized her sentiments near the end of our focus gretipgne
| like to teach in context, the way history happened and pulling in all of those bits
of information and | don't like to teach units, you know, Black history, Native
American history, you know why? I'm not going to segregate those people from
history. They were a part of our history, our culture as a country and | teach that
as it develops. (FG4 Transcript, p. 16, lines 556-565)
Though Belinda seems to grasp a spirit of multiculturalism here, she is not aware
that there might be a problem with her statement when viewed from the peespéct
some of those minority groups. | will have more to say about this in analysis.
Themediumgheme contained not only the discovery kit discussion mentioned
above, but also Jenn’s description of a number of documentary films that she uses in the
opening Indian focus of her AP-History claS80 NationgCostner et al., 19958moke

Signals(Eyre et al, 1998\ Walk in Two Worlds: The Education of Zitakala-Sa
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(McDougal Littell, 1998); and he Early History of the Illinois Indian@iechenberger &
Specker, 2006) which she can also use now [she apparently purchased it recergly from
nearby museum]. Jenn also discussed literature that she utilized with tHistAR-
class. Samantha discussed children’s literature though she did not includie sesif
She did indicate that the school library had a limited supply for purposes of theithemat
unit project; she also stated: “l have a few books but we drain the [town] librally of
their Native American books” (FG4 Transcript, p. 5, lines 170-172).
Challenges Theme
Thechallengegshemewoven together by these teachers contained a number of
threads. Jenn held on to a large, deeply hued thread until | had asked my last open-ended
guestions “Do you have anything else to add?” Jenn had waited for this door to open.
She walked directly into that opening and she spoke passionately:
Sometimes they hire people who teach history because of how well they can
coach and not how well they can teach history and | have run up against this more
than once and it really is an irritation to me... so tell these perspectives
[preservice teachers] that | don't care whether they're gettiag) tuibe a football
coach or a basketball coach, they better know how to teach history. (FG4
Transcript, p. 17, lines 653-659)
Jenn’s opening drumbeat of passion about the importance of history education also
engaged Samantha’s passion concerning the same issue as seen fromemtargie

point of view. The nearly evangelistic cadence of their woven interchanigeewil
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revealed momentarily. However, | will first continue following the irrgataspect of

Jenn’schallengethread, as she explained it:
And we can always talk about the fact that | am the only woman in that
department at the high school and ... how many places do you go at the high
school level, how many women do you even find...and in social studies, yeah and
see that has been an issue for me, too....I was hoping that they would hire another
woman this year and they didn't do it. So, you know, | was a little disappointed by
that. [Instead they hired] some kid that has absolutely no experience at all and
...he coaches basketball and football and volleyball or something, | mean it's like
five different things that he coaches.... But | just look at this thing and 300
applications and that's the best out of 300 applications. ... Well, and he's cheap,
too.... Cause he's brand new.... | think he's gonna teach ... Modern Problems and
US History.... And | was introduced to him and he looked around my room and
he saw all this stuff I've got, you know, and he goes "Oh" and | said "Look, |
share. Anytime you need something, come on down, we'll talk." And he goes "I
have nothing, | have nothing." So, yeah. We'll see. It'll be interesting. tve ha
student teachers and some of them, most of them have been very good and I've
had a couple that [don't belong] in education period. (FG4 Transcript, pp. 19-20,
lines 729-784)
In addition to thecoaches/history teachetisread there were also several threads

of a lighter hue in thehallengegheme including: [1] Samantha, and then Belinda, on the

Internet at the elementary level“They can do research online with a parent at
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home...[because]...there's too many [dangerous] things out there [in cyberspaad]....[a

a lot of it's written at such a high level ... they can't sort through a lot of it (FG4

Transcript, p. 5, lines 174-183) to which Belinda repliedt's hard for them at eighth

grade to do that, too" (line 184); [2] a unanimous reply when asked ldbbué

American coverage in their teacher education prografiNone. Zero. None." (lines

335-337); [3a}extbooksusage— “I do pull a lot from the textbook, but | have a lot of

other materials” [Belinda, lines 325-326]; [3Bktbookswhat’s missing or slightee-

“Native American history” [Belinda, lines 49-50], “Jamestown and the Powhatan”

[Samantha, lines 54-59]; and [4] the double-edged swoRChBs testing and its

impact on social studiganein the classroom- “[we can’t do] as much [coverage on

other cultures] because we're an ISAT [grade {evir a standardized test; Samantha,

line 543]. When this last issue NCLB andtime emerged | urged Samantha to speak

what she seemed to be holding back. This prompted Samantha into a nearly soliloquized

response:
You know, see my sailboat.lL put up there. I tell the kids we tend to learn
skimmingacross the surface of the ocean and we think we see what the ocean is
and all we see is reflections of other things. And you only know what an ocean is
when you stop and jump in and go deep down. And we don't have time to do that.
And all they get is the surface reflection of everything we teach unlessomass
a group and say "Okay we're going to take a week and learn Native Americans”

and part of a little bit of this or | take two stories from different parts of the
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reading book and say "l don't care what everyone else is doing, I'm teaching them

together because they belong together.” (FG4 Transcript, p. 15, lines 540-555)

Good Teachers Theme

Thegood teachergheme is reflected in the following interchange (lines 664- 682)

that was couched between Jenn’s two sets of remarks abatiaifengingpattern of

high school administrators hiring male coaches to teach. This is the wovehantgc

mentioned above.

Samantha

Belinda:

Samantha

Jenn

And not teach it [history] as facts. Yes, but teach it in a
continuum

Right.

‘cause the dates and the names and the facts are just part of
the weave that the picture's made on. | mean it's the people
and the passion and the story, the stories that are involved
that make it fascinating and make kids go "why did he say
that [President George W. Bush’s use of the veoudade

in reference to problems in the Middle East]; that was
dumb of him to say." [Throughout this segment Belinda
was punctuating Samantha’s points with “Right.”

“Exactly. Exactly.”]

And we're talking about social history and that's what |

think a lot of people don't teach today is social history. That



Samantha

Jenn
Samantha
Belinda:
Jenn
Samantha
Jenn

682)
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to me is important. Why people did what they did and why
they had to do what they did.

And why cultures do what they do and we keep having the
same wars over and over again

Over and over again.

until we have history teachers that teach it right.

Amen.

Amen. So there you have it.

There you have it.

Aren't you sorry you asked? (FG4 Transcript, Lines 664-

| made it clear that | was glad | asked that last open-ended question.

Constructivist Theme

Theconstructivist themées a subset of thgood teachertheme wherein history is

seen with woven or constructed strands. Consequentlahgtructivistheme is

reflected in the thematic research projects utilized by SamantharantbJacilitate

their students’ construction of knowledge about Native Americans.

Viewpoints Theme

Theviewpointshemeemerged from statements, or discussion of concepts with

their students, by Samantha and Jenn. Samantha talked about using comparatie|i

with her young elementary school students:
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Our literature has two wolf stories. One was based on Little Red Ridingj, ltfeo

European view of the world, and one was called Dream Wolf, which was the

Native American story.... [We use] comparative literature about how these two

cultures view this one animal and it's worked out very well. The kids find it very,

very fascinating to see how the Native Americans viewed the world for such a

positive force. (FG4 Transcript, lines 72-77)

Then, highlighting a function of literature for third-grade students, Samanthizgaiut
that "they do need something to read, you know, to look at and to see other people's
viewpoints" (lines 497-498).

Jenn discussed covering the early clash of European and Native American
cultures. She phrased one set of questions for her students like this: "How do Europeans
view Native Americans?... How do Native Americans view these Europeansehat a
coming?” (FG4 Transcript, lines 108-109). Jenn also discussed the use of the movie,
Smoke SignaliEyre & Alexie, 1998) to get at the viewpoints of two American Indian
boys from a reservation. (FG4 Transcript, lines 188-202)

Samantha made multiple statements about viewpoints that can be applied to
preservice social studies teachers directly. In one of those stateshersigid: "I think
history teachers above every other one have to be well read. They have tabae re
many viewpoints" (FG4 Transcript, lines 701-702). The other statement she more
specifically applied to preservice teachers:

Tell ... [preservice teachers] that they need to be looking for materialhthat s

different viewpoints of this same group or these same people or the same animal
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or whatever it is that they're teaching. And to themselves, study it enough that
they're comfortable looking at the two viewpoints and not saying one's right and
one's wrong. That there's something in each and we have to look at them together.
(Lines 521-526)
Misinformation/Stereotypes Theme
Themisinformation/stereotypes themmerged as a panoramic tapestry across all
three grade levels by the teachers in this group, although the two most sesrmms/et
wove their tapestry postcard segments with threads of the deepest hue andehtdgres
more complex textures. This is a view from Jenn’s high school perspective:
You've got to teach them the gory part of history or the real part of history and not
paint it like ... [Samantha] said with the Indians and the Pilgrims sitting down
and... everybody was happy ... and nobody had any problems and what about the
fact that so many of these Pilgrims the minute they landed they welagtaah
from the Indians right away. Well we can understand, they were starvirggi'se y
gonna have to look at it that way and they didn't think the Native Americans saw
them and the Native Americans knew everything they ever took and then they
said "Well, we're going to give it back" but they never did, not really. [FG4
Transcript, lines 243-254]
Samantha presented this view of the concerns from the lower elementary
perspective:
| think what bothers me about the materials availablerT’QJraders is that it

looks at the Native American groups by themselves and just what they were like
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and it never looks at how they interact, the problems they had with other Native

American groups or with Europeans coming in. It's like they're in this little bubble

and you learn all about them and how wonderful they are and how good life was

for them but it never goes into that darker side ... and clashes of cultures between
the Native American groups ... and the Europeans and the kids sort of go away
thinking "Oh, this was all so wonderful”, everything was, you know, like

Hiawatha ... And they want to bring in ... the Hiawatha movies. (FG4 Transcript,

lines 288-299)

From her perspective as a 12-year American history veteran at the sutidiz
Belinda said “I think by the eighth grade level they can start to choose ... [frapleul
points of view,] analyze and form their own opinions” (FG4 Transcript, lines 323-325).

Analysis Focus Group 4-Rural/Metro District

The consensus from these focus group members inclugedbgogical content
knowledgdorm in a (museumdiscovery kit medium. However, the recommendations of
separate qualities that led to that consensus accentuate an interest@wverlapping
agreements alongside disagreements concerning approaches for thesepiimieaced
educators. Belinda and Jenn were in agreement on formatting the content
chronologically, whereas Samantha and Jenn were in agreement on a thepnaticta
Belinda was the only group member to recommend the historical thinking approach.
Though Jenn made the recommendation to look at Native Americans culturally,
throughout this focus group interview it is obvious that Samantha shares thig igqualit

her approach. Relative to medium, the group did reach a consensunusearf
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discovery kit, but Samantha also wanted children's literature in the faarpafket or

book to help prepare elementary school students. Samantha was the only group member
to specifically recommend that preservice teachers should be on the lookout for
comparative children's literature as well as preparing themselvesagttentically
comfortable with different viewpoints.

As with the two curriculum specialistschallengegshemealso emerged for this
focus group. A challenge that was unequivocally shared by all three membess of thi
group was théack of any Native American coverage during their teacher education
programs Consequently, these teachers have had to find their own material on Native
Americans. Samantha also made it clear that utilizing the Interrndbéstaproblematic at
the lower elementary level. Jenn’s identified challegged male coaches who may
become weak history teacheisclearly a strong frustration for her, a female high school
history teacher, but Samantha and Belinda suggested that this challenge doe® not se
be prevalent at the elementary or middle school levels. Each of Focus Groupéd's thr
participants indicated challenges with thextbookswith Samantha and Jenn heavily
supplementing their usage, while Belinda felt very comfortable utilizing htérdek as
her primary content medium. TRNCLB/timechallenge was greater for Samantha since
her grade level is the focus of one of the state standardized tests. Sarpaeticatly
evocative surface skimming of the deep ocean analogy enabled us to seaitbeofext
her frustration over the educational opportunities her students are missing.

Many of these themes also correlate with those of the curriculum sgescigbr

example, Jenn’soaches/history teachechallenge resonates with theed for good high
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school social studies teacheasisallenge identified by Bill and theportance of the
teacherchallenge of C.J. The textbook challenges of this focus group also correlate with
the textbook challenges identified by both curriculum specialists. C.Jirsndef
attributes of thgood teachers theme learner and constructivist are also applicable to
Samantha and Jenn.

Thegood teacherthemethat reflects the passion about the importance of social
studies and its elements also reflects that the experienced veteraastitsaamd Jenn,
are defining models of good teachers, thus this theme not only emerged fromsoncept
expressed but also from the qualities that are expressed in these two tpaxdwrally.
The themes prior to this emerged from concept contributions or attributealfrhmee
of this group's participants. However, thisod teachertheme highlights the strong
similarities in Samantha and Jenn's thematic approaches and jredéssiributes.
Consequently, Belinda's historical thinking approach stands in relief to their
transformative thematic approaches.

Continuing in my comparative analysis of the remaining themes and these three
group members, | noticed that tiewpointsheme— with the elements of critical
thinking skills, multiple viewpoints, and the need for preservice teachers tekerse
and learners- also emerged from Samantha and Jenn. Likewise the defining elements of
the misinformation/stereotypgheme emerged from these two veteran educators and,
although Belinda offered brief phrases of support for some of this theme’snédemane

of them emerged as concepts from her.
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Looking deeper | realized that a constructivist sub- theme fagyabe teachers
theme also emerges from tbenstructivistresearch projects Samantha and Jenn assign
their students, as well as from some constructivist language they edciClosely
scrutinizing Belinda's contributions to the focus group interview | found nogemie
elements of constructivism. | found this curious given Belinda's strong aignmith the
historical thinking approach which Seixas clearly indicates is defined ilyartentral
view "of history as a constructed account of the past” (Seixas, 1999, p. 330). The
demographic data Belinda supplied indicates that she has 12 years of teaphimeneg
and she went through two methods courses for certification after receivingchetdrs
degree in European history. Given that this interview took place in 2008, it would appear
that Belinda's academic training took place in the first half of the 1990s. Would her
methods courses have included training on the historical thinking approachkely it li
that she received any such training while working towards a bachelor’s@egreugh it
would take further research to specifically answer these questions, itpgees bkely
that she came into contact with the concept of the historical thinking approach in the
early 1990s.

To continue the comparative analysis | looked back to C.J., another adherent of
the historical thinking approach, and once again saw his clearly defineductimisit
elementunder hisggood teachertheme However, in reanalyzing the emergent themes of
Bill I found no constructivist elemeim any of them.

As established earlier in this study, a constructivist approach is alsaltent

multicultural education (Carignan et al., 2005; J. A. Banks, 2008; McDiarmid &
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Clevenger-Bright, 2008). Furthermore, these findings are relevant not only to the
historical thinking approach but to the multicultural education approach as wellalsbi
suggests that the presence or absence of a constructivist approach could hgeaetan im
on the dialectical tension between a social studies approach and thediigiedipline
approach, while a constructivist like C.J. could conceivably sit abreast ofdhe tw
approaches. Since this entire discussion has implications not only for lgresats but
also for teacher education programs it will be discussed further in chapter 5.

There is one other element to add to this analytical discussion: Belinda’soassert
about her preference for teaching ethnic historical content in context inste@d iy
additive thematic units to highlight the ethnic focus. On the surface it would appear
Belinda may be following the concept of Banks’ level three transformation agbpnoth
its emphasis on changing the structure of the curriculum. However, the other essentia
elements of that approach are "to enable students to view concepts, issuesaegents
themes from the perspectives of diverse ethnic and cultural groups” (J. A. Banks, 2006).
This works against defining Belinda as a multiculturalist. In addition;ebieof
Belinda’s statement was also problematic. Belinda said: "I'm not gosegtegate those
people [Blacks, Native Americans] from history. They were pasuofhistory,our
culture as a country and | teach that as it develops" (FG4 Transcript, p. 16, lines 560-565;
bold added). Belinda's depiction here is that the ethnic groups themselves aré¢iaa addi
element to US history and culture rather than an authentically equal eleegt. it
conjunction with Belinda’s absence as an active contributor to the ememg@pbints

themeof her focus group, this belies a lack of understanding, or sensitivity, for the
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perspectives of those groups today. In addition, the final question for Belirniks is t
whose interpretation of history will she use in her teaching? Does sheeltbleze is
only one version of history that is an objective truth (Novick, 2005)? Where does her
emphasis on perspective fit in?

Summary: Focus Group-4Rural/Metro District

Using Banks’ four approaches as criteria | would situate this grougsh@ars
multiculturally in the following manner: Samantha and Jenn, incrementally
transformative— both are constructivists and both exhibit a capacity for enabling
students to view important elements from diverse perspectives; Belirtia/eatb
transformative within the history disciplire Belinda is not a constructivist and she does
not exhibit a capacity for enabling students to view important elements frorsaliver
perspectives.

Majority-Informed Focus Group-3Rural District:

Description of Participants and Setting

Focus Group 3 comes from a rural district deep within southern lllinois below
Interstate 64. The district is comprised of an elementary, junior high (¢ggades and
eight), and high school, which are clumped together alongside a rural highmety.
with these teachers in the elementary building on Tuesday, May 12. | desidnsted t
group as Majority-Informed because | presented a living history presentéth a
cooperative hands-on learning component utilizing reproduction artifacts for tne fif
grade class, plus the special education class at 12:30 PM, and to the other fifthagsade ¢

at 1:20 PM; Russ declined the offer for a program to either of his junior higexl&ss
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the 8" grade classes | portrayed a French Jesuit missionary priestéusathong the
lllinois Indians at the end of the t"l‘bentury. After the last presentation | changed to
clothing that would more appropriately reflect my role as an educationatalesetor
our meeting. The focus group meeting started at 3:17 in a teacher workroom/loghty
after the students had been dismissed and the hallways were relativebf ske@ents.
The meeting lasted for one hour and nine minutes, producing a 42-page transeagpt. It
the lengthiest of the focus groups. Only the two interviews with C.J. were |lamdjer a
produced a larger total of transcript pages (60 pages). Majority-Informed Evoup 3
had two female teachers and one male teacher; the male teacher wikatikie tme
among the three.

Tina is a fifth grade classroom teacher with a BS in English anceareptary
certification she obtained after her BS. As a college student she had onealhmer
History class without any focus on Native Americans; she did not have a sociesstudi
methods class. Prior to teaching at the elementary level she substitihedhigh school
level and found she did not like high school students. Tina has 15 years of teaching
experience. Her class today contained about 30 students. She and her colleague Linda
recently took a graduate course on cooperative learning together.

Linda is a special education teacher at the fifth and sixth grade level. Her
undergraduate degree and certification are in special-education. She asdas
degree. She took one history course, without any focus on Native Americans, and she did

not have a "history" methods course.
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Russ was a history education major whose advisor pushed him into world history
classes, focused especially on Europe and on the history of China. ("It was hariige
honest with you" Russ said.) He coached one year when he student taught for this school
district. When he was hired for this district he taught geography anthgpéten he
taught sixth grade for two years (Russ said: "l liked teaching srzitheg| just didn't like
the kids.") This is the fifth year he has been teaching American Histtrg aeventh and
eighth grade level. Russ was the most garrulous member of this group. He kdbn as
guestions and commented on what the other teachers had to say. He had andéyy frie
demeanor.

Presentation of DataMajority-Informed Focus Group-3-Rural District

Content Form and Mediums Theme

In terms ofcontent formthese teachers came to a consensus rather quickly. As
Linda was specifying the need to include activities, Russ quickly intetjéBtg let's be
honest, the valuable resource every teacher gets when they've got &y thetivs
useable (chuckle). ... [is] on (chuckle) a piece of paper that you can take it and not have t
modify it" [FG3 Transcript, p. 27, lines 759-763]. Linda agreed and then indicated that
teachers are lucky now because they can go quickly to the Internet and getitergdisn
Russ agreed.

Russ also recommended lesson plans for preservice teachers like the one he
created for his social studies methods class. Russ then went on:

I've had three or four student teachers, give them the lessons. ... Don't try to

reinvent the wheel 'cause it's too much time. 'Cause as soon as you try to reinvent
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that on that one section, now you're three, three or four lessons behind in your

other classes 'cause you spent all that time. ... | still use that [lessorogn] t

I've used that in my class. | mean | take] it out and tore it apart ... | give that

to, I give that to my student teachers. Use this. It works. You know, this is what's

worked, you know, use it. (FG3 Transcript, lines 800-821)

The consensus among these three teachers wapddagogical content knowledge
form.

In terms of a medium for delivering content to preservice teachers this group
recommended the Internet or €beach of which fall under the digital resources
category from the literature. Tina also wanted the medium of childreatlite to be
included.

Qualities Theme: Quality vs. Quantity

Thequality aspect of this theme emerged quickly through Russ:

You know.... | just found | have more success when | just hit them, and this is

junior high, real general and | mean realeneral. You know, even like, you

know, | want them to know that we moved west and what west means is towards

California. (Chuckles) You know... that's how genérain, | know that. (FG3

Transcript, lines 385-393)

This became a nearly constant refrain from Russ, and from her specidiegduca
background Linda agreed that this was best for her students. Howe\gratiigyaspect
of this theme emerged when Tina made statements such as "tal kikew a little bit

more aboutCahokia and those areas that | don't know" (lines 443-444). The next time it
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came up Tina said she wanted'know a little more about. the Trail of Tears" (lines
511-512). And then at one point she punctuated her counterpoint and said "I hate to say
this, but he's saying not specific, but I'm saying the Trail of Tears cogheshrough

here.l want to know about tha{lines 474-475). Then Tina added that "as I'm teaching

the French and Indian War if | know about Indians | can bring up what | knowf,lbut

don't know enagh | can only sawhat | know(laughs), you knowthat little bit' (lines
507-509).

A little later, in response to a probe about what kind of Native American focus
those recommended lesson plans to preservice teachers should have, Russ seemed to
cross over a bit to thguantityside of this theme: "Anything you can give them
[preservice teachers] on westward expansion, how that affected the Jrindiansou
know, .... That would be, that's where | hit it. | mean that's where | teach B" (FG
Transcript, lines 903-905).

Challenges Theme

Thechallengegshemewas hinged on the general knowledge aspect of the
gualitiestheme That hinge emerged as Russ said: "if | give 'em those general questions
they'll nail 'em on a test, but if | start getting specific ... we struggle.twggle. You
know, even dates ... if | give specific dates the kids struggle" (FG3 Transoest 394-

398).
Soon it became clear why Russ included himself in that "we strugg\iat’l

found, if tried todo the book, | can't do,'it(FG3 Transcript, line 487) Russ said. He

expanded on that thought later:



180

You getin a rut, the kids get in a rut. [But] if you can... spark 'em, light a fire
under 'em, whatever you want to call it, then that way you can... move on and |
haven't done a very good job of that, because I've been so stuck in "Okay | need to
do chapter six after chapter seven. Then | need to do chapter eighthatfesrid

you know what | mean ... it's hard to feel confident enough... to not do that, you

know. (Lines 1001-1011)

Thestrugglesthat Russ describes represent fundamental challenges.

Another aspect of thehallenges themis hinged on thevant more Native
American content knowledgspect of thgualities themgas exhibited by Tina. In terms
of challengesthis reflects a lack of content knowledge. Russ also stated that adding to
preservice teacher knowledge in this area would be helpful.

A final challengereflected by this group was also reflected inghalities theme
thetensionrepresented between Russ’s insistence on general knowledge content in the
classroom vs. Tina’s frustration and eventual declaration that she wants mdre spec
American Indian content.

Types of Knowledge and Misinformation/Stereotypes Themes

Thetypes of knowledgdnemeemerged across all three group members. It began
when Tina explained that she no longer uBled Indian in the Cupboar@anks & Cole,
1980) because “in a children’s lit class one time ... [she] mentioned that book and
somebody really got offended by it.” “RedllyRuss asked. “Yes,” Tina replied, “she

was...l guess Indian or whatever” (FG3 Transcript, lines 127-135).
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Another thread for this theme emerged as Tina described how she initially
broaches the topic of American Indians when it comes up via the textbook each fall
“Think of Indians” Tina tells her studenrts“All right, now change that entire picture
‘cause that’s not them, you know” (FG3 Transcript, lines 922-924).

Linda’s contribution to this theme resonated with her fellow teachers when she
described an avenue of interest in Indians for her students: “for instarioditres, well
they [students] automatically tell you ‘My great-great-grandma’arydgrandma was
this [i.e., an Indian princess]’ (FG3 Transcript, lines 633-635).

Russ’sgeneralknowledge also inhabits this theme, in conjunction with the two
final examples from him that complete the texture fortyipes of knowledge thenihe
first example displays Russ’s de facto definition of American Indian content for
American History:

To me and what | teach, you know, the end of the Civil War to industiat is

Indians.... To me ... that is the story of American history... it's all about Indians.

You know, and how it developed into...where we were going, what we did. FG3

Transcript, lines 378-385
Russ exhibited his last example in this theme in response to my wrap up question to the
focus group— “Do you have anything else to add? Particularly ... [concerning] content
about Indians that would be helpful ... for preservice teachers.” Russ responded:

| can honestly say, you know, specifically to Native Americhksgw nothing

other than... what was in my textbodku know when | started teachirigdon't
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know if I know that much more now, other than I can pretty much tell you what

my textbook says on {Chuckle). FG3 Transcript, lines 1390-1396

In addition totypes of knowledgas a theme, these references also reflect aspects
of amisinformation/stereotypes thenide nature of this duality will be discussed in the
following analysis section.

Analysis Majority-Informed Focus Group-3Rural District

This group of rural district teachers recommends almost exacthathe medium
combination as C.J., who continues to professionally inhabit a metropolitan sphere
relative to his social studies experience and including his secondaryntgagperience,
his continuing consulting, and his teaching of social studies methods. However, it is
important to note that C.J. recommends it in part because he understands how it can be
utilized within the knowledge construction process. In terms of Interngépugee
discussion among this group was focused on teacher usage and st@edggobical
content knowledgpe.g. lesson plans], not to engage the students with this medium for a
pedagogical purpose. This reflects the research literature Didhal Resourcesection
(Lee et al., 2006; Van Fossen & Watterson, 2008), especially as it rel#tes t
importance of pedagogical dispositions.

The dissimilarities between C.J.'s metropolitan educational experientieiand
group’s rural experience may be an area that can inform an understandingetipezs
on multiculturalism but there is nothing overt in any of the discussions that stands out.
However, these dissimilarities will also be relevant in a discussionafaea

dispositions.
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In terms of thecontent forrguestion for the current research, this group added to
a continuing consensus across the data sets for utilizatpedafjogical content
knowledgdor this purpose.

The rest of the fully emergent themeb4llengestypes of knowledge and
misinformation/stereotypgfrom this data set appear to be somewhat dissimilar from
those of the preceding data sets. Possible factors for that are numerous anddhis ¢
become a study in itself. For purposes of the current study however, | suggest fi
possible factors: (1) this is the only data set so far with a focus as seen thgradk a
five through eight teacher perspective; (2) on average the teachers in FocusS Gawvep
less classroom experience and fewer advanced degrees than those irethéatadiets;

(3) more of the references for the remaining themes are exhiyitdse teachers rather
than only being defined verbally; (4) the emerggpes of knowledge therfar Focus
Group 3 is particularly interesting for the current study because the ayjpeowledge
expressed can be compared to Banks’ type of knowledge (J. A. Banks, 1996b) as
delineated in the first research question. | will return to this last poimemntarily.

When looking at factors one and two above, two teachers from Focus Group 3
and 4 stand out: Russ and Belinda. Each of these teachers has 12 years of teaching
experience and each has been trained in history. However, Belinda teeamesidle
school environment while Russ teaches within the junior high school structure. Belinda
also espouses the historical thinking approach while Russ has been following the more

traditional approach.
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Two other participants share similar qualities: Russ and C.J. Eachef thes
educators has been trained in history; they each have a focus on Internet usage in
education; they each show potential in further informing studies on teacher education
programs related to social studies; and they are the two most talkative patsicip@ss
the data sets. This last quality is a very practical component in a studypgiiiterview.
The dissimilarities between these two participants also prove interéstiagalysis: they
represent different generations of social studies educators; theycat diferent stages
in their respective careers; C.J. believes lifelong learning ispstd critical element to
being a good teacher while Russ seems to be pondering how he can deal with
professional disappointments related to his pedagogy. Once again, we have tivo socia
studies educators who could become a focus in a single study. Russ couldvalss ser
hinge to pull these two sets of comparisons together in one study with a focus on teacher
education and social studies. However, across these three participants, the arig one
spoke with strength and experience on pedagogy and cultural issues was C.J.

Returning to theypes of knowledge themeis a positive development that
strands of this theme emerged across all of this focus group’s membersndikia le
consistent texture to the theme which in turn lends a consistency to anhgmg
according to Banks’ types of knowledge.

In looking to Tina’s story about why she quit utilizimpe Indian in the
Cupboard the book itself fits two of the definitions: popular knowledge and school
knowledge. It fits the definition gfopular knowledgsince the book is relatively well

known in the United States, in addition to the fact that it was made into a family movie
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(Oz, 1995). Consequently, parents of today's school children may also know it from a
family viewing of the film. This book also fits the definitionsafhool knowledgeince a
search on the Amazon.com site confirms there are many supplemental/tabetisle to
assist in pedagogy surrounding the book. In her story Tina indicated that somebody,
possibly Indian, was offended by the book. Following the definitions from Banks then, it
could be said that Tina breached the barriers of that pensersenal/cultural knowledge
thereby resulting in a perceived offense. It is notable that even though Tina didlgot rea
understand why utilizing the book was seen as offensive she nevertheless has stopped
using the book. In this Tina is modeling, perhaps unconsciously, how to show respect for
an ethnic viewpoint even if you don't understand it. This is an important goal of
multiculturalism and even though Tina said nothing to suggest that she espouses this
approach, she did act according to one of its important principles. Tina’s dispositi
react in this manner has implications for teacher education programsitdteva
multicultural education. In addition, though Tina does not understand it at this point, the
issues surrounding usageTdfe Indian in the Cupboaralso reflect a concern for
misinformationandstereotypeg¢Taylor, 2000, July).

As Tina has her students call to mind their thoughts about Indians and then
change that image, what she is doing in effect is having them refldotioown
constructed knowledgebout Indians. Their constructed knowledge about Indians may be
informed bypersonal/cultural knowledg@opular knowledgeandschool knowledge
Though Tina said nothing that indicates she follows a constructivist approach, in this

action she has been acting decisively, consistently, and with a simple pedagogical
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approach that is consistent with constructivism. In having her students reetadirate
accumulated (constructed) knowledge about Native Americans, Tina is disg aath
suspectednisinformationand/orstereotypes

Linda’s anecdote about students declaring that a specific ancestor was Indian
highlights thepersonal/cultural knowledgef those students. Linda's brief anecdote does
not give enough information to ascertain how she has reacted to the studentsteelati
their potential heritage revelations, but her tone for this statement, |asvielr
description of student responses about their Indian heritage as automati¢dhamglye
suspects there might be somesinformationinvolved in this aspect of the students’
personal/cultural knowledge

Russ'gyeneral knowledges aschool knowledgthat he apparently wants to keep
at a broad and shallow conceptual level. Analyzing the way Russ talks @abating
this knowledge seems to indicate that he is more concerned with his own perceived
shortcomings of his students rather than with taking a philosophical position. However,
the way Russ talks about this suggests that he wants a versidmof knowledg#hat is
broader and/or shallower than i@mmingschool knowledge Samantha regrets so
deeply. At this point in his career, Russ is apparently unaware and/or unconcatned th
omission of relevant content and oversimplification of content are foundational edement
of stereotypes

In addition to the four possible factors suggested above for withdienges

andtypes of knowledgenemes for Focus Group 4 are dissimilar to the preceding data
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sets, there is a fifth factor: the complete overlapping ofyipes of knowledge theraad
misinformation/stereotypes theme

This misinformation/stereotypes theramerges across all five aspects ofttipes
of knowledge themfer this group, mostly as exhibitéxy group members: (1) Tina does
not know thaflhe Indian in the Cupboand regarded by some educators and American
Indians as promotingtereotypegTaylor, 2000, July); (2) when Tina has her students
reflect on their owrtonstructed knowledgebout Indians and then says “Now change
that entire picture 'cause that’s not them, you know” (FG3 Transcript, lines 922-924), she
is acting on her apparent conviction that tlvemstructed knowledgsontains
misinformationand/orstereotypes(3) as mentioned above, Linda suspects there might be
somemisinformationinvolved in regular student pronouncements that great-grandma was
an Indian; (4) Russ’s stated view that “[the period from] the Civil War to ingduss
Indians.... it's all about Indians” (FG3 Transcript, lines 378-385) is oversimplifigub t
point of being stereotypical; (5) Russ’s self-revealed dependency on his Americ
History textbook underscores th@sinformation/stereotypgroblems as highlighted in
the literature review.

Summary: Majority-Informed Focus Group-Rural District

Using Banks’ four approaches as criteria | would situate this groo@sibers in
the following manner relative to multiculturalism: Tina and Linda, limadditive, but
Russ does not align with any of Bank’ multicultural approach levels; Tina, Linda, and
Russ are not overtly constructivists, though Tina exhibits constructivist teaesl@mthe

way that she calls on her students to recall, reflect, and discard (or aménd) the
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(constructed) knowledge dealing with American Indians; and none of them overtly
exhibit a capacity for enabling students to view important elements fromelivers
perspectives, but Tina exhibits a possible potential to do so through her decision to stop
usingThe Indian in the Cupboaralfter the conference incident. In Tina’s case the
guestion becomes: how good of a grasp does Tina have of those important elements from
diverse perspectives in this case, Native American perspectives.
Summary: Experienced Teachers and Curriculum Specialists

Using Banks’ four approaches as criteria, | would situate participants
multiculturally in the following manner: C.3- additive in practice/transformative within
history as a discipline, a constructivist, with a growing capacity fablerg viewpoints
from diverse perspectives; Bl limited additive in practice and dominated by
restrictions to teachers, not a constructivist, and diexloibit a capacity for enabling
viewpoints from diverse perspectives; Samantha and Jenn, incrementally
transformative— both are constructivists and both exhibit a capacity for enabling
students to view important elements from diverse perspectives; Belindayetii
transformative within the history disciplineot a constructivist and she does not exhibit a
capacity for enabling students to view important elements from diverggepgves;
Tina and Linda, limited additive; Russ does not align with any of Bank’ mulirallt
approach levels; none are constructivists, though Tina exhibits constructivisidiesde
and none of them overtly exhibit a capacity for enabling students to view important
elements from diverse perspectives, but Tina exhibits a possible potential tonntloade i

direction. It is also worth noting that Tina’s exhibiting of constructivistiéacies, as
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well as her possible potential to move in the direction of enabling students iroferms
diverse viewpoints, are both elements of Tina’s disposition as an educator.
The Preservice Teachers

The preservice teachers are represented in two focus groups: (1) bhfeooies
Group 2—Secondary, on Campus; (2) Informed Focus GreufElementary, on
Campus. One group is composed of three females, while the other group is composed of
one female and two males. All six of these focus group members have experienced my
living history presentation focused on the lllinois Indians this semester irébpective
classes. All six of these students were enrolled in the teacher educagmmpraith
three of them in elementary education and three of them in secondary social studie
education. All six of them were recruited in classes that are required: as teair
teacher education programHistory of lllinois (HIST367) and Elementary Social
Studies Methods (Cl424pn average these focus group members had much less to say
than other participants in the study. This is reflected in fewer emergergdlienthese
two groups.

Informed Focus Group-2Secondary, on Campus:

Description of Participants and Setting

Each of the students in this focus group is a third-year undergraduate enrolled in
the secondary social studies education program. Carla is the sole fethaédegnoup and
her interests lie in modern history. She would prefer a rural high school for her firs
teaching assignment. Michael would also prefer to work in a rural high school. Ric

graduated from a large suburban high school near Chicago and he would prefer to teach
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in such a large, metropolitan high school. | made my living history presentatiogirto t
History of lllinois class earlier in the semester in their classreatute hall for the 90
registered students. Given the size of the class and time constraints, it wesctical to
include a cooperative learning segment with hands-on items in the presentdtmrglalt
| did display and highlight a number of reproduction items. Consequently, the
presentation was visual, auditory, and experiential, but not tactile.

Presentation of Datdnformed Focus Group-2Secondary, on Campus

Content Form/Medium Themes

In terms of anediumfor content material on lllinois Indians these preservice
teachers suggestédital resourcesn the form of a PowerPoint or a vidddn via
computer generated digital resources— presentation).

In specifying acontent formthese third-year students were not as sophisticated in
their reasoning or practicality as the experienced teachers. Howeiesuggestions for
a PowerPoint or a video in conjunction with suggesting that the content should be
“something to try and capture our learning styles" (FG2Transcript, line2@R)7does
bring their thinking in line with Shulman's definition médagogical content knowledge

These students also indicated they had had some coverage of Native American
materials during coursework relevant to their teacher education programpkes
included: readindgdlack Elk Speak@\eihardt, 2004) for the required History of Illinois
class, as well as Rico reading it for another history class; somaahateNative
Americans in the textbook for the History of Illinois class; a geographiseauhere

they covered Indian migrations. (FG2Transcript, lines 101-105; 96-100; 131-133)
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Misinformation/Stereotypes Theme

Rico provided most of the talking that produced this emergent theme, but the
other two group members vocalized their agreement with the sentiment edpfeE®
articulated the focus of this theme in this manner: "My education about Natieecans
throughout like, you know... grade school, middle school and high school has been like
really, 1 would call likeHollywoodizedyou know" (FG2Transcript, lines 246-256).
Another example, but relevant to lower grade levels, Rico expressed thi4 way:
remember... like... as a child like... we would have like an Indian like... exhibit where we
would make our own like feathered hats" (FG2Transcript, lines 288-289). Carla and Rico
also discussedies My Teacher Told M@.oewen, 2007) relevant to its theme of
misinformationandstereotypesn textbooks. Rico said he read this in his suburban
Chicago high school; Carla didn't specifically indicate when she read it.

ChallengegHard for Teachers] Theme

This emergent theme revolves arounddhallengeghat might get in the way of
teachers covering Native American material. This theme emerged ffmessions by all
three group members such as: "l think it's hard for high school teachersy@intave
such a big span of history to teach”; and "I don't think teachers know a lot about it"
(Carla, FG2Transcript, lines 252-253; 304); "lack of confidence" (Rico, FG2Tiainsc
line 271); "they're just trying to meet standards"” (Michael, FG2Transkngt310); “you
can't teach... kids something completely new [eigs My Teacher Told Mevithout
parents getting involved... If... they don't like [it], you know... and... if you're natee,

you can be in big trouble" (Carla, FG2Transcript, lines 304-308).
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Analysis Informed Focus Group-2-Secondary, on Campus

This group added to a continuing consensus across the data sets for utilization of
pedagogical content knowledgad for adigital resources mediuniHowever, they are
the first group to indicate that they had covered Native American materiatgesla
related to the teacher education program. This may be influenced by ttteatabey are
still in their teacher education program whereas the experienced teactiengrriculum
specialists may well have incomplete memories of such details.

The fact that anisinformation/stereotypes theralso emerges for this group
strengthens the emergence of such a theme across the data setaupfssegnergent
challenges—hard for teachers themgarallels theehallengegheme in all four of the
other preceding data sets. However, FG&Rallengegsheme, like three of the preceding
challengegshemes, differs from FG3- Rural’'schallengegheme in that theirs are
vocally described, whereas FGRural’'s are exhibited. FG2&hallengegheme also
differs from all of the others in that these preservice teachers aldotextyipe of
personalized empathy for their former teachers. Notwithstanding thesenliés, the
addition of FG2'schallengegheme strengthens the emergence of such a theme across the
data sets.

Informed Focus Group-+Elementary, on Campus:

Description of Participants and Setting

Each of these three female students is a fourth-year undergraduate in elementar
education. Jessica would prefer a rural middle school for her first teagsignment.

Her requisite disciplinary focus for middle school is language arts. Cordvpoefer a
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rural, early elementary (K-3) education setting that reflects diyansthe community.
Morgan would prefer a middle school setting; she comes from a small town and she has
military experience. Their elementary social studies methods classhsgntt seven
students this semester. | made my living history presentation to tresreaddier on the
day of our focus group meeting.

Presentation of Datdnformed Focus Group-tElementary, on Campus

This group of preservice elementary teachers talked about many ideassrot
mediumandcontent form Their consensus emerged with a focus on materials for a
Webquest online. This translates ipedagogical content knowledge thecontent form
and adigital resourcesnedium

When asked about classes in the teacher education program that covered Native
Americans, this group highlighted the required diversity class.

Two themes emerged clearly from this data peint of viewand
misinformation/stereotypes

Viewpoints Theme

Theviewpointstheme emerged from a consensus about ideas to connect students
with a contemporary lllinois Indian perspectivewhich could only come from the
Peoria Indian Tribe of Oklahoma. The core of this theme emerged when Morgan
suggested "a good resource for incorporating ... on your website would be getting
information from lllinois Indians themselves that you can get ... [such asltigustan

their ideas, values and beliefs" (FG1Transcript, line 314-317).
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Misinformation/Stereotypes Theme
This theme mainly revolves around comments such as this one by Jessica:
| was in first grade last semester [observing as a preservitetgand they ...
[covered Native Americans] ... around Thanksgiving. ... What they did was they
made the noodle necklaces and, you know, and things that like. The feather
headbands... you know. ... just the things that everybody does that aren’t
necessarily realistic. (FG1Transcript, lines 532-540)
However, when asked to discuss any material they expect to cover that incltides Na
Americans in lllinois, Morgan suggested a focus on "where different ré@vare in
lllinois ... Comparing the way they live to the way we live" (FG1Transcrips, 80).
Analysis Informed Focus Group-+Elementary, on Campus
This group also added to the now confirmed consensus across the data sets for
utilization of pedagogical content knowledge well as for digital resourcesnedium
The fact that these participants are currently taking their methods coiansead their
particularly productive discussion revolving arounddiumandcontent form
This is the second preservice teacher group to indicate that they had covered at
least a minimal amount of Native American material in a class relatbe teacher
education program. As with Informed Focus Group 2, this too may be influenced by the
fact that they are still in their teacher education program whereaspéeesnced
teachers and curriculum specialists are much further away from theiteaaher

education experience.
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Themisinformation/stereotypes theittat emerges for this group becomes the
sixth such theme across the data sets. Consequently, this confirms a consensus of the
misinformation/stereotypes themmeross the participant data sets.

Thepoint of view themen this data set emerged primarily from the idea of
seeking out a point of view from the lllinois Indians. Consequently, this theme @merge
from a quest for one other point of view. This makes it qualitatively different fiem t
two viewpoint themes that emerged from C.J. and Focus Group 4 [Rural/MetrotPistric
respectively since those two emergent themes revolve around mukipieoints.

It is noteworthy that a member of this group suggested seeking a contgmporar
point of viewfrom the lllinois Indians while also suggesting a focus on contemporary
Indian reservation life itilinois (misinformation/stereotypethere are néndian
reservations in lllinois). This juxtaposition of good ideas with a lack ohtate
background information illustrates the foundational complexities that are pdlienti
inherent in preservice and in-service teachers relative to covethinig groups in social
studies— a good idea for a strategy combined wtisinformation(or stereotypes
produces a faulty social studies outcome by perpetuatingiteformation(or
stereotypg This also relates back to Bill's comment about elementary teachemgtil
misinformationandstereotypes

it's wrong.... Hopefully ... it's not taught the wrong way, but, you know, they don't

meananything by it. They do it because that's what they know and they don't have

anything to go back on or as a resource or to go back and get more resources

because they can't take the time. (Interview Transcript, p. 11, lines 383-388)
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| contend that this issue is a fundamental problem in social studies educatibowagid t
there are complex challenges involved it is imperative that the education cosmmunit
move beyond thao timedefense.

Summary across Preservice Teachers

There is a quality about these smaller preservice teacher data setskiato
growth starting from a seed. In this sense these two data sets are liyeemthey
show an early stage in the process of growth towards becoming an educatorelowev
there are qualities in the emergent themes for these data sets thahenanalbgy
deeper than this embryonic label. The label that emerges from these thembsirand t
out-growing conceptual threads, is stem cell, an organism that can grow feterdif
types of cells to fill specific biological needs. This is an appropriatityjf@r a stage of
growth identified as preservice.

Demographic Data- Situating Participants and Districts

Consistent with my methodology as described in Chapter 3 under transferability
have displayed a chart comparing the districts of the in-service partisi This
demographic data will be used to help illuminate my perceptions of the partcipant
through defining their district environments relevant to diversity and saoabenic
indicators. The source of this data is Illinois State Report Cards for the3@@/ and

1998 as retrieved from the website of the lllinois State Board of EducatiBB)[See

Appendix J.
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Situating the Curriculum Specialists and Experienced Teachers in Their Districts
To further situate the curriculum specialists and the experienced teagdtien a
multicultural education context | have analyzed the demographic data shéywpandix
J. These data pertain to the school districts where these participanty@nédyctegaching
and/or have obtained the bulk of the teaching experience. A chart summarizing my

analysis of this district data is availableAippendix K— Demographic comparison of

districts for 2007: CS1, CS2, FG3, FGis data will be utilized in the Final Analysis

section.
Critiquing of the Artifacts to Situate Participants via Mediums
Consistent with my methodology as described in Chapter 3, this data, the
critiquing of the artifacts will situate these mediums within the muttical discourse
through utilizing criteria devised by J. A. Banks (2008; 2009). Then, references by the
participants to these situated mediums will be used to help illuminate my jp@nsegt
the participants through their use or recommendation of these mediums. A chart

summarizing the critiquing data is availabledippendix M— The Critiquing Data:

Summary of the Artifact Ratings

Critique of Artifact 1:
TAH Grant Program (Professors) via Banks’ Four Approach Levels

The purpose of this artifact is a short example of professors as a medium for
facilitating pedagogical content knowledge in a professional development fohcéit w
was validated by the US Department of Education in awarding a TeachiegcAm

History Grant to the St. Clair County Regional Office of Education Group.
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In critiquing this artifact with Banks’ (2006) four approach levels astarion |
have designated this artifactr@sches additive approacin utilizing historical themes,
as expressed in strategy one, the artifact does not rise to the transfoapptvach
since there is no discussion of changing the structure of the curriculum and there i
mention of points of view from diverse ethnic or cultural groups.

Belinda, Jenn and C.J. most closely align with the historical thinking approach
expressed in this grant program. Preservice teachers did not really showewatlanc
historical thinking approach. However with their history backgrounds Michael @od Ri
have the potential for embracing this approach in the future.

Critique of Artifact 2 8" Grade Textbook via Banks’ Checklist

This artifact was chosen because it is the textbook utilized by Russ imtghh
American history class. In critiquing this artifact utilizing Banks’ (20€&cklist, it has
attained an average rating of 1.7 on a six-point scale, or 28% when changed to a
percentage rating.

The analysis suggests that this particular text, when used as the autloritativ
content knowledge source and dominant medium by Russ, does not support a
multicultural approach. This textbook artifact defines Russ’s approach in terms of
pedagogical content knowledge for as he says: "[In terms of]... Nativedamgt knew
nothing other than... what was in my textbaakwhen | started teachinigdon't know ...
much more now, other than ... what my textbook says G8 Transcript, lines 1390-

1396)"
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Following the text so completely, he supports and models the primacy of a
Eurocentric view of history, which fits his academic demographic and his maunatul
school district. However, even though Russ indicated that he relies toidiig
textbook, his colleague Tina also relies very heavily on her textbook, as does Belinda, the
other 8" grade American History teacher in the study. Relative to materialfarse
Native American content, Belinda indicated: “You know the material is pretty mhat
the textbook offers” (FG4 Transcript, Line 212). However, Belinda points outleter
another reason she likes her texts is because “It has great online reswaitrtasd all
the time” (Line 271), which reflects Loewen’s (2007) suggestion that the peagetk
convenience of textbook materials are enticing. A chart listing the textbooks and
supplemental materials utilized by all of the experienced teachersus Bsoups 3 and
4 is available afppendix N

Axtell's (1987) point, from chapter two of this study, emphasized that college
history texts in the latter half of the 1980s contained many omissions and eatve rel
to American Indian history. This particular dilemma seemingly retatss to the college
training all of the participants trained in history before Axtell’scéator relatively soon
thereafter: C.J. and Bill with undergraduate history courses in the 1970s;idenn w
undergraduate history courses in the early 1980s; then Jenn’s graduatestevg! hi
courses in the latter part of the 1980s or into the early years of the 1990s, whendRuss a
Belinda, were taking their undergraduate history courses.

Sanchez (2007) pointed out that social studies teachers are particularly well-

known for dependence on their classroom textbedkll said this is certainly true in
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lllinois. This is definitely reflected in Russ, but also in Belinda and the non-hisiajor,
Tina. Sanchez (2007) also pointed out that social studies teachers must search out source
materials, including primary sources, beyond the limited textbook centéni. strongly
agrees and he assists teachers in doing so. Belinda has utilized at leasharyespurce
[see critique digital resources artifact], but that seems to be in coojumdth her
textbook offerings. Tina uses seemingly very limited online resourcegyhishe would
like more specific content. In addition to her special education textbook, Lindateslic
that “I do have ... supplement material [a booklet] that I've used....I've had it since |
started teaching so, | mean, I've had it 15 years” (FG3 Transcript, lines 102ihil4)
uses this supplemental booklet in teaching “a unit on North American Indians ....
probably every other year” (lines 63-65). Consequently, Linda’s supplementaébizokl
becoming increasingly dated. Russ has not sought out any supplemental méfaeals.
C.J. talked about the various attributes of good teachers, he also indicated that “the
teachers ... that don't do ...[those things] very well, basically stick pretty muwh to t
textbook.... if it's not in there, then it's not being taught” (Interview Transcript #1, line
198). I strongly suspect that C.J. would encourage these teachers to utilize more
supplemental materials in moving further away from dependence on their textbooks.
Concerning her textbook, Jenn indicates that:
My AP history book is actually pretty good. ... | like it because ... there's a lot of
social history in it and they pretty much say it like it is, too ... I've used that book
now for about 6 or 7 years and | am very pleased with that book. It would take a

lot for me to switch to another book. (FG4 Transcript, lines 276-280)
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However, Jenn also indicated many specific supplemental materials shelai$es to
Native Americans, including text and documentary films. Like Jenn, Samaseisaa
great deal of supplemental material relevant to Native Americans, incadatither 3rd
grade textbook, which she points out “covers many different topics very lightigs(l
57-57).

Critique of Artifact 3

The lllinois Confederacy (Children’s Literature) via Banks’ Guidelines

This artifact was chosen to represent this children's literature téxioila be
utilized at the elementary level for grades 3-6, which would make it suitable f
Samantha's grade level or for the fifth grade level of Tina and Linda. buangi this
artifact | have given it an average rating of 5.6 on a six-point scale, or 93% hdreged
to a percentage rating.

This children’s literature text lines up relatively well with Sarhaistthemes for
her third graders. It would be very helpful to her approach, if she were stulliyioig
Indians.

Tina and Linda exhibited an interest in utilizing the cooperative learning
strategies they recently learned in a class. This nonfiction trade book wouldtyyectioé
resource that would help them to pursue a cooperative learning strategy through a
thematic unit approach. So far they have not followed that course of action because of
their perception that the cost to them in time and energy would not be worth the benefits
to them and their students. Samantha'’s experience suggests that it would be weorthwhil

for them to do so. However, Samantha also has over 30 years of teaching experience.
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Perhaps with more years of experience they will follow their exprestaeést in
cooperative learning strategies and that will lead to an approach utilzsnigrid of
medium and Samantha's thematic approach, which is recommended by J.A. Banks as
helpful in multicultural education. The participants in Focus Group 1, the fourth-year
preservice teachers in elementary education, indicated that they had Mdiresl
American topics in a children's literature class (FG1 Transcript, 1h2s143) during

their teacher education program.

Critique of Artifact 4 George Will's Column (News Outlets) via Banks’ Checklist

This artifact was chosen as an example of a news outlet medium. In thedder
review quoted by Vaughan et al. (1998), the authors emphasize that "throughhgse of t
newspaper there can be substantial increases in... social studies concegpra st (p.
66-70). The article by Hicks & Ewing (2003) also points out that newspapers can be
utilized to compare and contrast various viewpoints (p. 134). In critiquing this altifact
have given it an average rating of 3 out of 6, or 50% when changed to a percentage
rating.

In terms of the current study’s participants, Jenn said that she emphadizgl
school students, "you can't think with a white mind, you have to think like a Native
American would think" (FG4 Transcript, lines 143-145). For her sociology di&salso
utilizes the filmSmoke Signalk® inform discussion of contemporary issues for Native
Americans. Mr. Will's column lends itself to use in that arena. Since the nusdaie,
as underscored in Mr. Will's column, has been so widespread for over a decade, it is

likely that it has been an object of discussion in lllinois households, thus making it more
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relevant to lllinois students. This presents an opportunity to build on an aspect of a
student's personal cultural knowledge. Linda brought up this potential when she spoke
about her students referring to their potential Indian heritage. As part of herecisn

Linda said, "And if you can find something they can relate to... it makes a bigeddée
(FG3 Transcript, line 628-629). Jenn also described a presenter at a confdrence w
modeled use of contrasting sources to highlight different interpretations and points of
view. Jenn could utilize this artifact to follow that conference presemeaisiple.

Critique of Artifact 5: Schingoethe’s Discovery Boxes (Museums) via BanksklShe

This artifact was chosen since it represents using discovery boxes wbich F
Group 4-Rural/Metro recommended as the medium of choice for this currentlstudy.
critiquing it | have given it a rating of 3 out of 6, or 50% when changed to a psgeent
rating.

Schingoethe Museum’s discovery boxes, as represented by this artifact, would
work well as the medium with students at any grade level, particularly dethergary
level and Samantha’s third grade class.

Critique of Artifact 6:

Dances with Wolve@opular Film) via Banks’ Checklist/Guidelines

This artifact was chosen because the literature indicates that thisisosed
quite often in social studies classrooms. | have given it a rating of 3 out of 6, or 50%
when changed to a percentage rating.

Russ spoke of using this film in his classroom, but he said he was becoming

disappointed because his more recent students are not familiar with theilfiebsd
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spoke positively of students being able to relate to popular films. Michael sambe w
like to use a lot of films and power points in his future classrooms. Rico impliedi@ancaut
about films through his comment about American Indian history béatigwoodized

Even though this film has been faulted by some in the literature review for (a)
“New Custerism” (Seals, 1991), (b) holding to the convention of having a white hero
(Marcus & Stoddard, 2007), and (c) “a strong tendency to see ... [this film] asleawwvi
into the past” (Seixas, 1993), it can still be useful in a multicultural context.

The reference above to Jenn and the conference presenter modeling contrasting
sources to focus on interpretations and points of view specifically dealt witlastomdr
two popular movies about Pocahontas. In Focus Group 3, Jenn brought up this example
during a discussion initiated by Samantha about the powerful impact popular films,
especially Disney films, have on students. Belinda and Jenn concurred with Samantha on
this point. Jenn was looking forward to utilizing this contrasting stratedypeipular
films. (FG4 Transcript, lines 295-311)
Critique of Artifact 7:

We Shall Remai(Documentary Film) via Banks’ Checklist/ Guidelines

The literature suggests that a high percentage of social studies $aatdize
documentary films, and, along with their students, inherently trust their cohtargus
& Stoddard, 2007; Hess, 2007). This artifact was chosen as an example of documentary
film which involves Native Americans in it's some creation. Utilizing #teng criteria
from a combination of J. A. Banks’ Checklist/Guidelines | have given this documentary

film an average rating of 5 out of 6, or 83% when changed to a percentage rating.
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Jenn indicated satisfaction with the documentary films she utilized in heeglas
This set of documentary films, set to air in April 2009, would be a great additionrfor he
classroom and Belinda's or Russ’s eighth-grade classrooms becaus&®edtits d
application to American history. It reflects the principles of multicalteducation well.

In line with those principles and as accentuated in chapter two, Hess eraghasiz
that “we should not expect documentary films to be objective .... since point of view is
specifically part of the flmmakers’ purpose” (Hess, 2007, pp. 194-195). However, she
also cited research that suggests teachers, and their students, believe dogdiinest
are “authentic representations that depict what happened in the past" (2007, p. 194). This
seemingly strong faith in these films as delivery systenabjaictive truthgNovick,

2005) could dampen or negate the pedagogical opportunities Hess (2007) suggests are
available for developing skill in analyzing point of view. In her discussion of
documentary film usage in her classes, Jenn did not make it evident that she uses any

such pedagogical strategies. Mie Shall Remaidocumentary series would lend itself

well to such point of view strategies, since the promotional material at thenbegof

this artifact speaks clearly of the purpose and point of view in this project:
We Shall Remain, a provocative multi-media project that establishes Native
history as an essential part of American history....[includes] a five-pavrisien
series that shows how Native peoples valiantly resisted expulsion from tigsr la
and fought the extinction of their culture -- from the Wampanoags of New
England in the 1600s ... to the bold new leaders of the 1970s .... We Shall Remain

represents an unprecedented collaboration between Native and non-Native
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filmmakers and involves Native advisors and scholars at all levels of thetprojec

(WBGH, 2008-2009)

Keeping in mind Hess'’s listing of dispositional attributes relative tcethos
approaching documentary films in an educational setting (2007, p. 194), as \Wwell as t
emphasis in the teacher education literature on the importance of dispositionsptemme
voiced by participants in this current study suggest that they may hawsitisgs that
could align with utilizing pedagogical strategies for analyzing point a¥ ¥ieough
documentary film: (a) Jenn with her interest in and use of viewpoints, as well as social
history that “pretty much say[s] it like it is” (FG4 Transcript, line 21{B);Samantha-
with her focus on viewpoints and her concern als&umhmingover the surface in
learning, (line 546); (c) C.J. with his focus on viewpoints, especially those viewpoint
that haven’t been heard; (d) Morgan, Jessica, and Cori (Focus Group #1) with their
consensus on viewpoints; (e) Rico, with Hallywoodizedcontent comment and his
strong connection with Loewen’s (2007) ideas; and possibly (f) Tina, with $yezatul
long term reaction to a different perspective on usadéefindian in the Cupboard
(Banks & Cole, 1980), even though she did not understand that perspective.

Critique of Artifact 8:
Chief Froman’s Website Response (Digital Resources) via Banks’ Gheckli

This artifact was chosen because it is a contemporary primary resuoafrce t
became available via a website. As such it lends itself as an authetinte Aiaerican
voice to contemporary issues in the United States. Utilizing J. A. Banks’ ddteckli

criteria, | rated this artifact 4.4 out of 6, or 73% when changed to a percentage ratin
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At one point during his interview Bill indicated one of the problems with covering
Native Americans in social studies classrooms is that the sociastedichers do not
cover contemporary Native Americans and related issues. This artifalct medp in a
challenging area. Samantha says that third grade materials put Aiairecan people in
individual tribal bubbles. She and Jenn indicate that students are not told the truth early
on in the third grade and that makes it more difficult for them to accept theeseafiti
Native American existence in contemporary United States. Being abléze ptimary
sources such as this could help with that challenge. Access over the Int@kestsuch
an artifact particularly useful to most.

Tina and Russ did not understand the issue of someone being offended by the use
of The Indian in the Cupboarduss and Linda both acknowledged that children are
quick to emphasize their potential Native American heritage. Utilizingitieeniet to
access material such as this artifact could help them to better understamdpzoaty
Native Americans’ perspectives.

Samantha pointed out that her African-American students are regularlycamaze
that Indians live on reservations and have not made much headway in their struggle for
more fair version of citizenship in the United States. Jenn indicated shesajets a
strong reaction from her high school students when they hear that United States
citizenship was not granted American Indians until the 1920s. This artifact could be
useful in both classrooms adding an authentic American Indian leader’s coraempor
voice. It can also be useful for C. J. to use with his teachers who want morelmateria

dealing with Native Americans.
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In their study of Internet usage in conjunction with searching out and utilizing
primary source documents, Lee et al. (2006) suggested there must be "a shchanste
dispositions" (p. 299) before the potential of the Internet could be realized retevant t
such a focus. Such a caution suggests a closer look at this study’s particifpags &r
dispositional lens. Consequently, the participants that have exhibited dispositional
attributes that might support online usage of primary sources are: (a) C.J., who
recommends such usage to preservice and in-service teachers as parbatalhist
thinking approach; (b) Belinda, who espouses a historical thinking approach and
currently goes online to get primary sources for use with her class; (icp)€swi, and
Morgan (Focus Group #1), who recommended use of Webquests after their experience
with them in their social studies methods course. Though Russ, Tina, and Linda
recommended the Internet in response taimegiumquestion, none of them has
displayed an interest in the historical thinking approach or the use of primacg sou
documents.

Final Analysis:
Research Questions and Multicultural Education Concept

Restating the research questions at this point will prove beneficial before |
proceed with final analysis: (1) Following the five types of knowledge fasedieby
Banks (1996b), in whdbrm shouldcontenton the lllinois Indians be constructed to best
inform preservice social studies teachers within the framework of thheiee education
program? (2) In whanediumshould this content on the lllinois Indians be placed for

maximum benefit to preservice social studies teachers within the fraknefibheir
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teacher education program? (3) How do the following educational perspectives inform
these questions: (a) specialists in social studies curriculum; (b) curcasittudies
teachers; (c) preservice social studies teachers?
Response to Research Question 1

In response to the first research question, there was consensus among the
participants thapedagogicatontent knowledgeould be the bedorm for contenton
the lllinois Indians. This is a positive result. However, J. A. Banks’ (1996b}yipes of

knowledge [se®efinition of Terms chapter one] alone did not suffice since Banks did

not list pedagogical content knowledge among them. Schuman's (1986) work on
pedagogical content knowledge, though not specifically related to multidultura
education, is apparently a part of the conventional wisdom among the study's
participants. The fact that Banks did not list pedagogical content knowledge among the
five types of knowledge also suggests that J. A. Banks’ approach, as stated
educator, was informed by a history education orientation, since the histondre te
talk about content and pedagogy separately.
Response to Research Question 2

In terms of the second research question, there was consensus among the
participants that the bestediumto utilize for my purposes would be in thigital
resourcescategory. As was highlighted in the discussion of artifact number eight,
accessibility via the Internet is a strong and positive consideration in¢his ar

However, the Internet can be problematic for the early elementary geades

Samantha indicated. Consequently, Samantha and her colleagues (Focus Group 4)
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recommended discovery kiandchildren’s literature Thediscovery kitvould be an
excellentmediumfor use at the elementary level as well as for the middle school and/or
high school levels. This is reflected in the rating given to artifact @ddren’s
literature would also be an excellent additioma¢diumfor use at the elementary level, as
was reflected in the discussion of artifact number three.
Situating Participants Relative to Multicultural Education
As described in chapter three, the final step of my data analysis strategles
comparison of all the data sets not only to the first two research questions but lalso bac
through the sensitizing concept of multicultural education, which in turn illuminates
specific attributes of the participants that will assist in responding thitideresearch
guestior— how their educational perspectives informed the first two questions.
Utilizing the following criteria, | have situated this study's pgpaaits, relative to
multicultural education:
1. J. A. Banks’(2006) four approaches;
2. constructivist vs. not a constructivist (J. A. Banks, 2008; McDiarmid &
Clevenger-Bright, 2008);
3. capacity for enabling diverse viewpoints (J. A. Banks, 2006; Loewen,
2007; Singer, 2003);
4. diversity of district/community environment (J.A. Banks, 1995; Cochran-

Smith, 2003; Dilworth, 1992; Gay & Howard, 2000; Jenks et al., 2001);
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What follows is a narrative delineation of how | have situated the participants
relative to multicultural education. How these participants relate togultltralism is a
factor in how they qualitatively inform the first two research questions.

C.J.

C.J. has an additive approach relative to multicultural practice but he has a
transformative approach when considered within history as a discipline;lbe & a
constructivist with a growing capacity for enabling viewpoints from divpesspectives.
His many years of experience in a high school district | have laBa&tettural Towards
Multicultural seems to inform this approach, as does his ongoing consulting work with
social studies educators.

Focus Group 4—Rural/Metro

Samantha and Jenn have an incrementally transformative approach telative
multicultural practice; both are constructivists; both exhibit a cap#mwitynabling
students to view important elements from diverse perspectives. Their expdrighe
school district | have labeletbwards Multiculturalshould continue to inform their
approach. Belinda has an additive approach relative to multicultural pramticshe has
a transformative approach when considered within history as a discipline;reteai
constructivist; she has not exhibited a capacity for enabling students to \pewiant
elements from diverse perspectives. Her experience in the district |dlosledds

Multicultural should continue to inform her approach.
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Focus Group 3-Majority Informed-Rural

Tina and Linda have a limited additive relative to multicultural practidile
Russ does not align with any of Bank’ multicultural approach levels; Tina, Linda, and
Russ are not constructivists, though Tina exhibits constructivist tendencies; noer of t
overtly exhibits a capacity for enabling students to view important elsnrem diverse
perspectives, but Tina has exhibited a possible potential to move in that direction. The
experience in a podvionoculturaldistrict that pays low salaries, with no stated incentive
to work towards a graduate degree, will continue to inform their approach. If Tina and
Linda continued to take classes, that will also inform their approach. Depending on how
Russ deals with his frustration of being tied very tightly to the textbook, he magsee
some new experiences that will inform his approach.

Focus Group 2—Informed, Secondary

Carla, Michael, and Rico are irstem cell pre-approactelative to multicultural
practice. They have exhibited tendencies towards a discipline-based approdwohy but
have not yet exhibited any constructivist tendencies; Carla and Michaehbiayet
exhibited a capacity for enabling students to view important elements frorselive
perspectives, although Rico has exhibited a pre-capacity for deirdrso and Carla
have read and seemingly embraced Loewen (2007) however, and his book does
emphasize viewpoints. It is also unknown how they will, or will not, embrace such

approaches and concepts during their secondary social studies methods coursework
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Focus Group +—Informed, Elementary

Jessica, Cori, and Morgan are iatam cell pre-approactelative to multicultural
practice. They have exhibited tendencies towards becoming constructinisigh their
Webquest emphasis and experience. They have not yet exhibited a capacigbiing
students to view important elements from diverse perspectives.

Bill

Bill has a limited additive approach relative to multicultural praciioe is
dominated by challenges to teachers; he is apparently not a comtuiotit it is
possible that my questions were not explicit enough to draw out information concerning
any constructivist tendencies; during his interview he dicerbibit a capacity for
enabling viewpoints from diverse perspectives. His many years ofiexpetin a rural,
Monoculturalhigh school district seems to inform this approach, as does his ongoing
work with social studies educators through ICSS. However, situating Biivesto
multicultural education for this study must move beyond this somewhat limiting
definitions approach. Given that the constant comparative method starts withi@olle
of data and continues throughout the study, the texture and complexity of analyking Bil
has been unique during this project. Since | interviewed Bill there has beetya nea
constant itch in my analytical mind some things about him just did not add up for-me
but the cause of that itch has eluded direct contact with overt analysis. Hoafeaea

long immersion in the data an immersion that has deepened during analysis that has

included situating the other participantssome pieces of the enigmatic puzzle of Bill
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have finally fallen into place. Consequently, | have come to some analyticdlisions
about situating Bill relative to multiculturalism.

After talking with me in the New Orleans Amtrak station, with a copy of
Loewen's bookl(ies My Teacher Told M&007) on my lap, Bill saw me, and my ideas
to inject more Native American content into the curriculum, as social regonshist.
During the interview Bill related a stery about how he told an African-American man,
a professional acquaintance, that we [American society] owe the Indiamstdahd
African-Americans, for historical patterns of injustice. Through tloegss of constant

comparison analysis | now stronglyspect that Bill pointedly declared this to

communicate to me that he agrees with my underlying contention that we tave" t
Indians, but we can’t act on that through social reconstruction. Bifisocultural
background— and all of the Illinois communities it representsvill not/cannot allow it.
The reasoning behind my current assessment of Bill reflects the wonkksfeke
al. (2001) on ideological frameworks, as highlighted in chapter two. Ridlgion in
that first three quarters of the interview was, at some level, a way of copatingihis
reaction to me. He was protecting thieb of ideological assumptiof8ochran-Smith et
al., 2004), of which he is part via the ICSS, as a kind of gatekeeper for democoacy. F
a critical pedagogy perspective, this is in keeping with citizenshigeasteal function of
social studies (as defined by the NCSS at its birth); citizenship elszgater is not a new
idea in the history of the world and Bill has invested a lot of himself in al Stedies
citizenship approaeh- in the classroom in Bonoculturaldistrict, at the state level

through ICSS, and even at the national level with NCSS. Bill's demeanor changed duri
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the interview after the subtext of my words reached him as "Whoal! | don'tavant
replace our democratic, Eurocentric history with lllinois Indian [or otHerieiminority]
history; | want to help social studies teachers to be able to ldealkized Indian history
with US history by pointing out where the content can be integrated into the current
history narrative." At that point Bill reinterpreted my purpose as addingis Indian
content, not socially reconstructing US history around perceived wrongs ansndiill
then saw me in aadditive approacha conservative approach (Jenks et al., 2001)] and
not in atransformative approacfcritical multicultural or social reconstructionist
approach (2001)]. Consequently, the warning buzzers in Bill's ICSS/citizenship
gatekeeper psyche receded. | was no longer a threatMotieculturehe needed to
protect.

In contrast to this, C.J., coming from [B&ultural-towards-Multicultural-Metro
school district an@onsulting to push historical thinking [not democracy protecting],
never saw me as a threat, since his paradigm is about constructing inclusale, s
history. This also resonates with Jenn, given her strongly stated philosophiabf soc
history, as well as with Samantha. It also resonates with Jenn muladyltas a
woman, given her discourse about male coaches hired as social studiessteac

All of this reflects foundational points from chapter two, that J. A. Banks’
transformation level is seen as pivotal towards developing curriculum, but agctrdin
Jenks et al. (2001) this also highlights its critical and social reconstruttioaigies,
thus potentially disaffecting numerous teachers and foreshadowing ite failore

conservative, relatively homogeneous communities. It took until the end ofdb&ch
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project for this last themedgology from Bill to emerge to a conscious level. The itch,
caused by the mystery surrounding Bill, wouldn't go away. | kept scratching,
ineffectively, but it wouldn't go away, until now. | will have more to say abouittthis
as cognitive dissonance, in the next chapter.

This final aspect of situating all of the participants relative to nuitical
education is a practical segue into how the participant perspectives inforentbdd
research question.

Response to Research Question 3:
Informing Research Questions via Educational Perspectives of Participants

My third research question asks htveeducational perspectived the
curriculum specialists, the experienced teachers, and the preservices@athis study
inform the first two questions must begin by reiterating that my maximum variation
sampling strategy, by design, divided these participants into three cascipat are
defined by breadth and depth of view in social studies education in conjunction with

participant experience. [See Pyramid Matrix: Maximum Variation Sgmfsdo see

Sample Selection and Site.] Consequently, | planned for at least three levels of
educational perspectives that reflect this design, as well as a prograssipamnalysis
that moved fronbroad-and-deep perspectivesthose that werghallow-and-
inexperiencedThese defined approaches set the general parameters fardsawv
particular educational perspectives can inform the first two researshanse It is also
worth reiterating that in terms of triangulation, these three data set$) edmprise a

maximum variation sample, act both as a cross check (for credibilijting, 1991) and
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towards confirming my interpretations via multiple sources (for confirmgio91).

[SeeTrustworthines3

In addition to the general parameters set by design, the concept of teacher
capacity suggests another framework for how these educational perspabtinrashe
research question. As highlighted earlier, Grant defines “teacher capaeaitieacher’s
knowledge, skills and dispositions” (2008, p. 127). With insight from Grant’s definition,
in conjunction with (a) participant attributes that have emerged explicél, personal
demographic information), as well as (b) those that have emerged throughcahdta
reduction and interpretation into themes and further into (c) situated tetrifon
multicultural education (categorical attributes), the defining fadbnew the
participants inform the third question have coalesced into categjogiesanscend the
designed participant categories (i.e., curriculum specialists,ierperteachers, and

preservice teachers). More specifically, four of these categorie®r avenuefiave

emerged: (1) straightforward responses; (2) experiential dispositg)rsedagogical
dispositions; (4) environmental dispositions. A complete delineation of these four
categorical avenues and the emergent qualities from which they develodsel foand

in Appendix @— Informing Questions 1 & 2 via Educational Perspectives &

Dispositions The predominant dispositional aspects of these categorical avenues reflect
back to the multiple referencesdispositionsn the literature (see Jenks et al, 2001,
ideological dispositionsMcNamara, 1991in teacher education-ProfessorsLucey,

2008, Matthews & Dilworth, 2008, Mueller, 200#niting factors relative to potential
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transformative learninglLee et al., 2006, Van Fossen & Watterson, 2p@8agogical
dispositions in Digital Resources

In the following sections, | will first define each of the informing gatées
(labeled a®erspectivdvenuesand then give some participant examples of the
emergent qualities from which those categorical avenues grew. Howetreut a more
substantial grounding in the literature on dispositions in teacher education, aamore i
depth analysis is beyond the scope of the current study.

Perspectives Avenue One: Straightforward Responses

The first avenue is the straightforward participant responses to tlaeatese
guestions based on participant assessment, which, in turn, is based on the applications of
the participants’ [teacher] knowledge and [pedagogical] skills. Thesaveaue
responses were: (Unanimous Consensushat thecontent form utilize [Research

Question #]L.should bgyedagogical content knowledg®) Consensughat themediuml

utilize [Research Question # carry that pedagogical content knowledge should be a

digital resource The consensus anediumwas among: (a) C-3J- Curriculum Specialist

1, (b) Focus Group-2Secondary Education undergraduates, (c) Focus Group
1—Elementary Education undergraduates, withg(ehlified agreement from Focus

Group 3—Rural, and (e) Bilk— Curriculum Specialist 2. | have labeled Focus Group 3's
agreement agualified here because they recommended those digital resources should be
in a lesson plan format, which was strongly advocated by Russ; Tina also adJyocate

the addition of children’s literature, which her group also recommended.
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Perspectives Avenue Two: Responses Informed by Experiential Dispositions

In the second avenue, the research questions are informed by participant
experiential dispositionsas related to their educational experience as curriculum
specialists, experienced social studies teacher, and preservicegeacteancluding
variations in years of experience and other qualities.

Through the lens aéxperientialdispositionst is noteworthy that across the group
categories, as well as across the experiential differences ofitkdesdual educators, all
of the participants recommend pedagogical content knowledge forms. Given the
experiential range of these educators, it is somewhat surprising thatvdeese
unanimous consensus.

The consensus involving digital resources as the recommemetidmcomes
with some variations and some similarities both within and beyond categories.
Consequently, from thiexperientialview, | will highlight this consensus with some
dispositional aspects from (a) within the group categories, (b) acrosstieaategories,
and (c) focused on some individual participants within and/or across categ@res|us.
In the Avenue 2: Experiential Dispositiosgction of the chart iAppendix Q | have
highlighted the existing commonalities within group categories (curricshamuialists,
experienced teachers, and preservice teachers) for ease of access.

The experiential commonalities shared between C.J. and Bill are p@jence
in curriculum development, (b) over 30 years teaching experience for eagiMésters
degree, and (d) current adjunct faculty status in respective teacher @adpcagrams.

The qualitative differences in their experience, as noted earlier, fisti thspositional
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differences. Given such differences it is not surprising then, that C.J. recatad
digital resources with a Webquest approaethile Bill recommended anit plan booklet
that includes a listing of digital resources

The two focus groups of experienced teachers did not have an overall consensus
onmedium Focus Group-4-Rural/Metro recommendeddiscovery kit (a museum
medium), with the inclusion of some children’s literatifecus Group-3-Rural
recommendedigital resources in a lesson plan format, with the inclusion of some
children’s literature.Experiential dispositions, as played out in the group dynamics were
a big part of these recommendations.

In Focus Group 4, Samanthawith her 32 years of experience, including many
years as a'6grade gifted teacher and only two years a€ grade teacher was an
important force. From her currently lower elementary perspective, Saananth
recommended the hands on discovery kit and the children’s literature—Yeitim 22
years of experienee and Belinda— with 12 years of experienee from their high
school and middle school experiences, respectively, quickly agreed that a digtbvery
would also be relevant at their levels. They also agreed that the inclusiaraitihie,
especially at the elementary level, was a good idea. Jenn and Belindd sesmav a
very positive respect for Samantha and her ideas; part of that respeeti4edra
associated with Samantha’s many years of experience witl{'t@ée gifted class and
the fact that that experience was now benefiting avel’ﬁmaﬁers.

In Focus Group 3, Russ shared a great deal about his experience: (a) as a history

education undergraduate, including the creation of a unit plan (lesson plan was Russ’s
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label); (b) how he used the lesson plans as a student teacher at his current gchool; (c
how, once he was hired, he switch back and forth between teaching geographg/spell
and &" grade before he started teachifiyg? grade American History; (d) how he shared
those same lesson plans with at least four student teachers. Russ wias tatikkat
relatively forceful in putting forth his ideas. Linda and Tina both agreed with the
importance of lesson plans for preservice teachers. Then Russ drew togethauphe gr
threads of discussion about (a) the practicality of the Internet for teasdedting content
information, with (b) how student teachers now all have laptops, and (c) the importance
of lesson plans. Tina and Linda agreed. Linda, with her English experienceeditiae
idea for including children’s literature. Russ and Linda also agreed.

The preservice teacher groups, Focus GroupSecondary Education, and Focus
Group *—Elementary Education, both agreed atigital resourcesnedium there was
also agreement within each group. However, the types of digital resourcesauidpyes
each group seemed connected to theperientialposition within the teacher education
program: (a) the'3year, secondary education students, who had been concentrating on
history courses and had not yet taken their social studies methods course,eedethm
PowerPoint presentations and videos via computer; (b)tlyeat, elementary education
students, who were currently taking their social studies methods course, rewesdme
Webquests, which they had utilized for earlier elementary education coursel as
using them in their methods course.

Across the focus groups, it is not surprising that two elementary teachers,

Samantha and Tina, recommended including children’s literature as part oftjested
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medium Each of these teachers talked about some of their experience with utilizing
children’s literature: (a) Samantha, with her example of the compara¢ixegilire on
cultural viewpoints on the wolf, which clearly intrigued her colleague Jenn; i) Ti
with her story of why she stopped usifige Indian in the Cupboar@Banks & Cole,
1980), as well as her usage of the poem, “The Buffalo”.

Across participant categories, and a bit more intrigexerientiallythan the two
elementary teachers, both Russ and Bill nraddiumrecommendations that included
unit plan/lesson plananddigital resources

The final cross-category agreements that | will highlegtgerientiallyare of
interest because of the wthat they cross the participant lines, as well agxperiential
dispositionghat seem to run as an educational current beneath them. C.J. and the
preservice teacher groups (Focus Groups 1 & 2) unanimously recommettidesdl a
resources mediunWithin that consensus grouping, C.J. and Focus Grou] ytefar
Elementary Education students] also wanted a Webqguest approach. Expanding beyond
that, C.J., Focus Group 1, and Focus GredpRlural/Metro, all recommended mediums
that work with an inquiry approach. The primary mediums they recommedidgtal(
resourcesanda museum discovery kitan both carry transformative academic
knowledge, which is an obvious ingredient in a transformative multicultural approach.
All of this reflects theexperiential dispositionsf these participants. This last example

also overlaps on to the next avenpedagogical dispositions
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Perspectives Avenue Three: Pedagogical Dispositions
My participants also informed the first two research questions through their
pedagogical disposition®lative to basic elements required for multicultural education:

(a) their positions relative to Banks’ four approaches for multicultural pea@ticA.

Banks, 2006)(b) constructivism(J. A. Banks, 2008; McDiarmid & Clevenger-Bright,

2008);(c) the capacity for enabling diverse viewpoi@isA. Banks, 2006; Loewen,

2007; Singer, 2003)d) their confidence about teaching Native American [ethnic]

content(Banks & Banks, 2004, J. A. Banks, 2006, 2009; Chapin, 2007; Jenks et al.,

2001; Martorella et al., 2005; Singer, 2003); &idthe importance they attach to the

need for teaching authentic ethnic [Native American] cor(i@anks & Banks, 2004;.A.

Banks, 1995; Cochran-Smith, 2003, 2004; Dilworth, 1992; Gay & Howard, 2000; Jenks
etal., 2001).

In the Avenue 3: Pedagogical Dispositiossction of the chart iAppendix Q |
have highlighted the existing commonalities across group categorigsytum
specialists, experienced teachers, and preservice teachers). ionadiahtll also list
expressegedagogical dispositionsf the study participants below.

Through the lens gfedagogicalblispositionst is also noteworthy that across the
group categories, as well as across the dispositional differences oinithestial
educators, all of the participants recommend pedagogical content knowledge for
Given this unanimous consensus, | will move on to discuss the more limited consensus

on amedium relative to thgpedagogical dispositionsf the participants.
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Given the variations and some similarities both within and beyond participant
categories relative to the consensusmadium for comparison purposes, | will list and
briefly discuss the expresspddagogical dispositionsf the participants, starting with
the curriculum specialists: (1) GJ.additive approach; constructivist; growing capacity
for enabling diverse viewpoints; exhibited confidence about teaching Nativacame
content; and attached importance to teaching authentic Native Americantc({jte
Bill— limited additive approach and dominated by challenges to teachers; alypaoént
a constructivist; did not exhibit a capacity for enabling diverse viewpointsieedhhis
own confidence about teaching Native American content but for the majority of socia
studies teachers he emphasized the challenges; dadtach importance to teaching
authentic Native American content.

Taken together, this limited list of C.Jpsdagogicabispositiondines up well
with a multicultural education approach. Consequently, in addition to his
recommendation for a digital resourceediumwith a Webquest approach, C.J. informs
this question, as well as tkhententquestion, as an educator who could embrace
multiculturalism’s goals and advise preservice teachers in how to utilize his ow
recommendations relative to teaching/facilitating American Indiarecbass an integral
part of a social studies class. However, pedagogically speaking, C.J. iskalyréoli
pursue any such goals through a history-as-a-discipline approach rather than a
multicultural approach.

As for Bill, with the exceptions of his own confidence about teaching Native

American content and a limited additive approach, he is not at all disposed to engage i
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multicultural approach. In addition, his emphasis on the challenges for teathers ra

than pursuing any of the goals discussed relative to authentic Americam ¢odignt

contrast him as somewhat of a roadblock to multicultural goals, which, in addition to his
great breadth and depth of perspective on social studies education, and his specific
recommendations, is what he brings to informing the research questions. Though his
recommendation of a pedagogical content knowledge form is in consensus with the othe
participants, his recommendation of a very specific unit plan format seems tolbave a
more in common with the educational status quo, includielg of ideological
assumptiongCochran-Smith et al., 2004) rather than any transformative approach.

The Focus Group 4 participants, Samantha, Jenn, and Belinda only shared two of
thepedagogical dispositionsnanimously. All three of these teachers (a) exhibited
confidence about teaching Native American contents, and (b) attached importance to
teaching authentic Native American content. Here is a listing gd@tlagogical

dispositionsshared by two of these three experienced teachers: (a) Samantha and Jenn

each have amcrementallytransformativeapproach, in that they seem to utilize
transformative academic knowledge in increments, or measured amounts that ar
intellectually digestible for their students (averaffegBaders and AP high school

students, respectively); (b) Samantha and deearconstructivists; and (¢) Samantha and

Jennhave very definitely exhibited a capacity for enabling diverse viewpointsdédi
remainingpedagogical dispositiorare reflected this way: (a) additive approach; (b) not

a constructivist; and (c) has nethibited a capacity for enabling diverse viewpoints.
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In terms ofpedagogical dispositionsSamantha and Jenn are soul-mates utilizing
their constructivist approaches through inquiry projects for their students, while
facilitating openness to a diversity of views, which translates well ihtd Wierm the
incrementallytransformative approach. With these qualities, and the rest of the
pedagogical dispositionthey share, these two experienced teachers are fine examples of
how a practical multicultural approach can be utilized even in a community that is not
that diverse [se@ppendix J, and whether the students are average or advanced.
However, whereas Samantha and Jenmligposedo move in this direction with their
students, Belinda is not. The transformative academic knowledge that Belindamffers t
her students comes through a history as discipline approach, but without the
constructivist aspects or the enabling-diverse-viewpoints aspect, she kelyotdibe
identified with a multicultural transformative approach. These teachersiinifie first
two research questions by underscoring that skills and knowledge are not enohgh for t
type of multicultural approach | am suggesting relative to Native Aimeicontent
knowledge for preservice teachers. Dispositions are also an essential element

The members of Focus Group 3, Tina, Linda, and Russ, only shared unanimously
in two area: (1) they all exhibited confidence about teaching Nativeigamerontent
from their limited sources- Russ, utilizing onlyhis textbook; Linda, mostly utilizing a
supplemental booklet from 1991; and Tina, utilizing her textbook and some seemingly
very small amount of source material from the Internet; (2) overall they dattach

importance to teaching authentic Native American content.
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A listing of the remaininggedagogical dispositiornf®r these group members
indicate a pattern of more differences than similarities: (a) Tina and handaa limited

additive approach; (b) Russ does not align with@rganks’ multicultural approach

levels; (c) Russ and Tina exhibited many of¢hallengesxpressed in the various
challenge themaeis this study; (d) Linda and Russ are nohstructivists, but Tina

exhibits some constructivist tendencies; (e) Linda and Russ haeghibited a capacity
for enabling diverse viewpoints, but Tina has exhibitpassiblepotential for enabling
students in terms of diverse viewpoints. In termpeaafagogical dispositionshis group
does not appear to be geared for much of anything related to a multicultural approach
with their students.

In terms ofpedagogical dispositiond is also noteworthy to point out a cross-
group pairing of perhaps two intergenerational soul-mates: Bill and Russ. Altng wi
everyone else, they too recommended pedagogical content knowledge forms inerespons
to the first research question. Perhaps much more insightful are timeir tw
recommendations fonediumghat each had a unit plan focus. In conjunction with that
recommendation, both of them were forceful in recommending gemstaty
knowledge content. Whereas | characterized Bil@sinated by challenges to teachers
Russexhibited many of those same teacher challerBeth of them prefer books over
other sources. Neither of them is a constructivist. Both of them did exhibideoné
about teaching Native American content, but that was qualified by Bill empitathis
as one of the challenges for teachers, while Russ clearly exhib&quhthcular

challenge very specifically. In terms pédagogical dispositiong is also relevant that
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both Bill and Russ also did nattach importance to teaching authentic Native American
content. If they are not indeed soul-mates, in the very least thdispositional
relatives.

Focus Groups 1 and 2, all preservice teachers, share most gieiti@gogical
dispositionsall six of them are in what | have termestam cell pre-approagtall of
them have exhibited confidence about teaching Native American content; and athof the
attached importance to teaching authentic Native American content. tioaddessica,

Cori, and Morgan, along with Carla and Michael, haveyebexhibited a capacity for
enabling diverse viewpoints, but Rico has exhibited a pre-capacity for doing so, and he
and Carla have read Loewehi®s My Teacher Told M@007, though unknown what
edition they read), who does emphasize viewpoints. Carla, Michael, and Rico,lhave al
taken a number of history courses. In the way they talked about history antiguca
these three secondary education undergraduates exhibited tendencies towards a
discipline-based approach as opposed to a social studies approach.

Even through my limited analysis via tlgedagogical dispositiongvenue, it is
apparent that these types of dispositions, have a great impact on how these participant
inform the first two research questions, through what they bring to the discassiall
as what they don’t bring, in terms of educational passions and values.

Perspectives Avenue Four: Environmental Dispositions

Use of this dispositional lens is limited because | only have data to apply it to the

curriculum specialists and the experienced teachers. However, it seemsdbht be
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near the base of a series of construdisgositionsor these participants. Consequently,
it is perhaps appropriate that it is placed on the bottom of the chart in Appendix O.

As discussed in an earlier section, these labels, which were used in situating the
respective participant groups, emerged from demographic data for tloe disitiacts of
the curriculum specialists and the experienced teachers. These schots @istrtbe
places where they put their educational values on the line and into practice.féhese a
places where these teachers have spent a great deal of time as pamwiuaity. The
importance of such a connection cannot be understated. As Bill said, “You are & produc
of your environment” (Interview Transcript, line 302).

With this view in mind, there is a pattern that emerges on the ¢ ieNdix

O— Informing Questions 1 &2 via Educational Perspectives & Dispositinaitsseems

to grow upward from th&venue4: Environmental Dispositiossction, where it visually
appears to be rooted, througtrienue 3: Pedagogical Dispositiorddoving up from the
environmental dispositioriabeledBicultural Towards Multicultural Environmerand
Towards Multicultural Environmemhat emerges is a pattern of dispositions that
generally are supportive of a multicultural approach as defined in this paper.tWbose
columns represent C.J. and Focus GrodupRural/Metro. Most specifically, the pattern
reflects positive multicultural dispositions for C.J., along with Samanthaesmg Since
Belinda is not represented as a constructivist or exhibiting a capacgydbling diverse
viewpoints. The remainder of the pattern moves up from the two districts labeled
Monocultural Environmentand emerges as a pattern of dispositions that generally are

not supportive of a multicultural approach. This last part of the pattern reflects
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dispositions that are challenges for a multicultural education approach. Thisegihg
dispositions are reflections of Bill, Russ, Linda, and Tina.

This final emergent pattern, across two ofdigpositional avenuesrings to
mind the intertwined multiple cautions of Jenks eCalution #1“Many educators are
not ready to embrace culturally sensitive teaching. Some will concedapbeance of a
'Black History Month' ... but fail to recognize their own misunderstandings, andéaive
or prejudice” (2001, pp. 89-90.autions #2

The assumption that multicultural education is only important if the school

district's population is itself diverse represents a misunderstanding of the

importance of providing all students, especially those who have been raised with
strong Anglocentric cultural and social values, with the understandings and
competencies necessary to contribute to achieving the goal of a democratic

multicultural society. (2001, p. 88)

Caution #3 “Teacher education programs... must recognize the necessity of providing
learning experiences that increase the likelihood preservice teachensdergo
transformative learning regarding multicultural education” (2001, p. 99).

These cautions are core challenges faced by multiculturalist in thesoigds,
towns, and villages across lllinois. These challenges are qualitaditielsent than the
equally important challenges faced by multiculturalists in the urbanrsesfteur state.

This rural/urban dichotomy is also not unique to lllinois. Both urban children and country

children need to be prepared for a more diverse future that changing demographics
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insure. Educators in lllinois, and across the country, need to get this right, $akthef

all our children, and their children.
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CHAPTER 5
APPLICATIONS

Content Form, Mediums, Multicultural Education Concept, and Perspectives Avenues
The participants in this study predominately reflect rural areas in #liftis
rural focus emanates from: preservice teachers Carla, Michaatal&3ori, and
Morgan; curriculum specialist Bill; and experienced teachers Tina, LamthRuss
(FG3). These rural participants represent 64% of the total maximum variatnuohes In
addition, even though experienced teachers Samantha, Jenn, and Belinda (FG4) teach in a
community on the outer rim of a metropolitan area that is strongly influencée byrge
Air Force base, that community’s character is deeply rooted in its ruraleagharitage.
Since the lllinois state population is predominantly urban, with only about 14% hisal, t
rural focus in districts across the participants is a limitation in this sfEdyurban/rural
population see http://www.ers.usda.gov/statefacts/IL.HTM]
Of all the participants in this study, C.J., Bill, Samantha, Jenn, and Russ proved
particularly important in analysis. Samantha, Russ, and Jenn became deafde@its ¢
their focus groups. The importance of their contributions within their focus grougscom
close to putting them on par with the individual interviews of C.J. and Bill.
Consequently, the weighted focus on the experienced educators over the
preservice teachers could also be seen as a limitation in this studyhgvémetfirst two
research questions emphasize preservice social studies teachers witlaiméveork of
their teacher education program. This ostensible limitation stems fromadlitg that the

preservice teachers had considerably less to say than the experienced p@attiequas
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Groups 1 and 2, representing the preservice teachers, lasted only 34 minutes and 28
minutes respectively. Focus Groups 3 and 4, the experienced teachers, lasted 8 minute
and 60 minutes respectively. The formal interview time spent in C.J.’s twai@visr

was 126 minutes, while Bill's somewhat truncated interview lasted almost 42 mihute
addition to the length of time spent with participants, the interviews/focus grotipthei
experienced participants were considerably richer than those with tleevireseachers.

However, as explained in the third chapter discussion of the maximum variation sampling

strategy [seédppendix F— Pyramid Matri}, differences in breadth and depth of view
across the participant grouping were anticipated and embraced. Conseduentigt
see this weighted focus as a limitation per se, but it will be discussed in camunitti
anothemearlimitation in theFurther Discussion: Additional Limitations for This Study
section.

With this overview as a backdrop | will now move into specific discussion and
recommendations relevant to the first two research questions.
Research Question #1: Content FeraDiscussion and Recommendations

Pedagogical Content KnowledgeDiscussion

The participants unambiguously and unanimously recommended pedagogical
content knowledge forms to make lllinois Indian content the most practicasdowith
preservice teachers in their teacher education program, as well as ligrinsservice
teachers. This accordant recommendation by the participants for pedhgogient

knowledge fits well with particular aspects of the literature that éeeanet to content
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form. Those aspects are: a constructivist approach, perceived objecthntycetrism,
point of view, pedagogy and content.

Across the literature, J.A. Banks’ emphasis on the importance of a consttuctivis
approach for multicultural education resonates with Peter Novick’s (2005) aontéet
objectivity, as the original sacred quest of modern historians, was bumped off its
sacrosanct pedestal, but remains a very central tension within the histesspm—
much like the tension between multicultural education and the ethnocentrism decried by
Loewen (2007) and acknowledged by Bill as a strongly preferred “Euroceoyricaeh
to US history” (Interview Transcript, lines 117-123) in secondary educationnaidlliA
perception of knowledge as constructed opens the door to the importguet aff view
in those who construct knowledge or strongly influence knowledge construction, whether
they are professional historians, community leaders, educators, family nsembe
students. Seixas (1999) emphasized "the notion of history as a constructed account of the
past is central to examining the discipline [of history], because this constrisa
process that historian, teacher, and student have in common” (p. 330). As pointed out in
the literature review, this contention by Seixas correlates well witledodér education
literature (Carignan et al., 2005; J. A. Banks, 2008; McDiarmid & Clevenger-Bright
2008) that emphasizes a constructivist approach for multicultural educatioas Seix
(1999) also underscored the strong teacher need/desire for pedagogy and content
delivered together, as did the participants in this study.

More specific to content alone, indications from participants suggest that the

expanded horizons curriculum for social studies is dominant in lllinois just as the
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literature suggests it is dominant in the US in general (Chapin & Messick, 18992; E
2002; Martorella, Beal, & Bolick, 2005; Savage & Armstrong, 1996; Sunal & Haas,
2002; Zarrillo, 2008). In the first chapter | pointed out that in an expanded horizons
curriculum it is commonplace to have a focus on American Indians: af'the8e, with

a local focus; at the™grade, with a state focus; and at tfegade with a national focus
including history and geography (Savage and Armstrong, 1996). The data in this study
not only suggests that expanded horizons tends to be the curricular model in lllinois, but
also that Indian content is added on or integrated in varying degrees. In Samantha’s
elementary building Native Americans are covered at thgrade level, although the

five teachers at that level decided to expand the coverage to a nationadiitcungo

regional groups. Tina presents more limited coverage of Native Americdresdit t

grade level, but she would like to expand the coverage. With her special education
students at the"5and & grade level, Linda’s Native American unit has a national focus
split up into regional groups. Bill suggests that “Up‘&gﬁade, it's the [first]

Thanksgiving deal” (Interview Transcript, line 92), but elsewhere he emph#siéa

lot of elementary... teachers ... have the kids create something that’s Indiiea a]. &
headdress ... a weapon or something... and that'’s their Indian unit” (lines 380-381). The
preservice teachers backed up Bill's contention, emphasizing the sterdatygitca

project both from their own elementary education experiences and from s@ee/joe
education experience. In addition, Jenn indicated that her high school students wonder
why they were not given the real story about Native Americans at thereamkevel.

Bill also suggests that “in thé"67", and &' grade ... if they fit it [Native American
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content] into their survey course of American history, that’s probably it.... And in high
school it's also the same thing. | believe it’s just in the survey couise’ ©9-106).

Bill's summary for middle grade through high school is certainly redteat the teaching
practices of Russ and Belinda at tHeand & grade levels and Jenn with high school AP
History, but Jenn’s practice of covering contemporary Native Americanierperin her
sociology class seems to be an outlier. It is also noteworthy that none of thereoque
teachers specified any curricular control by an administrator in trstirctli thus
emphasizing the importance of the teacher once again in this area. This idhhabmew
curious since the Focus Group 4 district does have an assistant superintendegein char
of curriculum. On the other hand, Focus Group 3 members, when asked, did indicate that
there is no formal curricular gatekeeper in their small rural district.

The multipart recommendations that follow are based on the aforementioned
factors: (1) participant recommendations on content form, (2) educator pradatites
content as reflected in the data, (3) the larger discussion on content forms from the
literature, and (4) use of the artifact critiques in analysis.

Pedagogical Content KnowledgeRecommendations

To lllinois teacher-educators in social studies/history educatiooptmaend: (1)
instruction (including modeling by the teacher-educators), practice sessas and

reflection_for preservice teachersincluding those in this study on how best to marry

practical pedagogical methods and approaches to social studies curriculumt f@nte
which they will be held accountable; (2) | further recommend that a focus on how to

weave pedagogical content knowledge related to the lllinois Indians (asexpatihe
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research question) into that social studies curriculum content should be included in the
preservice regimen with an emphasis on local/regional relevancy. (3) Gerentical
importance otonstructivismand theability to enable diverse points of vielv

recommend both should be included as primary elements of various methods and
approaches covered with the preservice teachers; (4) | also recommestd akpee
documentary serie$ye Shall Remaishould be utilized in conjunction with a focus on

constructed history and point of view. (5) Sitestory as discipling¢Seixas, 1999; e.g.,

“historical thinking~— Wineburg, 2001) is a pedagogical model that might be a potential
bridge for the dialectical tension between history education and social stdidoagien
(Fallace, 2007), | also recommend it as one of the approaches to be included for the
preservice teachers. | will have more to say about this iRuhleer Researclsection.

(6) Drawing together my recommendations orc@jstructivism(b) theability to
enable diverse points of vieand (c)history as disciplingl further recommend specific
experiential training utilizingnquiry methodssimilar to those used by Samantha and
Jenn for their elementary and high school classes. In the literature, such meghods a
supported by the work of Lee et al. (2006), Martin, Wineburg, Rosenzweig, & Leon,
(2008), Seixas (1999), and Wineburg, (2001). Such methods are also recommended in
lllinois Learning Standard 16A, Benchmark 5a [8@@endix H. In addition, C.J.
recommended such methods, as did the elementary preservice teachers ofréiggus G

For the experienced teachers in my studyeneral, | would recommend that

they pursue professional development focused on the same pedagogical content

knowledge components recommended for the preservice teachers, especiallggncl
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(1) a focus on the lllinois Indians and how such content material can easitgp@ted
into their curriculum; (2) a focus on thée Shall Remaidocumentary series as an
exemplar of the knowledge construction process and diverse points of view in social
studies/history. | will have specific recommendation related to patipalrticipants in
this study in théResearch Question #3-section.
Research Question #2: MediumdDiscussion and Recommendations

As pointed out in th&inal Analysissection of the Chapter 4, there was consensus
among the participants that the bestdiumto utilize for my purposes would be in the
digital resourcescategory, but Samantha, the grade teacher, pointed out practical
problems with using the Internet at the lower elementary level. Belinolahalsght it
was difficult for the & graders to utilize the Internet. Focus Group 4 then followed
Samantha’s caution in their group recommendations. Focus Group 3 inclufiedaal&
teacher and a™6™ grade special education teacher, neither of which raised any concern
about utilizing the Internet with students at those levels, although therdseama
indication that their students used the Internet for any classwork. Consegletitly
differentiate my discussion and recommendations for this research questioe rtel an
elementary or secondary focus within teacher education programs.

Grade Level Differentiation

The consensus fordigital resources mediummerged from the responses of:
C.J., the preservice teachers of Focus Groups 2 and 1, along with the responses of Foc
Group 3 and Bill, which I have labeled @salified because of their dominant emphasis

on lesson plan formats. Juxtaposed against Samantha’s caution, it is intrigtithg tha
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elementary preservice teachers (FG 1) recommended the Inteamet more

particularly, a Webquest format on the Interreds thanediuml should utilize for
undergraduates in a teacher education program. Their recommendation mayleatla
narrower and shallower view here. However, these preservice elemeaizrgrs spoke

of experience gained with Webqguests on the Internet in at least two of theirteache
education classes, including the social studies methods class they areyctakergl

That pedagogical Webquest/Internet experience, when woven togethdigiteh
resourcesstudies by Mason et al (2000) and Van Fossen and Waterson (2008), suggests
that | should pay additional attention to what might otherwise seem to bdaavshal
recommendation by inexperienced educators-in-training. Mason et al reoadmitdsing
technology successfully requires a constant and consistent training prddparshould
begin as part of the preservice training program and continue throughout thex'seach
instructional career” (2000, 1 37). Van Fossen & Watterson point out: “It takegdr

the influence of social studies methods classes that focus on the use of thé timtekee
hold over a generation of social studies teachers” (2008, p. 148). The experienced
teachers Samantha and Jenn, who were the dominant forces on Focus Group 4, completed
their initial teacher education training, and even Jenn’s MS Ed., long before the public
launching of the Internet in 1991 and "the mid-1990s ...[when] the World Wide Web ...
had begun to make its way into K-12 classrooms" (VanFossen & Watterson, 2008, p.
124). The elementary preservice teachers (FG1) in my study are part ofgemenation,
who grew up with the Internet and are currently training to utilize it in tls@am. In

light of VanFossen and Watterson’s comment, it is quite possible that such d@igenera
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along with parents from such a generation, will find different ways to dédalnternet
challenges at the lower elementary level. Research will be reqaisee thow this plays
out over this generation in elementary education.

Furthermore, relative to grade level differentiation, it is noteworthyithidocus
Group 4, Jenn and Belinda’s endorsement for the use of Discovery Kits, a museum
medium also covers the middle school and high school grade levels.

The recommendations that follow are based on these factors: (1) participant
recommendations amediums(2) educator practices withediumsas reflected in the
data, (3) the larger discussion mediumdrom the literature, and (4) use of the artifact
critiques in analysis.

Recommendations to Teacher-Educators of Elementary Preservice Teachers

Neither themediumditerature reviewed from this study nor the data analysis
suggest a one-size-fits-aflediumfor use in elementary social studies. In addition, my
research question explicitly asks fomadiumthat would be utilized with Illinois Indians
content. Consequently, for elementary preservice teachers in lllin@srhneend
instruction (including modeling ohediumusage by the teacher-educators), practice,
assessment, and reflection that cover hands on Discovery Kits, Childrenéurige and
the Internet. Gaining an experiential understanding of how to utilize thedieimsn
conjunction with the lllinois Indian content could prepare the preservice tedoher
using them in grades three through eight, the elementary and middle gradehkgvels t

normally have a social studies curriculum.
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Ideally, and in a more general sense, | would recommend instruction, practice,
assessment, and reflection for elementary preservice teachers irssatizd that
include all of thamediumscovered in this study. However, towards use with integrating

pedagogical content knowledge for any specific ethnic griowpuld follow the more

particular recommendations above for: hands on Discovery Kits, Childrenfatlite,
and the Internet.
Recommendations to Teacher-Educators of Secondary Preservice Teachers
For secondary preservice teachers in lllinois | recommend instructidadjimg
modeling ofmediumusage by the teacher-educators), practice, assessment, and reflection
that cover using the Internet in the classroom to engage students via an inquirgtapproa
One way to pursue such an inquiry approach would be to have the preservice teachers
survey some currently available Webquests and then create their own, focused on the
lllinois Indians in ways that could be integrated with a common lllinois schoaltist
curriculum. This recommendation is greatly influenced by the suggestions 6£.J(1}2)
the elementary preservice teachers (FG1) who already have saaleekperience with
Webquests, and (3) Focus Group 3 who suggested an Integdetmin a lesson plan
format. In addition, two of the exemplar artifacts found online, could be part of the
Webquest resources to use in such a project: (1) ArtifactNews Outlet: George Will
Column in Tulsa World, Thursday, January 5, 2006; and (2) ArtifadDigjital
Resources, Chief Froman'’s Letter to George Will. Utilized togethesgtparticular

Internet resources offer two divergent viewpeiatene from a conservative Caucasian
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who is a syndicated columnist and one from a Peoria Indian tribaldeantea
contemporary lllinois state issue with national implications.
Predominantly following the recommendation of Focus Group 4, for secondary
preservice teachers | also recommend instruction (including modelmgdfimusage
by the teacher-educators), practice, assessment, and reflection thatstogex hands on
Discovery Kit— a museunmedium The literature also supports this recommendation.
As pointed out in chapter two, the recent transition among US museums offers
educational opportunities (Trofanenko, 2006b; Seixas & Clark, 2004) to engage students
in the type of critical analysis that Loewen (2007) and others (Gover, nwkiriéa
2005; Sanchez, 2007; Zinn, 2005) recommend. The lllinois State Museum (in Springfield
and at Dickson Mounds), Schingoethe Center for Native American Cultures in Aurora,
and the Southern lllinois University Carbondale museum exemplify the same transition
in lllinois museums. In terms of the appropriateness of this spawitumfor use in
critical analysis by secondary students, the Schingoethe Discovery BokiéscfA] are
recommended for second grade through adult. Critical analysis utilizing sisgum
resources also brings such experiences within the grasp of tactile $earhemay tend
to take secondary vocational classes rather than advanced history classes.
Challenges as Preservice Teachers Move into Districts
In terms of theanmediumrecommendations for the elementary and secondary
preservice teachers, if future teaching assignments are in ruraltslidtetare far from
museums, then access to discovery kits is likely to be problematic. Howeveregihdves

teachers with training and interest in the use of discovery kits also becometaslvoca
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they may find, or help create, support for producing such kits. Of the three discovery kits
| have created for agencies through the nonprofit Nipwaantiikaani, one wasd tunde

grant from a married couple to their small, rural museum in Central Illiancther

discovery kit was commissioned by a library in a rural Southern lllinois town; and the
other kit was commission by the Schingoethe Center.

A second challenge to tlmeediumrecommendations for the elementary and
secondary preservice teachers is similar. If future teachinghassigs are in school
districts with slow Internet connections or with Internet policies that inbidine
student work at the relevant grade, then the potential for online group work would also
become problematic. Slow Internet connections in the homes of future students or
inhibitive Internet policies by parents could also be problematic for onlmggrork.

This second set of challenges highlight an accessibility problem in educational
technology for school districts that are poor and/or rural.

As mentioned in discussion above, a new generation of technologically trained
and committed teachers, along with students’ parents from such a generdtiguitevi
possibly find different ways to deal with such Internet challenges.

Further Practice Based on Findings

Having discussed and recommendexbatent formandmediumsit is appropriate
at this time to move on to the research question that produced a richer and noate intri
motif within this study’s analytic tapestry. As discussed in the last ahaipée
educational perspectives sought via the third research question coalesced into four

different categories or avenues. The first avestnaightforward responseselates to
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the three participant levels that were set as parameters for this dhedgmaining three
avenues reflect aspects that illuminate deeper complexities than timalathgee levels.
Consequently, my discussion of the educational perspectives revealed via the third
guestion will be in two parts- #3A and #3B.

Research Question #3A:

How Did Responses in Three Levels Inform the First Two Questions?

The unanimous consensus recommending pedagogical content knowledge
obviously reflects agreement at each of the three-levbe broadest and deepest level of
the curriculum specialists; the experienced teacher level; and the ndaraodes
shallowest level of the preservice teachers. However, the reasoning behend thos
recommendations of pedagogical content knowledge reflects a richertocahiztion
and deeper integration across the three levels along with factorsl telélte geographic,
grade level, and gender variations indicated on the Pyramid Matrix in Appendix F.
Therefore, the straightforward responses reflect only the surfém@wihese educational
perspectives inforrthe first two research questions.

In terms of the recommendations foediumsmore obvious differentiation was
seen in the suggestions within the three levél$ for curriculum specialists- C.J.
recommendedigital resources in a Webqudstmat, while Bill recommendedunit
plan booklet with digital resourcéisted; (2) for the experienced teacher§ocus Group
4 recommended discovery kit with children’s literaturevhile Focus Group 3
recommendedigital resources in a lesson plan format and including children’s

literature; and (3) the preservice teachers of Focus Grouff' €ar, secondary
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education majors) recommenddidital resources such as PowerPoint and/or film via
computer while Focus Group 1 {4year, elementary education majors) recommended
digital resources (the Internet) in a Webquest forriae only level that reflects a
consensus is that of the preservice teachers and within that agreemeist there i
differentiation beyond thdigital resourcedabel. Once again, the straightforward
responses reflect only the surfacéhofvthese educational perspectives infdima first
two research questions. The surface reflections of these two sets of siraigidf
responsescpntent formmedium§are inadequate for deeper and richer understanding of
howthese perspectives inform the questions. That inadequacy brings to mind Samantha’s
ocean analogy about learning:
We tend to learn skimming across the surface of the ocean and we think we see
what the ocean is and all we see is reflections of other things. And you only know
what an ocean is when you stop and jump in and go deep down. (FG4 Transcript,
p. 15, lines 540-555)
Samantha’s analogy also applies to the ocean of this research questioreethe thr
predefined levels of curriculum specialists, experienced teachers, aad/me$eachers
are appropriate for skimming the surface of this ocean, but for a more complex
understanding diowthese educational perspectives inform, a deep dive into the ocean is
required. Or, as the Spirit of the Land called Illinois might Sayshow how the tapestry
of this study is woven together, the texture and hue of all the threads that make up the

fabric of the story must be reveal@®bth analogies point in the same directioma
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deeper inquiry is required to better understand how these perspectives trulytirdorm
first two research questions.
Research Question #3B:
Informing the Questions at Deeper Level€hallenges to Integrating Curriculum

As | pointed out in the final analysis section focused on Bill, the texture and
complexity of analyzing him has been unique during this project. For me, thenfieadi t
to be uncovered in this study’s tapestry was an enigmatical and deeply huedfspect
Bill's educational nature.

Bill and the Analytical Itch

Given Bill's long term, high level involvement in many layers of the social
studies community- including continuing involvement in ICSS, NCSS, and,
consequently, with social studies educators across the state of lllinois assl ther
United States- he is highly respected. Considering these experiences as some of Bill's
very positive attributes, and considering that he animatedly talked with me adbetirign
James Loewen and discussing the author’'s own work with him, | initially jutigéil
predominantly agreed with Loewen’s assessment of social studies/hesttirgoks as
presenting fundamental problems for classrooms, especially in terms wfomgtion,
stereotypes, and severely restricted points of view (Loewen, 2007). However, when |
interviewed Bill | experienced cognitive dissonance in comparing niigeassessment
to his responses during the interview. This was the basis for the itch in miicahal

mind. Bill was puzzling to me, representing more than a few fundamental cotitnasli
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The itch would not go away until the reason for my cognitive dissonance wagckaol
least to the point of understanding it.

For me, Bill was an analytical challergea pillar in social studies who
emphasized challenges and seeming defeat rather than affirming hepeéopotential
victories in the field; a pillar whose very stature in social studies mayltade=d me to
his apparently dispositional conservatism. However, like the other partiipast
educational perspectives were revealed via the themes and dispositions tgatleme
from his discourse with me. These participant themes and dispositions, in turn,deveale
challenges to integrating lllinois Indian content, or any ethnic minooityent, into
social studies curriculum.

Challenges Addressed by Participant Themes

In terms of this study, perhaps the most basic challenge to integrating curriculum
is that teachers must hagentent knowledge which they can integrate. The literature
firmly reflects the essential need for authentic ethnic content knowleadtteut such
valid knowledge teachers have nothing useful to integrate into the common social studies
curriculum. The data in this study also reflects this essential need|| @s e
enormous challenge it represents for social studies.

Theimportance ofthe] teacherand dack of content knowledgeere two of the
earliest emerging threads in tbigallenges themior C.J. and Bill. [Seéppendix |-—

Identified Themes Summarized by Data feetthis section] This combination of threads

was then reflected in thehallenges: hard for teachers themwiethe preservice teachers in

Focus Group 2: (Itpachers don’t know a lot about Native Americand (2)lack of
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confidenceThis same combination of threads was also exemplified iohtléenges
themeof the Focus Groups 3 teachers:dghibited lack of Native American content
knowledgeand (2)lack of confidence

In addition, themportance ofthe] teacherand dack of content knowledgeere
reflected across afif themisinformation/stereotypeéeemedor all of the
interviews/focus groups. The teachers of Focus Groups 3 exhmigedormationand
stereotypesThe preservice teachers of Focus Groups 2 and 1 highlighted teacher
misinformation/stereotype&~G2)Hollywoodized conterdndindian-like exhibit with
feathered hatgFG1)Indians & Thanksgiving—noodle necklaces, feather headbands
The Focus Group 4 teachers also emphasized the commimfiormation/stereotypes
commonly taught about the (fijst Thanksgivingin conjunction with other threads that
reflect theHollywoodizedcharacterization of FG2: ()dians in isolation (3) popular
knowledgdof Indians]; and (4)ndianswithout conflicfshown]at lower Elementary
The first thread of Bill'smisinformation/stereotypes thermsealso the (1jirst
Thanksgiving story up td™grade], in conjunction with the aforementioned craft uits
(2) Indian craft becomes the unBill's next thread in this theme underscores the tacit
acceptance of this common approach:h@efully misinformation/stereotypes not taught
wrong However, C.J.’s first thread undaisinformation/stereotypasderscores that
teachers can, and do, see the problems in such-thi{ijsTeachers’ evals: “I've made
this too simplistic”.

This lastmisinformation/stereotypeahread of C.J.’s also connects with geod

teachers themthread: [a good teacher isla@rner. This thread is then reflected in the
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good teachers thenfer Samantha, Jenn, and Belinda (FG4), wkloibited passion
about[the] importance of woven narrative history that is socwhich also underscores
their thread: [theimportance ofthe] teacher

This data clearly reflects three important points: (1) the common saaiz st

curriculum in lllinois_already includgslaceholders for Native American content; (2) this

commonality in curriculum across lllinois underscores an essential needHentait
Native American content in this state, nd®) this essential need represents an enormous
challenge to educators of social studies/history teachers throughousliiiin@ gravity
of this challenge is compounded by two additional factors in lllinois: (1) ltheid
certification system relevant to social studies; (2) the probable neadtf@ntic ethnic
content covering other marginalized ethnic groups in lllinois, such as Hispdratm
Americans, African-Americans, and Asian Americans.

Challenges via Identified Dispositions

In terms of dispositions, my study is limited to the extent that the research
guestions do not have an explicit focus in that area. However, the literature teviewe
clearly reflects the importance of dispositions (Grant, 26@8s, 2007; Jenks et al,
2001; Lee et al., 2006; Lucey, 2008; Matthews & Dilworth, 2008; McNamara, 1991;
Mueller, 2004; Van Fossen and Watterson, 2008) and the challenges they represent.

As | alluded in the fourth chapter, | am also aware that there is a body atilieer
focused on dispositions per se. However, when | was reviewing literature | did not know
that dispositions would emerge with such a high profile from the data in this study. In

addition, this study’s bifurcated framework already necessitatetiex targe literature
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review. A third major focus would have further lengthened the second chapter and made
it more complex. However, my professional curiosity is piqued and | look forward to
further review of the dispositions literature in future research.

There is also another body of literature that would have been appropriate to
review for this study, but it was not included for the same reasons as cited alvove. | a
referring to literature focused on the nature of teacher experiendéestmti stages in an
education career. This literature is relevant given the range of exgeredlected in all
of my participants, but particularly in the range for the experienced educEdiggugh
35 years). In retrospect, | believe familiarity with such reseayalddave enabled me to
make some comparative analysis relative to dispositions and differerg efagacher
experience. | also look forward to reviewing this literature in futureare$.

Moving on to the informing categories, Berspective Avenugthe first one,
straightforward responsess a baseline in that it reflects the clear-cut responses across
the defined group parameters; it is also like the sailboat that skims de&@ssface in
Samantha’s ocean of learning analogy. Consequently, to get a deeper understanding of
how educational perspectives inform Research Questions #1 and #2, | had to dive deeper
into the three dispositional threads that emerged from the data. Those threads were

experientia) pedagogical andenvironmentaln nature. ee Appendix ©- Informing

Questions 1 & 2 via Educational Perspectives & Dispositionthis section]

The experiential avenueflects participant training for their categorical roles in

this study (curriculum specialists, experienced teachers, preseaitets), plus their

terminal degrees, years of teaching experience, grade levedis, taungl other specific
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attributes related to their experience (iGuyriculum DevelopmenTeachesS EP course

32 yr. El Ed Teacher, incl. Giftg¢dThe_pedagogical avenueflects participant

perspectives as related to: Banks’ four levels, constructivism, enablingadivers
viewpoints, exhibiting confidence in teaching Native American content, antiiatjac

importance to teaching authentic Native American content. The environmentakave

reflects the demographics of the districts where the experienced edundatos study
have taught, thus giving a glimpse of socio-environmental factorsdataparticipant
perspectives. Consequently, thesgpositionsemerged for each participant delineating
experientia) pedagogical andenvironmentafactors related to how the participants
informed the first two research questions.

Conceptually, these dispositions or perspective avenues emerge from individual
organic systems (each human participant) to inform the first two researdiogsies
Given the challenges inherent in the complexity of such systems, | have developed a
conceptual model to assist in visualizing how the interwoven dispositions might be
reflected in a complex organic system. | have labeled it the Tree of Gtaal:

Teacher Dispositions. [Sée@pendix P]

In the Tree of Growth Model, factors relatecetovironmental dispositiorere
represented by the underground root systeoofed Environmental Growthfactors
related taexperiential dispositionare represented by the trurtkxperiential Trunk
Growth), and factors related fwedagogical dispositionare represented by the branches
and leavesHedagogical Content Knowledge GroytRor the tree to grow and flourish,

proper nourishment must enter the tree through the root system and the leaves. The
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branches, the trunk, and the entire tree depend on this nourishment; lack of proper
nourishment can be detected through deterioration of the tree parts. To uproota tree c
kill it. Transplanting the tree into compatible soil also risks slowing thetgrand

possibly killing the tree; a healthy transition must be well planned, edgenisdrms of
protecting and nourishing the dominant taproot that was the part of the tree most deeply
anchored in its original home soil.

Discussing this model in more abstract conceptual terms may allow for deeper
comparison of the model to the healthy growth of a teacher relative to the three
dispositional avenues discussed. In abstract conceptual terms the treesb@carganic
system.

In this model the organic system draws nourishment through multiple sites that
are somewhat redundant within the system. These multiple nourishmentesites a
redundant in the sense that they overlap in function and in the effect of the nourishment
as reflected in the organic system'’s growth. In terms of this particular nioelst
multiple nourishment sites fall into two overlapping categories: (1) those dedrteche
original, as well as the curresipcial growth medium (environmenyhich is
foundational in both cases; and (2) those connected farthBonal growth medium
(proper conditions for the development of pedagogical content knowledge that is
functional) The growth of this organic system reflects a sedimentary quality, in that
layers of growth (experienee Experiential Trunk Growth) are laid down sequentially,
the newest layer laid on top of the older layers. The outward expression of oreesdii g

is clearly seen in the expanding size of the sedimentary layers (Exjzrieunk
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Growth), as well as in the expansion of functional growth medium (PedagogicanCont
Knowledge Growth). However, although the social growth medium (Rooted
Environmental Growth) also continues to expand, that expansion is not generally seen or
at least it does not usually draw focused attention. In addition, this organithggystem
is a product of its original social growth medium (Rooted Environmental Growthis i
moved from its original social growth medium, overall growth may be retarded,
sometimes severely. At the new location, this organic system will requira@atible
social growth medium (environment) as well as a compatible functional growdibime
(proper conditions for the development of pedagogical content knowledge that is
functional).

| recommend this model for further investigation of its conceptual usefulness
relative to research and theory in teacher dispositions, particularly indéthes
challenges represented by teacher dispositions in integrating authlenitccreinority
content into the curriculum. It will be discussed again inRine¢her Researclsection.

Specific Recommendations for the Experienced Educators in this Study

Now that | have discussed the third research questions in terms of educational
perspectives and dispositions | can suggest more specific recommendatibies for t
experienced educators in this study.

For the following experienced teachérgould recommend professional

development with the specific component focus as listed for each. For pedhgogica
content knowledge, Russ is almost totally dependent on his American Histdgatiext

The only other source he seems to utilize is the lesson plans he developed for a unit plan
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during his teacher education program in history education 13 years ago. khtse ar
same lesson plans he shares with student teachers as a resource. Rudtyappated
those lesson plans in 1993, while Peter Novick’'s bdblkt Noble Dream: The

“Objectivity Question” and the American Historical Professjovas originally published

in 1998. It is highly doubtful therefore, that Novick’s reflections on the “objectivity
guestion” were part of the mainstream academic knowledge as presented ;1 Russ’
history education program. As an apparent consequence, Russ seems to exhibit no
sensitivity to points of view in history, much less the idea that historical accouaits i
forms, but especially in textbooks, are constructed. However, there is an addexgehall
in making any recommendations for Russ: of the experienced educators in thisessdy h
the only one who did not indicate any further professional development training sfter hi
Bachelor’s degree. In addition, he does not yet exhibit much motivation for continuing
any professional development, even though the low salary at his school distrncitha
kept his colleagues, Tina and Linda, from pursuing further training. HopefullydRuss’
current frustration with keeping himself rigidly tied to the textbook as a coutfee

will become an incentive for change on his part. Assuming that happens, | would
recommend that Russ seek out some professional training with a major update on more
diverse historiography for the American History he teaches. Given Tinairzotals

positive references to their recent training in cooperative learning,pgsettina might also
help to nudge Russ towards professional training possibilities dealing withoggecklg
methods, which could include both a history as discipline approach and a social studies

approach. From any or all of these training avenues, | would hope that Russ would
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experience some form afentity dissonancéMueller, 2004) as a teacher of American
History. This could help to open Russ up to new approaches as an educator. However,
there are no guarantees that Russ will be open to such changes.

Belinda obtained her Bachelor’s in history at the same time that Russ ditane
in history education. However, Belinda went on to train for a teaching cadiaical then
completed an MS Ed. with an American History focus. Given the way she discussed
using primary source documents, Belinda clearly follows some type of history a
discipline approach, but she did not exhibit any perceived connections between that
approach and constructed history, point of view, or constructivist pedagogy.
Consequently, | would recommend professional training for her in those areag ea&rthe
be utilized in continued construction of her pedagogical content knowledge. As with
Russ, | would hope that Belinda will experience some foridenftity dissonance
(Mueller, 2004) as a teacher of American History. Though Belinda’s pensm&ation
to continue training is unknown, potential motivating factors that may influence her
include: the district history of 300 applicants per positions, good district Salané
required attendance at the annual teacher institute sponsored by the refmaf of
education.

Tina exhibited tendencies towards constructivism and a possible potential for
enabling students in terms of diverse viewpoint. She has also sought out professional
development training in cooperative learning, as well as showing an intefgaerican
Indian content that would fit her social studies curriculum. Her Bachelor'selegire

English. Consequently, for Tina | would recommend professional development to assist
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her in continued construction of her pedagogical content knowledge across these areas:
(1) constructivism, (2) including more diverse viewpoints, (3) lllinois and otitkarh

content that can be integrated with her social studies curriculum, and (4) caveparat
children’s literature like Samantha’s wolf stories.

For Linda, the special education teacher with an MAT degree, | would
recommend she update the 1991 resource material she uses for her Native American uni
In doing so, | would also suggest that she should make use of the student motivation that
is probably available via the personal/cultural knowledge of those students who announce
their seemingly dubious American Indian ancestry. One avenue for thsaappmould
be a genealogy unit. Professional development towards creating suchhouldt s
include how to help students to more formally construct personal/cultural knowledge, as
well as an emphasis on ethnic identity components that go beyond gemerican
Another avenue for this approach could be a unit on Native Americans of Southern
lllinois.

For Jenn, the high school Sociology and AP History teacher, | would recommend
she try the approach (from the recent conference she mentioned) on compéraite fi
highlight the concept of viewpoint. TM#e Shall Remaidocumentary series could be
particularly beneficial here. | would also recommend that Jenn present sokshops
at the annual teachers’ institutes.

For Samantha, the former sixth grade gifted teacher who now teachesalled g
| would recommend that she present some workshops at the annual teachergsnatitut

collaborative effort between Samantha and Jenn, spanning early elemernitdrstsdies
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through high school AP history could produce a valuable workshop for participating
social studies teachers, and curriculum specialists, in the region. Even thoughh@ama
indicated she is close to retirement, | plan to suggest to her and Jenn that thélyeshar
expertise with other educators.

Of the curriculum specialists in this studyope to meet with C.J. to discuss my

results, since he: (1) teaches social studies methods to preservice t¢agees;
consultant for, and helps to administer, Teaching American History Grahkk) (T
programs; (3) indicated that teachers in the TAH program want more NativécAmer
content and his agency has difficulty finding specialists for such content pafief
completing the interviews he indicated an interest in my approach.

As for the other curriculum speciali$twould recommend that Bill talk with

more of the innovative teachers he said would be needed before we could expect
changes— if any— to the Eurocentric American History curriculum in lllinois. However,

| wouldn’t expect Bill to show much, if any, interest in such a recommendation at this

time in his life. Though Bill is widely known and greatly respected indls and in

national social studies, | paint him with a jaded brush because he reminds mehof a hig
school administrator in larger high school who is in charge of student discipline

problems. After a long enough time in such a position, some of those administrators seem
to have difficulty in seeing any potential for positive change in students who come to

their office. In a similar way, Bill, who is semi-retired, has a firndtablished focus on

the many challenges related to social studies education. | did not sensalanterest in

Bill for bringing transformative academic knowledge to social studigscala in
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lllinois. In this sense, Bill is symbolic of the demographic imperative pnobldiscussed
in the second chapter: his white, middle class, Anglocentric values tend to keep him more
closed than open to more diverse points of view. This is one of the foundational
challenges to integrating curriculum that was reflected in this study.
Other Limitations Related to This Study

Preservice Teacher FocusToo Tight?

At the beginning of this chapter | stated that the weighted focus on the
experienced educators over preservice teachers was not, in and of itsetgtaohnm
this study. It is now time to discuss this in conjunction with an additioeelimitation.

The experienced teachers in Focus Groups 3 and 4 all responded to an open ended
guestion about how best to create source material on lllinois Indians for i@ ser
teachers during their teacher education programs (see questionTe&cimer Focus

Group Guide/Question®ppendix G). Some of them (Jenn, Russ, Tina) also made

references to working with their own student teachers and some of them (Ruas; Lind
Belinda; Tina) made references to their own teacher education experiemaét, with

one exception, these experienced teachers had difficulty relating to tlgeamdi®pus
environment of pre-service teachers in their teacher education programad Jadinost

all of their discussion was centered on the classroom environment of experienced
teachers, where these in-service teachers are most likely to come intd waihta

preservice teachers. Russ was the exception here. He spoke at length about such thing
as how his advisor pushed him to sign up for classes on Chinese history and the unit plan

he developed for his methods class. In conjunction with how clearly he saw thiese as
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low and high points of his preservice training Russ seemed better at redatieg t

training experiences of current preservice teachers. Nonetheless, the-cgémice

teachers struggled with doing so. As with the aforementioned weightednfeaus

limitation of all of the experienced educators (which also includes C.J. and Bill), | do not
see this struggle by five of the six in-service teachers, in and of itseijrg to the

level of a limitation. However, taken together, these iear limitations do clearly

function as a limitation in this study.

From another perspective, the limitation(s) above are really a reflectiba of t
tight focus in the first two research questiongogservice social studies teachers within
the framework of their teacher education prograin. matter which perspective might be
preferred, the study is limited by the underlying factors. However, thistion seems
to me to be mitigated somewhat by two factors: (1) clearly statedtiefieof the
preservice teachers (FG1 & 2) on their own pre-collegiate social stedidters, as well
as on cooperating teacher experience in current preservice training; &nd.&and
Bill's teaching experience in teacher education, albeit limited.

The net impact of the above-mentioned limitations illuminates the need for a
fourth voice in my sample. That role would best be filled by two or more full-time
teacher-educators of preservice social studies teachers.

The Contemporary Multicultural Education FoeusRestrictive?

Much of the current impetus behind the multicultural education movement seems
to stem from the demographic imperative, which is accentuated most cleaxgrisedi

urban areas. When viewed through such a lens, the limitation of this study’s rural focus,
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as discussed at this chapter’s beginning, is underscored. However, Jenks et al (2001)
clearly defined a less dominant lens focused on the need for multicultural education i
homogeneous areas (also supported by Banks J. A., & Banks, C. A. M., 2004, and
Gollnick & Chinn, 2004)Homogeneous areas also a de facto definition of rural areas
in lllinois. When viewed through the Jenks et al lens, the rural focus of this study
becomes a strength and the dominant urban focus of the contemporary multicultural
education movement becomes a limitation. Indeed, through a Jenks et al lens the 14%
rural population of Illinois can clearly be seen as a minority, both statigtarad
culturally.
Recommendations for Teacher Education Programs Relevant to Social Studies

Transformative Threads and Incremental Change

According to James A. Banks, teachers tend to grow through their multicultural
education experience, learning to utilize all four of his defined approach levelsepne s
at a time: “the move from the first to the higher [of the four] levels of nulitical
content integration is likely to be gradual and cumulative” (Banks, J.A., 2006, p. 141).
Such experience reflects incremental growth, or incremental chafigethfese teachers
learn to use all four approaches, they also continue to utilize each of the foyrtleyels
keeping all of them in their pedagogical toolbox (2006).

As suggested in chapter four, Samantha and Jenn each have an incrementally
transformative approach relative to the increments, or measured amounts, of
transformative academic knowledge they open up to their elementary andhogh sc

students. In addition, during the focus group they both reflected incremental growth
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through experienee- adding content and/or pedagogical approaches in increments, as
they experienced them and then applied them in the classroom. In addition, part of
Samantha’s incremental growth came through the experience of apgpéyiagts of the
inquiry approach she used with §rade gifted students to héf grade students. Jenn
also pinpointed two relative positions in the continuum of incremental teacher learning
when she spoke about meeting the new male coach/history teacher and gathetrger
material:

| was introduced to him and he looked around my room and he saw all this stuff

I've got, you know, and he goes "Oh" and | said "Look, | share. Anytime you need

something, come on down, we'll talk." And he goes "I have nothing, | have

nothing. (FG4 Transcript, lines 762-765)

Jenn was willing to share from the pedagogical toolbox she had accumulated
incrementally and presumably the incremental growth of the new teacher bemdfit.

In conjunction with the incremental thread represented by Samantha and Jenn as
described above, C.J .’s experiential knowledge suggests that many goodtadaal
teachers are constructivists. That may indeed be accurate. | did see tioisstruc
reflected in him, in Samantha, and in Jenn. However, it remained rather elugirasn t
of the rest of my participants. J. A. Banks firmly declares that it is negdssa
multicultural education. | will term this threadhurdle number one.

Various viewpoints or diverse perspectives are elementary concepts in Banks’

definition of the transformation approach. | also saw this reflected in Samamthaadd
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C.J. It remained elusive in terms of the rest of my participants. | will tieis thread—
hurdle number two.

Perhaps | was naive when | originally surmised that the element hiaraétstin
in reaching for a transformative approach would be changing the curriculusrdathi
suggests to me that hurdle number one (constructivist teachers) and numberduergtea
who enable diverse viewpoints) may keep more educators from a truly multicultural
approach.

However, perhaps Jenks et al. (2001) signaled the most basic challenge to
multicultural education. That challenge is the theoretical push for somethirgjlvae c

transformative approach. This data suggests that a transformative appraach

approach that changpesople— may at the very least be suspect to educators who don't

want to be changed. This was exemplified by Bill. This concept of transformation, at
least when paired with multiculturalism, seems to bring along an unwantddhguasy
mainstream Americans today. That unwanted guest is the connotation of radroge c
Those of us who are most passionate about the need for such a transfermatierms

of viewpoints, in terms of acceptance, in terms of the demographic imperative, $n term

of preparing all urbaandrural students to function in a diverse countrye may be

some of the very people, at least in the short run, who are underscoring the radical
connotation and flaming the fires that run beneath it in the culture wars. kstiggewve
should be sure to turn down the rhetoric about such issues when we enter the classroom
with our preservice social studies teachers. | am not recommending theaseeta seek

such educational transformation or cease to speak about it, but | am suggestimg that w
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construct incremental scaffolding that will support classroom discussion éetiosf
about such transformation with preservice teachers. We_must ppepaegvice teachers
to be challenged in terms of multicultural education themes andwhemust challenge
them. However, the incremental means we use to challenge them are alsonimporta

Recommendation: Synthesis of Ideakoewen et al, Banks et al, Mueller, and

Sinnreich, Meet Van Fossen and Watterson

At the end of chapter two | suggested some synthesis of the ideas proffered by
Loewen (2005), Mueller (2004), and Sinnreich (2006) as a pedagogical straliemgut
the lllinois Indians as a locally relevant focus on Native Americatisa state of lllinois.
The data suggests that such a strategy is worth pursuing. Immersion irathaglatso
led me to expand this synthesis to include additional research: (1) fraextheok
literature (Gover, 2008; Hawkins, 2005; Lavere, 2008; Sanchez, 2007; Wineburg, 2004);
(2) from themulticultural educatioriterature (J.A. Banks 1995, 1996b, 2004a, 2004b,
2006, 2008, 2009; C.A.M. Banks, 2005; Carpenter-LaGattuta, 2002; Cochran-Smith,
2003; Cochran-Smith et al, 2004; Dilworth, 1992; Dooley, 2004; Gay & Howard, 2000;
Jenks et al, 2001; Ladson-Billing, 1994; Lucey, 2008; Matthews & Dilworth, 2008;
Middleton, 2002; Mueller, 2004); and (3) from tthigital resources mediulliterature
focused orinternet usag€Van Fossen & Watterson, 2008).

From thetextbooHiterature, Loewen points out that the prepackaged convenience
of textbook materials wins out over lack of time and incentives for teachers to build a
more authentic knowledge base relative to ethnic minorities. The impact of a high

dependency on the social studies textbook is compounded by Lavere’s finding that the
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“pedagogical exercises [in those textbooks] consist of recall questionatatad 80

percent or more” (2008, p. 6). Wineburg (2004) emphasizes that a lack of content
background compels teachers into such textbook dependency. Hawkins (2005) stresses
that teachers develop lessons following two basic stereotyped portrayals m¢axme
Indians in their textbook$[1] dead and buried or [2] tourist” (p. 53). Sanchez (2007)
points out that there is now more coverage of Native Americans in secondary history
textbooks, but “brevity and lack of depth... contributed to a distortion of history that
drastically underplays or even omits Native struggles, sovereignty, and cootrsip.
314). The Smithsonian Institution funded Loewen’s original research on social studies
textbooks in the early 1990s (Loewen, 2005). In the fall of 2008, the director of the
National Museum of the American Indian, a Smithsonian museum, indicated a
continuation of such work, thus underscoring the museum’s view that there are still
substantial textbook problems (Gover, 2008).

In the current study, C.J. and Bill speak of social studies teachers’ general
dependency on their textbooks. Bill also declares that 95% of teachers only tegeh Nat
American content superficially because they don’'t have a background in such eoditent
they don’t consider Native American content important. The experienced teatitiers
the exception of Samantha and Jenn, clearly reflect Bill's premise. Howawer, t
preservice teachers indicate interest and some initial background on Nativieakme
content through collegiate coursework. I find myself in strong agreemdmOwit, who

emphasized in his interviews that ways must be developed to move social studies
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teachers beyond their textbooks. This synthesis recommendation is meant to be one such
avenue.

From themulticultural educatiorliterature, James A. Banks makes a compelling
case for the importance of constructivism, enabling diverse points of view, amaithe f
approach levels as incremental steps in a multicultural approach (J.A. Banks 1995,
1996b, 20044, 2004b, 2006, 2008, 2009). J.A. Banks and others also emphasize that
teacher education programs are essential training grounds for multicettucation
(J.A. Banks, 1995, 2008; C.A.M. Banks, 2005; Carpenter-LaGattuta, 2002; Cochran-
Smith, 2003; Cochran-Smith et al, 2004; Dilworth, 1992; Dooley, 2004; Gay & Howard,
2000; Jenks et al, 2001; Ladson-Billing, 1994; Lucey, 2008; Matthews & Diw2008;
Middleton, 2002; Mueller, 2004). The current study also underscores the points above.

Mueller's (2004) study highlights the impact of “identity dissonance” (p. 273)
experiences during teacher education programs as useful towards tratisiotearning
experiences for preservice teachers. However, she also cautions thassanhrtte
experiences can backfire, with some preservice teachers reactirdpbplreg their
efforts to maintain their Anglocentric beliefs (p. 274). Mueller identitiese
dispositional beliefs that can be limiting factors for preservice teacékative to
multicultural education: [1] “[Their] understandings of culture ... and [2] s=&bbut
equity and opportunity in society.... [3] [Their view of] the dynamic relationships
between individual and socio-cultural contexts” (2004, p. 266). Of the three, she
emphasizes that the “beliefs... related to equity and opportunity in societyhaere

organizing factors in their approaches to multicultural education” (p. 265).
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| see Mueller’'s work with dispositions, beliefs, and dissonance as related, through
my third question, to my finding that some of my experienced participants sqevaetis
to a multicultural approach and some do not. Some of Mueller’s gatekeeper concepts for
multicultural education did arise, but they were not the primary focus of mycehsear
Bill's explicit expression of beliefs about equity in US society came ingfigsence to
American Indians and African-Americans. C.J. also expressed beligfgaétaequity in
the US, as did Samantha and Jenn. Some discussion by preservice teachers Rico and
Carla (FG2-Secondary), about their reading of Loeweigs My Teacher Told Me
(2005), alluded to their equity and opportunity beliefs, but did not become explicit. Tina,
did encounter dissonance during the children’s literature class when a patrtstipa
supposed was Native American showed offense at the U$edhdian in the Cupboard
(Banks & Cole, 1980). Since Tina then changed her professional behavior by ¢easing
utilize that book— even though she didn’t seem to understand why it was offensive
would suggest Mueller’s terminology could be applied to label Tina’'s experarte
resultant change in professional behaviopradessional identity dissonancEina’s
experience suggests that Mueller's approach is also worthy of invesjigalative to in-
service teachers in professional development.

Sinnreich (2006) enables her collegiate students to compare historically unfa
treatment of Jews to their own prejudice of a particular minority (i.e., the RoEwaope
and African-Americans in the US). Her practice strongly resonates widlléf's (2004)
identity dissonanceesearch, which originally led me to recommend synthesizing

Mueller’'s research with Sinnreich’s (2006) practice on two continents.
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Following Sinnreich’s example, | recommend focusing on the lllinois Indiadhs a
their interactions with the British and then the United States to assist\pcesteachers
in lllinois to compare the historic treatment the lllinois Indians haveuwedéo current
treatments and reactions to other minorities. Three elements from thet ctudy
suggest such a pedagogical content approach is worthy of investigatithre (1)
unanimous participant recommendation for a pedagogical content knowledge form; (2)
the reaction of Samantha’s African-American elementary students tethef
American Indians still living on reservations; and (3) the reaction of Jenn’sdhgbls
students to learning that all American Indians were not granted citizenship92#i
The reactions of these elementary and secondary students echo Mueller’s (2004)
emphasis on “equity and opportunity in society” (p. 266) as it relaidsmntity
dissonance.

Furthermore, the associated idea (also suggested earlier) of focusing on the
lllinois Indians to present preservice teachers with a pathway of regimhéd@al history
to which their future students can more readily relate is also supported bydlyis s
data: (1) Tina wants more specific, local Native American connectiomefdessons;

(2) Bill believes that teachers would probably embrace American Indiariaidhat has

a local connection and fits with the social studies curriculum; (3) Samantha atints
that one of the classes in theft rade project focuses on the Northeast Cultural Region
for Native Americans— the lllinois Indians are part of that cultural region; (4) C.J.
points out that teachers want more Native American content, including regional and

localized connections; (5) after Linda mentions that her special educationtstatien
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claim American Indian heritage, she follows up with “so, they’re intedeist that. [Russ
agrees.] And if you can find something they can relate to then... it makes a big
difference” (Interview Transcript, lines 624-629); and (6) the preservichkaefleG1l &
2) are all receptive to including the lllinois Indians, as an ethnic minoritiigin t
construction of knowledge as social studies educators.

From themediumditerature, in a replication study of their 1999 investigation Van
Fossen and Watterson (2008) utilize a random sample that is almost one-tentif of all
the 8"-12" grade social studies teachers in Indiana Midwest state that borders
lllinois, with teachers that are regionally similar to lllinois teers. In the 2008 study,

Van Fossen and Watterson emphasize the slow, generational pace of change @ term
Internet usage. In addition, their study sample includes not only History teachetisobut
teachers of World Geography, Economics or Government, and Psychology or Sociology,
thus reflecting a social studies approach. Van Fossen and Watterson alsoanclude
specific focus on training issues and related aspects in their studyaRdiethe current
study, the social studies teachers that Van Fossen and Watterson stueded latk of
training— especially lack of specific training on using the Internet in the sociakstudi
classroom” (2008, p. 141) as the largest roadblock to using digital resources more
effectively. The current study resonates with the Van Fossen and Wat{206@&)
investigation through: (1) the representatives of the current presencbertegneration
[FG1 & 2] that recommend digital resources, (2) along with the other educator-
participants that recommend digital resources in affirmation of contempoesgrpice

teachers’ acumen and comfort with such mediums (C.J., Bill, Russ, Tina, and Linda).
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Given the aforementioned references, for social studies components of teacher
education programs in lllinois | recommend development of: (1) an Internet siataba
focused on the lllinois Indians; (2) an Internet Webquest that will utilizel#iebase in
conjunction with material already available on the Internet (i.e., on Chredwitk
controversy, th&iasa Starved Rock) to help preservice teachers develop pedagogical
content knowledge and experience correlated with the concerns, practiceaganys fi
have highlighted above from the literature on textbooks [Loewen et al], multadultur
education [J.A. Banks et al; Mueller; Sinnreich], and Internet usage [Van Fossen &
Watterson]. | recommend this specific approach to encourage preservitstsoies
teachers to construct a pedagogical content knowledge base on the lllinois Imafians t
can assist them in: (1) confidently moving beyond misinformation and stereofypes
Native Americans that are represented through textbooks, personal/culturadgewl
and popular knowledge in lllinois; (2) developing critical thinking strategiesdewith
their future students relevant to this database; (3) understanding the condepts a
importance 6f— (a) constructed history and knowledge construction in social studies
classrooms, (b) enabling diverse viewpoints, (c) J.A. Bank’s four approaches as
incremental steps and as classroom tools for multicultural education, (entept of
culture, (e) diverse views of equity and opportunity in society; and (4) developing
experience in how to create an inquiry-based Webquest.

One approach for utilizing the lllinois Indian Webquest would be to divide a class
of preservice teachers into groups. The task for each group would include becoming

familiar enough with the available Internet material to create dead¢-appropriate



270

Webquest task ideas that could be used with their own future students. Each preservice
teacher group would choose a different theme. Some potential themes that could be
employed with lllinois State Standards and Benchmarks [see Appendig Wwglbas

with an expanded horizons approach in social studies classrooms include:

e Traditional lllinois Indian lifestyles 118" century (subsets: roles of family
members; use of natural resources in housing, artistic expression, modes of
transportation, foods; neighboring tribedriends and enemies; trade; basic
spiritual beliefs)

e lllinois Indian lifestyle changes over time {121 century)

e Harangues & Speech delivered by, and to, the lllinois Indians

e Place names related to the lllinois Indians

e Map Exploration and the lllinois Indians

¢ lllinois Indians and the French and Indian War

¢ lllinois Indians and the Revolutionary War

e lllinois Indians and the creation of the US

¢ lllinois Indians and the Westward Expansion of the US

e The five treaties between lllinois Indians and the US (1803 with Harrison; the
removal treaty of 1818 with Ninian Edwards and August Chouteau; 1832 with
William Clark; 1854; and 1867)

e Primary Sources and the lllinois Indians

e Popular knowledge of the lllinois Indians vs. historiography on the lllinois

Indians
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e The Peoria Indian Tribe of Oklahoma

To utilize the lllinois Indian Webquest exercise in conjunction with Sinnreich’s
approach of comparing historically unfair treatment of one non-threatenimagityito
their own prejudice of a particular minority, the preservice teachers, onceahey
collectively constructed knowledge of interactions between the lllinoiarisdaind others
groups over time, would be guided to focus on the inequity reflected in the lllinois
Indian/US relationship relative to the five treaties and assimilationt éieussion and
further reflection, the preservice teachers would be guided to compare that unfa
treatment to unfair treatment of another minority in the United States.

Caution— Are We Teacher-Proofing Our Curriculum?

Trofanenko cautions that social studies educators should be wary of museums
disseminating prepackaged content via their websites (2006d, p. 241). Trofanenko’s
concern resonates with Loewen’s warning about the prepackaged convenience of
textbook materials. These two admonitions represent a challenge for educatasekow
| suggest that such prepackaged convenience is a realistic adaptatiatityoims and
businesses to@nvenience society the United States. Thabnvenience society
contemporary aspect of our national character is likely to remain with ttsefor
foreseeable future. Consequently, these realities underscore the fundareedtar US
citizens, including preservice and in-service teachers, to develop cnitadgbsis skills to
truly see beneath the increasing prepackaged convenience. Trofanenko and Loewen,
multicultural educators like J.A. Banks and Cochran-Smith héstdrical thinking

advocates like Wineburg and Seixas, all emphasize critical analysisrasial skill
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needed in our modern society. In addition, given the vast amount of educational material
now available on the Internet, it is clear that the convenience and pervasiveoeldase
sources also underscores the need for critical analysis skills. In regarcht skills

however, my data clearly reflects the practical challenges that tinstraints place on

social studies teachersespecially given the way that No Child Left Behind and the
emphasis on standardized testing of core subjects other than social studiesdped cha

the dynamics surrounding school curriculum. The prepackaged convenience offered b
museum websites and textbook materials also reflectsetdlisy for educators.

Ideally, each educator would always complete a stringent critical @afysach
textbook, Website, discovery kit, or other newly obtained source, including sources
obtained from another educator. However, in the real day-to-day world that cannot
always happen. Pedagogical emphasis on critical analysis, through temdingodeling
in teacher education programs, is an antidote, but the slow, generational pace of change
highlighted by Van Fossen and Watterson also applies here. Consequently, insgggesti
online or other source materials for preservice teachers, or for in-se&aaets in
professional development venues, | also recommend instructing them in praeigml us
of critiquing materials such as the checklist and guideline by J.A. Banks (2008; 2009)

which were adapted for use in this study. [Beeendix G— Criteria for Critiquing

Artifacts]
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Recommendations for Collegiate History Departments and Academic HistoriansdRelat
to Perceived Disconnects
In the first chapter, | indicated that the 1916 US Bureau of Education report,
which first emphasized the tersocial studiesalso signaled a retreat of professional
historians from secondary and elementary curriculum matters. Then in 1921, the
American Historical Association helped to fund the establishment of the National
Council of Social Studies (NCSS) and since that birthing there has been a tension
between the social studies approach and the history approach. In conjunction with this
tension and in the midst of the continumgture warsin the US, there now seems to be
a disconnect between academic historians and political decision makeratredeva
education and ultimately that disconnect extends to US society in genesaliéviis
supported by historian Robert Weible, who suggests:
That the gap between professional historians and the public has grown during the
past twenty-five years and... both the public and the profession have suffered as a
result.... Historians in academic... settings need to overcome institutionatdarrie
that prevent them from providing better service to the public. (2006, Abstract)
The disconnect between historians and political decision makers of education
policy is demonstrated by Florida House Bill 7087, which was signed into law in 2006.
Cassanello (2006) quotes directly from the law: “American history shalelneedi as
factual, not as constructed” (f 2). Cassanello goes on to admonish that the wotlkng i

new law “leaves the ... [public] with the impression that history is ‘just’'fants... is
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unchanging and not interpretive in nature. This, of course, is what the lawmakers
envision as history” (2006, 1 7).

Citing the same Florida law, Immerwahr (2008) states:

Predictably, professional historians across the country cringed at sgcladgn

Even the most epistemologically conservative members of our profession... have a

hard time agreeing that history consists solely of facts.... One cannot seagiy

facts about the past without indicating their significance and relation to each
other, without giving a sense of what they are about.... All of this is known to
practicing historians.... but the fact/narrative distinction can be said... to be part of
the practical knowledgthat every historian will pick up on the jeben if she has

not been formally instructed in.it But... we could, | contend, do a better job of

passing it onto our students. (f 1-7; italics added).

| strongly agree with Immerwahr’s contention, but | assert thapthistical
knowledgeabout narrative (point of viewghould be emphasized as foundational for all
undergraduate and graduate students, but especially for any student thafonmdgt
teaching— whether that future teacher follow$iatory approach or aocial studies
approach.

In a social studies research article advocatindni$terical thinkingapproach,
Waring (2007) concludes by referencing the same Florida law. Accomating, the
disposition behind this law

Causes great consternation for all involved in social studies education. This

mindset is most difficult for preservice teachers... [since] it isrezd that
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preservice teachers are provided the skills and knowledge necessary to enable

them to conduct online historical inquiry projects with their own future student

population. By having an opportunity to evaluate multiple sources of a single
historical event, preservice teachers begin to understand that much of what is told
and written about historical events is subject to the interpretation of its author and

that varying accounts do exist. (p. 54)

The data from the current study also accentuates the importance of inquiry, point
of view, and knowledge construction to a multicultural approach within social studies and
within teacher training frorhistorians. Five of the eight history-trained educators in this
study were notonstructivist and did naxhibit a capacity for enabling diverse
viewpoints: Bill, Belinda, Russ, Carla, and Michael. In terms of viewpoints, even C.J.
indicated that it was only since leaving his own secondary classroom that he thought
about viewing history of the American West from different perspectives.

In addition, | contend that for future teachers to truly embrace a bona fide
integration of authentic ethnic content into American History, they need to exqeerie
such integration in their own American History survey courses at the collenjiate
This is particularly important since these college students ostensibly caeleraic
historians as the most credible source for such history content. This isectfle&ill’'s
assertion that

Everybody thinks you should have the US Survey course. Now it's probably

taught wrong in regards to how it's ... this date, that date and this people, but

that's the way it's been for years and until we get some new innovaterga..
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| don't think there would be that much change, | don't believe myself that most

people ... consider it [ethnic content] that important to put in. To take extra time

away from the Eurocentric approach to US history. (Interview Transcript, lines

117-123)

If integrating authentic ethnic content is not modeled by these most credible
experts, then | assert that these college students will move on with alsiimighat
integrating such content is not important, since the experts do not follow that apjfroach.
the status quo remains for collegiate US history courses, then Bill's ptiosp@aew
innovative teachers” may awaken with anxious frustration to the whispered echioes of
Spirit of the Land reminding them that the story of their national history isupoh
sinkholes. Consequently, | suggest that it would be beneficial: (1) to suppress the
longstanding history/social studies rift, (2) rekindle the spirit of thly eal" century
New Historians, and (3) engage the descendents of the history and social studie
progenitors of the NCSS in a second historic collaboratiom positively and enduringly
impact public curriculum, and ultimately, to impact how responsible citizenship is
portrayed and enacted in the United States.

Recommendations: Reconnect via Dialogue and Transformative Action

Given the aforementioned references, | have some recommendations for
collegiate history departments. These recommendations grow out of thev@ercei
disconnects between academic historians and: (1) political decision makeddlg@pte
students who are, or might be, going into elementary/secondary education; (3) social

studies teacher-educators; (4) the general US society view and expsabatistory.
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These recommendations also move beyond the narrow ethnic content focus of my study
to embrace a much more complete integration of multicultural content.

| contend that the long-standing tension between social studies and history is
augmented by often unspoken and unnoticed tensions connected to academic turf
between departments on campus. Such tensions can be reflected in students and faculty.
When history students want to be certified to teach at the secondary level theyonkust w
through an education department (usually curriculum and instruction) that has different
philosophies and approaches than the history department. Likewise, preservieesteac
in secondary social studies who want a history endorsement must cross inemdiffer
academic turf on campus. Consequently, one set of scenarios that can play out is: (1)
preservice social studies teachers who get very anxious about a Senior 8&mina
History, because they are not disposed to the historical thinking required foucbngtr
a major history research paper in their final year; (2) history senlwrsidw not look
forward to the Social Studies Methods class, because they are not disposed to fully
embrace pedagogical methods other than lecture, seminar, and perhaps disamssing fil
At the faculty level, unspoken tensions can be reflected in a lack of continuous
engagement or cross purposes between the two departments.

Consequently, | recommend maximizing dialogue and other engagement between
the more content-oriented historians and the more process-oriented teach@mreduca
suggest that the ideal goal of this interdepartmental engagement would be two

departments that feel equitably confident in their intertwined supportive oolas f
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successful social studies education program (in lllinois), as well as fstuthents in that
program.

Furthermore, following Seixas (1999), | suggest that a historical thinking
approach may presently be the best bridge between the history and social studie
approaches for departments, future teachers and their future secondary students.
However, part of the dialogue at the faculty level needs to be about three tightly
interdependent purposes for a historical thinking approach relative to futuneredgd)
learning enough deep histori@ntentto be able to fully engage in the historical
thinking process, both for college classes and for later adjusting that pimsessndary
curriculum; (2) learning to effectively utilize the inqupyocessof historical thinking as
a pedagogical strategy for use in future secondary classes; (3) detarn@focus the
knowledge construction and point of view aspects of historical thinking to also utilize the
process as an effective tool for multicultural education relative to d staoikes
curriculum.

Ideally, this historical thinking component would be equally supported in both
departments. Consequently, | recommend both the history department and the curriculum
and education department each employ their own pedagogist trained in utilizongpdiis
thinking as a teaching strategy. To fully maximize these two faculty menand the
historical thinking approach in conjunction with a multicultural education approach for
preservice teachers, these two pedagogists would co-chair an interdepartme
committee composed of: themselves, a multicultural teacher-educatogresnédry

social studies teacher-educator, an American history specialist, ang bwmttent
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specialists in each of the follow American minoritie®Native American, African
American, Latino American, and Asian American.

Though the challenges would be substantial in creating such an interdepartment
committee, | believe the long term benefits would also be substantial. Recaations
and monitoring by this committee would inform both faculties about the status of the
combined historical thinking and multicultural education approach. The history
department that would most truly reflect multiculturalism would also refitectimized
integration of minority viewpoints and content in all American history coursework. A
committee such as this, in conjunction with the two faculties, could make very well
informed recommendations to the State Board of Education and political decaiersm
about social studies curriculum. Such a committee could also thoroughly review social
studies textbooks, as well as other mediums used in social studies classrooms. Such a
committee would also lend itself to collaborative research. The work of a t@@msuch
as this could also have a positive interactive impact on graduate students in dach of t
respective departments. | am not aware of any committee such as lieisatrent time.
Consequently, a uniqgue committee like this, assuming it works well, could draw positive
national attention for the two departments in their respective colleges|lass for the
university itself. One final consequence of the potentially transformattve an
transcendent healing of this nine-decade old rift between historians andsaatiies
educators could be a more positive and realistic US societal view and expectation of
history and social studies which could lead to a stronger, more positively engaged

citizenry.
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Further Research

Following the findings and recommendations already set forth in the current
study, | have a number of recommendations for further research. The first two
recommendations are specifically intertwined, one following the other.
lllinois Indian Webquest

Based on patrticipant recommendations to construct Illinois Indian content in the
form of pedagogical content knowledge to be utilized with the Internet as the médium,
recommend the following three steps: (1) construction of an lllinois Indiabakse as
proposed irFurther Practice Based on Finding&) construction of an lllinois Indian
Webquest online utilizing the lllinois Indian database in conjunction with relaabelial
currently available online that represents diverse viewpoints relative bribes
Indians; and (3) a qualitative investigation within the naturalistic context bf bot
elementary and secondary social studies methods classes to asBassishiadian
Webquest in practice. This research is a prerequisite to the next recomorendati
Synthesis of Ideas: Loewen et al, Banks et al, Mueller, and Sinnreich Meet Van Fossen
and Watterson

Assuming the assessed usefulness of the lllinois Indian Webquest with meservi
social studies teachers at the elementary and secondary level, hmexsdrithe Webquest
then be utilized in developing the pedagogical approach recommeniéedher
Practice Based on Findingkat is based on a synthesis of ideas proffered by Loewen et
al, Banks et al, Mueller, and Sinnreich. [Van Fossen and Watterson'’s focus/alre

reflected in using a Webquest.] Upon reaching the stage of the exercisapuametize
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students compare unfair treatment of the lllinois Indians to the students’ owrigdotent
prejudice against another minority in the US, Mueller’'s (20@dntity dissonancshould
come into play for the students. Discussion and reflection should be the next pedagogical
steps. After sufficient experience with this approach to deem it a workadia s |
recommend a qualitative investigation within these elementary and secsndeaty
studies methods classes to assessymthesis of ideas exercigepractice. Assuming
the assessed usefulness of this exercise, a longitudinal study would thendollow t
investigate the connections between: (1) preparation of preservice teiachilizing the
lllinois Indian Webquest Approach and future implementation; (2) the longer termtimpa
of theidentity dissonancaspect of the exercise on the multicultural approaches utilized
by these educators in their first in-service classroom.
lllinois Museums and Trofanenko’s Caution

This next research suggestion reflects: (1) Focus Group 4’s recommendation for
using discovery kits in social studies classrooms; (2) the musedwmliterature,
especially Trofanenko’s caution about prepackaged museum outreach programs (2006d);

and (3) the critique of the museum artifactWebsite Descriptions: Educational

Resources- Discovery Boxes. Schingoethe Center for Native American Cujtanes

(4) three lllinois Indian discover kits already developed for museums in thfeesdif
areas of lllinois (Chicago suburb, Central lllinois, and Southern lllinois).
Given these four items, | recommend a qualitative investigation involving the

perspectives of people involved in using the three lllinois Indian discoveryXits: (
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teachers who utilize the kits; (2) students who utilize the kits; (3) museum peratranel
have an overview of teacher use of the kits.

| also recommend a mixed method study utilizing survey and interviews/focus
groups to investigate: (1) which museums, accessible to what parts of |liaves
discovery kits available; (2) what do teachers who utilize those kits think about(@)e
what do students who have utilized those kits think about them.

This study would try to ascertain: (1) the availability and use of discoverynkit
lllinois; (2) the reaction to the kits by teachers and students; (3) theoresxthe kits in
light of Trofanenko’s caution. It is possible that these aspects might need to be
disseminated into two studigd) the survey ascertaining the availability and location of
kits and (2) the reactions to kits in light of Trofanenko’s caution.

Approaches: History as a Discipline and Multicultural Social Studies

A set of items that were present in the literature and reflected in mydega
history as a discipline (historical thinkinghd multicultural social studies. If my
recommendations concerning a committee of pedagogists, academic historthas
multiculturalist should come to pass in some university, | believe a number of
investigations could be precipitated. The first study | recommend would be &@ipeli
investigation of the collaborative cross-department, cross-discipline ¢taarsiructure
as enacted. If the challenges to establishing such a committee proveatod gre
recommend a qualitative investigation comparing the two approaulsesrical thinking
and multicultural education] in social studies classrooms. My professionalituisos

piqued by the potential of utilizing thestorical thinkingapproach both for its original
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purpose ofloing historyas a critical thinking exercise, as well as utilizing it to further a
multicultural education approach.
Educator Dispositions-Tree of Growth Model

Dispositions emerged with a high profile in this study. My interest in teache
dispositions grew as | reviewed the literature. My interest grama | did analysis

and it grew larger still as | developed theee of Growth Model: Educator Dispositions

and solidified my recommendations. Consequently, | recommend a qualitative
investigation to delve into the conceptual usefulness of tbe of Growth Modelelative
to research and theory in teacher dispositions, particularly in terms of tlengeal
represented by teacher dispositions in integrating authentic ethnic mewnrignt into
the curriculum.
An Impressionist Tale— Reprise

"To truly teach them of weaving, you must teach them the texture and hue of all
the threads that are woven into the fabric of the stosgjd the Spirit of the Land called
lllinois.

"You didn't tell me that weaving could be this complsaid the teacher of social
studies in his dream-wake state.

"That is the nature of weaving... and if you want to be a teacher of weavers you
must experience the complexity of such thirsgsd the Spirit of the Land called lllinois.

And the apprentice-to-be grappled for a brief moment with that thought from his
Master Teacher.

"Teach me of weavingsaid the apprentice teacher-of-weavers.
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"To truly teach them of weaving, you must teach them the texture and hue of all
the threads that are woven into the fabric of the stosgjd the Spirit of the Land called
lllinois.

"l have begun to learn that the texture and hue of a single thread can be very
complex,"said the apprentice teacher-of-weavers.

"Now we can begin your lessonsgdid the Spirit of the Land called lllinoi$pr
you have learned where a story begins."

And the dawn rose over the spring horizon spilling light on a tapestry of ideas and
patterns ... as the Spirit of the Land called lllinois and the apprentice teasheawérs

walked into the sunrise, seeking weavers-to-be.
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Appendix A

Selected Content or Concepts concerning lllinois Indians That Can Be Utilized in

Conjunction with the lllinois Learning Goals, Standards, and Grade Level Benchmark in

an Integrated and Transformative Curriculum

STATE GOAL 16: Understand events, trends, individugs and movements shaping the history of lllinois e

United States and other nations.

STATE STANDARD

A.

Apply the skills of historical analysis and interpretation.

Grade Level Benchmarks

Relevant Content or Concepts available to teache®ncerning the lllinois

Indians

EARLY ELEMENTARY

16.A .1b Ask historical
guestions and seek out
answers from historical
sources (e.g., myths,
biographies, stories, old
photographs, artwork, other

visual or electronic sources)|.

« Traditional lllinois Indians stories such &a-kya-i-a Crayfish, ands-se-panthe
Raccoon" and "HovA-sa-kwa Muskrat, Taught Humans to Make Lodges” (Whitg,
n.d.). Over 40 stories will become available thimmer from the Myaamia Project, i
a bilingual format utilizing the reconstructed MiaReoria language. (D. Baldwin,
personal communication, Jan. 20, 2009)

« lllinois Indian hide paintings. (Horse Captureaét 1993)

» References from primary source documents comgtthie lllinois Indians (lllinois

State Museum, 2000c)

n

L ATE ELEMENTARY

16.A .2b Compare
different stories about a
historical figure or event and
analyze differences in the
portrayal perspectives they

present.

Comparison of the legend of the Starved Rock massad 769 to the historical facts

(Walczynski, 2007; Hechenberger, 1999)

M IDDLE /JUNIOR HIGH
ScHooL 16.A.3b Make

inferences about historical

Maps Many French maps dealing with the lllinois Coyntncluding Joliet &
Marquette 1673 Expedition. (Tucker & Temple, 194Z8; Woods, 2001;

Hechenberger 2006b; Illinois State Museum, 2000d)
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events and eras using
historical maps and other

historical sources

DocumentaryMovie The Early History of the lllinois Indians (Hechmarger, 2006a)
Poster a chronology of lllinois Indian history from tH$00s-1990s. (Hechenberger,

2003)

M IDDLE /JUNIOR HIGH
ScHooL 16.A .3c
Identify the differences

between historical fact and

interpretation.

Comparison of the legend of the Starved Rock massad 769 to the historical facts

(Walczynski, 2007; Hechenberger, 1999)

STATE STANDARD

B. Understand the development of sigjficant political events.

LATE ELEMENTARY
16.B.2b(US) Identify
major causes of the
American Revolution and
describe the consequences
the revolution through the
early national period,
including the roles of
George Washington,

Thomas Jefferson and

Benjamin Franklin.

Consequence®uring the Revolutionary War, after taking Frerndskaskia, George
Rogers Clark, with the help of the lllinois Indiamsder Chief Jean Baptiste Ducoign
took Vincennes thereby securing lllinois countrypast of Virginia, and eventually thg
United States. Chief Ducoign met with Virginia Gaver Thomas Jefferson in
ofharlottesville during the war. Ducoigne broughhipainted lllinois Indian hides
which seems to have started his famous Indianatale at Monticello. Ducoigne
brought his son and daughter long for the visit stndck up a friendship with
Jefferson, adding Jefferson's name to his sonnenkouis Jefferson Ducoigne.
Implications Because of his standing with the Americans chigfoign was chosen b
regional tribes to be their spokesman to Presi@euatrge Washington concerning a
treaty during the 1790s that, in the end, was atified by the Senate. The trip was
dangerous for Ducoign who is viewed by many othibes of the time as an
accommodationist. Since the lllinois country haddmee part of the US, President
Thomas Jefferson sent territorial Governor Willieienry Harrison to negotiate
treaties with the Kaskaskia Indians and othersve gp their homelands and move
them west of Mississippi River after the Louisignachase. In 1818, Ninian Edward

& Auguste Chouteau let the treaty sessions wittPtberia Indians and Kaskaskia an

D

D

D

)|
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remaining lllinois tribes which finalized the entitbe lllinois Indian claims on their
former homeland and began the removal proces818, Pierre Menard led some of

the lllinois Indians to a new location near therent-day Branson, Missouri.

STATE STANDARD

C. Understand the development of emomic systems.

EARLY ELEMENTARY
16.C.1a (US) Describe
how Native American peopl¢
in lllinois engaged in
economic activities with
other tribes and traders in th
region prior to the Black

Hawk War.

In the late 1600s lllinois Indians positioned thetass as middlemen traders betwee

the French and other tribes to the south and wesh as the Missouri, the Osage, and

2 the Quapaw or Arkansas.

MIDDLE /JUNIOR HIGH
ScHooL 16.C.3A (US)
Describe economic
motivations that attracted

Europeans and others to the

Americas, 1500-1750.

Furs were the dominant attraction for the Frendip same inland on the lakes and
rivers, while also hoping to find a waterway acrthes continent to shorten the trade

route to the Orient. This was the same goal thau@lous had had

STATE STANDARD

D. Understand lllinois, United States and world social history.

LATE ELEMENTARY

16.D.2b (US) Describe the
ways in which participation
in the westward movement
affected families and

communities.

Illinois Indians gave up their homeland, the lliim&ountry, and were moved
westward through 5 treaties, which included theotiatprs that follow. 1803 Treaty
Kaskaskia Indian Chief Jean Baptiste Ducoigne &shis, Louis Jefferson Ducoigne;
and William Henry Harrison. 1818 Trea®eoria IndiarMawressawKnife;

Kaskaskia Indians Louis Jefferson Ducoigne EedmawassayLittle Chief, whose

portrait was painted by George Catlin in 1830);ialinEdwards & Auguste Chouteay.

1832 TreatyKaskaskia IndiatKe-mon-sahLittle Chief (same as above); William

n
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Clark (at his St. Louis Country residence of Castitl); withesses Pierre Menard &
Meriwether Lewis Clark, an Infantry Lieutenant. #8breaty Peoria Indian David
Lykins, for which Lykins County, KS was named (latenamed Miami County);
George Manypenny; Peoria Indian Baptiste Peori@ wbuld donate the land for the
town of Paola, KS, which was named after him, huhe Miami dialect of the Miami-|
Illinois language. 1867 TreatPeoria Indian Baptiste Peoria; Frank Valle & John

Roubideau. .(Valley and Lembcke, 1991; Hechenbegf#6a)

LATE ELEMENTARY

16.D.2c (US) Describe the
influence of key individuals
and groups... in the
historical eras of Illinois and

the United States.

lllinois Indian involvement with Chief Pontiac

« In the summer of 1763 lllinois Indians joined thgawa, Chippewa, Kickapoo,
Miami, Potawatomi, Delaware, Seneca, Shawnee, ayghdbt in Pontiac’s revolt
against the British. The united Indian groups tedkrts, but could not take the
remaining forts, including Ft. Detroit. “With relaes among the lllinois .... in Octobe
[1764], Chief Pontiac set up a camp near the lifinillages by Fort de Chartres and
demanded support from the French to continue i &igainst the British. The
commandant declined. Chief Pontiac had his wiveatera 6 foot long wampum belt
and sent it with a delegation led by a Shawneechif named Charlot Kaskeé to the
French governor in New Orleans. The Governor refisesupport the Indian effort.
...In June 1766, an lllinois delegation to William @shn's peace conference stoppe
at the Detroit villages where Peoria ChiddkatachingaBlack Dog) disagreed with
Pontiac and the Ottawa position on peace with tfitsB.... During an argument

Pontiac stabbellakatachinga The Peoria chief, and the whole lllinois deléyat

returned to their villages instead of going ondbrison's conference. Back at Cahoki

ChiefMakatachingacalled a council to discuss Pontiac's insultinipas. The
consensus called for Pontiac to be killed accortbntpeir customs in these matters.
Makatachingachose his nephewini, to carry out the sentence of the council, whe
the time presented itself. ... In April, 1769.Pontiac argued with .Pini in the
trading store of Baynton, Wharton and Morgan. WRentiac left Pini followed and
killed him.... Word of the murder spread quickly. The Ottawa,ppbiva, Sauk,

Mesquakie (Fox), Kickapoo, Potawatomi, Mascoutem \Afinnebago repeatedly
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attacked the lllinois...From ... [this] sprang a false tradition that thiadis tribes
were exterminated in a final battle at “StarvediRo(State Park)...(Hechenberger,
2006b, 1999)"

« After the capture of the French town of Kaskaski July 1778, Kaskaskia Indian
Chief Jean Baptiste Ducoigne led the lllinois Imdian supporting George Rogers
Clark through scouting and hunting thereby helghegVirginians to take Vincennes
and insure that the lllinois Country would be prVirginia, and the future United

States. (Hechenberger, 2006a)

MIDDLE /JUNIOR HIGH
ScHooL 16.D.3a (US)
Describe characteristics of
different kinds of
communities in various

sections of America during

the colonial/frontier periods

and the 19th-century.

French documents, the five treaties involving tliedis Indians, along with other
historical documents, and publications give glingosglife in lllinois Indian

communities during this time. (Valley and Lembck@91; Thwaites, 1902-1911)

STATE GOAL 17: Understand world geography and the #ects of geography on society, with an emphasis on

the United States.

STATE STANDARD

A. Locate, describe and explain plaes, regions and features on the Earth.

Grade Level Benchmarks Relevant Content or Concepts available to
teachers concerning the lllinois Indians
LATE ELEMENTARY 17.A.2¢  Compare the physical Maps and images available on natural vegetation 3
characteristics of places including soils, landrfey subsistence patterns in lllinois prior to European
vegetation, wildlife, climate, natural hazards. rival.(Tanner, 1987; Hechenberger, 2006a, b)
LATE ELEMENTARY 17.A.2k  Use maps and other Maps available on the lllinois Indians and the
geographic representations and instruments to gathe environment in lllinois.(Hechenberger, 2006b ;
information about people, places and environments. Tanner, 1987)

STATE STANDARD

C. Understand relationships betweergeographic factors and society.

nd
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EARLY ELEMENTARY 17.C.1¢ Identify ways people depen

on and interact with a physical environment.

d Many materials are available to help define llimoi
Indian relationship with the environment.

(Hechenberger, 20064, b)

LATE ELEMENTARY 17.C.2L Describe the relationships
among location of resources, population distribuod

economic activities.

Many materials are available to help define these
relationships during the time of the lllinois India

(Hechenberger, 20064, b)

MIDDLE /JUNIOR HIGH ScHooL 17.C.3a Explain how

human activity is affected by geographic factors.

Many materials are available to help explain how
Illinois Indian activity was affected by geographic

factors. (Hechenberger, 2006a, b)

MIDDLE /JUNIOR HIGH ScHooL 17.C.3c Analyze how
human processes influence settlement patternsdimgju

migration and population growth.

Maps and other materials are available to assist in
analyzing these processes in terms of the lllinois

Indians. (Hechenberger, 2006a, b)

STATE STANDARD D. Understand the historical sig

nifcance of geography.

LATE ELEMENTARY 17.D.2t Identify different settlement
patterns in lllinois and the United States andtecthem to
physical features and resources.

MIDDLE /JUNIOR HIGH ScHooL 17.D.3a  Explain how and
why spatial patterns of settlement change over.time
MIDDLE /JUNIOR HIGH ScHooL 17.D.3b  Explain how
interactions of geographic factors that shapedemtes
conditions.

17.D.4

EARLY HIGH ScHooL Explain how processes of

spatial change have affected human history.

Maps are available to show: lllinois’s regional
settlements during the Mississippian Period and th
lactose settlement following that period; the eratngd
an initial dispersion pattern of the lllinois Ind&into
the lllinois region; lllinois Indian expansion ihe
Illinois region; lllinois Indian, and other tribes’
villages in lllinois, as well as contemporary citie

from today. (Hechenberger, 2006b)

STATE GOAL 18: Understand social systems, with anraph

asis on the United States.
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STATE STANDARD A. Compare characteristics of cultue as reflected in language, literature, the arts,
traditions and institutions.
Grade Level Benchmarks Relevant Content or Concepts available to

teachers concerning the lllinois Indians

LATE ELEMENTARY 18.A.z Explain ways in which language,* Traditional lllinois Indians stories such &&d*kya-

stories, folk tales, music, media and artistic toes serve as | i-a, Crayfish, ands-se-panthe Raccoon" and "How

expressions of culture. A-sa-kwa Muskrat, Taught Humans to Make
MIDDLE /JUNIOR HIGH ScHooL 18.A.3 Explain how Lodges” (White, J., n.d.). Over 40 stories will
language, literature, the arts, architecture aaditions become available this summer from the Myaamia
contribute to the development and transmissiorutiice. Project, in a bilingual format utilizing the

EARLY HIGH ScHooL 18.A.4 Analyze the influence of reconstructed Miami-Peoria language. (D. Baldwin,

cultural factors including customs, traditions,daage, media) personal communication, Jan. 20, 2009)

art and architecture in developing pluralistic stieks. « lllinois Indian hide paintings. (Horse Captureaét
1993; lllinois State Museum, 2000a)

« lllinois wood carving. (lllinois State Museum,
2000a)

» Music from the Calumet Dance of the lllinois

Indians.(lllinois State Museum, 2000b)

STATE STANDARD C. Understand how social systems fa and develop over time.

EARLY HIGH ScHooL 18.C.4:¢ Analyze major cultural | 1676-1763, the cultural exchange during the IlEnoi
exchanges of the past. Indian/French alliance in North America.(lllinoigte

Museum, 2000c; Hechenberger, 2005)

[Return to Preservice Teachers in lllinois Social Studies and Content Knojledge
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Predominant Mediums for Social Studies Content Delivery
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Medium Possible Literature Artifact Types of  (Critique Artifact
Formats knowledge Via:
Professors *Audio *McNamara, 1991 *Program Section [Mainstream *Banks’ 4
sImages  |*Seixas, 1999 —Winning TAH  |academic; Approaches
*Shulman, 1986 Grant Transformative
Academic
Textbooks sText *Axtell, 1987 *Hawkins, 2005 |*Excerpt from 8 |School *Banks’
!Images  |sLavere, 2008  eLoewen, 2007 |grade social Checklist, 2008,
sPaxton, 1999  Sanchez, 2007 |studies text Intro to ME, 4t
ed.
Children’s oText *Downs, 1995 *Excerpt, copyright|Popular & *Banks’
Literature sImages  [*Jacobs & Tunnell, 2004 page, and TOC  |School Guidelines,
*Tomlinson, Tunnell, & Richgels, (from The lllinois Teaching
1995 Confederacy Strategies...
Ethnic Studies,
2009
News Outlets  [sText *Hicks & Ewing, 2003 *George Will—  [Popular *Banks’
!Images  |*Vaughn, et al, 1998 Op Ed. 1/6/06 Checklist, 2008,
*Audio Intro to ME, 4th
ed.
Museums *Artifacts  |* Dick, 1998-99 * Schingoethe Transformative |*Banks’
Text *Seixas & Clark, 2004 Center: Academic Checklist, 2008,
!Images  |*Trofanenko 2008 Educational Intro to ME, 4t
*Audio *Trofanenko, 2006a, 2006b, Resourcel ed.
2006c¢, 2006d Discovery Boxes
* Warren, 1996
* Warren & Walthall 1998a & b
Popular Film  |elmages | sLoewen, 2007 * Promotional Popular * Combination of
*Audio sMarcus & Stoddard, 2007 description: Banks’ Checklist
*Paxton, 1999 Dances with & Guidelines
*Seixas, 1993 Wolves
*Seals, 1991
*Wineburg, et al (AERJ, 2007)
Documentary |elmages  |*Hess, 2007 *Promotional Transformative |* Combination of
Film *Artifacts  [sFoner, 2002 descriptions: PBS |Academic Banks’ Checklist
*Audio *Marcus & Stoddard, 2007 We Shall Remain & Guidelines
oText
Digital Text *Berson et al., 2001 * Peoria Chief Transformative |*Banks’
Resources sImages  |* Colonial Williamsburg, 2009 Froman Response |Academic Checklist, 2008,
*Audio sFriedman & Hicks, 2006 to George Will Intro to ME, 4t
sLee, et al, 2006 1/6/06 ed.

*Mason, et al, 2000
*Trofanenko, 2006d

* Trescott, 2009

*Yell & Box, 2008

*VVan Fossen & Waterson, 2008

[Return to Literature on Different Mediuins
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[Return to Bifurcated Conceptual Framework

Appendix C
Criteria for Critiquing Artifacts

For Artifacts 2, 4, 5, and-8-Checklist for Evaluating Informational Materials*

Criteria Questions Rating

Hardly at all «——Extensively

1. Describes the wide range of diversity that exists within racial, ethnic, and
cultural groups (for example, social class, regional, ideology, and language
diversity within ethnic groups).

2. Integrates the histories and experiences of racial and ethnic groups into the
mainstream story of the development of America rather than isolating them into
special sections, boxes, and features.

3. Challenges the concepts of American exceptionalism and manifest destiny
and helps students to develop new views of the development of the United
States.

4. Help students to view the historical development of the United States from
the perspectives of groups that have been victimized in American history (such
as Native Americans, Mexican Americans, African-Americans, and lower social
economic groups) and from the perspectives of groups that have been
advantaged in America, such as Anglo-Saxon Protestant and higher income
groups.

5. Uses primary resources to document and describe the experiences of racial,
ethnic, and cultural groups in the United States.

6. Help students to understand the extent to which acculturation within U.S.
society is a two-way process and the ways in which majority groups have
incorporated (and sometimes appropriated) aspects of the cultures of ethnic
groups of color and the extent to which ethnic groups of color have adapted
and incorporated mainstream culture into their ways of life.

7. Acquaints students with key historical and cultural events that are essential
for understanding the experiences of racial and ethnic groups in the United
States, such as the Harlem Renaissance, the Middle Passage, the internment
of Japanese-Americans, the Treaty of Guadalupe Hidalgo,... the Trail of Tears
[and the Treaty Period for American Indians).

*Adapted from Banks, 2008, Appendix B, An Introduction to Multicultural Educatlon, 4
ed., pp. 124-126. Wording is directly from Banks except where indicated though the

numbers have been changed because some criteria questions were dropped.
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For Artifact 3— Guidelines for Selecting Children's Literature*

Guidelines

Rating
Does Not Meet «——>Meets Well

1. Books and other materials should accurately portray the perspectives,
attitudes, and feelings of ethnic groups.... One of the best ways to ensure that
books describe the perspectives of ethnic groups is to use books written by
them.

2. The illustrations in books should be accurate, ethnically sensitive, and
technically well done.

3. Ethnic material should not contain racist concepts, clichés, phrases, or
words.

4. Factual material should be historically accurate. Books that present
inaccurate information about ethnic groups confuse students and reinforce
stereotypes.

5. Resources... should discuss major events and documents related to ethnic
history.

*Adapted from Banks, 2009, Chapter 4-"Planning a Multicultural Curriculum™ in

Teaching Strategies for Ethnic Studie8,e8l., pp. 109-110: "Consider the following

guidelines when selecting instructional materials.” Wording is directly from Saxtept

where indicated though the numbers have been changed and the guidelines have been

placed within a specific ratings framework. Those guidelines that related only to fiction

have been dropped for critiquing this non-fiction artifact.
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For Artifacts: 6-Popular Film and 7-Documentary Film

Checklist/Guidelines for Evaluating Informational Materials*

Criteria Questions

Rating

Hardly at all «——Extensively

1. Includes a range of racial, ethnic, and cultural groups that reflects the

diversity within U.S. life and society.

2. Integrates the histories and experiences of racial and ethnic groups into the
mainstream story of the development of America rather than isolating them into

special sections, boxes, and features.

3. Challenges the concepts of American exceptionalism and manifest destiny
and helps students to develop new views of the development of the United

States.

4. Help students to view the historical development of the United States from
the perspectives of groups that have been victimized in American history (such
as Native Americans, Mexican Americans, African-Americans, and lower social
economic groups) and from the perspectives of groups that have been
advantaged in America, such as Anglo-Saxon Protestant and higher income

groups.

5. Help students to understand the extent to which acculturation within U.S.
society is a two-way process and the ways in which majority groups have

incorporated (and sometimes appropriated) aspects of the cultures of ethnic
groups of color and the extent to which ethnic groups of color have adapted

and incorporated mainstream culture into their ways of life.

6. Acquaints students with key concepts that are essential for understanding

the history and cultures of racial, ethnic, and cultural groups in the United
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States, such as prejudice, discrimination, institutionalized racism,

institutionalized sexism, and social class stratification.

7. Acquaints students with key historical and cultural events that are essential
for understanding the experiences of racial and ethnic groups in the United

States, such as the Harlem Renaissance, the Middle Passage, the internment
of Japanese-Americans, the Treaty of Guadalupe Hidalgo,... the Trail of Tears

[and the Treaty Period for American Indians].

8. Material should accurately portray the perspectives, attitudes, and feelings
of ethnic groups.... one of the best ways to ensure that... [materials] describe
the perspectives of ethnic groups is to use... [materials] by them. [From

guidelines.]

9. Fictional work should have strong ethnic characters. [From guidelines.]

10. Factual material should be historically accurate. [From guidelines.]

*Adapted from Banks, 2008, Appendix B, An Introduction to Multicultural Educatlon, 4
ed., pp. 124-126, as well as from Banks, 2009, Chapter 4-"Planning a Multicultural
Curriculum” in Teaching Strategies for Ethnic Studiése8., pp. 109-110: "Consider

the following guidelines when selecting instructional materials.” Wording is dirizoth
Banks except where indicated though the numbers have been changed because some
criteria questions were dropped and the guidelines used have been placed within this
specific ratings framework.

[Return to Literature on Different Mediuins

[Return toCaution— Are We Teacher-Proofing Our Curriculunm?Chapter 5]
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Appendix D
Artifacts Related to Specific Mediums
Artifact 1— Professors: Selected Materials & Segments, Winning TAH Grant for
St. Clair, County, IL ROE Group

[Return to Textbook section of Mediums

Grant Awarded 2007
To: St. Clair County Educational Cooperative Board

From ROE website:

Teaching American History

The Impact of America’s Wars on Democracy, Social Reform, and
America’s ldentity
News & Events| Calendar | Resource Links| Lessons| Other TAH Sites|

St.Clair Home

Timeline | Partners| Staff | About TAH |

¥ About: Teaching American History

e The U.S. Department of Education has awarded th€l&ir County Regional Office
of Education a $1,000,000 grant to implement aanisive 3 year professional
development program to support the teaching andileg@of American history. The
goal of this grant is to facilitate student achieest by improving teachers’ knowledge,
understanding, and appreciation of American history

¥ Project Objectives

e The Regional Office of Education will partner wilooperating School Districts,
Lifelong Learners, and McKendree University to explthe effects of America’s wars
on democracy and liberty. Participants will atteedninars, engage in discussions with
historians, travel to historic sites, conduct regdieminars, and develop pedagogy.
Through these tools teachers will have the oppdstio become leaders of historic
learning in their schools and districts.

Teaching American
History

The Impact of America’s Wars on Democracy, Social
Reform, and America’s Identi [

St.Clair Home



News & Events| Calendar | Resource Links| Lessons| Other TAH Sites|
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Timeline | Partners| Staff | About TAH |

¥r Staff

Katie Hoerner

khoerner@stclair.klz.iI.u:PrOjeCt Director

Dr. Dennis Lubeck
dlubeck@csd.orc

Dr. Frederick Drake Academic Coordinator

Project Coordinator

John Robinson

- Resource Coordinator
jrobinson@csd.orc

Dr. Mike Grady
mpgrady@aol.corrEvalluator

Susan Sarfaty Assistant Superintendent of Schools
ssarfaty@stclair.k12.il.uGrant Manager

This project is fully funded by the U.S. DepartnafrEducation.

Accessed Feb. 12, 2009
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Content Goals:
1. Deepen teachers' knowledge and understanding of history and historiography of the impact of war on

changing definitions of democracy, social reform and national identity.

2. Deepen teachers’ knowledge and understanding of how the changing meanings of democracy have
been influenced by individuals during critical periods of U.S. history.

3. Deepen teachers' knowledge and understanding of the similarities and differences between the wars
that define our identity and the wars that are considered “forgotten”, as well as the uncertain future of
the War on Terror.

4. Deepen teachers’ knowledge of how previous wars are often used as analogies and reference points
for support and criticism of wars occurring at later times in our history.

Instructional Goals:

5. Improve teachers' knowledge of and ability to integrate content knowledge with the “habits of mind®
unique to the study of history.

6. Improve teachers’ ability to incorporate the use of scholarly monographs, articles and primary sources
in their classrooms to promote the study of history.

7. Improve teachers' ability to use the teaching of history to promote reading and writing skills unique to

the discipline.
St. Clair County Regional Office of Education 8
Professional Culture Goals:

11. Increase the number of teachers with American hisiory endorsements on their ceriificates, especially

schools on the NCLB Watch and Wamning list for not making AYP.
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Each year will involve project teachers in a minimum of 13 days of professional development organized

around two full-day seminars each semester and an eight-day summer institute. The other day will be a
St. Clair County Regional Office of Education 9

Strategy |. Researching Historical Themes and Disciplinary Knowledge: Developing Teacher
Leaders

Project teachers will spend three years in an in-depth study of themes and disciplinary knowledge and
developing their skills as teacher leaders. Teacher applications will explain the reasons for their

participation and the level of commitment to implement the goals of the grant. (Appendix C) Prior to the

St. Clair County Regional Office of Education 10

Project teachers will develop a portfolio to be reviewed by project staff. This portfolio will include a
collection of lessons, examples of student work, a rationale for primary and secondary sources used in
lessons, including an explanation of how their sources are aimed in historical thinking skills, and reflective
comments on how these lessons worked and are related to the theme of the project. The evaluator and

project staff will also observe their classes to offer ideas and sirategies. (See Evaluation Section) Teachers

St. Clair County Regional Office of Education 11
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Strategy Il. Encountering New Scholarship: Building Teacher Networks

This strategy will build a professional culture that deepens understanding of subject matter and
historical methodology. Activities across the three years will offer opportunities for other teachers and pre-
service teachers fo build a professional network through:

A Quartérly Reading Seminars will aim for 15 to 20 participants. These seminars have been
supported by other TAH grants. They bring together teachers to discuss four monographs relevant to
project themes led by project staff. They are designed to engage teachers in a serious discussion of the
themes and interpretations of books by major historians.

B. One-day Workshops offered by local historians and master teachers will give more practicing and
pre-service teachers opportunities to engage in historical professional development and to explore new
ideas for content-specific instruction.

C. Public Lecture by a distinguished scholar on one of the topics of the project.

D. Website devoted to the project will focus on concepts and essential questions about American
history. With the assistance of St. Clair ROE technology staff, project staff will develop a website that will
include teacher-created materials; access to scholarly materials, including book reviews and primary
source documents; and a listserv. The website will be accessible to both project and non-project teachers
on the St. Clair ROE website. It will link interested teachers fo historical resources and give them insight
into the historical themes and instructional principles of the project. The listserv will allow teachers to
reflect on their experiences, share ideas and information, and collaborate on the project.

E. Pre-service teachers will also be encouraged to participate in the teaching networks and project
activities. Pre-service teachers will be encouraged to participate in conferences.

S§t. Clair County Regional Office of Education 13

(St. Clair County Regional Office of Education, 2006)
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Neighboring Midwest States 2007 Teaching American History Grantees

Illinois

Chicago Public Schools, District # 299

Indian Prairie Community Unit School District #204

St. Clair County Educational Cooperative Board
Urbana School District #116

Indiana

Anderson Community School Corporation
Southwest Dubois County School Corporation
Kentucky

West Kentucky Educational Cooperative
Michigan

Battle Creek Public Schools

Flint Community Schools

Inkster Public Schools

Kalamazoo Regional Educational Service Agency
Missouri

Reorganized School District R-II

Ohio

Clark County Educational Service Center

Cleveland Municipal School District
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Hamilton County Educational Service Center

Mid-Ohio Educational Service Center

Western Buckeye Educational Service Center
Tennessee

Williamson County School District

Wisconsin

Cooperative Educational Service Agency 6

Madison Metropolitan School District

(U.S. Department of Education, last modified 08/18/2008)
[Note: No awards were listed for lowa, Kansas, Minnesota, North Dakota, or South
Dakota for 2007.]

[Return to Textbook section of Mediuns
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Artifact 2—Textbook:

The American Nation 2003, 8th Grade TexSelections from Table of Contents

& Excerpt
Chapter 1 Geography, History, and the Social Sciences (Prehistory-Present) . . . . . 2
1 Thinking Geographically . . s vswsscessssammvsssassamaenavsnsnsmasss 4
P AmericanHeritage® History Happened Here HooverDam ................... 6
Skills for Life Reviewing Map Skills. .. . ... ..o i 10
2 Lands and Climates of the United States. . . .. ... ... ... .. ... ....... 11
3 Thie Toolsof HIStory: ;. ;o2 pmmmav e s s ramem s s 3 pSEEs e s 45 5 BEE 8 o ; 20
4 Economics and Other Social Sciences .. ........ ... ... ... ... ... ...... 26
B Connecting With...Economics American Entrepreneurs ... .............. 31
Chapter 2  Before the First Global Age (Prehistory-1600) . ................ 34
1 The First Civilizations of the Americas .. . ......... ... ... ... . ... ..... 36
2 Natlve American COltUres «wc o cavsnamiii v isiamva s iiaiamaie i 42
» AmericanHeritage® History Happened Here Knife River Indian Villages . . . ... ... 46
b Connecting With...Geography Native American Dwellings .. ............. 49
3 Trade Networks of Africaand Asia ... ........ ... ... ... ... ... ...... 50
4 Tradition and Change in Europe ... ... ... ... ... ... .. ... ........ 55
» Skills for Life Finding Main Ideas and Supporting Details . . . .............. 61
Chapter 3  Exploration and Colonization (1492-1675) . ................. 66
1 AnEraof Exploration ....... ... ... .. .. ... ... ... ... . 68
Skills for Life Sequencing, ..« v s vssawmm o e ssswummm v 55w mmmanin i 73
2 Spain Builds an Empire . ...... ... ... .. ... 74
3 Colonizing North America. .. ......... .. ... . ... 81
4 Building the Jamestown Colony. .. .............. .. ... ... ... 87
P Connecting With...Government and Citizenship The House of Burgesses . ... 92
5 Seeking Religious Freedom . .. ... ... .. ... .. ... ... ... ... ... ... 93
» AmericanHeritage® History Happened Here Plimoth Plantation. .. ........... 96
Chapter 4 The Thirteen English Colonies (1630-1750) ................. 100
1 The New England Colonies .. ............ .. ... . . i, 102
2 The Middle Colonies . ... ...... ...t iiiiniiiiiinininas 108
3 The Southern Colonies .. ........ ... ... .. ... . i, 113
» AmericanHeritage® History Happened Here Drayton Hall . .. .............. 117
4 Roots of Self-Government .. .......... ... ... . i i 120
Skills for Life SUMMoHZIAG « c c ssasmevisssvipsnaassss wmasusnisssn 124
5 Life In the Colonles: . .owms v s awvmsmmmss v s s wapsumsos o o 5 5 5 emesm o e oo w 125

» Connecting With...Science and Technology Benjamin Franklin . ......... 131
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Chapter 5  Crisis in the Colonies (1745-1775) . ... .o, 138
1 The Frenchand IndianWar . ....... ... ... ... .. ... . ........... 140

2 Turmoil Over Taxation . ... ........ ... ..o, 146

P Connecting With...Economics The Economic Effects of the Stamp Act .. .. .. 154

3 From Protestto Revolution . ............. .. ... ... ... .. ... ..., 155

» AmericanHeritage® History Happened Here Minute Man National Park . . . .. .. 159

» Skills for Life Identifying Causes and Effects . .......... ... ... ....... 161

Chapter 6 The American Revolution (1775-1783) .. ................... 166
1 Fighting BeginsintheNorth. ......... ... ... ... ... ... ........ 168

» Skills for Life Identifying Points of View . ....... ... ... ... 172

2 The Colonies Declare Independence . .. ... ... .................... 173

» The Declaration of Independence. . ......... ... ... o ... 177

3 Straggles inithe Middle States. .. .o owwoso s i s ammasas ¥ i n amasias s 65 181

4 Fighting for Liberty on Many Fronts .. .......... ... .. ... ......... 186

P Connecting With...Culture Women in the Revolution . . ................ 190

5 Winningthe Warinthe South. . .. . couvivvniinimmuiivnsssns s 191

» AmericanHeritage” History Happened Here Yorkfown ................... 194

Victory at Vincennes Farther west, in
1778, George Rogers Clark led Virginia
frontier fighters against the British in the

Ohio Valley. With help from Miami Indians, Clark captured the
British forts at Kaskaskia and Cahokia.

Clark then plotted a surprise attack on the British fort at
Vincennes. When Clark’s small force reached the fort, they spread out
through the woods to make their numbers appear greater than they
really were. The British commander thought it was useless to fight so
many Americans. He surrendered Vincennes in February 1779.

(Stoff, 2003, pp. vi-vii, 188-189).

[Return to Children’s Literature section of Mediuns.
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Artifact 3— Children’s Literature:

The lllinois Confederacy- Table of Contents, Copyright Page & Excerpt

Contents

An Introduction to the
lllinois Confederacy

Origins

Culture and Daily Life

Europeans and War

The lllinois Today

Timeline
Glossary
Resources
Index




The Illinois Aid the American
Colonies

When the American colonies rose up against British rule, the loyal-
ties of Native American nations were divided. By 1778, the Cherokee
and the Chickasaw had joined the British. Many of the Illinois
nations helped the American colonies. The lllinois had been allies
with the French for a very long time, and the French were aiding the
Americans too. The lllinois, along with the Kickapoo and Miami
nations, aided the American armies by supplying them with food and
acting as scouts.

Their participation in the war would bring the Illinois to the brink
of extinction. The Iroquois and Fox wars, followed by the French and
Indian War, had left the lllinois weak and few in number. By the end
of the American Revolutionary War, the lllinois population was a
fraction of what it had been less than two centuries earlier. There
were less than 100 members left in each remaining nation.

313

45



314

Special thanks to Duane Esarey from the Dickson Mounds/Illinois State Museum
Alserthanks to Annette Black, Administrative Assistant to the Peoria Tribe of Indians of Oklahoma

Published in 2005 by The Rosen Publishing Group, Inc.
29 Fast 21st Street, New York, NY 10010

Copvright © 2005 by The Rosen Publishing Group, Inc.

All rights reserved. No part of this book may be reproduced in any form without permission in
writing from the publisher, except by a reviewer.

Photo and Illustration Credits: Cover, Peabody Museum, Harvard University, Photo (T1231); p. 4 Mindy Liu;
pp. 6, 39 Hulton Archive/Getty Images; p. 8 The Art Archive/National Anthropological Museum Mexico/Dagli
Orti; p. 10 Library of Congress, Washington, D.C., USA/Bridgeman Art Library; pp. 12, 49 Smithsonian American
Art Museum, Washington, D.C/Art Resource, NY; pp. 14, 22 Collection of the lllinois State Museum; p. 17
Peabody Museum, Harvard University, Photo (T1440); p. 19 Courtesy of the lllinois State Museum, Artist: Lynn
E. Alden; p. 21 © Randy M. Ury/Corbis; p. 25 @ Corbis; p. 28 Peabody Museum, Harvard University, Photo
(T3009.2); p. 31 Tippecanoe County Historical Association, Lafayette, Indiana. Gift of Mrs. Cable Ball; p. 32
© Gianni Dagli Orti/Corbis; pp. 35, 43 © Bettman/Corbis; p. 36 Watercolor illustration by Andy Buttram.
Courtesy of Dickson Mounds Museum, a branch of the Illinois State Museum; p. 41 Private Collection/Bridgeman
Art Library; p. 44 © Indiana State Museum and Historic Sites; p. 47 Map and Geography Library, University of
lllinois at Urbana-Champaign; pp. 50, 53 Peoria Tribe of Indians of Oklahoma, http://www.peoriatribe.com/;
pp- 54-55 © Allen Russell/Index Stock Imagery, Inc.

Book Design: Erica Clendening
Book Layout, lllinois Confederacy Art, and Production: Mindy Liu
Contributing Editor: Kevin Somers

Library of Congress Cataloging-in-Publication Data

Lee, Jennifer, 1979-
The Illinois Confederacy of Illinois, Missouri, Wisconsin, lowa, and Oklahoma /
Jennifer Lee.
p. cm. — (The library of Native Americans)
Includes index.
ISBN 1-4042-2875-6 (lib. bdg.)
1. lllinois Indians—History. 2. Illinois Indians—Social life and customs. [. Title. 11
Series.

F99.12144 2005
977.004'97315—dc22
2004004046
Manufactured in the United States of America

There are a variety of terminologies that have been employed when writing about Native
Americans. There are sometimes differences between the original language used by a Native
American group for certain names or vocabulary and the anglicized or modernized versions of such
names or terms. Although this book contains terms that we feel will be most recognizable to our
readership, there may also exist synonymous or native words that are preferred by certain speakers.

(Lee, 2005, pp. 3, 45)

[Return to News Outlets section of Mediums.
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Artifact 4— News Outlet:

George Will Column in Tulsa World, Thursday, January 5, 2006
“School mascot police need a different job
by: GEORGE WILL Washington Post Writers Group
Thursday, January 05, 2006

WASHINGTON -- The University of Illinois must soon decide whether, asd if
how, to fight an exceedingly silly edict from the NCAA. That organization'sgrgim
function is to require college athletics to be no more crassly exploitative amdecoial
than is absolutely necessary. But now the NCAA is going to police culturdiggnsas
it understands that. Hence the decision to declare Chief Illiniwek ‘hostilebaistva’ to
Native Americans.

Censorship -- e.g., campus speech codes -- often are academic tiberalis
preferred instrument of social improvement, and now the NCAA's censors saghidf
must go, as must the university's logo of a Native American in feathered hsaddres
Otherwise the NCAA will not allow the university to host any postseason tournaamnents
events.

This story of progress, as progressives understand that, began during halftime of a
football game in 1926, when an undergraduate studying Indian culture performed a dance
dressed as a chief. Since then, a student has always served as Chiek|llvin has
become the symbol of the university that serves a state named afténihe I
confederation of about a half-dozen tribes that were virtually annihilated in the dyr60s

rival tribes.
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In 1930, the student then portraying Chief llliniwek traveled to South Dakota to
receive authentic raiment from the Oglala Sioux. In 1967 and 1982, representatives of the
Sioux, who had not yet discovered that they were supposed to feel abused, came to the
Champaign-Urbana campus to augment the outfits Chief lllinivek weérstball and
basketball games.

But grievance groups have multiplied, seeking reparations for historic wrongs,
and regulations to assuage current injuries inflicted by ‘insensitivity.’dDAenerica’'s
booming businesses is the indignation industry that manufactures the synthegje outra
needed to fuel identity politics.

The NCAA is allowing Florida State University and the University ohuta
continue calling their teams Seminoles and Utes, respectively, becausevih triieets
approve of the tradition. The Saginaw Chippewa tribe starchily denounces asigiéout
entity" -- that would be you, NCAA -- that would disrupt the tribe's "richti@iaghip”
with Central Michigan University and its teams, the Chippewas. The Univefditorth
Carolina at Pembroke can continue calling its teams the Braves. Bravefiytiseaso
perhaps the 21 percent of the school's students who are Native Americans consider the
name a compliment.

The University of North Dakota Fighting Sioux may have to find another
nickname because the various Sioux tribes cannot agree about whether they atk insult
But the only remnant of the Illini confederation, the Peoria tribe, is now in Oklahoma
Under its chief, John Froman, the tribe is too busy running a casino and golf course to

care about Chief Illiniwek. The NCAA ethicists probably reason that thd @hist go
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because no portion of the lllini confederation remains to defend him.

Or to be offended by him, but never mind that, or this: In 1995, the Office of Civil
Rights in President Clinton's Education Department, a nest of sensitivity-rmpnger
rejected the claim that the Chief and the name Fighting lllini createthj@ne a "hostile
environment" on campus.

In 2002, Sports lllustrated published a poll of 352 Native Americans, 217 living
on reservations, 134 living off. Eighty-one percent said high school and college teams
should not stop using Indian nicknames.

But in any case, why should anyone's disapproval of a nickname doom it? When,
in the multiplication of entitlements, did we produce an entitlement for every@ue to
through life without being annoyed by anything, even a team's nickname? Ifrssinee
Scots were to take offense at Notre Dame's Fighting Irish or therigdbtots of
Monmouth College, what rule of morality would require the rest of us to care?
Civilization depends on, and civility often requires, the willingness to say, ‘Wiheare
doing is none of my business’ and ‘What | am doing is none of your business.’

But this is an age when being an offended busybody is considered evidence of
advanced thinking and an exquisite sensibility. So, People for the Ethical Treatment
Animals has demanded that the University of South Carolina's teams not be called
Gamecocks because cock fighting is cruel. It also is illegal in Sarthia.

In 1972, the University of Massachusetts at Amherst replaced the nickname
Redmen with Minutemen. White men carrying guns? If some advanced thinkeradgee

miserable by this, will the NCAA's censors offer relief? ScottsdalarGunity College
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in Arizona was wise to adopt the nickname ‘Fighting Artichokes.” There is no gdeva
group representing the lacerated feelings of artichokes. Yet.”

(Will, G. 2006, January 5). Rleturn to Museum section of Medius
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Artifact 5— Museum Artifact
Website Descriptions: Educational ResoureeBiscovery Boxes. Schingoethe

Center for Native American Cultures, Aurora University, Aurora lllinois.

[Educational Resources]

Northeast Woodlands Discovery Boxes

Birch Bark (Grades 3 to 6)

In the Northeast Woodlands region, Native Americans often used birch bark to create
containers, decorations, works of art and even canoes. This box includes actualexample
of the many uses of birch bark. Overhead transparencies, activities and mapisidee inc

in the information book. Photographs of Native Americans using birch bark containers
and canoes in the production of wild rice from the Milwaukee Public Museum archives
accompany this box.

Northeast Woodlands(Grade 2 to Adujt

This box focuses on the various tribes of the Northeast Woodlands region. Information on
homes, food, clothing and traditions are included in the illustrated notebook. Artifacts

and hands on materials include moccasins, breech cloth, appliqué skirt, roach headdress
construction materials, beaded jewelry, bead loom, foodstuffs, birch bark items and
examples of porcupine quill work in the form of jewelry and bags. Suggestions for
activities are included as are maps, books, and a video on the Iroquois. Some of the
pieces are sized for children and may be tried on.

lllinois Box (Grade 2 to Adult)

This box contains information on the various Indian tribes of the state with emphasis on
culture, language, housing, food etc. Maps, time-lines and lesson plans and activities
make this a wonderful classroom tool. Many fine illustrations accompany the
information. The hands-on materials in the box include a beaver pelt, pipe (a soapstone
bowl), string of wampum, two Madison points, plum stone and moccasin games, plant
and animal raw materials from the region. Also includes: “Tales fromiamvék

Lodge” cassette.

Prehistoric Tools of lllinois (Grades 2 to Adult)

In addition to chipped stone tools, Native Americans also used basic ground stone tools.
These could be as simple as a rock from the ground used as a hammer. Another rock
might be shaped to become a pestle to fit a mortar. This box contains numerous examples
of different tools.
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Southeast Discovery Boxes

Southeast Box (Grade 2 to Adult)

This box contains information on the various Indian tribes of the area with emphasis on
culture, language, housing, food etc. A Cherokee pot and basket as well as lacitasse stic
and ball are the hands-on materials included. A finger weaving kit with insttaghay

be used with classroom materials for a student activity. Maps and color pipbtogra

part of the information book. Publications included are: Three picture books The
Cherokees by V. Sneve, Dancing Drum by Terri Cohlene, and First Strawh®yrrie
Bruchac. Information books are: The Choctaw, The Seminole, The Cherokee in the
Grolier series, Cherokee Legends and the Trail of Tears adapted by T.B. bodieand

The Cherokees Past and Present by J. Ed Sharpe, and Mounds of Earth and Shell by B.
Shemie and two coloring books. Also included, two videos, The Cherokee and The
Seminole.

Plains/California/Plateau Discovery Boxes

Updated! Plains Box(Grade 2 to Adult)

The Plains box contains information on the various Indian tribes of the area with
emphasis on culture, language, housing, food etc. Included are a child size tipi (with a 2
to 3 child capacity), a Lakota style doll, a parfleche, shield, moccasinss drgss and

more. Publications included are Where The Buffaloes Begin by Olaf Baker, Qul#iy

A Cheyenne Legend by Terri Cohlene and Indians of the Great Plains stencil txmwk. Al
included is the 27-minute video Lakota Quillwork, Art and Legend.

Southwest Discovery Boxes

Southwest Box(Grade 2 to adult)

The Southwest region is rich in tradition and craft, which continues today.

Examples of the rich tradition included in this box are a wedding vase, a seorell
basket, a Comanche doll, turquoise, and a Kachina doll. The information book
accompanying the box has maps, time-lines, color photographs and historical
background. The box focuses on the tribes of the area, culture, language, housing and
food. Publications include, Turquoise Boy adapted by Terri Cohlene, The Navajo, The
Hopi in the Grolier series, Helen Cordero and the Storytellers of Cochiti Pueblo by
Nancy S. Howard, Hopi Kachinas by Clara Lee Tanner, When The Clay Singsdy Byr
Baylor and a Southwest Indians coloring book. The audio-visual materials in the box are:
the audio tape “Navajo Songs” recorded in 1933 and 1940 by Laura Boulton, Navajo
Land Arizona (slide set), Monument Valley Arizona (slide set), IndianseoSbuthwest
(slide set), Navajo Land Arizona (slide set), Pueblo & Navajo Indians oh Monerica

(2 videos).
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Northwest Coast Discovery Boxes

Northwest Box (Grade 2 to Adult)

The rich symbolism of the totem poles of the Northwest Coast peoples charadtezize

life ways and religious beliefs. The importance of family ties is enipdédien these

objects. This box focuses on the tribes of the northwest coast with attention to, culture
food, homes, clothing etc. The items in the box consist of a totem pole, a button blanket,
a cedar basket and two banners. Northwest coast stencils are included. Thatiofor

book has maps and transparencies. Books included are: “Houses of Wood” by B. Shemie
and “Looking at Totem Poles” by H. Stewart. The video “Totem Poles: The Sidrey

Tell” completes the box.

Raven (Preschool - 2nd Grade) This box for younger children contains the picture book
“Raven.” This is a trickster tale from the Northwest by Gerald McDermb#.bbx also
includes a wonderful raven puppet.

Arctic/Subartic Discovery Boxes
Arctic/Subartic Box (Grade 2 to Adult)

This box contains information on the various Indian tribes of the aitbaevwmphasis on
culture, language, housing, food etc. The box includes artifacts sachiase of etched
Baleen, a seal skin thimble, Inuit yo yo, snow shoes, a jade carving andessthedidica.
Maps and color photos are in the information book. Publications in the dadenthe
Eskimo in the Grolier series, Ka Ha Si and the Loon adaptedeoy Tohlene, an
Eskimo coloring book, Dance On A Seal Skin by B. Winslow and the Usiiyeof
Alaska publication, The Artists Behind the Work. The book “Mamma, Do YouvelL
Me?” by B.M. Joossee and the doll that goes with it, as welllhs Eskimo Activity
Book” are in the box also.

Aurora University. (n.d.).

[Return to Popular Film section of Medius

[Return tolllinois Museums and Trofanenko’s CautionChapter 5]
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Artifact 6— Popular Film:

Promotional Description from DVD Cover-Dances with Wolves
"Kevin CostnemDances with Wolves
Winner of Seven Academy Awards Including Best Picture 1990...
Sent to protect a U.S. outpost on the desolate frontier, Lt. John Dunbar (Kevin Costner)
finds himself alone in the vast wilderness. Befriending the very people het® sent
protect the outpost from, the Sioux Indians, Dunbar slowly comes to revere those he once
feared. But when the encroaching U. S. Army threatens to overrun the Sioux, he is forced
to make a choiee- one that will forever change his destiny and that of a proud and
defiant nation."
(Costner, K. [Director.] 1990).

[Return to Documentary Film section of Mediujns
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Artifact 7—Documentary Film:

PBS Online Promotional Material-We Shall Remain
“click to watch

About the Series
We Shall Remain

From the award-winning PBS series American Experience comes
We Shall Remain, a provocative multi-media project that establishes Native
history as an essential part of American history.

More about the project

PBS Television Series

At the heart of the project is a five-part television series that shows howeNati
peoples valiantly resisted expulsion from their lands and fought the extinction of
their culture -- from the Wampanoags of New England in the 1600s who used
their alliance with the English to weaken rival tribes, to the bold new leatflers

the 1970s who harnessed the momentum of the civil rights movement to forge a
pan-Indian identity. We Shall Remain represents an unprecedented coltaborati
between Native and non-Native flmmakers and involves Native advisors and
scholars at all levels of the project.

Episode 1 After the Mayflower

PBS Premiere on
April 13, 2009
In 1621, the Wampanoag of New England negotiated a treaty with Pilgrim
settlers. A half-century later, as a brutal war flared between théskrgld a

confederation of Indians, this diplomatic gamble seemed to have been a grave
miscalculation.

More About the Film

Film Description

In March of 1621, in what is now southeastern Massachusetts, Massasoit, the
leading sachem of the Wampanoag, sat down to negotiate with a ragged group of
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English colonists. Hungry, dirty, and sick, the pale-skinned foreigners were
struggling to stay alive; they were in desperate need of Native help.

Massasoit faced problems of his own. His people had lately been decimated by
unexplained sickness, leaving them vulnerable to the rival Narragansett to the
west. The Wampanoag sachem calculated that a tactical alliance with the
foreigners would provide a way to protect his people and hold his Native enemies
at bay. He agreed to give the English the help they needed.

A half-century later, as a brutal war flared between the English colondis a
confederation of New England Indians, the wisdom of Massasoit’s diplomatic
gamble seemed less clear. Five decades of English immigration,atmisetre,

lethal epidemics, and widespread environmental degradation had brought the
Indians and their way of life to the brink of disaster. Led by Metacom,
Massasoit's son, the Wampanoag and their Native allies fought back against the
English, nearly pushing them into the sea.

Episode 2 Tecumseh's Vision

PBS Premiere on
April 20, 2009

In the course of his brief and meteoric career, Tecumseh would become one of the
greatest Native American leaders of all time, orchestrating theamistious
pan-Indian resistance movement ever mounted on the North American continent.

Watch the trailef More About the Film

Film Description

In the spring of 1805, Tenskwatawa, a Shawnee, fell into a trance so deep that
those around him believed he had died. When he finally stirred, the young prophet
claimed to have met the Master of Life. He told those who crowded around to
listen that the Indians were in dire straits because they had adopted wihite cul

and rejected traditional spiritual ways.

For several years Tenskwatawa'’s spiritual revival movement drew thousfands
adherents from tribes across the Midwest. His elder brother, Tecumseh, would
harness the energies of that renewal to create an unprecedented ambkary
political confederacy of often antagonistic tribes, all committed to stgppiite
westward expansion.
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The brothers came closer than anyone since to creating an Indian nation that
would exist alongside and separate from the United States. The dream of an
independent Indian state may have died at the Battle of the Thames, when
Tecumseh was killed fighting alongside his British allies, but the great Skawne
warrior would live on as a potent symbol of Native pride and pan-Indian identity.

Episode 3 Trail of Tears

PBS Premiere on
April 27, 2009
Though the Cherokee embraced “civilization” and won recognition of tribal

sovereignty in the U.S. Supreme Court, their resistance to removal from their
homeland failed. Thousands were forced on a perilous march to Oklahoma.

More About the Film

Film Description

The Cherokee would call it Nu-No-Du-Na-Tlo-Hi-Lu, “The Trail Where They
Cried.” On May 26, 1838, federal troops forced thousands of Cherokee from their
homes in the Southeastern United States, driving them toward Indian Territory in
Eastern Oklahoma. More than 4,000 died of disease and starvation along the way.

For years the Cherokee had resisted removal from their land in every way they
knew. Convinced that white America rejected Native Americans because they
were “savages,” Cherokee leaders established a republic with a Eurogean-st
legislature and legal system. Many Cherokee became Christian and adopted
westernized education for their children. Their visionary principal chief, John
Ross, would even take the Cherokee case to the Supreme Court, where he won a
crucial recognition of tribal sovereignty that still resonates.

Though in the end the Cherokee embrace of “civilization” and their landmark
legal victory proved no match for white land hunger and military power, the
Cherokee people were able, with characteristic ingenuity, to build a new life in
Oklahoma, far from the land that had sustained them for generations.
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Episode 4 Geronimo

PBS Premiere on
May 4, 2009
As the leader of the last Native American fighting force to capittdatiee U.S.

government, Geronimo was seen by some as the perpetrator of unspeakable
savage cruelties, while to others he was the embodiment of proud resistance.

Watch the trailef More About the Film

Film Description

In February of 1909, the indomitable Chiricahua Apache medicine man Geronimo
lay on his deathbed. He summoned his nephew to his side, whispering, “I should
never have surrendered. | should have fought until | was the last man alive.” It
was an admission of regret from a man whose insistent pursuit of military
resistance in the face of overwhelming odds confounded not only his Mexican and
American enemies, but many of his fellow Apaches as well.

Born around 1820, Geronimo grew into a leading warrior and healer. But after his
tribe was relocated to an Arizona reservation in 1872, he became a focus of the
fury of terrified white settlers, and of the growing tensions that divided Apache
struggling to survive under almost unendurable pressures. To angry whites,
Geronimo became the archfiend, perpetrator of unspeakable savage cruelties. To
his supporters, he remained the embodiment of proud resistance, the upholder of
the old Chiricahua ways. To other Apaches, especially those who had come to see
the white man’s path as the only viable road, Geronimo was a stubborn
troublemaker, unbalanced by his unquenchable thirst for vengeance, whose
actions needlessly brought the enemy’s wrath down on his own people. At a time
when surrender to the reservation and acceptance of the white man’s civilization
seemed to be the Indians’ only realistic options, Geronimo and his tiny band of
Chiricahuas fought on. The final holdouts, they became the last Native American
fighting force to capitulate formally to the government of the United States
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Episode 5 Wounded Knee

PBS Premiere on
May 11, 2009

In 1973, American Indian Movement activists and residents of the Pine Ridge
Reservation occupied the town of Wounded Knee, demanding redress for
grievances. As a result of the siege, Indians across the country forged a new path
into the future.

Watch the trailef More About the Film

Film Description

On the night of February 27, 1973, fifty-four cars rolled, horns blaring, into a
small hamlet on the Pine Ridge Indian Reservation. Within hours, some 200
Oglala Lakota and American Indian Movement (AIM) activists had seized the

few major buildings in town and police had cordoned off the area. The occupation
of Wounded Knee had begun. Demanding redress for grievances—some going
back more than 100 years—the protesters captured the world's attention for 71

gripping days.

With heavily armed federal troops tightening a cordon around meagerly sljpplie
cold, hungry Indians, the event invited media comparisons with the massacre of
Indian men, women, and children at Wounded Knee almost a century earlier. In
telling the story of this iconic moment, the final episode of We Shall Remain will
examine the broad political and economic forces that led to the emergence of
AIM in the late 1960s as well as the immediate events—a murder and an apparent
miscarriage of justice—that triggered the takeover. Though the federal
government failed to make good on many of the promises that ended the siege,
the event succeeded in bringing the desperate conditions of Indian reserfation li
to the nation's attention. Perhaps even more important, it proved that despite
centuries of encroachment, warfare, and neglect, Indians remainedfarcgah

the life of America.”

(WBGH, 2008-2009)

[Return to Digital Resources section of Mediums
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Artifact 8— Digital Resources

From Peoria Tribe Website: Chief Froman’s Letter to George Will

PEORIA TRIBE OF INDIANS OF OKLAHOMA

CHIEF

118 S. Eight Tribes Trail  (918) 540-2535 FAX (918) 540-2538 John P. Froman
P.O. Box 1527

MIAMI, OKLAHOMA 74355 SECOND CHIEF

Jason Dollarhide

January 6, 2006

George Will

The Washington Post
1150 15th Street, N.W.
Washington, D.C. 20071

Mr. Will:

| have read your editorial in the January 5 issue of the Tulsa World and find it
highly disturbing that a journalist of your stature would publish an editorial oange
the Peoria Tribe of Indians of Oklahoma and the university mascot, Chief dknand
mentioning my name without a personal conversation. | can only assume you derived
your facts from other published reports on the Peoria Tribe’s stance reghei@gief
llliniwek issue.

The Peoria Tribe of Indians of Oklahoma in April of 2001, by tribal resolution,
requested the University of lllinois to cease and desist use of Cheidk as its
mascot. Your article suggests insensitivity on the part of the PeoriagkitoeChief
llliniwek; | believe that insensitivity lies with the University dfilois in not respecting
the request of the Tribe.

Since coming into office | have had several conversations with the University,
including its president, members of the Board of Directors, students, facultyiaed<it
of lllinois concerning Chief llliniwek. The most recent conversations wat@wing
announcement of the ruling of the NCAA regarding Chief llliniwek and the subsequent
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appeal process. | have also had conversations with the NCAA and provided them with
the supporting documentation on the tribe’s stance concerning Chief llliniwek.

The statements you made in your article, “the Peoria Tribe, is now in Oklahoma
and “the tribe is too busy running a casino and golf course to care about Chief Kliniwe
are highly unprofessional in the journalistic world. A more accurate statement beul
that the University of Illinois has ignored the tribe’s request for neardears.

[, as chief of the Tribe, have chosen not to re-address the issue of @fieéK!
for the following reasons: In Indian Country tribal leaders face high ungmpla rates,
health care issues, adequate housing, and a decrease in federal funding which are
obligations of the United States Government as assured to tribes through vaaies. tre
The United States Government has fiduciary trust responsibilities and obligatibies
Native American tribes of this country. The elected tribal leadership these issues
on a day-to-day basis. As the elected leadership of this great country weostrive
enhance the quality of life of our people. As you may know, elected leadership must
prioritize issues to address using the resources available to them. |, abaleethosen
to address the above issues to meet the needs of our people rather than re-address a
mascot issue that has been ignored by the University.

Not only do | feel you owe the people of the Peoria Tribe an apology, but all tribal
elected leaders and people, as your editorial paints a negative pictupaldiuginesses.
Tribal businesses provide job opportunities for Native Americans as well asatwe-N
Americans. These employees pay their federal and state income talxaksbilsinesses
are not just casinos and golf courses...tribes own colleges, print shops, manufacturing
companies, health service agencies and retail outlets, among others.

| hope you would call upon your integrity as a journalist to correct the
misconceptions of the article relating to the Peoria Tribe in a future etitoria

If you have any questions or wish to discuss this matter directly with essepl
do not hesitate to contact me.

John P. Froman
Chief

xc: Ken Neal, Tulsa World

(Froman, 2006)
[Return toConcluding Thoughts— Literature on Different Mediumjs
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lllinois Learning Standards 16 A or B Benchmarks

Benchmarks Related to Doing the Discipline of History

A. Apply the skills of historical analysis and interpretation.

331

EARLY
ELEMENTARY

LATE
ELEMENTARY

MIDDLE/JUNIOR
HIGH SCHOOL

EARLY HIGH
SCHOOL

LATE HIGH
SCHOOL

16.A.1a Explain the
difference between
past, present and
future time; place
themselves in time.

16.A.2a Read
historical stories and
determine events
which influenced
their writing.

16.A.3a Describe
how historians use
models for
organizing historical
interpretation (e.g.,
biographies, political
events, issues and
conflicts).

16.A.4a Analyze and
report historical
events to determine
cause-and-effect
relationships.

16.A.5a Analyze
historical and
contemporary
developments using
methods of
historical inquiry
(pose questions,
collect and analyze
data, make and
support inferences
with evidence,
report findings).

16.A.1b Ask
historical questions
and seek out
answers from
historical sources
(e.g., myths,
biographies, stories,
old photographs,
artwork, other visual
or electronic
sources).

16.A.2b Compare
different stories
about a historical
figure or event and
analyze differences
in the portrayals and
perspectives they
present.

16.A.3b Make
inferences about
historical events and
eras using historical
maps and other
historical sources.

16.A.4b Compare
competing historical
interpretations of an
event.

16.A.5b Explain the
tentative nature of
historical
interpretations.

(Illinois learning standards1997, pp. 50-51)

Benchmarks Emphasizing Content Knowledge Alone

B. Understand the development of significant political events.

EARLY LATE MIDDLE/JUNIOR EARLY HIGH SCHOOL LATE HIGH
ELEMENTARY ELEMENTARY HIGH SCHOOL SCHOOL
16.B.1a (US) 16.B.2b (US) 16.B.4 (US) Identify
Identify key Identify major political ideas that have
individuals and causes of the dominated United States
events in the American historical eras (e.g.,
development of the | Revolution and Federalist, Jacksonian,
local community describe the con- Progressivist, New Deal,
(e.g., Founders sequences of the N/A New Conservative). N/A
days, names of Revolution through
parks, streets, the early national
public buildings). period, including
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the roles of George
Washington,
Thomas Jefferson
and Benjamin

Franklin.
16.B.1b (US) 16.B.2b (US) 16.B.4a (W) Identify
Explain why Identify major political ideas that began

individuals, groups,
issues and events
are celebrated with
local, state or

causes of the
American
Revolution and
describe the con-

during the Renaissance
and the Enlightenment and
that persist today (e.g.,
church/state

national holidays or | sequences of the N/A relationships). N/A
days of recognition Revolution through
(e.g., Lincoln’s the early national
Birthday, Martin period, including
Luther King’s the roles of George
Birthday, Pulaski Washington,
Day, Fourth of July, Thomas Jefferson
Memorial Day, and Benjamin
Labor Day, Franklin.
Veterans’ Day,
Thanksgiving).
16.B.1 (W) Explain | 16.B.2d (US) 16.B.4b (W) Identify
the contributions of | Identify major political ideas from the
individuals and political events and early modern historical era
groups who are leaders within the to the present which have
featured in United States had worldwide impact
biographies, historical eras since (e.g., nationalism/Sun Yat-
legends, folklore the adoption of the N/A Sen, non-violence/Ghandi, N/A
and traditions. Constitution, independence/Kenyatta).
including the
westward
expansion,
Louisiana Purchase,
Civil War, and 20th
century wars as
well as the roles of
Thomas Jefferson,
Abraham Lincoln,
Woodrow Wilson,
and Franklin D.
Roosevelt.
(Illinois learning standards1997, pp. 50-51)
C. Understand the development of economic systems.
EARLY LATE MIDDLE/JUNIOR EARLY HIGH LATE HIGH
ELEMENTARY ELEMENTARY HIGH SCHOOL SCHOOL SCHOOL

16.C.2b (US) Explain
how individuals,
including John
Deere, Thomas
Edison, Robert

16.C.4c (W) Describe
the impact of key
individuals/ideas
from 1500 - present,
including Adam
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McCormack, George

Smith, Karl Marx and

N/A Washington Carver N/A John Maynard N/A
and Henry Ford, Keynes.
contributed to
economic change
through ideas,
inventions and
entrepreneurship.
(Illinois learning standards1997, pp. 52-53)
D. Understand lllinois, United States and world social history.
EARLY LATE MIDDLE/JUNIOR EARLY HIGH LATE HIGH
ELEMENTARY ELEMENTARY HIGH SCHOOL SCHOOL SCHOOL
16.D.1 (US) Describe | 16.D.2c (US) 16.D.4 (W) Identify
key figures and Describe the significant events
organizations (e.g., influence of key and developments
fraternal/civic individuals and since 1500 that
organizations, public | groups, including altered world social
service groups, Susan B. history in ways that
community leaders) Anthony/suffrage N/A persist today N/A
in the social history and Martin Luther including
of the local King, Jr./civil rights, colonization,
community. in the historical eras Protestant
of Illinois and the Reformation,
United States. industrialization, the
rise of technology
and human rights
movements.
(Ilinois learning standards1997, pp. 54-55)
E. Understand lllinois, United States and environmenthhistory.
EARLY LATE MIDDLE/JUNIOR EARLY HIGH LATE HIGH
ELEMENTARY ELEMENTARY HIGH SCHOOL SCHOOL SCHOOL
16.E.2b (US)
Identify individuals
and events in the
development of the
conservation
movement
N/A including John N/A N/A N/A

Muir, Theodore
Roosevelt and the
creation of the
National Park
System.

16.E.2b (W)
Identify individuals
and their
inventions (e.g.,
Watt/steam engine,
Nobel/TNT,
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N/A Edison/electric N/A N/A N/A
light) which
influenced world
environmental
history.

(Illinois learning standards1997, p. 54)

[Return to Mediums- Textbook$

[ Return toPedagogical Content KnowledgeRecommendation€hapter 5]
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Appendix F

Pyramid Matrix— Maximum Variation Sample

Preservice
Teachers

— Variation -, ——>

o Experienced ~
§\ Teachers “’%
& %

— Gender —

\

Curriculum
Specialists

[Return to Sample Selection and Site section in Chapter 3

[Return to Data Collection Methods in Chaptkr 3

[Return to Credibility section in Chapter 3

[Return to Introduction: Data Sources and Their Utilization in Chapter 4

[Return tolnforming research Questions via Educational Perspective of Partigipants

Chapter 4]
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Appendix G
Interview and Focus Group Guides
Interview Guide/Questions for Initial Interview of Curriculum Specialist
1. Please tell me briefly about your background as a curriculum specialist

a. (Probe) Please tell me a little more about your specific experiente as i
relates to social studies and history curriculum in lllinois.

2. What kinds of topics about other cultures are currently covered in lllinois social
studies and history curriculum?

a. (Probe) At what grade levels are those generally covered?

3. From your experience, how do teachers in lllinois utilize information about other
cultures in the curriculum?

a. (Probe) How do they structure these units of study? What kind of
methods do they generally use in these units of study?

4. How are Native American topics generally covered in curriculum in lllihois

a. (Probe) At what grade levels are Native American topics generally
covered?

5. How do teachers who really care about Native American cultures, as ans@jme
their curriculum, gather their information?

6. What might an exemplary unit covering Native American's lllinois looKlike
What would it include?

7. Please tell me about any teachers you know an lllinois that specifioaty c
material on the lllinois Indians tribes for which the state is named.

a. (Probe) Please tell me about any successes or challenges that those
teachers face in this area.

b. (Probe) Can you put me in contact with those teachers?

8. Do you have anything you'd like to add?
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Interview Guide/Questions foP2Curriculum Specialist

Please tell me briefly about your background as a curriculum spedratisding
your experience at the state level.

a. (Probe) Please tell me a little more about your specific experiente as i
relates to social studies and history curriculum in lllinois.

. What kinds of topics about other cultures are currently covered in Illinois social
studies and history curriculum?

a. (Probe) At what grade levels are those generally covered? Why at those
levels?

From your experience, how do teachers in lllinois utilize information about other
cultures in the curriculum?

a. (Probe) How do they structure these units of study? What kind of
methods do they generally use in these units of study?

How are Native American topics generally covered in curriculum in lllihois

a. (Probe) At what grade levels are Native American topics generally
covered?

How do teachers who really care about Native American cultures, as ans@jme
their curriculum, gather their information?

How do new teachers, just out of a TEP, make decisions about utilizing materials
covering Native American cultures for their classes?

a. (Probe) What do these new teachers use as resources for teaching about
Native Americans in lllinois in their first years of teaching?

b. (Probe) What additional kinds of material on Native American cultures do
you think would be helpful to these new teachers?

If content material on Native Americans in lllinois was added to TEPs in the
required History of lllinois class or in a SS methods class, what would be the best
format for such material—considering the needs of the PT, as a college student
and then as a first time teacher, as well as fitting the teaching ofeidshistory
professor or SS professor?

Do you have anything you'd like to add?
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Interview Guide/Questions for Follow-up Interview with 1st Curriculum
Specialist after Interviewing 2nd Curriculum Specialist

. How do new teachers, just out of a TEP, make decisions about utilizing materials
covering Native American cultures for their classes?

a. (Probe) What do these new teachers use as resources for teaching about
Native Americans in lllinois in their first years of teaching?

b. (Probe) What additional kinds of material on Native American cultures do
you think would be helpful to these new teachers?

. If content material on Native Americans in lllinois was added to TEPs in the

required History of lllinois class or in a SS methods class, what would be the best
format for such material—considering the needs of the PT, as a college student
and then as a first time teacher, as well as fitting the teaching ofeidshistory
professor or SS professor?

a. [Probe/clarification] Okay, let me define format, medium ... Supplemental
textbook, CD, Internet, those kinds of things. What should it be in,
something physically to get into the hands of the preservice teachers that
they can use now but they can choose to keep it as a resource when they
go on to be a teacher?.... So ... what medium should the material be put
into that they can physically use it and hopefully keep it.

. Do you have anything you'd like to add?

In terms of the TAH grant and particularly the methodologies you're using, how
are they turning out to be successful, or not? Why do you believe they would be
successful? What kind of documentation do you have on them? ... And [as you
brought up on the phone when | called to set up this appointment] what
differences are you seeing between the in-service and the preseacioers?

a. Please talk more specifically about the differences you've seen in your
TAH program in dealing with the in-service teachers and the preservice
teachers in terms of the kinds of materials you use.

b. Please talk about preservice teachers and how they differ from the in-
service teachers the insights you've gotten between them. Please also
talk about how many preservice teachers you have been in contact with
through this grant so far, compared to the number of in-service?
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Teacher Focus Group Guide/Questions

Please discuss the grade level you teach (or you hope to teach) and the school
setting where you teach.

. Please discuss any material you cover (or expect to cover) that inblaties
Americans in lllinois. (Specifically the lllinois Indian tribes, if apgpble.)

Please discuss source materials you have utilized (or plan to utilizeate goeir
Native American lessons.

Please discuss any experience you have had with content materiatstelate
Native Americans during your teacher education program.

. Please discuss what you now see as the most useful format(s) for Native
American content material that can be utilized during a teacher education

program.

Or

. As | plan to create accurate source material for pre-teachelisdislthat covers

the lllinois Indians, what format would you advise me to put it in, and why?

[Return toData Collection Methods Chapter Three]

[Return toFinal Analysis: Research Questions and Multicultural Education Coicept

Chapter Four]

[Return toPreservice Teacher FoeusToo Tight?in Chapter Five]
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Appendix H

Strategies Used to Establish Trustworthiness*

Strategy

Criteria

Credibility

* Reflexive analysis— Field Journal

« Establish authority of researcher

* Triangulation of multiple data sources ja
constant comparison in analysis

« Interview technique— *Specific
directions to elicit participant views;
“reframing, repeating and/or expanding

interview question

Transferability

» Dense description— informant
background information, setting, reseafch
context

» Comparison of sample to demographic

Dependability

» Dense description of research methods
» Code-recode procedure

* Tracking evolution of the codes

Confirmability

* Triangulation of multiple data sources

* Reflexive analysis

*Adapted from Krefting, 1991, p. 217, Table 2

[Return toTrustworthinessn Chapter Three]
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Appendix |
Participants and Attributes
Participants Gender & Ethnicity | Pseudonym SS-Grade Level Experience Degree Status
* 32 yrs HS Teacher- Metro (30
yrs public school; 2 yrs
private)
10 yrs — Curriculum
Development in Districts
Curriculum Male Caucasian *C.J. *HS * SS Dept. Chair @ NCLB MAT-History +45
Specialist 1 - onset
Metro * Consultant for educational
organization advising regional
districts on SS issues—
including developing,
submitting, & implementing
TAH Grants.
* Currently teaches university
SS Methods
* 35 yrs Rural HS Teacher
* Developed courses correlated
w/state standards
» Work with North Central
Curriculum Male Caucasian * Bill *HS accreditations MS Ed-C&l
Specialist 2 - * Assisted in developing IL
Rural content test for preservice SS
teachers
* 20+ yr member ICSS, plus
exp. as rep. & office—
including as Exec. Dir.
» Work on NCSS committees
Focus Group 4 - 3 Female *Samantha | *39SS * 32 yrs: *BS
Rural/Metro Caucasians * Belinda * 8th Amer. History 2yrs-3dgr,; *MSEd
*Jenn *HS, AP-Amer. Many yrs - 6t gr. Gifted. (BS-Hist. & Cert.)
History; Sociology *12yrs *MS Ed (American
* 22 yrs: History focus)
15 yrs - History/SS
Focus Group 3 - 2 Female *Tina o 5th *15yrs *BS+ (Engl. & Cert.)
Majority Informed | Caucasians e Linda « 5M/6th Special Ed. *17yrs *BS (SpEd) & MAT
- Rural 1 Male Caucasian * Russ o 7th/8h Amer. History | * 12 yrs: * BS (Hist. Ed)
5yrs - 7t/ History;
2yrs-6hgr.;
2 yrs - geography/spelling;
2yrs-6thgr.;
1 yr - geography/spelling
Focus Group 2 - 1 Female Caucasian | ¢ Carla * prefers Rural HS All TEP students in HIST 367
Informed - 2 Male Caucasians * Michael * prefers Rural HS (required History of lllinois All 3 yr Undergrads
(Preservice ¢ Rico « prefers Metro, large course for Secondary SS)
Secondary SS) HS
Focus Group 1- * prefers Rural,
Informed - 3 Female ¢ Jessica Middle School, LA All TEP students in Cl 424 All 4 yr Undergrads
(Preservice Elem. | Caucasians e Cori focus (required Elem. SS methods
Educ. SS) * Morgan * prefers diversity in course)
Rural, K-3
« prefers Middle
School; military exp.

[Return to Transferability section in Chaptér 3
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Appendix J

District Demographicsin-Service Teachers and Curriculum Specialists

School-S FG3 | FG3 | FG3 | FG3 FG4 FG4 FG4 FG4 FG4 | FG4 | CSt CSt CS2 CS2
District-D Elem | Elem | Jr.HS | JrHS | Elem. | Elem. | Middle | Middle | HS HS HS HS HS HS
2007 | 1998 | 2007 | 1998 J 2007 | 1998 | 2007 1998 | 2007 | 1998 | 2007 | 1998 J 2007 | 1998
# Students-S 352 396 124 95 763 915 610 442 836 | 838 | 2674 | 2337 619 619
% White
Student-S 99.4 100 99.2 100 818 | 89.2 779 84.8 819 | 865 | 622 771 97.1 98.2
State 549 | 626 | 549 | 626 | 549 | 626 54.9 626 | 549 | 626 | 54.9 62.6 54.9 62.6
Teacher-D 100 100 100 100 98.3 97.8 98.3 97.8 983 | 978 | 973 96.9 975 | 100.0
State 851 | 848 | 851 | 848 | 85.1 84.8 85.1 848 | 851 | 848 | 85.1 84.8 85.1 84.8
% Black
Student-S 0.0 0.0 0.8 0.0 5.5 7.2 8.0 9.7 7.3 9.4 295 19.6 0.2 0.0
State 19.6 | 20.8 19.6 | 20.8 19.6 | 208 19.6 20.8 196 | 208 | 196 | 208 19.6 208
Teacher-D 0.0 0.0 0.0 0.0 1.1 2.2 1.1 2.2 1.1 2.2 1.2 2.6 0.0 0.0
State 8.8 11.3 8.8 11.3 8.8 11.3 8.8 11.3 8.8 11.3 8.8 11.3 8.8 11.3
% Hispanic
Student-S 0.3 0.0 0.0 0.0 3.0 1.5 3.4 0.9 2.4 1.9 2.7 1.3 1.3 0.3
State 19.3 | 133 19.3 13.3 19.3 13.3 19.3 13.3 193 | 32 19.3 13.3 19.3 13.3
Teacher-D 0.0 0.0 0.0 0.0 0.6 0.0 0.6 0.0 0.6 0.0 0.4 0.4 2.5 0.0
State 4.6 3.1 4.6 3.1 4.6 3.1 4.6 3.1 4.6 3.1 4.6 3.1 4.6 3.1
Y%Asian/Pacific
Islander
Student-S 0.0 0.0 0.0 0.0 2.1 1.7 1.3 3.6 1.6 1.9 2.2 1.8 1.0 1.3
State 38 32 3.8 32 38 32 38 32 38 32 38 32 38 32
Teacher-D 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.8 0.0 0.0 0.0
State 1.2 0.7 1.2 0.7 4.6 0.7 1.2 0.7 1.2 0.7 1.2 0.7 1.2 0.7
% Native
American
Student-S 0.3 0.0 0.0 0.0 0.8 0.3 0.0 0.9 0.0 0.2 0.1 0.3 0.2 0.2
State 02 02 0.2 0.2 02 02 02 0.2 02 02 02 0.2 02 02
Teacher-D 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.4 0.0 0.0 0.0
State 0.2 0.1 0.2 0.1 0.2 0.1 02 0.1 0.2 0.1 02 0.1 0.2 0.1
% Multiracial
[Ethnic
Student-S 0.0 N/A 0.0 N/A 6.8 N/A 9.3 N/A 6.8 N/A 3.3 N/A 0.3 N/A
State 2.2 N/A 2.2 N/A 22 N/A 22 N/A 22 N/A 22 N/A 22 N/A
Teachers
%Male-D 333 | 388 | 333 | 388 | 222 | 264 222 26.4 222 | 264 | 466 497 35.3 456
State 23 248 | 230 | 248 | 230 | 248 23.0 248 | 230 | 24.8 23 248 | 230 24.8
%Female-D 667 | 612 | 667 | 612 | 778 | 736 778 73.6 778 | 736 | 534 50.3 64.7 54.4
State 770 | 752 ] 230 | 752 ) 770 75.2 77.0 75.2 770 | 752} 770 75.2 77.0 75.2
% Low Income
School 67 629 | 629 | 642 | 237 | 302 248 226 156 | 17.7 | 278 175 35.1 275
State 409 | 363 ] 409 | 363 ) 409 | 363 40.9 363 | 409 | 363 ) 409 36.3 40.9 36.3
% Limited
English
Proficient
School 0.0 0.0 0.0 0.0 0.1 0.0 0.3 0.0 0.0 0.1 0.0 0.0 0.0 0.5
State 7.2 6.3 7.2 6.3 7.2 6.3 7.2 6.3 7.2 6.3 7.2 6.3 7.2 6.3
Average Yrs
Teaching
Experience
District 122 | 16.3 122 16.3 154 18.1 154 18.1 154 | 18.1 12.3 15.6 16.4 16.2
State 129 | 150 12.9 15.0 12.9 15.0 12.9 15.0 129 | 150§ 129 15.0 12.9 15.0
%Teachers
with Graduate
Degrees
District 15.6 | 17.3 15.6 17.3 | 594 | 404 59.4 404 594 | 404 | 485 48.2 50.4 31.2
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State 523 | 463 | 523 | 463 | 523 | 463 52.3 463 | 523 | 463 | 52.3 46.3 52.3 46.3
Average

Teacher

Salary-D 46.8 | 369 | 468 | 369 | 594 | 458 59.4 458 | 594 | 458 | 695 | 53.6 | 635 452
X $1000

............................... K-12 Districts
Source: ISBE Website lllinois School Report Cards 2007 & 1998

[Return to Transferability section in Chaptér 3

[Return to Situating the Curriculum Specialists and Experienced Teachersrin The

Districts in Chapter 4

[Return toPerspectives Avenue Three: Pedagogical Disposiiio&hapter 4]
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Demographic Comparison of Districts for 2067CS1, CS2, FG3, FG4

Factors particularly relevant to analysis are highlighted.

Districts 2007 CS1-Metro CS2-Rural FG3-Rural FG4-Rural/Metro
Fast change Towards
B"ggvlvt;ra' Monocultural | Monocultural
Cultural Mix Multicultural
Towards
Multicultural
District # 5009 619 692 2827
Students [2 campuses] [4 campuses]
% Low Income
for District 30 35 67 24
[State Average = 7]
Ave. Teacher 69.5 63.5 48.6 59.5
Salary X $1000
%Teachers with 49 50 16 59
Graduate
Degrees
[State Average = 52]
Average Yrs
Teaching 12 16 12 15
Experience
[State Average = 13]
% Male Teachers
Compared to -
State?\verage +10 +12 +10 1
of 23
% Female
Teachers -10 -12 -10 +
Compared to
State Average
of 77

Note: % Rounded off to nearest whole percentage pdin

Source: Analysis of Demographic Data— Districts of In-Service Teachers & Curriculum Specalists
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Identified Themes Summarized by Data Set
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CS1:CJ CS2: Bill FG4 Rural/Metro FG3 Rural FG2 Secondary Ed FG1 Elem Ed
PTs- 3 yr. PTs- 4rd yr

Qualities Qualities Qualities Qualities: Quality
*Thematic approach *No >20-25 pages *Thematic approach vs. Quantity
*Historical Thinking eIncludes facts *Historical Thinking *Want general

approach *Not pet project of approach knowledge
*Integration of US individual specialist | eIntegration of US sWant more

History *General knowledge History Native American

wi/sites of things *Format

available
*Good TOC
*Good scope &
sequence
*To the point
*Bibliography of
terms

chronologically
*Look at Native
Americans culturally

RQ#1: Content

RQ#1: Content

RQ#1: Content

RQ#1: Content

RQ#1: Content

RQ#1: Content

Form— Form— Form— Form— Form— Form—
Pedagogical Pedagogical Pedagogical Pedagogical Pedagogical Pedagogical
Content Knowledge | Content Knowledge | Content Knowledge | Content Knowledge | Content Knowledge | Content Knowledge
RQ#2: Medium— RQ#2: Medium— RQ#2: Medium— RQ#2: Medium— RQ#2: Medium— RQ#2: Medium—
Unit Plan booklet w/ | Discovery Kit
Digital Resources Digital Resources (Museum) & Digital Resources Digital Resources Digital Resources
CD ¢(Unit plan) Children’s Lit in Lesson Plan *PPT *Webquest
*Online w/websites Format & Children’s | eVideo (film via
sWebquest Approach | *PTs grew up Lit computer)
w/Internet: *Internet or CD
edon’t believe in «Children’s Lit
books
*believe all that is
on Internet
Challenges Challenges Challenges Challenges Challenges: Hard
eImportance of *Indian topics seen *Male [some exhibited by | for Teachers
Teacher as unimportant coaches/history participants]
eLack of content Importance of teachers *Big span of history
knowledge Teacher eInternet at early *"We struggle, so to teach
*Need to bring in sLack of content Elementary level more general’ *Teachers don’t know
content specialist knowledge *Native American sLack of confidence a lot about Native
*Time o|L HS mandate: coverage in TEP *’| tried to but...” Americans
*NCLB Teach abt. Indians *Textbooks: *Exhibited Lack of eLack of confidence
*Textbook & related sLack of Teacher eusage Native American *Just trying to meet
resources motivation swhat’s missing or content knowledge standards
*Going on field trips slighted *Exhibited *Can't teach content
Difficult *NCLB: Tension— General seen as radical by
sTextbooks stime Knowledge vs. community
*HS history survey eskimming Want More Native
course American
*Need for innovative *Textbook usage
Teachers [Exhibited]

*Eurocentric history
approach

*PTs must follow
cooperating
Teacher




346

*’Don't lecture”, but
lecture modeled

*Need for good HS
SS Teachers
Good Teachers Good Teachers Good Teachers Good Teachers— Good Teachers
sConstructivist sTalk a bit abt. *Exhibited Conditional [exhibited by
Learner hardships, culture passion abt. participants]
*Use better importance of *Tina exhibited
strategies woven narrative tendencies towards *Tendencies towards
*Use multiple history that is social constructivism constructivism
techniques sConstructivist
*Doesn't just lecture Importance of
Teacher
sTeach gory/real part
Misinfo/Stereotypes | Misinfo/Stereotypes | Misinfo/Stereotypes | Misinfo/Stereotypes | Misinfo/Stereotypes | Misinfo/Stereotypes
*Teachers’ evals: *First Thanksgiving *First Thanksgiving [exhibited by *Hollywoodized *Indians &
“I've made this too story up to 5t eIndians in isolation participants] Content Thanksgiving—
simplistic” «Chief llliniwek *Popular knowledge and *Indian-like exhibit noodle necklaces,
*Good *Indian craft *|ndians w/o conflict Types of w/feathered hats feather headbands,
document...why or becomes the unit at lower Elementary | Knowledge eLies My Teacher etc.
why not? *Hopefully *The Indian in the Told Me— Loewen | eDifferent Indian
*Accuracy of misinfo/stereotypes Cupboard reservations in
popularized not taught wrong *’Think of Indians, lllinois [exhibited
documents— Chief | *Teachers don’t now change that” misinformation]
Seattle’s speech mean anything by it Great-great
*Textbooks very grandma was Indian
bland, need *After Civil War is
enrichment Indians
*Those voices *No Native American
haven't been heard knowledge but from
the text
Viewpoints Viewpoints Viewpoints— Viewpoints— Viewpoints
*Richard White on «Critical thinking Conditional Conditional *Include modern
perspectives skills— Multiple Illinois Indian
*You can't teach viewpoints *Tina exhibited *Rico has exhibited a input— ldeas,
what you don’t Viewpoints in potential capacity for | pre-capacity for values, beliefs
know” Smoke Signals enabling viewpoints enabling viewpoints
*"They want to read from diverse from diverse
the story from the perspectives perspectives
person.”
Ideology
[exhibited by Bill]

[Return to Confirmability section in Chapter Three

[Return to Challenges Addressed by Participant Them€lapter Five]
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Artifact Medium Artifact Criteria Rating as | Rating as a Other
Number | Represented [see Appendix C] | afraction | percentage* | Rating
of
6 Criteria
Professors TAH Grant Banks’ 4 Reaches
1 Program Approaches N/A N/A Additive
Approach
2 Textbooks 8t Grade Banks’ Checklist 1.7 28%
Textbook 6
3 Children’s The lllinois Banks’ Guidelines 5.6 93%
Literature Confederacy 6
4 News QOutlets | George Will's | Banks’ Checklist 3 50%
Column 6
Museums Schingoethe’s | Banks’ Checklist 3 50%
5 Discovery 6
Boxes
6 Popular Film | Dances with Banks’ 3 50%
Wolves Checklist/Guidelines 6
7 Documentary | We Shall Banks’ 5 83%
Film Remain Checklist/Guidelines 6
Digital Chief Froman’s | Banks’ Checklist 73%
8 Resources Website 44
Response to 6
George Will

*Rounded off to the nearest whole percent

[Return to Critiquing of the Artifacts to Situate Participants via Medjums
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Participants

Textbook, Date, & Publisher

Supplemental Materials

Focus Group 3—Rural

Tina— 5% Grade

America Yesterday and Today, 1991.
Scott, Foresman and Company

*Online resources

*a poem: “The Buffalo”
sformerly used The Indian in the
Cupboard (Banks & Cole, 1980)

Linda— 5"/ 6t Grade
Special Education

Social Studies: History of Our Country,
Level E, 2005. Harcourt Achieve Inc.

*Booklet: North American Indians,
1991.

Russ— 7/t Grade
American History
(Jr. High setting)

The American Nation, 2003. Pearson
Prentice Hall.

[None]

Focus Group 4—Rural/Metro

Samantha— 3¢ Grade

Communities: Adventures in Time and
Place, 2001. McGraw Hill

sChildren’s books from public
library & personal library for
student research

*A Thematic Unit About Northwest
Indians, 1996. Moor, E.

*Comparative lit: “Little Red Riding
Hood” vs. “Dream Wolf”

*Selections from Copy Cat
magazine

*edHelper.com

*Reading a-z.com

*Much more supplemental material [a

stack of papers a few inches thick]

Belinda— 8" Grade
American History
(Middle School setting)

Creating America: A History of the U.S.,
2001. McDougal Littell

*Online resources available in conjunction
with her textbook— primary documents
(7); other (7)

Jenn— AP American History
(High School)

The American People, 1995. Whitney

Documentary Films:
500 Nations (Costner et al.,1995)

*Smoke Signals (Eyre, & Alexie,
1998) [This film also used in Jenn’s
Saciology class]

*A Walk in Two Worlds...
Zitkala-sa (McDougal Littell,
1998)

*The Early History of the lllinois
Indians (Hechenberger &
Specker, 2006)

Articles

*'Native American Women in
History” (Shoemaker, 1995)

Book Chapter

*“Myths That Hide the American
Indian” (LaFarge,1969)

Book

*A People’s History of the United
States (Zinn, 1995)

[Return to Critique of ArtifactP
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Informing Questions 1 & 2 via Educational Perspectives & Dispositions

RQ#1: Content

Curriculum  Specialists

RQ#1: Content

Experienced

RQ#1: Content

Teachers

RQ#1: Content

RQ#1: Content

Preservice

Teachers

RQ#1: Content

(%)
@ Form— Form— Form— Form— Form— Form—
S | Pedagogical Pedagogical Pedagogical Pedagogical Pedagogical Pedagogical
§ Content Content Content Content Content Content
Knowledge Knowledge Knowledge Knowledge Knowledge Knowledge
= | ROQ#2: Medium— | RQ#2: Medium— | RQ#2: Medium— | RQ#2: Medium— | RQ#2: Medium— | RQ#2: Medium—
‘g Digital Resources Digital Resources | Digital Resources | Digital Resources
-~ S CD with (Museum) & eInternet or CD, in *PPT *Webquest
§ S, [ *Online Digital Resources oVideo (film via
o= *Webquest (websites) & computer)
i@ | Approach
*32 yr HS Teacher | *35yrHS Teacher | Samantha Tina Carla Jessica
*10 yrs - Districts, | 20+ yr member +32 yr EIEG +15 yr EIEG +3d yr Undergrad «4t yr Undergrad
z Curriculum ICSS, rep./ officer, | Teacher, incl. Teacher *TEP student *TEP student
% Development incl. Exec. Dir. Gifted *BS+ (Engl. & in HIS367 in Cl 424
S *Dept. Chairperson | *NCSS committees | *BS Cert)
= *MAT-History +45 *MS Ed-C&l Belinda Russ Michael Cori
S | +SS Consultant sCurriculum 12N Middle of2N Jr. HS/ELEd | 3% yr Undergrad o4t yr Undergrad
5 *Teaches TEP Development School Teacher, Teacher *TEP student *TEP student
3 course - SS w/state standards 5t yr teachin in HIS367 in Cl 424
o Methods *North Central S Ed
&4 Accreditation work | *BS-Hist. & Cert. *BS (Hist. Ed)
Y *Helped develop IL | Jenn Linda Rico Morgan
& SS content test for | * 22 yr HS Teacher, | *17yr Sp. Ed 3 yr Undergrad 4t yr Undergrad
= preservice teachers | incl. AP-His; Soc. Teacher *TEP student *TEP student
sTeaches lower oS Ed (Amer. o+ MIAT & BS (Sp. in HIS367 in Cl 424
level TEP courses His.) Ed)
*Samantha & *Carla, Michael, & | eJessica, Cori, &
Jenn: Rico: Stem Cell Morgan: Stem Cell
Incrementally Pre-approach for Pre-approach for
Transformative & Transformative Multicultural Ed. Multicultural Ed.
Approach for Dominated by Approach in
history as challenges to Multicultural Ed. They have
discipline teachers exhibited
tendencies
towards a
Transformative discipline-
Approach for *Russ & Tina: based
history as Teacher approach
discipline challenges
exhibited
eJessica,
Constructivist Apparently not *Samantha & sLinda & Russ Carla, Cori, &
a constructivist Jenn: are not Michael, & Morgan have
Constructivists constructivists. Rico exhibited
@ have not tendencies
% *Belinda exhibited towards
=3 is not a o oy constructivist becoming
2 Constructivist c.:-)lrl: :tri)ég:ggts tendencies. c;]onstrﬁctivists
; throug
tendencies. Webquest
emphasis &

experience
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Growing *Samantha &
capacity for Did not exhibit Jenn eLinda & Russ Carla & eJessica, Cori,
enabling a capacity for have exhibited have not Michael & Morgan
diverse enabling a capacity for exhibited a have not yet have not
viewpoints diverse enabling capacity for exhibited yet exhibited a
viewpoints diverse enabling capacity capacity for
viewpoints diverse for enabling enabling
viewpoints diverse diverse
*Belinda viewpoints viewpoints
has not
exhibited a *Tina has *Rico has
capacity for exhibited exhibited a
enabling a possible pre-capacity
diverse potential for
viewpoints for enabling enabling
students in diverse
terms of viewpoints
diverse *Carla & Rico
viewpoints have
read Loewen
who does
emphasize
viewpoints
Exhibited Exhibited his Exhibited Exhibited Exhibited Exhibited
confidence own confidence confidence confidence confidence
about teaching confidence about teaching about teaching about teaching about teaching
Native about teaching Native Native Native Native
American Native American American American American
[ethnic] content American [ethnic] content content [ethnic] content [ethnic] content
[ethnic] content from textbook
but (Russ), and/or
emphasized from limited
challenges for (Tina; Linda),
majority of SS dated
teachers supplemental
material
(Linda)
Attached Attached Attached Attached
Importance to Did not aftach Importance to Did not aftach Importance to Importance to
teaching Importance to teaching Importance to teaching teaching
authentic teaching authentic teaching authentic authentic
ethnic (Native authentic ethnic (Native authentic ethnic (Native ethnic (Native
American) ethnic (Native American) ethnic (Native American) American)
content American) content American) content content
content content
Bicultural Towards
Towards Multicultural
; Monocultural : Monocultural
Mult!cultural Environment Environment Environment N/A N/A
Environment

[Return toResponse to Research Questian 8hapter 4]

[Return toPerspectives Avenue 2: Experiential Disposition€hapter 4]

[Return toPerspectives Avenue 3: Pedagogical Dispositinr@@hapter 4]
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[Return toPerspectives Avenue 4: Environmental DispositiarShapter 4]

[Return toChallenges Addressed by Identified Disposition€hapter 5]
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Appendix P

Tree of Growth Model— Educator Dispositions

Experientia unk Growth

[Return toChallenges via Identified Dispositiois Chapter 5]

[Return toEducator Dispositiors- Tree of Growth Modein Chapter 5]
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