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Abstract 

THE EFFECTS OF AN INTEGRATED CURRICULUM ON THE ACHIEVEMENT 

AND INTEGRATIVE THINKING OF ENGLISH LEARNERS IN HIGH SCHOOL 

Gordon Brown, Ph.D. 

George Mason University, 2017 

Dissertation Directors: Dr. Beverly Shaklee and Dr. Kimberly Sheridan 

 

This quasi-experimental mixed-methods study investigated how integrating 

language arts and visual arts with history instruction affected high school English as a 

Second Language (ESL) student achievement and integrative thinking ability. This study 

had three objectives: (a) to collaboratively develop and implement a curriculum that 

integrated language arts and visual arts with history; (b) to measure that curriculum’s 

impact on student achievement and integrative thinking ability; and, (c) to explain that 

impact. Two integrated units of instruction were developed by a team of four high school 

teachers representing three disciplines: history, English to Speakers of Other Languages 

(ESOL), and visual arts. The integrated instruction, which in this study was the 

intervention, was then implemented in the ESOL teachers’ classes. The comparison 

group consisted of students in other sections of the same ESOL teachers’ classes. The 

researcher collected, processed, and analyzed work samples, focus group interviews, 

grade data, state standardized test (SST) scores, World-Class Instructional Design and 
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Assessment (WIDA) scores, and participants’ scores on the Evaluation of the Potential 

for Creativity (EPoC) assessment for measuring integrative thinking. The null hypothesis 

of the primary question is: There is no significant difference in performance on the EPoC 

instrument between the comparison and intervention groups. In addition to EPoC, other 

student achievement data was analyzed. Students in the integration group performed 

better on the instruments measuring other achievement data in English and history, but 

not significantly. However, the entire sample performed much better than the rest of the 

district and state. Collaboration may have contributed to the participants’ relatively high 

achievement. This study may inform school leaders and guide curriculum design at the 

site, as well as lead to larger studies to determine the effects of implementation of 

integrated curricula on secondary students. 



1 

Chapter One: Introduction 

If the objective of inquiry is problem finding, as opposed to problem solving, then 

curriculum integration (CI) is an extremely productive topic for inquiry. Indeed, in a 

1996 Middle School Journal issue dedicated to the topic, George enumerated 36 

problems with curriculum integration. This study addressed three of those problems 

which are commonly noted in the literature on CI: 

 a lack of implementation, 

 a lack of authentic arts integration, and, 

 a lack of empirical evidence based on quantitative research methods. 

Thus, the purpose of this study was to develop and deliver integrated humanities units, 

the intervention, to 381 ESL high school students, hereafter the intervention group, and 

then measure the effects relative to a comparison group that did not receive the 

intervention. The humanities units integrated history, language arts, and fine arts through 

authentic connections via themes, problems, questions, and skills. Hence, the study 

addressed the three concerns listed above and further explicated below.  

Examining topics as broad as curriculum integration and student achievement 

demands that the researcher at least consider questions surrounding the purpose of 

                                                 
1 Not all participants provided data points for all dependent variables. Thus, for given variables the groups 

ranged from as low as 17 to as high as 38. The total sample size was 66, with 38 in the experimental/ 

intervention group and 28 in the control/comparison group. 
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curriculum, and thus, the purpose of education, as well as presumptions regarding student 

achievement. Therefore, Chapter 5 includes comments on these and related issues that 

arose, such as realistic expectations for English learners’ (EL) performance on 

standardized tests. Before exploring issues that surfaced from the data in this study, what 

follows identifies issues found in previous studies that inspired the questions and design 

of this one.  

Background of the Problems 

 As noted above, three categories of concerns have beleaguered CI for decades. 

First, scholars, particularly proponents of CI, have been disappointed in the quantity of 

adoption of integrated curricula (Lee & Croll, 1995; Leung, 2006). Second, arts 

advocates lament the superficial quality of arts integration (Aprill, 2010; Smilan & 

Miraglia, 2009). Finally, many researchers suggest there is a need for more empirical 

evidence of the benefits of CI (George, 1996; Hattie, 2009; Winner & Hetland, 2000). 

The following explicates and evidences these concerns. 

Lack of implementation. It appears that we do not know how, nor how often, CI 

occurs in K-12 classrooms in the United States nor around the world. No studies have 

conclusively determined this. Moreover, large-scale studies regarding CI implementation, 

such as Wei’s (2009) investigation of CI implementation in China, Leung’s (2006) 

research in Hong Kong, and Lee and Croll’s (1995) work in England, used existence of 

curriculum documents and/or teacher self-reports, which at best provide weak 

circumstantial evidence of implementation. However, even though local education 

authority (LEA) policy in Hong Kong and England pushed for CI, the survey results 
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revealed that implementation of CI was not common (Lee & Croll, 1995; Leung, 2006). 

As Zeichner and Conklin (2008) concluded, observation and documentation of CI in 

classrooms is needed to determine gaps between reports and realities of CI 

implementation. 

From Hattie’s (2009) synthesis of meta-analyses we may be able to infer a lack of 

CI implementation. Hattie synthesized meta-analyses related to students’ academic 

achievement, which resulted in a total of 800 meta-analyses consisting of 52,637 studies 

involving millions of students. For integrated curricula programs, Hattie only discovered 

two meta-analyses that met his criteria. Moreover, these two combined included just 61 

studies. To put this in relative perspective, Hattie (2009) lists integrated curricula as one 

of 25 “contributions from the curricula” (p. 130). The average item on that list boasts 

close to six meta-analyses and 284 studies, to wit, about four times more than integrated 

curricula.  

The evidence of integrated curricula in practice has been characterized as 

“depressing” and “uncharted territory,” particularly in light of the quantity of its 

advocacy (Gehrke, 1998, p. 253; Lounsbury, 1996, p. 4). The pressures of national 

standards and assessments organized by disciplines may partially explain why teachers 

have not embraced CI (Baharian, 2014; Gehrke, 1998; Phillips, 2014). In addition to 

policy pressures, teacher resistance and the relative difficulties of effectively 

implementing CI may also frustrate efforts to increase its use (Martin-Kniep, Feige, & 

Soodak, 1995; Venville, Wallace, Renne, & Malone, 2002). As Venville et al. (2002) 

concluded: 
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in our own work we found that examples of integration are piecemeal and 

idiosyncratic. They seem to rely on local champions harnessing local resources to 

address local issues. Few of the examples of integration we observed were 

sustained over time. Why is integration so difficult? We suggest that integration 

challenges what Tyack and Tobin (1994) call “the grammar of schooling.” (p. 53) 

That local champions must challenge “the grammar of schooling” in order to implement 

CI, may often be the case. One globally recognized champion of CI, John Dewey, 

described how much work went into disintegrating curricula in his seminal 1902 work, 

The Child and the Curriculum. After a system invests in segregating disciplines, it may 

be hard to sell reintegration. Even given the will, desire, and support, gluing the pieces of 

a disintegrated curricula back together into an integrated whole may prove difficult. As in 

the case of Humpty Dumpty’s demise, sometimes even all the king’s horses and all the 

king’s men cannot put an egg back together again. However, as a secondary teacher with 

more than a decade of experience, I have found integrating curricula does not have to be 

difficult, nor does it require a champion.  

 With Dewey as an early champion of CI in the US, clearly curriculum integration 

is nothing new. In fact, the first education involved problem-based learning (PBL) and 

integration of knowledge, specifically, the problem being “How do we get enough food 

to survive?” Yet, scholars and researchers still refer to curriculum integration as 

innovation (Ellis, 2013; Kwok, 2014). This is analogous to referring to electric cars as 

innovation, when the first cars were electric. To be sure, like electric cars, we can 

improve upon and modernize CI efforts from decades and centuries ago, but CI is nothing 
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new. Yet, like contemporary attempts to market the electric car, it has been difficult to 

reintroduce CI to teachers, students, and schools on a large scale.  

In fact, according to the accrediting LEA, the site selected for this study suffered 

from a lack of CI implementation (see Appendix A, E-mail Re. LEA Suggestion). To 

address this, four teachers collaborated to develop two units that integrated world history, 

language arts, and fine arts. As mentioned above, these integrated units of instruction 

were the intervention for this study (see Appendix B, Interdisciplinary Unit on Greece).  

Lack of authentic arts integration. Even more scarce than CI in practice, is CI 

involving meaningful integration of the arts. According to an article in The Detroit News 

in February, 2010, “Only 40 percent, or 69, of the 172 DPS [Detroit Public Schools] 

schools have an art teacher, down from 80 percent 10 years ago. And just 30 percent of 

Detroit schools—the engines that powered Motown—offer music instruction” (Hodges, 

2010, para. 2). Many blame the narrowing of curriculum to the exclusion of arts on 

policies requiring high-stakes tests that focus on reading and math (Eisner, 2000; Walker, 

2012a, 2012b). On the other hand, nationwide some investigations, including a recent 

Institute of Education Sciences (IES) report from the U.S. Department of Education, 

suggest that the arts have not experienced a great reduction (Mishook & Kornhaber, 

2006; Parsad & Spiegelman, 2012). Yet, others such as von Zastrow and Janc (2004) and 

Rabkin and Hedberg (2011) indicate there has been a significant reduction, which 

suggests that the length of time and/or the places examined make a difference. Much of 

this conflicting research involves self-reports of teachers and principals, and the studies 

fail to provide complex analysis and description of the quality of art instruction (Mishook 
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& Kornhaber, 2006). While the extent of the decrease in arts instruction in the US 

remains debatable, research and reports overwhelmingly point to a downward trend of 

fine arts instruction in our schools in recent years (Jerald, 2006; Phillips, 2014; 

Srikantaiah, 2009; von Zastrow & Janc, 2004; Wexler, 2014). Moreover this downward 

trend is much steeper for poor schools and students (Dwyer, 2011; Parsad & Spiegelman, 

2012). In fact, the media often portrays the arts as expendable, and some schools have 

decided they are, resulting in millions of elementary school students missing out on 

instruction in music, visual art, dance, and drama altogether (Douglas Gould and Co., 

Inc., 2005; Parsad & Spiegelman, 2012, Table X).  

Yet, research espousing the benefits of arts instruction ranges from suggesting 

transfer from music to math achievement and drama to reading ability, to indicating 

increase in students’ capacity for creative thinking and teacher efficacy (Catterall, 

Chapleau, & Iwanaga, J., 1999; Moga, Burger, Hetland, & Winner, 2000; Podlozny, 

2000; Smilan, 2004; Vaughn, 2000). Indeed, referring to a meta-analysis by Hetland and 

Winner in 2000, Burnaford, Brown, Doherty, and McLaughlin (2007) highlighted “three 

areas…in which a substantial number of studies had demonstrated a clear causal link 

between education in an art form and achievement in a non-arts, academic area” (p. 42).  

However, with the same meta-analysis as support, researchers Hetland and 

Winner (2001; Winner & Hetland, 2003) challenge most of the research regarding links 

between art instruction and student achievement in other disciplines as mixed, limited, 

and often correlational. Despite the ongoing discussion regarding the conclusions of this 

body of research, most agree we need more research in this area, particularly studies with 
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experimental designs (Burnaford et al., 2007; Deasy, 2002; Peppler & Catterall, 2006; 

Winner & Hetland, 2000). In addition, others argue for development of integrated 

curricular units through collaborative efforts among higher education faculty, teaching 

artists, community artists, and classroom teachers (Scripp & Subotnik, 2003; Smilan & 

Miraglia, 2009). Hence, for this study, the four teachers on the collaborative team (CT) 

developed an integrated humanities curriculum inclusive of authentic arts integration 

(AAI). Subsequently two teachers, the research team (RT), used that curriculum in their 

classrooms; through a mixed-methods quasi-experimental design, the impact of the 

curriculum was investigated.  

As an ESL teacher at the site, I worked with the other members of the CT to 

design the curriculum. The CT consisted of the ESOL department chair, a history teacher 

who team-teaches two sections of World History I with the ESOL department chair, a 

new ESL teacher, ESOL instructional specialists, and art teachers to design the 

curriculum. At this high school, fine arts classes are electives; they are not required. 

Therefore, the intervention included integration of fine arts for multiple reasons, 

including the benefits that research suggests come from learning art for art’s sake, as well 

as possible transfer of skills between art, language, and history. Both collaboration and 

curriculum integration are relatively prevalent in EL instruction when compared to 

instruction for students in general education. As Collier (1995) noted, without coteaching 

and transdisciplinary instruction, language-minority students would have difficulty 

closing the achievement gap with their peers. Thus, the teachers on the CT and the RT 
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were experienced in collaborating with content teachers and integrating language 

instruction with other academic subjects.  

In addition to examining the impact of curriculum integration on student 

achievement and integrative thinking, this study gathered data related to the efficacy of 

collaboration through field notes, memos, and interviews. Thorough analysis of the 

collaboration data was not within the scope of this study. However, given the major roles 

collaboration played in the development and implementation of the intervention, this 

topic is addressed in Chapters 4 and 5. 

Lack of empirical evidence. As aforementioned, whether discussing CI in 

general, AAI specifically, or their combination, there is a lack of empirical evidence 

based on quantitative research methods supporting curriculum integration (George, 1996; 

Winner & Hetland, 2000). In fact, 15 of George’s 36 stated problems with CI had to do 

with the lack of credible, research-based supporting evidence. As previously noted, Hattie 

(2009) found only 2 meta-analyses, which combined represented just 61 studies. 

However, Hattie’s 2009 synthesis only included studies that related to student 

achievement, and it excluded studies that involved English learners (ELs). Hence, Hattie 

would have rejected this current study, since the sample was comprised entirely of ELs. 

Thus, this project extends the base of K-12 research on CI by focusing on its impact on 

ELs, a population that is still underrepresented in scholarly research (Goldenberg, 2013).  

Moreover, through a mixed-methods quasi-experimental design with an 

intervention group of 38 participants and a comparison group of 28 participants, this 

study adds to a small base of research employing rigorous quantitative methods. In 
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addition, as noted above, the qualitative data helped to (a) establish trustworthiness of 

implementation, (b) explain the results, and moreover, (c) provide rich description of the 

intervention and other study processes such that the study may be extended and/or 

repeated in other contexts.  

Purpose 

Hence, given the reduction of arts and lack of CI implementation in schools, 

along with a dearth of empirical evidence supporting CI, this study investigated the 

impact of CI inclusive of AAI through a quasi-experimental mixed-methods design that 

provided analysis of data typically collected in similar studies, but also measured 

integrative thinking. The objectives of this study fall into two main categories which 

could be delineated along quantitative and qualitative lines.  

The objective of the quantitative piece was to measure the impact of the 

intervention, an integrated humanities curricula, on the participants’ performance. This 

objective was met through analysis of student achievement data such as SST and WIDA 

tests. The study also measured students’ ability to synthesize, in other words, their 

integrative thinking ability. The EPoC integrated thinking module, a recently published 

subtest of creativity, was the instrument used to measure integrative thinking ability (see 

Appendix C for student samples).  

The qualitative questions focused on how and why the effects occurred, which 

necessitated analysis of multiple facets of the study, including the collaborative process, 

intervention implementation, student work samples, focus group interviews, affective 

effects, and student and teacher perceptions. Thus, the purpose of this study was to 
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measure and describe the impact of implementation of an integrated humanities 

curriculum on the integrative thinking ability and achievement in humanities classes of a 

group of mixed-age English learners in a high school.  

Significance of the Study 

This study is potentially significant to the field, the site, and the participants. For 

the field, as discussed above, the study increases a small base of research employing 

quantitative methods. Moreover, much of the existing research was set in elementary and 

middle school contexts; a scant number of studies of curriculum integration took place in 

high schools. Likewise, research on CI with certain populations, specifically ESL and 

struggling students, suffers deficiencies in quantity and quality (Goldenberg, 2013; 

Winner & Hetland, 2000). In addition to contributing to CI literature, the replicable 

integrated units of instruction may assist practitioners with implementation of CI. Thus, 

the study may enhance both the quantity and quality of research on, and practice of, 

curriculum integration. 

The site’s school leadership suggested that if the data indicated positive effects on 

student achievement and/or integrative thinking, then other interdisciplinary programs 

may be implemented with the general student population. Additionally, the LEA’s 

accrediting organization identified interdisciplinary instruction as an area for 

improvement. Hence, the intervention for this study offered a response to the LEA’s 

recommendation, as well as the English for Speakers of Other Languages (ESOL) 

Department chair’s directive to deliver interdisciplinary instruction.  
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Perhaps more important than improvements to the field and site, the literature 

pointed to potential benefits for the student participants. Specifically, previous studies 

indicated that this type of intervention could result in higher academic achievement as 

well as affective benefits typical of AAI, such as increases in student engagement and 

teacher enthusiasm as well as improvements in student behavior (Barry, 2010; Burnaford 

et al., 2007; Eight Year Study, 1942; Hartzler, 2000; Vars, 1991a). In addition to the 

inherent challenges of being a foreigner in the US, some high school ELs suffer a variety 

of hardships including higher incidence of poverty, higher dropout rates, stereotyping, 

subtractive schooling, lower self-esteem, and lower motivation (Ohanian, 2014; Snyder, 

2013; Suárez-Orozco, Bang, & Onaga, 2010; Suárez-Orozco & Suárez-Orozco, 2001). 

Arts integration can engage ELs and give them positive learning experiences (The New 

York State Education Department, 2010). Therefore, in addition to its importance to the 

field and site, this study held important potential benefits for the sample of EL 

participants.  

Research Questions 

As aforementioned, curriculum integration offers fertile ground for investigations. 

Researchers have studied CI at a variety of levels, with an array of learner classifications, 

and on different combinations of disciplines. Thus, first I limited my exploration to my 

primary experience and position at the time of the study: high school, ESL, and 

humanities.  

Still, innumerable possible questions remained. The literature led me to believe 

that providing a method and model for implementing CI and determining its effects 
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would extend a relatively small base of studies at the high school level, and prove 

valuable for teachers and school leaders. A search for an appropriate instrument to 

measure cognitive effects of CI discovered one that distinguished between integrative and 

divergent thinking within creative ability. This measure had never been used in the US 

(Baptiste Barbot, personal communication, September, 2011). Therefore, in addition to 

extending the research base on integration of the humanities in high schools, this study 

introduced a new test to measure integrative thinking. As Colonel Parker (1896) declared, 

a study of pedagogy without consideration of the mind and its development is not 

particularly useful. Thus, I collected and analyzed data that pertained to all three of the 

ABCs of psychology, namely, the affective, behavioral, and cognitive effects on 

participants.  

Accordingly, the following questions guided this exploration of the impact of the 

intervention: 

1. What is the effect of interdisciplinary instruction on integrative thinking 

ability in high school ESL students?  

2. What is the effect of interdisciplinary instruction on other student achievement 

indicators in high school ESL students? 

3. What did the teachers’ implementation of CI involve? 

4. How and why is integrative thinking influenced by CI? 

5. How and why are other student achievement indicators, specifically, SST 

scores, WIDA scores, and classroom grades, influenced by CI?  

6. What affective domains seem affected by implementation of CI? 
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In short, the two quantitative research questions led to examination of the effects of 

interdisciplinary instruction on integrative-thinking ability and other achievement 

indicators in the participants. Whereas, the qualitative questions enumerated above 

guided the inquiry that led to explanation of the results, that is, how and why CI affected 

participants and what the CI involved.  

 In order to explain what the CI involved, the qualitative data provided an account 

of the processes teachers and students engaged in during plenary and implementation 

stages of the study. The description of these processes strives for a specificity and clarity 

such that, in addition to supporting fidelity of study implementation, other practitioners 

could execute the interdisciplinary instruction, and researchers could extend the study to 

other contexts. To these ends, data collected included student work samples, transcripts 

of student and teacher focus group interviews, meeting minutes, memos, and field notes.  

In sum, the six research questions guided investigation of how and why 

curriculum integration affected participants’ integrative thinking, grades, performance on 

standardized tests, and behavior. Exploring these questions required description, analysis, 

and evaluation of the data, processes, and methodology involved in the study as detailed 

in Chapter 3. Thereafter, the results reported in Chapter 4 and subsequent conclusions 

and recommendations in Chapter 5 attempted to answer the research questions.  But what 

exactly do the terms curriculum integration, integrative thinking, and standardized tests 

refer to in this study? The brief definitions below provide a starting point for common 

understanding of acronyms and terms that permeate this dissertation.  
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Definitions 

For the purposes of this study, the following acronyms, definitions, and 

abbreviations of terms will be used. This brief list consists of operational definitions of 

the terms critical to understanding, extending, and/or evaluating the study. This is not an 

extensive glossary. Chapter 2 provides a more thorough, literature-based discussion of 

many of these terms. 

Authentic Arts Integration (AAI): Authentic arts integration is curriculum 

integration that includes integration of one or more of the arts, such that: (a) the arts and 

other discipline(s) are connected meaningfully, and (b) understandings within and across 

the disciplines are enhanced because of the integration (Aprill, 2004; Beane, 1997; 

Smilan, 2004; Smilan & Miraglia, 2009).  

Collaboration: Voluntary interaction between two or more individuals in order to 

achieve a common goal (Cook & Friend, 1991). 

Curriculum Integration (CI): Curriculum integration is a type of instructional  

design that involves connecting the teaching and learning experiences of two or more 

disciplines such that “increased and assessable understandings” are realized (Daly, 

Brown, & McGowan, 2012; Smilan & Miraglia, 2009, p. 40). The disciplines may be 

connected via topics, themes, skills, problems, or questions.  

 English Learner (EL): Throughout this dissertation, the term English learner was 

used in lieu of the often less accurate ESL, more redundant ELL and more pejorative 

LEP. The LEP acronym was retained in notes for tables as needed, to avoid confusion.  
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ESL: English as a Second Language was endorsed by the LEA as the term that 

should be used to refer to students, e.g. “the ESL students at this school perform really 

well on the SSTs” (Study’s County TESOL in-service, 2011). This term is currently 

contested: Many favor ELL (English Language Learner), or EL (English Learner). In 

fact, a United States Department of Education (2012) report on language instruction 

approaches used EL to refer to the students and ESL to refer to approaches and/or 

programs (Faulkner-Bond et al.).  

ESOL: English for Speakers of Other Languages was designated by the LEA as 

the term that should be used to refer to teachers, e.g. “the ESOL teachers here are great” 

(Study’s County TESOL in-service, 2012). One functional difference between ESOL and 

English as a Foreign Language (EFL) teachers is that ESOL teachers are often supporting 

ESL students in content classes by team-teaching with the general education content 

teacher in science, history, and so on. There are other more subtle pedagogical 

differences (Faulkner-Bond et al., 2012; TESOL International Association, 2017).  

HOTS: Higher Order Thinking Skills, specifically analysis, evaluation, and 

synthesis—to wit, the top three thinking skills in Bloom’s Taxonomy—are often 

associated with creative thinking (Bloom, 1956; Ives & Obenchain, 2006; Miri, Ben-

Chaim, & Zoller, 2007).  

Integrative Thinking: Integrative thinking, also called synthesis, refers to a 

cognitive activity that involves combining heterogeneous elements into an original whole 

product (Bloom, 1956; Lubart, Besançon, & Barbot, 2012). 



16 

Interdisciplinary Instruction: Interdisciplinary instruction is a teaching method 

that results in a form of curriculum integration in which the disciplines are maintained as 

distinct from one another (Beane, 1997; Smilan & Miraglia, 2009). 

SST: State Standardized Test, a test of minimum grade-level expectations with 

standardized state assessments in subjects that affect high school degree status (Study 

Site’s LEA, 2012). 

WIDA: World-Class Instructional Design and Assessment, a valid normed test of 

English language ability that has been adopted by many LEAs to level and place ESL 

students. The name is no longer used, as it is considered a misnomer. WIDA now just 

goes by WIDA (WIDA, 2014). 

WIDA Level 3: Students designated as Level 3 according to the WIDA 

demonstrate basic communication skills and have the ability to comprehend and produce 

some content-specific language and long sentences in addition to basic communication 

skills, although errors sometimes affected meaning (WIDA Consortium, 2012). 

Summary 

Curriculum integration is a broad topic offering numerous possible inquiries. This 

study focused on three categories of problems that appear in the literature, namely, 

deficiencies in implementation, arts integration, and empirical evidence. My experience 

and education further delimited the project to contexts of place, participants, and content, 

specifically, high school, ELs, and humanities, respectively. Studies examining CI for 

high school ELs are scarce when compared to the quantity of studies of CI in other 

contexts. Thus one purpose of this mixed-methods study was to extend the present base 
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of research on CI by describing and developing a model for CI at the high school level 

and collecting data on student achievement in this relatively underrepresented student 

population. Furthermore, this study employs a novel psychometric instrument that 

purports to measure integrative thinking as a distinct facet of creative ability. Therefore, 

the design and results of this project, described in Chapters 3-5, offer valuable guidance 

for teachers, school leaders, policymakers, and researchers. The following chapter 

consists of a review of literature that explores the terms and issues relevant to this 

investigation of curriculum integration.  
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Chapter Two: Literature Review 

No research enjoys the limitless resources necessary to consider all the variables, 

aspects, and issues involved in a study in irreproachable breadth and depth. The resources 

available for this study were dedicated to executing a quasi-experimental, mixed-methods 

design that would answer the research questions. Comprehensive literature reviews on all 

the terms and topics were not within the scope nor means of this project, although in the 

area of curriculum integration and related terms the review was substantial.  

On September 16, 2012, the initial literature review for this study was conducted 

using the term curriculum integration in the following databases: Academic Search 

Complete, Education Research Complete, ERIC, and Psychology and Behavioral 

Sciences Collection. The search generated more than 3,000 results which were then 

reduced to less than 700 by eliminating duplicates and limiting the search to papers 

published in scholarly peer-reviewed journals with full-text availability. Focusing 

inclusion in the review on K-12 education, and generally excluding those papers that 

discussed technology integration and religious studies integration, led to approximately 

190 articles. The number of articles published from 2005 to 2012 was just 89. Giving 

preference to articles that discussed inter- vs. intradisciplinary integration, and 

investigated humanities integration at the secondary level, left about 50. However, 

articles that reported negative impact of CI took precedence over other inclusion 
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preferences. For example, in addition to noting the negative effects reported in available 

meta-analyses, I set out to include studies that seemed to report a negative relationship 

between CI and achievement even if they fell outside the focus of the review, such as 

integration of technology.  

September 7, 2014, a search of databases for the terms dissertation and curriculum 

integration, limited to full-text availability post-2009, generated just 21 results. Only 4 of 

those focused on the secondary level and integration other than technology. April 18, 

2015, a search in Google Scholar for the terms curriculum integration, interdisciplinary 

learning, secondary education, humanities, and meta-analysis, limited to articles 

published since 2014, found 395 results. Preference was given to articles and books that 

focused on humanities integration at the secondary level, which amounted to 

approximately 70 relevant pieces.  

Of course, between the initial and recent search for relevant material, professors, 

colleagues, and friends passed along articles. Scanning reference lists of particularly 

interesting pieces led to seminal works dating back more than a century, as well as 

studies on associated topics, such as Content and Language Integrated Learning (CLIL), 

PBL, and ELs. Finally, previous contract research projects on collaboration, art programs, 

and curriculum integration also augmented the search for literature that could inform 

various facets of this study.  

The purpose of the extensive literature review was to inform, guide, and support 

all aspects of this study, from design to conclusion. Reviews generally follow one of two 

types: thematic or summaries of each study (Creswell, 2008). This review starts by 
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offering research-based explications of relevant constructs, then summarizes five of the 

most pertinent studies. Gehrke asserted, “Every curriculum integration author seems to 

need to provide a new definition, slightly different from any other—perhaps to help 

establish good reason for doing another book or article at all” (1998, p. 255). Rather than 

developing a new definition, what follows should give the reader a clear sense of the 

operational definitions of the key terms and the sources of those definitions, as well as 

descriptions of five germane investigations.  

Interdisciplinary or Integrated  

To be sure, curriculum integration has existed as long as humanity: Cave 

drawings told stories, and provided history through art; likewise, ancient Chinese 

characters and Egyptian hieroglyphics integrated language with art. Da Vinci described 

the relationship between language and art when he declared, “Painting is poetry that is 

seen rather than felt” (as cited in Lock, 2009, p. 9). However, centuries ago, as 

knowledge bases grew, educators decided to break up broad subjects, such as philosophy, 

into smaller chunks, for example language, art, and science (Kovalik & Olsen, 1994). 

Therefore, modern-day use of the term integration in education actually signifies 

reintegration. Klein (2005) traces the earliest contemporary use of the term integration to 

books on psychology by Spencer (1855) and James (1896), although Bertrand’s (1898) 

theory of integrated instruction is more directly applicable to this study.  

The likes of Burton (2001), Drake (1998), Erickson (n.d.), Fogarty and Stoehr 

(2008) have created continuums, hierarchies, and taxonomies delineating subtle 

differences in approaches and objectives for curriculum integration (as cited in 
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Chrysostomou, 2004; Fogarty & Stoehr, 2008; Venville et al., 2002). However, some 

researchers and scholars suggest that all of these classification systems fall into a 

dichotomy of two competing definitions: One maintains the integrity of disciplines and is 

often referred to as inter-, multi-, and cross-disciplinary (Dowden, 2007; Gehrke, 1998); 

the other uses whatever subject knowledge and skills are necessary to solve a problem or 

investigate an inquiry, and thus is often associated with problem- and inquiry-based 

learning. The former application of CI requires maintaining the integrity of the 

disciplines: The disciplines are the building blocks but are connected with cement 

consisting of themes or skills. Dowden (2007) and Gehrke (1998) credit Herbart and 

Jacobs with establishing this paradigm. The purpose of this type of CI is to interest or 

motivate students while efficiently teaching the disciplines. Teachers may collaborate to 

design and implement thematic units which incorporate learning in each of the 

disciplines, or, by curriculum mapping, certain strategies and skills may become the 

focus of multiple disciplines.  

On the other end of the spectrum of CI methodology, often referred to as 

integrated, problem-/project- and/or inquiry-based, experience and life drive the 

curriculum: Academic subjects are just tools. Dewey and Beane are often cited as leaders 

of this paradigm which also finds support in the work of Piaget and Vygotsky, 

particularly their contributions to constructivism, although both CI camps claim these 

theorists and constructivism as rationale, and thematic units may be used by both 

(Dowden, 2007). Project-based and inquiry-based learning are often considered 
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appropriate methods for this definition of CI (Audet & Jordan, 2005; Chrysostomou, 

2004).  

Beane himself clearly drew these distinctions. As Beane (1997) explains, inter-, 

cross- and trans-disciplinary curricula still maintain the subjects as distinct although 

“content and skills from each are correlated to the theme” (p. 10). With an integrated 

curricula simultaneous teaching and learning occurs across the disciplines involved such 

that “increased and assessable understandings” are realized (Daly et al., 2012; Smilan & 

Miraglia, 2009, p. 40). In addition, while trans-disciplinary curricula and integrated 

curricula may look the same in practice, the former implies roots in distinct disciplines.  

Therefore, for this study Beane’s distinctions were adopted. However, using 

Beane’s distinctions, given the restrictions of our context, such as state and site standards, 

standardized tests, and stakeholders’ expectations, the units designed for the intervention 

aligned with the interdisciplinary definition. For this study English, art, and history 

classes were connected through themes, topics, skills, problems, and questions as 

determined by the collaborative team (CT). For the purpose of this paper, curriculum 

integration (CI) refers to the range of possible methods of integrating two or more 

disciplines, as outlined by Drake (1998), Fogarty and Stoehr (2008), and Jacobs (1989). 

Interdisciplinary instruction more specifically refers to teaching within the form of 

curriculum integration in which two or more disciplines are connected meaningfully 

through themes, topics, skills, problems, or questions, yet the disciplines are maintained 

as distinct from one another (Beane, 1997; Choi & Pak, 2006; Daly et al., 2012). 
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Authentic Arts Integration (AAI) 

Given the often weak attempts at integrating fine arts with nonarts disciplines, 

what follows offers parameters for how art will be treated within the CI. At some level, it 

is impossible to separate language instruction entirely from art, history, or philosophy: 

All of those classes require some competency in reading, writing, speaking, and listening. 

That students might benefit from more explicit connections among those disciplines 

underlies research like the present study. Many publishers, such as Holt, Rinehart, and 

Winston and Heinle and Heinle,2 seemed to realize the potential benefits of AAI decades 

ago, and therefore included pictures, activities, and/or discussion of fine arts in their 

social studies, history, English, and language arts texts.  

However, without inclination or training, what teachers do with those pictures is 

questionable. As Aprill (2010) admonishes, “gimmicky exercises that lack depth in either 

arts learning or in other academic learning areas are not arts integration. Arts integration 

is not about ‘jazzing up’ other content with arts activities to make it more palatable for 

students” (p. 7). 

These disparaging remarks from Aprill imply that having an authentic assignment 

or purpose for integration helps connect subjects meaningfully. Therefore, for this 

                                                 
2 During the writing of this, I was visiting a local high school to observe a student teacher. During a break, I 

flipped through a text in the teacher workroom. The text, edited by Sime (2000), was titled Elements of 

Literature 6th Course: Literature of Britain with World Classics. While meant for the English class, the text 

was organized by historic period. In addition, pictures of art works permeated the text. Indeed the index of 

art on p. 1,279 was quite extensive. Also concurrent with the writing of this, I was using the text Voices in 

Literature, published by Heinle and Heinle, 1993. On page 155, under the heading “writing” and 

subheading “character sketch,” the text suggests the following postreading activity: “Use your character 

web to write a one- or two-paragraph character sketch of Sadako. Illustrate it with a pencil or ink sketch of 

Sadako.” 
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project, the term integration as it relates to curriculum and instruction means that the 

integrated disciplines are connected meaningfully, and, moreover, that understandings 

within and across the disciplines are enhanced because of the integration (Aprill, 2004; 

Beane, 1997; Smilan, 2004; Smilan & Miraglia, 2009). For example, it makes sense to 

integrate reading instruction with history if the students are struggling with the reading 

material. Likewise, integration is often necessary to understand broad, essential 

questions, for example: What was life like in ancient Egypt? How does adolescent culture 

differ from adult and/or child culture? What are the causes and effects of globalization? 

Similarly, performing plays and illustrating stories are activities that naturally connect to 

and share common elements with language arts, as exemplified by dialogue that is read 

and heard, stage directions as they are written and performed, and a character or scene as 

described in text and created through visual arts (Burnaford et al., 2007). On the other 

hand, when integration feels forced, it may lack meaningful connection. A unit on spiders 

may not lend itself to many math connections, though some are possible, whereas a unit 

on astronomy may easily connect to operations with large numbers. In sum, “connected 

meaningfully” indicates that each of the integrated disciplines were (a) given adequate 

time; (b) explicitly taught to the students; and, (c) connected naturally, not forced 

together; rather in many cases, the integration was necessary to solve a problem or 

complete a project (Audet & Jordan, 2005).  

In addition to reporting their results that refuted most claims of transfer of skills 

from arts to other academic subjects, Hetland, Winner, Veenema, and Sheridan (2007) 

cited a British study that found increasing arts instruction could have a negative impact 
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on academic performance in other subjects (Harland, Kinder, Haynes, & Schagen, 1998). 

To the contrary, reports on the A+ program (Edmonds & Eady, 2012; Thomas & Arnold, 

2011), and scholars such as Catterall (2002) and Burnaford et al. (2007) suggest that 

infusing art into the school day does not have a negative impact on academic subjects and 

may actually improve academic achievement. A number of advocates suggest CI and the 

arts can improve skills crucial to contemporary society, such as critical thinking and 

creative ability (Catterall, 2002; Vars, 2001). Particularly relevant to the participants in 

this study, some reports indicate that integrating arts is one method of improving the 

teaching and learning experience for ELs (The New York State Education Department, 

2010). 

English Learners (ELs) and Second-Language Acquisition (SLA) 

The teaching and learning process within a given context can be categorized into 

three main components: the teacher, learner, and curriculum. The focus of this study was 

the latter: a curricular intervention. However, in this study the participants were all high 

school ELs, and a greater understanding of the learners may enhance our interpretation of 

the results. Thus, what follows presents pertinent information gleaned from a brief review 

of literature on ELs and second-language acquisition (SLA). 

In SY 2014-15 there were more than 4.5 million ELs in US schools, which 

amounted to nearly 10% of the total K-12 student population (Institute of Education 

Sciences, 2017). This is a substantial increase over the 3.2 million in US schools in 2000, 

which was just 6% of the school population at that time (Center for Public Education, 

2007). This trend is projected to continue such that in the near future all teachers in the 
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United States will have ELs in their classrooms (Faulkner-Bond et al., 2012). Despite this 

trend, little research on teachers of ELs exists. Only 2 of the 64 chapters of the 2008 

Handbook of Research on Teacher Education mentioned English learners, and just one of 

those made ELs the focus (Cochran-Smith, Feiman-Nemser, McIntyre, & Demers, 2008). 

Likewise, in their review of the literature, Faulkner-Bond et al. found little to no research 

has focused on instructional and classroom practices that might help teachers work with 

ELs. The research that does exist suggests that EL teachers should be caring (Cochran-

Smith, Feiman-Nemser, McIntyre, & Demers, 2008; Collier, 1995).  

 In apparent contrast to the reported dearth on EL teachers and EL instruction, 

certain principles of language acquisition have been established by more than 40 years of 

research. In the United States the paradigms of theory and practice have been in large part 

attributed to three scholars: Cummins, Krashen, and Collier. Of course, some researchers 

critique certain aspects of the theories, such as Krashen’s overemphasis of input to the 

potential underemphasis on output as well as lack of evidence supporting the theory (Liu, 

2015). In addition, while the work of all three incorporated an understanding of 

hegemony and the role of language within the superstructure of sociopolitical power 

dynamics, scholars such as Grant, Wong and Osterling (2007) suggest a more 

comprehensive, effective theory demands that social justice and critical perspectives play 

a central role in studying and comprehending the process of learning and teaching a 

second language. Nonetheless, little to no empirical evidence exists that refutes basic 

tenets of their theories and claims, specifically:  
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 one way of categorizing language is basic interpersonal communication skills 

(BICS) and cognitive academic language proficiency (CALP) (Cummins, 

1979, 1981); 

 BICS can be acquired more quickly than CALP (Collier, 1995; Cummins, 

1981); 

 literacy in the first language (L1) correlates with literacy achievement in the 

second language (L2) (Collier, 1995; Cummins, 1981); 

 when students are relaxed they are more likely to learn (Krashen, 1982); 

 comprehensible input is a critical aspect of SLA (Krashen, 1982);  

 CALP generally requires at least 5-10 years (Collier, 1995);  

 given the trend of population demographics, we need to improve our 

understanding and ability to teach ELs (Faulkner-Bond et al., 2012; 

Goldenberg, 2013).  

In short, when delimited into narrow categories such as subject matter, teacher or 

student characteristics, or specific instructional methods, scholars characterize the 

research base on subtopics for ELs as insubstantial and uninformative (Faulkner-Bond et 

al., 2012; Goldenberg, 2013; Ohanian, 2014). However, when aggregated and considered 

in general terms, the base on ELs and SLA appears substantial and informative. More 

specific demographic data of the participants in this study, the researcher identity, and 

data from interviews with some of the participants and the other teacher involved in this 

research will provide more information on the ELs and EL teachers involved in this 

study.  
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  The contributions of Collier (1995) and Cummins (1979, 1981) to second 

language acquisition research and theory included the establishment of norms of time 

required for students to gain proficiency in social language and academic language. 

Cummins delimited and defined social language, basic interpersonal communication 

skills (BICS), and academic language, cognitive academic language proficiency (CALP) 

(Collier, 1995; Cummins, 1979, 1981). Scholars and researchers became concerned with 

how long second-language learners needed to acquire both BICS and CALP. The 

evidence indicated BICS took between 2 and 5 years to acquire for the average EL 

(Collier, 1995; Cummins, 1979, 1981). However, researchers such as Collier (1995) and 

Cummins (1981) found that the average EL needed 5 to 10 years in order to become 

proficient in cognitive academic language. 

 Collier (1995) and Cummins (1981) also found that one factor affecting second  

 

language acquisition was literacy in the first language. In fact, evidence indicated that 

literacy and academic development in a student’s first language had positive impacts on 

second language acquisition. In part, transfer of skills from first to second language skills 

contributed to this effect (Collier, 1995). The converse, illiteracy in first language, 

predicted cognitive difficulties with acquiring the second (Collier, 1995; Cummins, 

1981). Virginia Collier was so convinced of the positive impact of first language 

development on second language learning that she has spent much of the past 25 years 

vehemently promoting bilingual education.  

 When Krashen described his Comprehensible Input theory in 1982 it was 

relatively new and inverted the paradigm of teaching language structure before meaning. 
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Krashen (1982) credits his development of the input theory to related research such as 

studies of caretaker speech by Clark and Clark (1977) and Newport, Gleitman, and 

Gleitman (1977) (as cited in Krashen, 1982). The theory posits that in order for a 

language learner to progress, s/he must understand input that includes form that is not yet 

known by the learner. In other words, rather than teaching the forms, the grammar, and 

then having students comprehend communication with that grammar, students understand 

the communication and then acquire the grammar. Although Krashen (1982) does not cite 

Vygotsky, Comprehensible Input theory calls to mind Vygotsky’s work 50 years prior. 

Specifically, Krashen’s presentation of the theory as i + 1 with i being the learner’s 

current stage, seems similar to Vygotsky’s concept of the learner’s zone of proximal 

development and the role of the teacher being to provide scaffolding within that zone 

(Cole, John-Steiner, Scribner, & Souberman, 1978; Wood, Bruner, & Ross, 1976). 

 Krashen (1982) argues that comprehensible input in combination with the concept 

of the Affective Filter offers a comprehensive theory of language acquisition. Dulay and 

Burt (1977) were the first to develop the idea of the role of the Affective Filter in 

language acquisition (as cited in Krashen, 1982). In the context of language learning the 

Affective Filter represents anxiety, thus, a weak filter is desirable. A strong filter impedes 

acquisition of comprehensible input. Hence, the role of the teacher is to provide 

comprehensible input in a relaxed, low-stress manner and environment. 

 This past decade the world has seen more refugees on record than ever recorded 

in history (Trends, 2015). The Arab Spring and continuing conflict in Syria are largely to 

blame, and most of the resulting refugees migrate to Europe. However, in 2014, the same 
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year that saw unprecedented global refugee numbers, President Obama declared the 

increase in Latinos seeking asylum in the US was a crisis (Hiskey, Córdova, Orcés, & 

Malone, 2016). Violence, particularly in El Salvador, Honduras, and Guatemala, is 

mostly responsible for this diaspora (Hiskey et al., 2016). These data reinforce the 

recommendations of Faulkner-Bond et al. (2012) and Goldenberg (2013) to increase our 

knowledge of ELs and effective pedagogy for them, since it seems likely their numbers in 

US schools will continue to grow.  

 In sum, despite relative scarcity of depth and breadth of studies involving ELs, 

evidence-based theories of SLA continue to prove true through more than 25 years of 

praxis. Research and practice support the propositions of Cummins and Collier regarding 

the impact of L1 literacy on L2 acquisition, and how long it takes to acquire social and 

academic language. With best practices, such as bilingual schooling, and effective 

application of strategies to address Krashen’s theory of comprehensible input and the 

affective filter, ELs still need at least 5 years to attain proficiency in both BICS and 

CALP. Given the rapid increase in the EL population in US schools, educators and 

policymakers should increase knowledge of and resources dedicated to this sector.  

Threats to Implementation 

Defining and conceptualizing terms such as CI and AAI are important, 

particularly for common understanding of how the terms are operationalized in this study. 

However, having definitions and concepts has not increased implementation. As 

mentioned in the statement of the problem, most reports indicate a lack of 

implementation (Gehrke, 1998; Hattie, 2009; Venville et al., 2002). At the site for this 
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study, this lack was noted by the LEA in 2012 (Appendix A). What follows discusses 

why implementation of CI has not grown along with the research and advocacy in its 

favor. 

Scholars offer different reasons why CI has not scaled up. Some believe the 

entrenchment of the system of disciplines and disintegrated instruction have precluded CI 

in practice (Dewey, 1902; Trump & Miller, 1973; Venville et al., 2002). Recently, many 

have blamed policies that involve high-stakes testing on narrowing the curriculum and 

preventing any change to the entrenched system (Eisner, 2005a, 2005b; English, 2013; 

Hetland et al., 2007). Vars (2001) argued that high-stakes testing specifically threatened 

CI, even at the middle school level where policy favored the model. In a 2013 study of 

problem-based learning (PBL) implementation English found teachers’ lack of planning 

time and lack of collaboration were two factors that hindered implementation. The 

difficulty of change in general, in part due to typical resistance to change, is another 

reason theorists such as Gardner (2006), Fullan (2001), and Trump and Georgiades 

(1973) believe that introducing a new model or method, such as CI, is difficult in schools. 

English (2013) found school conditions such as block scheduling, a collaborative 

environment, planning time, and administrative support are factors that contribute to 

whether or not teachers implement a new method, such as PBL (p. 65). Many argue 

difficulties specific to CI implementation, such as collaborative planning, have hindered 

its use (Drake, 1993; Venville et al., 2002). Thus, as noted in the background of the 

problem, implementation of CI remains rare, and four reasons for that lack identified in 

the literature include: (a) the entrenchment of the disciplinary system, (b) high-stakes 
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tests that favor a few subject matters, (c) the difficulties of introducing any change to the 

education system, and (d) the difficulties of introducing curriculum integration to an 

education system.  

Like CI, art instruction is also threatened by the focus on testing of low-level 

skills in a few subject areas. In 2014 art education lost a strong advocate in Elliot Eisner. 

In a piece for the Los Angeles Times in 2005, Eisner declared, “One of the casualties of 

our preoccupation with test scores is the presence—or should I say the absence—of arts 

in our schools” (2005c). Organizations such as Changing Education Through the Arts 

(CETA) in the mid-Atlantic (Silverstein & Layne, 2010), the Chicago Arts Partnerships 

in Education (CAPE) out of Chicago (Catterall & Waldorf, 2002), and the A+ Schools 

program which spread from NC across the country (Nelson, 2002), work to increase 

and/or integrate arts instruction at the teacher, school, and district levels. Some 

instructors and schools use these art education organizations to combat the systemic 

conditions that limit the availability of the arts.  

Unfortunately, curriculum integration may contribute to a decrease in the quality 

of art education. Put another way, in the case of the arts, high-stakes testing may have 

actually increased implementation of CI while decreasing dedicated time for art classes. 

This has led arts advocates such as Eisner, Hetland, and Winner to argue for teaching art 

for art’s sake, rather than as a vehicle to deliver objectives for other subjects. Hetland et 

al. (2007) acknowledge the possibility of benefits of skills transferring from the arts to 

other subjects, but they refute most of the reported claims of causality. Moreover, they 

argue, an unintended consequence of attaching the value of art education to other 
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disciplines may be devaluation of the arts. Indeed, Mishook and Kornhaber’s (2006) 

study indicated that while high-stakes tests did not result in the elimination of arts 

classes, the time designated for art classes became monopolized by integration with 

tested subjects. Thus, rather than using art class time for integration with other subjects, 

this study used English class time for integrating the arts. Furthermore, the design of the 

intervention was modeled after authentic integration which involves art making and 

lessons aligned with LEA standards and objectives for the art aspect (Aprill, 2004; 

Catterall & Waldorf, 2002).  

Integrative Thinking 

For this study, the cognitive effects measured were effects on integrative thinking, 

also called synthesis. Synthesis falls into the higher order thinking skills category of 

cognitive abilities, which consists of analysis, synthesis, and evaluation (Bloom, 1956). 

Ives and Obenchain (2006) lament the lack of a uniform definition for higher order 

thinking skills. Numerous meanings and associations such as critical thinking, reflective 

thinking, categorizing, and prioritizing obfuscate a consistent understanding of the term 

(Ives & Obenchain, 2006). Furthermore, critical thinking and HOTS are often associated 

with creativity and/or creative thinking (Arter, Salmon, & Northwest Regional 

Educational Lab, 1987; Miri et al., 2007; Sternberg, 1999). Scholars’ frequent 

interchangeable uses of terms have rendered their definitions indefinite.  

However, 60 years after Bloom (1956) defined synthesis as combining parts to 

create a unique product, psychologists Lubart, Besançon, and Barbot (2012) applied that 

same definition to what they call convergent-integrative thinking. Convergent-integrative 



34 

thinking is considered one facet of creativity (Lubart et al., 2012). Bloom (1956) noted 

that evaluating the synthesis in these creative products proves relatively difficult as one 

has to know the whole product and be able to determine its originality. By combining 

contemporary technology with current understanding of creativity, Lubart et al. (2012) 

developed a platform and system that makes the evaluation of convergent-integrative 

thinking in large numbers of products more efficient. The process involved in using their 

system, iCAT, and instrument, the Evaluation of the Potential for Creativity, will be 

described in Chapter 3.  

Notably, Bloom (1956) cited research regarding the underrating of abilities in 

children of lower socioeconomic status (SES), and the hindering of development due to a 

lack of genuine problem-solving opportunities in the curricula that require creative and 

productive thinking. These gaps persist (Duncan, 2012; Dwyer, 2011; Kozol, 2005). 

However, reports suggest that CI and AAI may provide those problem-solving 

opportunities and engage struggling students (Dorfman, 2008; Duncan, 2012). Thus, 

despite the inherent difficulties, this study attempted to measure students’ ability to 

synthesize as defined by Bloom (1956). Throughout the paper the term integrative 

thinking may be synonymous to synthesis, where grammar and usage allow. 

Collaboration 

To narrow the focus of the study, collaboration was not considered as a variable 

in a research question. However, collaboration played a central role in the design and 

delivery of the study. Echoing Becker’s (1982) premise that all human creative endeavors 

inherently involve collaboration, scholars such as Drake (1993) and Goff (1998) 
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espoused embracing the collaboration that curriculum development requires. The 

collaboration involved in developing the curriculum for this project went beyond the 

inherent. Thus, data regarding collaboration was collected and included in the discussion, 

since the efficacy of the collaboration impacted the efficacy of the intervention, and thus 

the results of the study. In addition, literature related to collaboration was reviewed in 

order to inform the design and description of the study. Within the field of education 

collaboration has been sold as a panacea at the student, teacher, and stakeholder levels, 

for learning outcomes (Chiriac, 2014; Hattie, 2009; Johnson & Johnson, 2009; Webb & 

Palincsar, 1996), social outcomes (Johnson & Johnson, 2009; Webb & Palincsar, 1996), 

teacher retention (Dee, Henkin & Singleton, 2006), productivity outcomes (Partnership 

for 21st Century Skills, 2011), and threats to humanity (Ellingstad & Love, 2014; 

Partnership for 21st Century Skills, 2011; Slavin, 2010). Yet, conflicts and negative 

impacts of collaboration have been acknowledged and documented (Chiriac, 2014; 

Drake, 1993; HBR, 2014; Webb, Nemer, Chizhik, & Sugrue, 1998). For students in 

school settings there is a solid base of research on cooperative learning that trends toward 

indicating a positive impact on students (Johnson & Johnson, 2009). However, research 

specific to collaboration among educators for the purpose of curriculum development is 

rare, and studies of collaboration with adults outside of school present a mixed picture. 

Given this paucity, what follows synthesizes reports and scholarship on collaboration 

among children and adults, in education and other contexts, from sociologists, 

organizational theorists, and psychologists from a variety of fields, on a range of terms, 
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for example team-teaching, coteaching, professional learning communities, cooperative 

learning, and group learning.  

When terms become common in a variety of settings their meanings often get 

muddy or lost. Cook and Friend (1991) attempted to clarify the meaning of collaboration 

by offering the following definition: “collaboration is a style for direct interaction 

between at least two co-equal parties voluntarily engaged in shared decision-making as 

they work toward a common goal” (p. 6). The word co-equal is problematic, as very little 

in human relationships is ever entirely equal. Kovalik and Olsen (1994) define 

collaborating simply as “working together towards a common goal” (p. 89). 

Regardless of how it is defined, collaborating can be difficult. A study by 

Dabbagh and Blijd (2010) of interdisciplinary professional teams discovered a number of 

problems with collaboration including rifts caused by creative differences and decision-

making processes. Dabbagh and Blijd’s (2010) research may imply a need for a 

leadership role. This idea was echoed by the editors of a 2014 Harvard Business Review 

OnPoint issue on collaboration when, citing Ibarra and Hansen (2011), they suggest that 

leaders need to manage collaboration “by knowing when to step in to close a discussion 

and make a decision” (HBR, p. 1). Some proponents of collaboration for the purpose of 

implementing curriculum integration involving authentic arts integration reject equality 

among the collaborators in favor of a leadership role for art teachers (Smilan & Miraglia, 

2009).  

Power dynamics within collaborative teams notwithstanding, a meta-analysis of 

collaboration-related literature within the field of special education found collaboration to 
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be more effective than noncollaborative, for example authoritarian approaches to 

program change and/or implementation (Evans, 1991). However, Evans (1991) 

characterized the research base as rudimentary. In fact, in the field of education much of 

the research on coteaching and collaboration is not experimental and does not provide a 

control group (Murawski & Swanson, 2001). Collaboration among educators as distinct 

from team-teaching was not included in Hattie’s (2009) synthesis. Furthermore, on the 

topic of team-teaching Hattie (2009) only found 2 meta-analyses which included a total 

of 136 studies. This may indicate that the base of rigorous research of collaboration 

among educators is almost as scarce as that for curriculum integration (Armstrong, 1977; 

Hattie, 2009). While Hattie’s analysis found a positive effect on student achievement, 

that effect was relatively low: team-teaching ranked 111 out of 138 contributions to 

student achievement.  

Teaching has traditionally been considered a relatively autonomous profession. 

As part of a student-teaching assignment when I was in graduate school, I had to 

interview my cooperating teacher. I asked her, as compared to other professions, what she 

felt was missing. Her response was adult interaction. Teaching can be a lonely job 

(Lortie, 1975; Prilleltensky, Neff, & Bessell, 2016; Waller, 1965). However, within the 

field of education there are exceptions. Both special education and ESL instruction 

typically require teachers to team teach and collaborate. Thus, I was not surprised when 

the ESL Department chair at the site gave each of us a copy of Honigsfeld and Dove’s 

(2010) Collaboration and Co-Teaching: Strategies for English Learners. Honigsfeld and 

Dove present responses from teachers and research from scholars, namely Dufour and 
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Eaker (1998), Little (1982), and Schmoker (2006), that claim collaboration has positive 

effects. The authors further suggest that teacher autonomy and isolation are troubling, and 

propose that coteaching addresses isolation without removing autonomy. In sum, 

Honigsfeld and Dove declare there is no doubt “our ELLs need us to work together” (p. 

16).  

Likewise, many believe CI cannot happen without collaboration. In her 1993 

handbook, Planning Integrated Curriculum, Drake recounts the “nightmare” of 

collaboration for curriculum integration, yet offers no alternative. Instead she maintains 

that teams must learn to work through the conflicts and difficulties. CI authorities such as 

Jacobs and Kovalik refer to collaboration as a necessary component of integrated 

curriculum development (Jacobs, 2004; Kovalik & Olsen, 1994). In their analysis of The 

Eight Year Study, Kridel and Bullough (2002) report that the educators who attempted CI 

“found themselves…for the first time in their careers, heavily dependent on other 

teachers” (p. 193). 

It may be that complex problems require collaboration. Maintaining space 

stations, reducing the stock of weapons of mass destruction, and addressing global 

warming are forcing international cooperation, often among unfriendly entities. Similarly 

ELLs and curriculum integration may offer educators complex enough challenges that 

collaboration is necessary to effectively meet them, particularly given that no individual 

possesses expertise in all fields of knowledge. Cohen (1994) and Cohen and Cohen 

(1991) made this case; and further suggested that when dealing with complicated 

problems that have multiple possible solutions, groups with diversity in perspectives and 
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competencies might perform better than groups with an individual claiming to be an 

authority.  

Of course, they might not, as others who have analyzed the impact of diversity on 

collaboration in a more nuanced fashion have discovered. In fact, as Horwitz and Horwitz 

(2007) note, diverse perspectives may be as detrimental to group outcomes as they are 

beneficial. Their meta-analysis of workforce teams found a positive impact from task-

related diversity, but no impact from bio-demographic diversity. Fleming’s (2014) study 

of more than 17,000 patents found that increasing disciplinary diversity on a team will 

improve the likelihood of a breakthrough, but the average value of the innovations will be 

lower than teams with members in similar disciplines.  

As noted above, Johnson and Johnson (2009) report that with K-12 students 

cooperative teams have been thoroughly researched, and, furthermore, that the method 

provides a “success story” for the field (p. 365). Much of the credit for this belongs to the 

wealth of rigorous studies published by Johnson and Johnson themselves. Hattie’s (2009) 

work corroborates these claims. Based on over 1,000 studies, most of which were 

included in Johnson and Johnson’s meta-analyses, the overall rank of cooperative 

learning as a contribution to student achievement ranged between 24th and 63rd (Hattie, 

2009, pp. 297-298). In an issue of the Harvard Business Review, one author suggested 

increased stakes among adult collaborative teams, such as intellectual property rights, 

may account for some of the relative ease students seem to have with cooperating as 

compared to adults (Johnson, 2014).  
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However, even in student populations the story of teaming is not an unqualified 

success. Chiriac (2014) points to a gap in research documenting what happens during 

group work, and finds some team members have negative experiences. Webb et al. 

(1998) found that high ability students performed better in homogeneous groupings, and, 

moreover, may experience a negative impact on their learning from mixed-ability 

groupings. Even Slavin (1988) and Kagan (1995), who established businesses that market 

cooperative learning materials, warn against the negative consequences of too much 

and/or poorly implemented cooperative learning. Indeed, I have heard complaints about 

both the quantity and quality of group projects from my own children and some of my 

students. On the other hand, most of the smiling that I have seen in my classrooms 

happens when students are working together in small groups.  

In addition to diversity, team size can negatively impact teamwork. De Rond 

(2014) traces the first study of team productivity back more than a century to 

Ringelmann’s experiment that demonstrated that eight people do not pull a rope as hard 

as four. However, Ringlemann’s initial conclusion that the problem was largely one of 

coordination was contradicted by experiments in the 1970s at the University of 

Massachusetts that indicated the issue was one of social loafing, which is a problem 

related to individual responsibility for outcomes, not coordination of effort (De Rond, 

2014). In any case, optimal team size needs to be considered to avoid negative effects.  

Meta-analyses have been conducted that examine conflicts that occur within 

teams, such as task, relationship, and process conflicts. De Dreu and Weingart (2003) 

found a strong negative relationship between relationship conflict and performance, as 
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well as task conflict and group performance. De Wit, Greer, and Jehn’s (2012) meta-

analyses upheld De Dreu and Weingart’s findings of relationship conflict and 

performance, and, in addition their results indicated a negative relationship between 

process conflict and group performance. However, they present a more complex picture 

of the relationship between task conflict and group performance depending on the 

interaction between the types of conflicts, the status of the team within the hierarchy of 

the organization, and the type of reward.  

Proponents of collaboration suggest that, being that it is necessary, we need to 

prepare for and deal with it (Drake, 1993; Fullan, 2001; Honigsfeld & Dove, 2010). 

However, we know that many EL instructors and CI teachers live without it. Teachers 

routinely engage in intrasubject integration, such as language arts with reading, writing, 

speaking, and listening. Likewise, courses in humanities and science, technology, 

engineering, and mathematics (STEM) have been implemented without collaboration. 

Furthermore, some authorities, such as Colonel Francis Parker, believed that individual 

teachers need to know the subjects they will be integrating (1896, pp. 19-21). Vars 

(1991a) proposed three models of CI: whole-school theme, interdisciplinary team, and 

block time. The latter, as per Colonel Parker, requires the teacher to teach all subjects in 

an integrated manner, and only the interdisciplinary team model requires substantial 

collaboration among teachers. CI may also be achieved through PBL, with an individual 

teacher as facilitator, in which any necessary collaboration occurs between the student 

and others. Given the “disorder and dissonance” (Goff, 1998, p. 29), the “nightmare” 

(Drake, 1993, p. 1), the potential conflicts, and time commitment that all curriculum 
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development teams experience, the net worth of collaboration remains debatable. In 

short, there are numerous ways to implement CI with and without varying levels of 

collaboration. Still the paradigm of the necessity of collaboration generated by corporate 

leaders in combination with academics such as Fullan, Goff, Jacobs, and Drake, prods 

practitioners to address the conflicts and accept the reality of collaboration as a given.  

In sum, scholarship on collaboration presents a mixed picture. The research base 

on collaborative curriculum design is limited. Research from a variety of fields has 

documented the potential for improved outcomes as well as negative impacts. The 

negative impacts result from effects such as the Ringelmann Effect and the social loafing 

phenomenon, as well as typical conflicts that have been categorized as task, process, and 

relational. Suggested solutions for these problems include optimizing leadership style, 

team size, and composition. Some authorities have claimed that collaboration, of the 

more intentional than inherent type, is necessary both for integrated curriculum 

development and ELL instruction. In Chapter 3 I will explain why I chose the 

collaborative model of curriculum development, rather than bringing a predesigned 

package to the sites and participants. 

Thus far this chapter has focused on literature that informed the study design, as 

summarized in Figure 1. For instance, the intervention included authentic arts integration 

through English classes to avoid subtracting from art instruction. The site and participants 

that were selected possessed characteristics conducive to CI. The thematic approach and 

collaboration scaffolded implementation for the teachers. However, if despite decades of 

advocacy CI still has not taken hold, perhaps there are pedagogically sound arguments 
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against it. What follows presents the reasons found in the literature for endeavoring to 

integrate curricula. 

 

 

 
 

Figure 1. How the literature shaped the study design. 
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necessity in order to address the extraordinary increase of information and the demand 

for more complex problem-solving capabilities (Jacobs, 1989; Klein, 2005). Some studies 

suggest AAI enhances motivation (Catterall, 2002; Friend, 1985; Wolfe, 1990). In 

addition, as Gardner (1999) stated, “participation in the arts is a wonderful way to 

develop a range of intelligences in children” (p. 5). In fact, the three-pronged rationale 

that emerged from my review of the literature supports curricular integration because it 

achieves educational objectives, engages diverse learners, and motivates students better 

than traditional fragmented curricula (Aprill, 2010; Fogarty & Stoehr, 2008; Smilan & 

Miraglia, 2009; Thomas & Arnold, 2011; Virtue, Wilson, & Ingram, 2009). Indeed, every 

article and book I read that offers a rationale used one or more of those three reasons (See 

Table 1, Three Reasons for CI from the Literature).  
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Table 1 

 

Three Reasons for Curriculum Integration (CI) from the Literature 

Source 

Motivation 

(M) 

Educational 

Objectives 

(O) 

Differentiation 

(D) 

Aikin, W. (1942) X X  

Aprill, A. (2010)  X  

Audet, R. & Jordan, L. (Eds.) (2005) X X  

Beane, J. (1997)  X X 

Brewer, E. A., & Brown, S. L. (2009)  X  

Brough, C. (2007). X  X 

Catterall, J. (2002) X X  

Chrysostomou, S. (2004)  X  

Compton, R. (2002)  X  

Cross, C. (2014) X X X 

Dirkes, M. A. (1977) X   

Dowden, T. (2007) X X X 

Drake, S. (1993) X X  

Duster, T., & Waters, A. (2006). X X  

Dutt-Doner, K., & Wilmer, M. (2000) X X X 

Fisher, D., & McDonald, N. (2004)  X  

Fogarty & Stoehr (2008)  X X 

Freire, P. (1993) X X X 

Hargreaves & Moore (2000)  X X 

Hartman, J. (2010) X   

Hartzler (2000) X X  

Hutchinson & Suhor (1996) X   

Leung, W. (2010) X X  

Martin-Kniep, G. O., Feige, D. M., & Soodak, L.C. 

(1995) 

X X  

Smilan, C. & Miraglia, C. (2009)  X  

Snyder, S. (2001).  X X 

Thomas, R., & Arnold, A. (2011)   X 

Vars, G. & Beane, J. (2000)  X  

Vars, G. (2001)  X  

 

 

The theorists often credited with development of those three aspects—educational 

objectives, diverse intelligences and motivation in education—Bloom, Gardner, and 

Maslow respectively, have been associated with holism and/or holistic education through 

one field or another, such as teleological psychology and gestalt psychology which 

promoted the maxim, “the whole is greater than the sum of its parts” (Forbes, 1996, para. 
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7; Miller, 2000). Thus, holism offers a succinct rationale for teaching humanities as a 

whole rather than in fragmented parts. As Kincheloe (1995) writes, “The Norwegian root 

word of ‘crazy’ is krasa, which means fragmented, the separation of a whole that belongs 

together” (p. 351). In sum, many believe the humanities and all disciplines belong 

together.  

Neuroscience. As Colonel Parker (1896) asserted over a hundred years ago, 

educators should study and know the mind. In the early 1980s, educators like Hart used 

the latest brain research, such as MacLean’s (1978) Triune Brain theory, to support CI 

and explain why transmitting fragmented pieces of knowledge is not effective. In short, 

the brain needs whole concepts in order to find patterns and make connections (Hart, 

1983). As neuroscience advanced, educators mined more support for curriculum 

integration from the mind (Caine & Caine, 1991; Vars, 1993). Building on the work of 

Fogarty, Jacobs, Vars, and others, Kovalik and Olsen (1994) developed a program they 

called Integrated Thematic Instruction that they claimed was most compatible with what 

was known about how the human brain learns. From their 2014 literature review, Nouri, 

Mehrmohammadi, and Kharrazi characterized brain research-based support for CI as 

quite strong. Their justification for this assertion rests on research of the manner in which 

the brain seeks meaning, patterns, and connects information, while simultaneously 

resisting meaningless information. The reasoning does not differ much from Hart’s, but it 

is strengthened by three decades of advances in neuroscience and technology. Yet, the 

same authors note that each brain learns differently (Nouri et al., 2014).  
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Five weighty studies. Given their impressive scale, scope, rigor and results, a 

number of CI projects deserve individual attention.  Thus what follows are summaries of 

five seminal projects that impacted the field and provided crucial support for CI.   

The Eight-Year Study (1942). Since its publication in 1942, scholars have cited 

this study as having demonstrated that CI and similar approaches work better than 

traditional, fragmented curricula (Luciano, 2014; Tanner & Tanner, 2007; Tyack & 

Tobin, 1994). However, relatively speaking, The Eight-Year Study is not referenced 

enough. Of course, as with any study, limitations and critiques exist. In this case, the 

progressive programs in each of the schools were quite different. In addition, neoliberal 

critiques, such as Pinar’s (2010) review, attempt to connect the study’s methods from the 

early 1940s to unintended negative effects on the progressive movement 70 years later. 

Yet, critics like Pinar and devotees such as Kridel and Bullough (2002) agree that the 

scale and scope of the project may still be unmatched in the context of secondary school 

curricular studies.  

The realization of this project came about through the formation of the 

Commission of the Relation of School and College in the late 1930s. This commission, 

headed by Wilford Aikin, first convinced the nation’s universities to rescind admissions 

requirements for participating students in favor of principals’ recommendations. The 

commission then selected 30 schools that consisted of a mix of traditional and 

progressive, private and public. A university faculty evaluation team was recruited to 

collect an array of qualitative and quantitative data including grades, scores on 

psychometric tests, and frequent interviews, over the eight-year study period.  
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At that time, progressive education in the United States often aligned with 

Dewey’s pedagogical philosophy, which included CI and was commonly called core 

curricula. Indeed most of the schools in the study shifted their curricula from a 

fragmented traditional disciplinary curriculum toward one that fell somewhere on the CI 

continuum (Kridel & Bullough, 2002; Pinar, 2010). The sample consisted of 2,950 

students: 1,475 students from the 30 schools in the intervention group were matched by 

characteristics, such as SES, intelligence, and personal goals with 1,475 students in 

traditional schools who formed the comparison group.  

The results indicated that students in the progressive curricula intervention group 

earned better average grades and more honors in college than students in the discipline-

based curricula group. Furthermore, the intervention group outperformed the comparison 

group in every subject matter in college except foreign languages. Moreover, given the 

fidelity threat of variance in intervention, the researchers analyzed data from the six most 

progressive schools, that is, the schools that diverged farther from disintegrated toward 

more integrated curricula. The differences between this group and the matched group 

were even more significant in a positive direction on all dependent variables, including 

grades, thinking ability, and intellectual drive. These findings inspired the commission to 

conclude, “The assumption that preparation for the liberal arts college depends upon the 

study of certain prescribed subjects in the secondary school is no longer tenable. The 

results of this Study disprove it. Success in college depends upon something else” (What 

Did the Eight-Year Study Reveal?, 1942, p. 307). 
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Vars, G. (1991). Despite the scope, scale, and remarkable results of The Eight-

Year Study, its ephemeral quality disappointed Dr. Gordon Vars. In 1946, as part of his 

undergraduate degree in education, Vars completed an independent study which involved 

examination of some of the 30 schools involved in The Eight-Year Study that had ended 

just 5 years before. He found that the innovative CI curricula had largely devolved to 

discipline-based curricula. Nonetheless, his enthusiasm for core curricula, the term for CI 

at that time, grew. Twelve years later, in 1958, he published his dissertation on the topic, 

Methods and Materials in the Core Curriculum: Some Suggestions for Teachers. Three 

decades later his belief in the advantages of CI persevered. In 1991, while teaching at 

Kent State University, he conducted a review of more than 80 studies. From this review, 

Vars concluded that the achievement of students in integrated programs matched or 

exceeded that of students in traditional subject-centered courses. Of course, the studies 

included did not offer simple comparisons of uniform methods; consistent findings; 

similar student, teacher, and school characteristics; nor identical subject matter 

combinations; but rather, presented differences in all these aspects and more. Therefore, 

while Hartzler (2000) praised Vars for doing “the only systematic review of studies” on 

CI until her own, she criticized the traditional literature review method for failing to 

account for inconsistencies in facets of the studies as possible reasons for inconsistent 

results (p. 5). 

Hartzler, D. (2000). Almost a decade after Vars’ review, Hartzler applied more 

contemporary research methods and technology to conduct a meta-analysis that 

controlled for inconsistencies. She investigated three questions: (a) Did CI improve 
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achievement in language arts, science, math, and/or social studies as measured by 

standardized tests and classroom assessments; (b) What factors, e.g. grade level, teacher 

characteristics, subjects integrated, improved the effects of CI; and (c) Was there a 

difference in CI that leads to change in methods versus CI that involves change in 

content. Hartzler analyzed 30 studies and 27 of them reported positive effects of CI. 

Further examination revealed that the 3 studies that indicated negative effects had effect 

sizes of near 0. The overall mean effect size was 0.461 and, given a 95% confidence 

interval, the range did not include 0. Thus, Hartzler concluded that CI had a significant 

positive impact on student achievement. However, since the range in effect sizes proved 

large (2.0556), Hartzler examined characteristics to account for the discrepancies. 

Integration by skills demonstrated slightly more positive impact than thematic 

integration, but both were promising. All three grade levels experienced positive impacts 

from CI, but the most significant effect was found at the middle school level. Both the 

middle and elementary school level enjoyed a mean effect size greater than 0.5, whereas 

at the high school level the mean effect size was 0.2680. The length of interventions 

ranged from 22 days to 3 years. Results were inconclusive, but suggested that 

interventions should be implemented for more than a month for significant results to be 

obtained. Particularly pertinent to this research, only two studies involved English 

learners. While both of the studies with EL participants experienced positive impact, the 

range of the mean included 0 with a 95% confidence interval, and, therefore, the results 

were inconclusive. Hartzler also found that programs initiated and implemented by the 

university and/or researcher had greater impact than those initiated and/or implemented 
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by the teachers. Hartzler acknowledges an apparent contradiction with Fullan’s (1991) 

position that programs generated at and for the school itself are more effective. This 

meta-analysis corroborated Vars’s finding that students who experience CI perform at 

least as well or better on standardized assessments. 

 Hattie, J. (2009). In 2009 John Hattie accomplished for student achievement 

research what The Eight-Year Study accomplished for research of CI implementation: It 

is hard to imagine any study surpassing the breadth and depth of Hattie’s work. The 

culmination of 15 years of labor, Visible Learning: A Synthesis of Over 800 Meta-

Analyses Relating to Achievement consisted of virtually every meta-analyses about 

achievement that included more than 3 studies with few exceptions. Hattie excluded 

studies focused on affective and physical outcomes as well as those involving ESL. Thus, 

by including ELs, this study may contribute to the field by extending Hattie’s work. As 

noted in Chapter 1, since Hattie only discovered 2 meta-analyses on curriculum 

integration, one can infer that the research base on CI is relatively small. The 2 meta-

analyses Hattie included were Hartzler’s (2000) reviewed above, and Hurley’s which 

included 31 studies of CI in science and math. One possible flaw in Hattie’s synthesis lies 

in his coding of categories, and their subsequent rankings of effect sizes. For instance, in 

the case of CI, integrated curricula programs are listed under the category “contributions 

from the curriculum” along with phonics instruction, bilingual programs, use of 

calculators, and 21 others (pp. 152-153). Yet, phonics instruction, bilingual programs, 

and the use of calculators, as well as all 21 other contributions, could be elements of CI. 

In the field of politics this would be analogous to comparing the contributions of 
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democracy to citizens’ quality of life to the contributions of political advertisements, 

rather than comparing democracy’s contributions to those of plutocracy, monarchy, or 

some other political system. Curriculum integration is a whole model of curriculum that 

should be ranked with other whole models, specifically discipline-based curriculum. 

Hattie compared apples to a fruit medley. The effect sizes of CI were positive and ranked 

67th overall out of 138, falling in about the middle of both contributions from the 

curricula and all contributions. However, Hattie would have met his objective more 

effectively with more appropriate comparisons. That the top two contributions to student 

achievement come from the student does not signify that we should close all schools, and 

phase out the role of parents and teachers. Rather, if one buys into the promise of big data 

and evidence-based education, one should take the most effective, compatible 

contributions from the home, student, teacher, and curricula and combine those. CI may 

have ranked number one as a curricular model, but since it is not compared to alternative 

models that information is not presented. Obviously, nobody would suggest phasing out 

parents, as per the above hypothetical, nor would most eliminate the teaching profession. 

However, without more nuanced analysis and careful consideration, some policymakers 

may consider eliminating other programs that do not rank among the top 30 contributors. 

This possibility is exacerbated when the contributors’ existence is already politically 

tenuous, as is the case with CI and art. 

Freire, P., The Interdisciplinary Project (1989-1991). Some scholars suggest that 

Freire’s work is underrepresented in the United States because the context, poor people in 

developing countries, reduces relevancy and effective application to a wealthy, developed 
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nation (Warner, 2012). Certainly, Freire was influenced by Western educators and 

philosophers such as John Dewey and Miles Horton (Grollios, 2009). I suspect rejection 

of Freire’s concepts in the United States has more to do with his divergence from 

Dewey’s philosophy, especially Dewey’s belief in social harmony as an objective and the 

power of education to achieve it, than the context within which Freire operated (Grollios, 

2009; Urrieta & Machado-Casas, 2013). The Interdisciplinary Project exists 

geographically and philosophically apart from the direct lineage of the Western-centric 

studies described above. Yet, regardless of philosophy and context, the scale and success 

of Freire’s work implementing interdisciplinary instruction should inform educators. 

After decades of living in exile, Freire returned to Brazil and was appointed 

Secretary of Education of Sāo Paulo. He served in that capacity for three years from 

1989-1991. When he accepted the position, over one million children did not register for 

school, a high percentage of students failed, 60% of schools needed immediate repairs, 

and the municipality was facing a deficit in the millions. Three years later, the Sāo Paulo 

school system had significantly increased student registration and decreased student 

failures greatly. In fact, under Freire’s guidance, Sāo Paulo’s failure rate dropped to 22%, 

while Brazil’s as a whole reached 50% (Grollios, 2009). 

The Interdisciplinary Project was the primary agent of transformation in Freire’s 

reform efforts. Teachers, students, experts, and other members of the community 

collaborated to design the curriculum. Freire introduced professional development to 

guide teachers in critical analyses of curricula. In addition to collaborative curricula 
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planning and professional development, evaluation of the unity of theory and practice and 

respect for school autonomy were core facets of the initiative (Grollios, 2009).  

Curricula were organized around one generative theme which accessed all content 

areas to address problems and issues relevant to the school community. For example, one 

school’s generative theme was, “The evolution of work and its modern aspects,” 

(Grollios, 2009, p. 100). For Freire education did not consist of disconnected content 

areas, but rather integration of politics, art, and knowledge through problem-posing and 

dialogue. Based on surveys that indicated school-based support, the Interdisciplinary 

Project was initially piloted by 10 schools in 1991, but expanded to 100 schools within a 

year.  

Summary 

The term curriculum integration has been in use for more than 150 years, but 

scholars still debate its meaning (Gehrke, 1998; Klein, 2005). Many use the term to refer 

to a range of depth of disciplinary connections, from small moments where disciplines 

intersect, to projects where disciplines are not recognized as separate (Drake, 1998; 

Fogarty & Stoehr, 2008; Jacobs, 1989). Despite the term’s 150-year history, evidence 

points to minimal implementation of CI in K-12 schools (Gehrke, 1998; Hattie, 2009; 

Lounsbury, 1996; Wexler, 2014).  

In addition, while instruction in the arts has demonstrated a variety of desirable 

outcomes, many districts have reduced time for art in schools (Catterall et al., 1999; 

Jerald, 2006; Moga et al., 2000; Podlozny, 2000; Smilan, 2004; Srikantaiah, 2009; 

Vaughn, 2000; von Zastrow & Janc, 2004; Wexler, 2014). There is some debate over 
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whether arts integration increases the quality of art instruction in schools. Advocates 

suggest that authentic arts integration with art teachers as leaders in collaborative design 

and implementation may have multiple benefits (Smilan & Miraglia, 2009). Therefore, 

implementation of curriculum integration inclusive of authentic arts integration could 

help restore some of the advantages gleaned from instruction in the arts.  

The relatively small body of CI literature and studies on integrating arts into the 

curricula that is available in the English language adequately highlights scarce 

implementation, deficiencies in authentic arts integration, and a shortage of empirical 

evidence that CI works. Nonetheless, from an extensive review of research, it seems that 

experts offer three rationales for CI. Specifically, they argue that CI attains educational 

objectives, motivates students, and differentiates for diverse learners better than 

traditionally fragmented curricular designs. Unfortunately, relatively little empirical 

evidence supports any of these rationales (George, 1996; Winner & Hetland, 2000). 

Scholars have also used neuroscience to support CI as a model for instruction. Logically, 

some argue since the brain learns through seeking patterns and connections, CI would 

seem to naturally establish an environment for effective learning.  

Collaboration for curriculum design is considered a vital component of CI. Some 

consider collaboration crucial to ESL instruction as well. While teaming at the student 

level rests on a substantial base of research and scholarship that indicates mostly positive 

effects, collaboration among adults paints a mixed picture. Investigations specifically 

addressing the topic of collaborative curriculum design are rare. From a variety of fields 

there is a general call for collaboration in order to more effectively solve complex 
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problems. However, conflicts and possible negative consequences associated with 

collaborative endeavors have been identified. These include task, process, and relational 

conflicts as well as the Ringelmann Effect and social loafing. Proponents argue that 

working through the conflicts is beneficial and possibly necessary in order to attain 

certain objectives, such as effective implementation of CI and ESL instruction. 

While the rigorous research base on CI may be relatively small, five large-scale 

projects published between 1946 and 2009 should inform our practice and future 

research. The Eight-Year Study (1946), a longitudinal experimental study involving 

thousands of students, Vars’s (1991) thorough review of 80 studies, Hartzler’s (2000) 

meta-analysis of 30 studies, Hattie’s (2009) synthesis of 2 meta-analyses involving 61 

studies, and Freire’s interdisciplinary project in Sāo Paulo, all indicate substantial 

positive effects of CI with very few instances of negative effects. To build upon these 

five pillars, researchers can (a) expand the scope to include underrepresented populations, 

such as ESL; (b) add to the number of studies that apply experimental designs with 

alternative curricula as control groups; (c) conduct studies that provide evidence of 

proposed rationales for CI; and (d) examine collaborative curricular development. 

In addition to contributing to the design of the study, the literature combined with 

my experience led me to expect that the intervention would result in improvement in 

integrative thinking ability and achievement in history, without negative impact on 

English ability or achievement. Whether those expectations were realized will be 

discussed in Chapters 4 and 5. What follows in Chapter 3 provides a description of the 

study design and method.  
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Chapter Three: Design and Method 

This study examined the impact of an integrated curriculum on a sample of high 

school ESL students’ achievement and integrative thinking ability. The quantitative data 

measured performance of the participants on an array of dependent variables, and 

subsequently tested for differences in performance between and among the independent 

variables, specifically, experimental group, teacher, and gender. The qualitative piece of 

the mixed-methods design described the process of developing and implementing the 

integrated curriculum in enough detail to establish trustworthiness and allow for 

replication in other contexts. In addition, the qualitative data analysis was designed to 

provide some explanation of how and why CI influences integrative thinking and student 

achievement. This chapter explains the methodology used to answer the research 

questions, and thus includes descriptions of the design, participants, intervention, 

measures, and the procedures for collecting and analyzing the data. However, before 

describing the structure of the study, what follows reveals the philosophy, researcher 

identity, and rationale that provide the foundation for the structure. 

Design: Philosophy 

Mason and Bramble (1997) suggest that quantitative research presumes positivist 

philosophical underpinnings. They cite Thorndike’s (1918) famous declaration, 

“Whatever exists at all, exists in some amount. To know it thoroughly involves knowing 
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its quantity as well as quality” (Mason & Bramble, 1997, p. 11). Thus, this study 

quantified performance on a number of dependent variables. Yet, as Thorndike’s 

statement implied, to more thoroughly know the impact of curriculum integration, the 

study also examined its quality. According to Mason and Bramble (1997) 

phenomenology provides the philosophical foundation for this qualitative way of 

knowing. Phenomenologists focus on meaning and multiple perspectives, whereas 

positivists concern themselves with determining the one true answer (Mason & Bramble, 

1997). Philosophical and methodological differences caused a rift between the 

quantitative and qualitative research paradigms. The American Educational Research 

Association's (AERA) definition of scienctifically-based research may indicate bias 

toward quantitative (AERA, 2017). 

However, rather than simply a dichotomous clash of worldviews adopted from the 

quantitative and qualitative traditions, Creswell (2008) notes that some researchers 

believe that mixed-methods design finds its own philosophical support in pragmatism. 

While it is true that a mixed-methods research design was necessary to answer the 

questions and meet the objectives of this study, this pragmatic perspective is often 

considered devoid of theory, thus expediting theoretical considerations for mixed 

methodologists. Yet, Dewey used the term experimentalism as synonymous with 

pragmatism. For Dewey, under the heavy influence of Darwin’s work, both terms 

espoused the scientific method for creating knowledge. All research methods owe their 

basic design to the scientific method. The differences lay simply in what we consider 

data, and methods of collecting and analyzing data. Indeed, herein lies one connection to 
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CI: When a study is problem based, one should use whatever disciplines one needs to 

investigate and understand the problem and potential solutions. Indeed, it is probably not 

mere chance that Dewey is revered as one of the archetypal pragmatists as well as one of 

the seminal and most influential proponents of curriculum integration. Peirce, James, and 

Dewey are considered founders of pragmatism. Yet, despite the fact that they spent hours 

every week in friendly discourse trying to come to terms over the parameters of the 

philosophy, they disagreed about what pragmatism was to the point where they 

eventually gave it different names (Stack, 1960; Talisse & Aikin, 2011). Most credit 

Peirce with coining the term and establishing the concept, although he traces his 

conceptualization to Irish philosopher George Berkely (Stack, 1960). Peirce took a 

narrower view of pragmatism than William James. By including psychological effects, 

James bridged the metaphysical and physical. For John Dewey pragmatism necessitated 

social change, thus, his shift in nomenclature to instrumentalism, and experimentalism. 

As it relates to this study, one could argue that any research that examines effects is 

pragmatic. Furthermore, by demonstrating the feasibility of both implementation of CI 

and its measurement, the project takes on a pragmatic disposition. Some believe 

pragmatism died with Dewey only to be revived by Rorty (Talisse & Aikin, 2011). I fear 

the revival may have come too late and none of it was sufficiently passed along to the 

masses to effect the kind of change in both education and society that pragmatism 

proposed. How that concern ties in with how the philosophy influenced the conclusions 

and the evolution of analysis of the questions will be discussed in Chapter 5. Perhaps 

pragmatism implies that theory is subservient within praxis, or perhaps it offers a way 
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toward validating theory. Regardless, scholars rely on pragmatism for a philosophical 

framework for mixed-methods designs (Creswell, 2015; Mertens & Tarsilla, 2015).  

Researcher identity. Malcolm X remarked that every experience contributes to 

who we are (Haley & X, 1964). However, a researcher identity memo differs from a 

researcher autobiography in that it focuses on aspects of the researcher that directly relate 

to the research in order to contribute to the transparency and trustworthiness of a study 

(Greene & Caracelli, 1997; Maxwell, 2005; Reinharz, 1997). Thus, what follows reveals 

my experience with the topic and participant population.  

My quest for CI. In 1998 I was teaching English in a large, diverse middle school. 

I was a relatively inexperienced teacher, and a more experienced art teacher and I decided 

to collaborate. Together we designed and implemented a unit comparing, contrasting, and 

applying the elements of poetry and art. In my English class we read poems, such as 

Robert Frost’s “Stopping By Woods on a Snowy Evening,” and “Two Roads Diverged”; 

in her art class the students created paintings in response to one of those poems. In 

English class we wrote poetry in response to Van Gogh’s (1889) The Starry Night. In art 

class students practiced the techniques Van Gogh used for The Starry Night in order to 

create their own versions.  

These activities and concepts were hardly original. Civilization abounds with 

visual images as background for poetry and/or text. The art teacher and I appreciated the 

poetry and images the students produced. However, we were more impressed by the 

analysis and synthesis the project pulled from students. That year my seventh grade roll 

consisted of over 100 students: About 45 benefited from team-taught special education 
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classes with about half of those classified as special needs; about 45 consisted of mixed 

general education and gifted and talented (GT) school-based; and I had one small section 

of about 10 unlabeled, that is, general education students. Across the continuum of 

classifications, gifted and talented to special, the meat of the project, the required 

paragraphs of analysis and synthesis, exceeded our expectations. For all of these years, 

since that experience that produced written exemplars of the higher levels of Bloom’s 

(1956) taxonomy well beyond our expectations, I have made interdisciplinary curriculum 

my curriculum. Therefore, I believe from my own praxis that interdisciplinary curricula 

demand thinking at the higher levels of Bloom’s taxonomy, specifically analysis, 

synthesis and evaluation. 

 Preference for humanities. More specifically, the combination of my education 

and experiences indoctrinated me with a preference for humanities integration. Both my 

undergraduate and graduate studies involved literature and language arts: English was my 

major as an undergraduate, and my graduate work culminated in an M.Ed. in Secondary 

English and K-12 ESL instruction. As coordinator of Lake Eden Art Festival (LEAF) 

Panama, I created music programs for underprivileged children. Much of my work with 

my professor and the co-chair for this project, Dr. Sheridan, involved visual arts, such as 

examination of the Art 21 professional development program. Finally, the setting for the 

pilot study for this research was an art camp. The Art 21 and pilot research projects are 

more recent and relevant to this study than most of the aforementioned education and 

experiences, and therefore, elaboration follows. 
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For an independent study in 2012, I spent a week in New York attending the Art 

21 Educators summer institute. That year the program incorporated a focus on 

interdisciplinary education, so participants were encouraged to apply and attend in pairs. 

Each pair included a visual arts teacher and a teacher of another core subject, such as 

social studies or language arts. Thus, the program worked on both intra- and intersubject 

curriculum integration. The intrasubject consisted of teaching art teachers how to infuse 

their instruction with contemporary art, particularly with the Art 21 television programs 

and materials. The intersubject was achieved through collaboration with a peer immersed 

in the Art 21 Educators program. Moreover, the director had collaborated with CI expert 

Flossie Chua to design the interdisciplinary aspect of the program. Dr. Chua presented 

some of the seminars and led discussion groups, thus, I was able to observe and learn 

from a leader in the field of CI. While Art 21 did not enjoy the scale nor renown of 

organizations with similar objectives, such as Chicago Arts Partnerships in Education 

(CAPE) and Changing Education Through the Arts (CETA), its focus on contemporary 

art and robust, prolonged collaboration through a self-maintained online community 

indicated a relatively high commitment to innovation.  

The site of a pilot study for this project was an art camp (Brown, 2011). I 

purposefully selected that camp because I knew the director. My daughter and I had both 

taken some of his art classes, and in my opinion, he possessed a rare combination of 

outstanding talent in both creating and teaching visual art. One of the primary objectives 

of the pilot was to familiarize myself with the EPoC instrument and identify any 

difficulties with its use.  



63 

In sum, compared to other disciplines, my education and experience falls mostly 

into the humanities. My undergraduate degree included a major in English. My master’s 

degree certified me to teach English and English as a Second Language. I have designed 

and implemented art and music programs for children. I have also enjoyed taking art 

classes. Finally, my quest for CI turned into questions for a number of research projects, 

mostly in humanities contexts. Thus, while I have observed STEM integration, and 

implemented a little of it in my classrooms, I am much more knowledgeable and 

comfortable with the humanities.  

Prior experience with the participant demographic. In addition to my knowledge 

and experience-based bias toward CI and the humanities, I have experience with the 

participant population. I received my K-12 ESL teaching credential in 1998 and have 

been teaching ESL in a variety of settings since 2007. From 2010 until 2015 I taught ESL 

at the site for this study. My teaching assignments included history and English literature 

classes for students ranging from emergent to intermediate levels of language 

proficiency.  

In sum, readers should know I bring a number of biases to this study including a 

belief in the efficacy of CI, an affinity for the humanities, and a confidence in the abilities 

and potential of ELLs. Thus, the study incorporated facets designed in part to mitigate 

these biases that are described in the Validity, Reliability, and Trustworthiness sections 

below.  
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Design: Rationale  

My research questions necessitated mixed-methods design. To wit, I was 

interested in the measurable impacts of CI on participants’ integrative thinking ability and 

other performance indicators driven by RQ 1 and RQ 2. However, I was also interested in 

how and why those impacts occurred, and when neither a qualitative nor quantitative 

design alone can answer the research questions a mixed-methods approach is warranted 

(Creswell, 2008; Hesse-Biber, 2015). In addition, numerous scholars note that the desire 

to use both qualitative and quantitative data in order to make better sense of it all is 

another justification for a mixed-methods study (Creswell, 2008; Hesse-Biber, 2015; 

Hunter & Brewer; 2015). Drabble and O’Cathain (2015) and Pearce (2015) suggest that 

mixed methods studies provide more robust explanatory power and discover more 

insights than distinctly delineated quantitative or qualitative methods. Moreover, narrow 

methods have trouble interpreting the effects of complex interventions (Drabble & 

O’Cathain, 2015). A whole curricular intervention applied to intact classes presents 

relative complexity. Hence, this research employed a mixed-methods design.  

Overview  

Given that one objective of the study was to encourage the use of CI in schools, 

the study was set in a school and the participants came from intact classes. In other 

words, this was a naturalistic study. The effects were measured on class grades and 

standardized tests in English and history. A psychometric assessment of creativity, EPoC 

(Evaluation of the Potential for Creativity), measured improvement in creative ability. 

EPoC had not been used in research in the US prior to this study. In short, dependent 
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variables consisted of performance on EPoC, and standardized tests and grades in history 

and English. The qualitative data included artifacts, memos, and semistructured 

interviews. This data served to examine how and why effects occurred and provided for 

rich description of study implementation.  

The complexity of conducting research in a school setting begs for a mixed 

methods approach in order to explain what happened and how or why an intervention 

worked or did not (Drabble & O’Cathain, 2015; de Gialdino, 2009). Therefore, I wrote 

memos throughout the course of this project. In addition, after collection and analyses of 

the numeric achievement and integrative thinking data, I collected and analyzed the text 

from semistructured interviews with participants from both experimental groups as well 

as the other teacher who implemented the study (see Appendix D).  

 Drabble and O’Cathain (2015) identify three conceptual frameworks specific to 

mixed methods, namely the temporal, the process-outcome, and the aspects of a trial. 

Based on a review of the literature, Drabble and O’Cathain (2015) found the temporal 

framework quite common. This framework focuses researchers on how qualitative 

methods might be applied at different chronological stages of a study, typically before, 

during, and after. This study started with a qualitative focus on how CI would be 

implemented, then measured the quantitative outcomes of the CI, and finally examined 

how and why those outcomes occurred. Before the study period, the researcher 

collaborated with a team of teachers in order to develop the intervention, which consisted 

of an integrated curriculum (see Appendix B). Without detailed description of the 

collaborative effort involved, the resulting intervention, and its implementation, 



66 

researchers could neither extend nor build upon the study, rendering it less useful to the 

field. Thus, a temporal framework could be applied to describe the mixed-methods 

approach in this study, starting with prestudy activities such as the pilot study, question 

development, intervention development, and study planning process, with reflexive 

memo writing during the intervention period, and semistructured interviews occurring 

postintervention. However, I do not find the categories before, during, and after precisely 

how I had described my study, nor most others, especially given the implied linear, lock-

step research process of the framework. Rather, I consider the planning period part of the 

study period as were the semistructured interviews. Other delineations, such as 

beginning, middle, and end, might be more accurate.  

The process-outcome framework provides for evaluation of the implementation 

process of trials in order to determine if poor implementation resulted in Type III errors. 

In other words, researchers use interviews and observations to determine if the context, 

the participants, the intensity of the intervention, or the fidelity of its implementation 

deserves credit or blame for the findings, instead of the intervention. This framework 

seems to apply to this study, since I used observations and interviews for those ends.  

In the 296 articles they reviewed, Drabble and O’Cathain (2015) found the 

temporal and process-outcome frameworks emerged, whereas, the authors had to 

discover the third, which they called “the aspects of a trial” framework (p. 414). It should 

be noted that, while Drabble and O’Cathain address social and educational research, their 

expertise and focus lay in randomized controlled trials (RCTs) in the healthcare field. 

When the temporal framework did not apply to a published study, the study could be 
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categorized by which aspects were informed by the qualitative data. From their review of 

the literature Drabble and O’Cathain (2015) developed a taxonomy of possible RCT 

aspects addressed by the qualitative research: the intervention content and delivery; the 

trial design, conduct and processes; outcomes; measures of process and outcome; and 

target condition. For this study I was primarily concerned with gathering qualitative data 

that related to the intervention content and delivery and explained the outcomes, yet 

pieces of the other three are present. In fact, all three frameworks apply to this study: the 

temporal, though I would like to rename the categories as aforementioned; the process-

outcome, which aligns with intervention content and delivery aspect; and the aspects of a 

trial. 

Participants and Site  

The university and school district IRBs approved the study by November 21, 

2012, and by the first week in January consent and assent forms were collected from 66 

(N = 66) students (see Appendices E, F, G, and H for Consent, Assent, Explanatory 

Letter, and IRB Approval). The participants ranged in age from 14-17 and came from 

five intact, WIDA Level 3 ESL literature classes. Thus, the study included all WIDA 

Level 3 ESL students in the ESL literature classes. I taught three of the sections, and my 

research team-member, T1, taught the other two sections. Since there were five sections 

and we had to use intact classes, the intervention was assigned to the three smaller classes 

while the two larger sections combined to form the comparison group. 

Participants. The university IRB approval indicated that someone other than the 

classroom teacher should distribute the consent forms, so the department chair reviewed 
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and gave the forms to the students in all five sections of the ESL Level 3 literature 

classes. All students consented to participate, however, a number of students and 

guardians did not consent to videotaping. Therefore, I decided not to videotape class 

instruction time. See Appendices E, F, and G for the approved copies of the consent, 

assent, and explanatory letter respectively. 

There were 66 student participants, 38 in the intervention group and 28 in the 

comparison group. Students were assigned to teachers and their sections randomly by the 

school’s guidance software. All students had attained WIDA Level 3 placement. In 

addition to basic communication skills, students designated as Level 3 have the ability to 

comprehend and produce some content-specific language and long sentences in addition 

to basic communication skills, although errors sometimes affected meaning (WIDA 

Consortium, 2012). The sample consisted of 30 females, 36 males, 39 Asians, 7 Black 

Americans, 17 Hispanic Americans, and 3 White Americans (Table 2). Table 2 provides 

a graphic summary of the participants’ demographic information.  
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Table 2 

 

Participant Demographics SY 2012-2013  

 

Category Number (#) Percent (%) 

General Education 0 0.00 

English Language Services 66 100.00 

Special Education Services  <5.00 

    

Female 30 45.45 

Male 36 54.55 

   

Asian  39 59.10 

Black (Not of Hispanic Origin)  7 10.60 

Hispanic 17 25.75 

White (Not of Hispanic Origin) 3 4.55 

Other 0 0 

   

English Proficient 0 0 

Limited English Proficient* 66 100.00 
Note. Retrieved from the site’s student information system. 

*The term Limited English Proficient (LEP) was used and defined by the state’s Department of Education. 

LEP includes students who are status 1 (receiving services), status 4 (refused services), status 2 or 3 (LEP 

monitor years 1 or 2, respectively). The term is now considered derogatory by many; see the term English 

Learner in Definitions for further explanation. 

 

The site. The site was a large public high school in a small city in the mid-

Atlantic region of the US (U.S. Census Bureau, 2010). The school day began at 7:20 am 

and ended at 2:05 pm. The school year ran from September through the third week in 

June. The school population had grown to approximately 2,700 9th to 12th graders at the 

time of the study, with a near even split of males and females (50.3% - 49.7%). 

Particularly relevant to this study, just over 9% of enrolled students received English 

language services, though almost 12% were identified as Limited English Proficient. See 

Table 3 for demographics by academic classification, gender, ethnicity, English 

proficiency, and free or reduced fee recipients.  
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Table 3 

 

Site Demographics SY 2012-2013 

 Category Number (#)  Percent (%)  

General Education 2,439 93.31 

English Language Services 242 9.26 

Special Education Services 268 10.25 

   

Female  1,315 50.31 

Male 1,299 49.69 

   

Asian 685 26.21 

Black (Not of Hispanic Origin)  269 10.29 

Hispanic 498 19.05 

White (Not of Hispanic Origin) 1,036 39.63 

Other  126 4.82 

   

English Proficient 2,302 88.06 

Limited English Proficient 312 11.94 

   

Free or Reduced Fees  703 26.89 

No Fee Waiver 1,911 73.11 
Note. Retrieved from the county’s web site, the site’s school profile, under demographics. Limited English 

Proficient (LEP), as defined by the state’s Department of Education, includes students who are status 1 

(receiving services), status 4 (refused services), status 2 or 3 (LEP monitor years 1 or 2, respectively). 
 

 

The site was purposefully selected. School leaders at the site had suggested 

implementing CI the year before the start of this study. In addition, the accrediting 

authority had recommended the site look for interdisciplinary connections. Indeed, during 

the writing of this report, school leaders requested anecdotal information from me in 

order to meet those recommendations (see Appendix A). Hence, this school was 

interested in CI and, thus, welcomed the project.  

The researcher, T2, taught at the high school and was assigned three of the five 

WIDA Level 3 literature sections. The other teacher, T1, was selected because she had 
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been assigned to teach the other two sections of WIDA Level 3 literature classes. Thus, 

two teachers at the site, T1 and T2, comprised the Research Team (RT), with T2 being 

the author of this study. Both T1 and T2 were Caucasian. T1 was a female first-year 

teacher. T2 was a male with more than 10 years of teaching experience. Both qualitative 

and quantitative analyses considered teacher effect. 

Collaboration 

Collaboration played a crucial role in this project. A collaborative team (CT) 

developed the intervention. The CT consisted of four teachers: the researcher/ESL 

literature teacher, another ESL literature teacher, the ESL history team-teacher and 

department chair, and the World History I (WHI) teacher. County art teachers were also 

consulted during this development process. The CT members were selected for their 

content expertise, collegiality, willingness to participate, and their teaching assignments 

as they pertained to the logistics of maintaining intact intervention and comparison 

groups that together represented all Level 3 ESL literature students. The history teacher 

and her ESL team-teacher had demonstrated a strong working relationship over several 

years, which had developed into a friendship. The ESL history team-teacher was also my 

department chair and a friend. By collaborating with colleagues who had demonstrated 

productive working relationships with each other and me, I hoped to reduce relationship 

and process conflicts noted in the literature review. In addition, both had years of 

experience team-teaching the WHI curriculum to ESL students. As such, they were able 

to bring their experience to bear upon questions such as, which units of instruction would 
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they be teaching during the study period and what points of integration might help 

positively impact student learning and achievement.  

Following development of the intervention, the Research Team (RT) consisting of 

the other teacher (T1) and I (T2) began working together. We met frequently and 

communicated with each other weekly: my emails with the RT, CT, site administration 

and LEA amounted to more than 275 that directly regarded this study.  

Intervention 

For this study the researcher and collaborators designed and implemented an 

integrated humanities curriculum with AAI. The curriculum for this study was limited to 

integration of history, English, and fine arts instruction. Specifically, we centered the 

interdisciplinary connections on the World History I curriculum at the site, by looking for 

possible shared essential questions as well as moments of interdisciplinary connections of 

skills. For example, in English class the intervention group read The Odyssey and 

Antigone while they studied Greece in history; and while studying Ancient Rome in 

world history class they read Shakespeare’s Julius Caesar in English class. No such 

interdisciplinary connections were made with the comparison group.  

Curriculum planning. The CT scheduled August 7, 2012, as a day for planning 

the interdisciplinary units, i.e. the intervention. At that meeting, the team selected two 

WHI units to act as the topics for generating points of integration: Ancient Greece and 

Ancient Rome. So, for example, the team discussed reading The Odyssey and Antigone in 

the ESL literature classes as possibilities for interdisciplinary connection (see Appendices 

B and E for the unit and lesson plans). After planning two integrated units of instruction 
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with two history teachers, the ESL teachers who would implement the plans met to revise 

them.  

In the ESL literature classes both the intervention and comparison groups 

received instruction aligned to the ESL curriculum that included strategies and skills 

designed to improve the four language domains: speaking, listening, reading, and writing. 

The main difference was that with the intervention group, history and art content and 

skills were incorporated into the language classes, whereas the comparison group 

curriculum focused exclusively on the four language domains. In other words, for the 

intervention group, the four language skills were connected to history topics, namely 

ancient Greece and Rome. In contrast, with the comparison group teachers did not 

intentionally nor explicitly connect language skills to history topics.  

 This was reflected in the textual choices. For instance, while the intervention 

group read The Odyssey, the comparison group read In the Year of the Boar and Jackie 

Robinson. While the intervention group tackled a scene from Shakespeare’s Julius 

Caesar, the comparison group read a scene from Shakespeare’s Romeo and Juliet. While 

the intervention group focused on connecting poetry with art and history, the comparison 

group read The Giver, a contemporary novel by Lois Lowry about a futuristic dystopia. 

And while the intervention group read Sophocles’ Antigone, a play set in ancient Greece 

written by an ancient Greek, the comparison group read Novio Boy, a modern play by 

Gary Soto about a first date. Thus, the intervention group spent time connecting language 

skills to history and art, while the comparison group spent more time on intrasubject 
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integration: connecting speaking, listening, reading, and writing. See the Venn diagram 

comparing and contrasting the instruction for both experimental groups in Figure 2. 

 

 
Figure 2. A comparison of the experimental groups’ curricula in a Venn diagram. 

 

  

 

To be sure, not all things were perfectly equal, and in fact that was the point. We 

wanted to faithfully execute the curriculum that we would normally have taught to the 

comparison group. In the Year of the Boar and Jackie Robinson, The Giver, Novio Boy, 

and Romeo and Juliet are titles I had taught in previous years to the Level 3s. I had not 

taught The Odyssey, Antigone, or Julius Caesar at this particular site. The version of The 
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paragraph structure 
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including Reciprocal 
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Odyssey we read was a graphic novel, and Novio Boy included pictures of some of the 

characters and scenes. See photos of these texts in Figures 3-6 below.  

 

 
Figure 3. The experimental groups’ novels pictured. 
Note. The intervention group read the graphic version of The Odyssey, by Gareth Hinds (2010) Somerville, 

MA: Candlewick Press. The comparison group read both The Giver, by Lois Lowry (1993) New York, NY: 

Houghton Mifflin Harcourt Publishing Co., and In the Year of the Boar and Jackie Robinson, by Bette Bao 

Lord (1984) New York, NY: HarperCollins Publishers. 
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Figure 4. Samples of text from both groups’ novels pictured.  
Note. The pages on the left come from The Odyssey, by Hinds (2010) Somerville, MA: Candlewick Press, 

and on the right from In the Year of the Boar and Jackie Robinson, by Lord (1984) New York, NY: 

HarperCollins Publishers. 
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Note. The comparison group read an excerpt of the play Novio Boy in the Edge text pictured on the left. 

The intervention group read Antigone, pictured on the right. Sophocles (2005). Antigone (J. Thomas, 

Trans.), by Sophocles, 2005, P. Moliken & E. Osborne (Eds.) (Original work published ca. 440BC), 

Clayton, DE: Prestwick House. 

 

 

Figure 5. The experimental groups’ drama covers. 
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Figure 6. Samples of text from both groups’ dramas pictured.  
Note. Text from Novio Boy, by Gary Soto, in the Edge (2008), National Geographic School Publishing on 

the left; and Antigone on the right, by Sophocles (2005). Antigone, J. Thomas, Trans., P. Moliken & E. 

Osborne (Eds.) (Original work published ca. 440BC), Clayton, DE: Prestwick House. The comparison 

group read Novio Boy and intervention group read Antigone. 

 

 

ESL and emergent literacy classrooms often use pictures, drawings, and other 

visual art to help students acquire vocabulary and language. Having students create 

picture dictionaries is a common activity. For many years I have had students draw in 

order to assist with visualizing elements of stories, novels, poems, and dramas. I did not 

feel I could remove this piece of my normal course of instruction from the comparison 

group. However, I do not typically teach elements of art in my literature class. So, one 
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difference was, while both the comparison and intervention groups engaged in drawing 

activities, the intervention group received a lesson in elements of art in order to inform 

their thinking about their drawings (see Appendices B and I for unit and lesson plans).   

 Through all of this, both groups were taught the elements of poetry, drama, and 

the novel. Teachers also delivered instruction in grammar, including sentence and 

paragraph structure. Both groups studied vocabulary. As shown in the Venn Diagram in 

Figure 2, teachers used the same comprehension strategies with both groups, including 

read-arounds, reciprocal teaching, visualization, and graphic organizers such as plot 

charts and Venn diagrams. For the specific unit plans, lesson plans and some examples of 

student work see Appendices B, I, J, K, and N respectively. 

Implementation fidelity. Fidelity of implementation was established through the 

RT meetings, field observations, student work samples, student blogs, and interviews 

(Appendices L, M, N, O, and D respectively). At the RT meetings T1 and T2 reviewed 

lesson plans and checked off activities that had been completed and those that needed to 

get done in subsequent class sessions (see Appendix P). T2 observed T1 twice during the 

study period, on February 13th and April 10th (for field notes from the observations see 

Appendix M). Student work samples were collected and students kept weekly learning 

blogs. Focus group interviews with subsamples of participants from both the comparison 

and intervention groups provided supplementary evidence that students read the texts 

assigned to their group (see Appendix D for the full transcript of the interviews). The 

purpose of this analysis being to establish fidelity, a deductive verification approach was 

used. Each incident of the data sources collected was examined to determine if it was a 
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positive or negative example of implementation of the planned content to the comparison 

and intervention group curricula. No negative instances of content bleeding from one 

experimental group to the other were found in the data. A possible discrepancy between 

teacher groups was noted by T1 during her interview. Specifically, she suggested the 

amount of time we spent on lesson activities may have varied between the teachers. Thus, 

all incidents in the data indicated that participants in both experimental groups performed 

the activities in the lessons created for the study, and no incidents indicated that an 

activity meant exclusively for one group was performed by the other. Hence, the 

evidence points to fidelity of implementation of the intervention and comparison 

curricula (Table 4).  
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Table 4 

 

Evidence of Fidelity of Implementation 

Data Type 

Date 

Collected Positive Negative 

Documents: 

Verified lessons 

2/5/13 Corroborated interview: we 

followed plans “as 

accurately as possible” 

 

 

Field  

Observations: T1’s 

Comparison Group 
 

2/13/13 

4/10/13 

Text: Novio Boy 

The Giver 

 

Participant work  

Samples 

 Intervention 

5/13 Watercolor background to 

found poems from Pericles’ 

“Funeral Oration” 

Poems with analyses in 

response to paintings, such 

as Cesare’s Cicero 

 

 

Participant blogs 

 Comparison 
  

 Integration 

1/13 

2/13 

 

2/13 

4/13 

Text: In the Year of the 

Boar… 

Novio Boy 

   

Antigone 

Shakespeare and Caesar  

 

 

Interview with T1 5/16/14 Had to follow plans “as 

accurately as possible” for 

the research 

Did everything 

 

Possible 

discrepancy in 

time on tasks 

Focus group 

interviews 

5/13 2 intervention group 

participants mentioned texts 

2 comparison group 

participants mentioned texts 

 

 

 

 

Data Collection 

This study measured integrative thinking ability using the EPoC assessment (for 

student samples of the assessment, see Appendix C). It also measured student 
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achievement with grade and standardized test data. Qualitative data included memos, 

semistructured interviews, and documents such as lesson plans and samples of student 

work. What follows describes the instruments, measures, and data collection processes. 

Quantitative assessments. Quantitative assessments were used to answer 

research questions one and two. As noted in chapter one, RQ1 was, “What is the effect of 

interdisciplinary instruction on integrative thinking ability in high school ESL students?” 

To answer this question the research team administered the EPoC instrument. RQ2 was, 

“What is the effect of interdisciplinary instruction on other student achievement 

indicators in high school ESL students?” Class grades and standardized assessments were 

collected and analyzed in order to answer this question.  

EPoC. The Evaluation of the Potential for Creativity (EPoC) convergent-

integrative thinking module was used to measure participants’ integrative thinking 

ability, and thus, provide answers to RQ1 (Lubart et al., 2012). The convergent-

integrative thinking module consists of two timed graphic tests of 15 minutes each, and 

two 10-minute-long verbal tests. The graphic tests ask participants to look at 8 pictures or 

“forms,” and then “invent a drawing by using at least 4 forms which you choose among 

those…to make an original drawing, different from what the other children could do” 

(Lubart et al., 2012, p. 24). For each of the graphic tests participants were given 12 felt 

pens, a.k.a. markers, of different colors and a piece of paper. The verbal tests of 

convergent-integrative thinking required participants to invent two stories. For one of the 

stories participants were given a title, for the other story they had to include certain 

characters. For EPoC sample student productions, see Appendix C. In addition to 
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evaluating creative potential, EPoC provides for a pre/post design with two published 

versions, form A and form B, which contain different verbal prompts.  

The research team administered the EPoC pretest during the second week in 

January, and the posttest in the second week in May. This data was organized and 

processed such that it could be uploaded to the online platform. This involved typing the 

handwritten stories, photographing the drawings, and assigning codes that linked the 

productions to the participant. Once the productions were uploaded, the judges could 

begin scoring them.  

EPoC was selected for its capability to measure integrative thinking as distinct 

from divergent thinking and as a subprocess of creative thinking. Furthermore, the 

developers provide an online platform for expert judges to evaluate the verbal and 

graphic assessments. To be an expert judge for the verbal tasks of EPoC, one should have 

English teacher credentials. Whereas, expert judges for the graphic tasks should be 

certified art teachers or artists who have experience working with children. Judges log 

into the online platform, called CATi, and use a 7-point rubric to score the participants’ 

productions which are stored in modules by task. For instance, a judge would log in, go 

to the Task 1 module, look at participant 1’s drawing and give it a score between 1 and 7, 

with 1 exhibiting no originality, and 7 being extremely original. In addition, the 

assessments have enjoyed high interrater reliability (B. Barbot, personal communication, 

September, 2011). Finally, the pre/post capability is not available with many other tests 

of creativity which tend to be one-time assessments. 
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Validity. Developed in France by Lubart et al. (2012), EPoC was published by 

Hogrefe and is currently available in a number of countries in Europe and the Middle 

East. It has not yet been validated in the United States. The researcher conducted a pilot 

study in 2011, which was the first time the measure was used in the US (B. Barbot, 

personal communication, September, 2011). 

The EPoC instrument has undergone validity procedures in studies with French 

students. Internal validity has been assessed through confirmatory factor analysis proving 

an acceptable adjustment of the data to the theoretical model (specific factors per domain 

and mode of thought), for both the form A (χ² = 32,5; DL = 14, p < .05; χ² / DL = 2,3; 

NFI = .94; CFI = .97; AGFI = .91; RMR =.021; RMSEA = .079), and the form B (χ² = 

10,3; DL = 14, p = .74; χ² /dl = .73; NFI = .97; CFI = 1; AGFI = .97; RMR =.13; RMSEA 

= .000). External validity proved satisfactory with an independence of EPoC scores with 

a measure of IQ, a moderate correlation between all EPoC scores and the trait of 

openness to experience, and moderate to high correlations between EPoC scores and the 

classic subtest of divergent thinking derived from the Torrance (TTCT) proving both 

convergent and divergent validity (B. Barbot, personal communication, May 10, 2011). 

In a pilot study, a less sophisticated blinding system of codes exposed a 

vulnerability to the halo effect as a possible threat. Specifically, the judges in the pilot 

study may have been able to remember the code from one production to another, thus, if a 

judge gave the first production of a given code a favorable evaluation, and then noted a 

similar code on the next production, s/he may be more inclined to score the second highly 

as well. With each production having an entirely unique code in this current study, this 
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threat was avoided. Only the lead researcher knew the participants’ codes and the 

corresponding EPoC task codes. 

Other achievement data. The intervention integrated language arts and visual art 

with history. Quantitative data for language arts and history were readily available 

including standardized valid assessments as well as class grades. The school used a state-

standardized test (SST) to determine achievement in history, and the World-Class 

Instructional Design and Assessment (WIDA) tests to measure ability in English for 

ELLs. These assessments were analyzed to determine between-group differences in 

English ability, and achievement in history. In addition to these valid standardized 

assessments, class grades were used to answer a set of subquestions of RQ2. Grade data 

was collected and tested for between-group differences in English and history grades. 

Within-group change in class grades over the course of the study period was also 

investigated. This combination provided for nuanced analyses of achievement in two of 

the core integrated subjects without any additional imposition on participants’ time or 

effort.  

 The state standardized tests (SSTs) for history. The SST was developed in the 

mid-1990s and has been subsequently used to meet federal mandates such as NCLB. The 

test blueprint was developed in part by committees of professionals at the state level, but 

the state partnered with Educational Testing Service (ETS) and Pearson to store, 

maintain, and continuously review test items. The study site’s LEA (2009) cites this 

rigorous development process as evidence of face and intrinsic validity of the test. What 

made these tests high-stakes for most students was that they had to pass six SSTs to earn 
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the standard high school diploma (Study Site’s LEA, 2015). Specifically, students had to 

pass two SSTs in English, one in science, one in math, one in a course of their choice, 

and one in history. It was the history SST that was operationalized as a dependent 

variable in this study.  

 Scoring. The raw score on the history SST was equal to the number of questions 

the student answered correctly. Scaled scores ranging between 0 and 600 were generated 

in order to provide for meaningful comparisons of the multiple versions of within-grade 

and subject tests over time. Hence, teachers and students were typically concerned with 

the scaled score. Three proficiency levels were established for the high school SSTs: 

basic, proficient, and advanced. A student had to attain a minimum scale score of 400 to 

be considered proficient, and 500 to qualify as advanced (Study Site’s LEA technical 

report, 2009). Proficiency, a score of at least 400, was needed to count toward the 

attainment of a standard high school diploma. 

 Validity. The LEA technical report (2009) makes claims to the somewhat related 

concepts of face, intrinsic, and content validity based on the rigorous process involved in 

developing the test and aligning it to the state’s curriculum and standards. The process 

included ongoing item review and analysis by teachers, ETS staff, content specialists, 

Pearson psychometricians, and LEA employees. Like EPoC and WIDA, the SST was 

compared to similar tests, such as the Stanford 9 and LPT in order establish construct 

validity. The LEA (2009) characterized these correlations as “reasonable,” with 

performance in Grades 3-8 on similar tests ranging between correlations of .54 and .82. 

However, at the high school level more of the correlations fell in the 0.5-0.6 range than in 
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the lower grades. In addition, the LEA conducted factor analyses for each subject test 

using the 2007 results. For World History I, the SST that was used in this study, 

eigenvalues and Divgi’s index appeared to support the case for validity, with scores on 

Divgi’s index substantially higher than 3.0 in all instances. Table 5 summarizes these 

scores. 

 

Table 5 

 

Eigenvalues and Divgi’s Index for the World History I State Standardized Test (SST)  

Subject Core Mode N-Count 

Eigenvalues Divgi’s 

Index λ1 λ2 λ3 

World 

History I 

1 Online 27366 9.09 0.61 0.36 33.92 

Paper 0 NA NA NA NA 

2 Online 12708 8.58 0.87 0.41 16.76 

Paper 3176 12.78 1.20 0.41 14.66 

3 Online 10510 9.91 0.61 0.41 46.50 

Paper 0 NA NA NA NA 
Note. This table was published in the study site’s LEA technical report (2009). 

 

 

I was English Department chair in a middle school when the LEA decided to 

make the SST a barrier to advancement. Based on my observations of test 

implementation then and now, I believe with the iterative process of teachers working to 

align their curricula to the test, and the state working to align the test to the curricula, the 

content and construct validity is now relatively high. However, particularly with ELLs, 

the use of standardized tests applied without modification is a concern, especially in 

subjects prone to cultural bias such as history. This concern will be discussed further in 

Chapter 5.  
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The state standardized tests (SSTs) for history were administered by the site in 

May. The SST in history was a multiple-choice test delivered online in designated 

computer labs at the site. Scores were available within 48 hours of administration. 

Because WIDA Level 3 literature students’ course schedules vary, just 48 of the 66 

participants took the SST in history.  

The World-Class Instructional Design and Assessment (WIDA). The WIDA is a 

valid normed test of English language ability that has been adopted by many LEAs to 

level and place ESL students (WIDA, 2014). Development of the test began in 2002 at 

the Wisconsin Department of Public Instruction in part as a response to the No Child Left 

Behind Act of 2001 and its focus on special populations, namely, ELLs (WIDA, 2014). 

After field tests in 7 states and DC in 2004, 3 states administered the WIDA in 2005. 

However, by the time of this study, in school year 2012-2013, more than 30 states used 

the WIDA with more than 1.2 million students. The site for this study went to extreme 

lengths to ensure that all ELs took the WIDA, including using central office staff to help 

administer them, and providing for multiple makeup test days for students who are absent 

on testing days. WIDA tests were given in February, but scores were not available until 

June. The lag between administration and score reports was likely due in part to the 

paper-and-pencil mode of delivery as well as centralized scoring.  

Scoring. The WIDA tests the four language domains—reading, writing, speaking, 

and listening—based on three criteria: linguistic complexity, vocabulary, and language 

control (WIDA Consortium, 2012). In addition, the authors of WIDA aimed to 

differentiate it from previous language proficiency tests by focusing more on academic 
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language. Thus, in addition to social and instructional language, the test items address 

language of four disciplines: language arts, math, science, and social studies (WIDA 

Consortium, 2012). Therefore, WIDA claims to predict performance in academic subjects 

better than previously designed language assessments that focus more on what Cummins 

(1979, 2008) identified as basic interpersonal communication skills (BICS). The test 

scores each domain separately and provides composite scores. The overall composite 

score is a weighted combination in which reading and writing each account for 35% of 

the score and listening and speaking each account for 15%. The oral language composite 

combines the speaking and listening evenly weighted. Likewise the literacy composite 

score is a 50-50 mix of the reading and writing scores (WIDA, 2014). The speaking tests 

are scored by certified, trained professionals. These professionally trained scorers are 

often teachers at the site. The speaking tests along with all other student responses are 

then sent to MetriTech, Inc., where they are compiled and scored. MetriTech then 

provides parents and guardians with scores, and schools and districts with comprehensive 

reports including scaled scores from 100-600 points by grade, as well as interpretations of 

those scores into English proficiency levels from 1-6 (Bauman, Boals, Cranley, Gottlieb, 

& Kenyon, 2007).  

Validity. As noted by Bauman et al. (2007), most schools use the overall 

composite score to determine students’ English proficiency levels. This imbues the test 

with high-stake status. At the site of this study, the overall composite score was a major 

determinant of ELL levels, which affected course schedules and, thus, graduation date. 

Hence, validity of the cut scores is crucial. Therefore, the WIDA Consortium conducted 
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studies to investigate both external criterion related validity and internal, content-related 

validity. Using a stratified Cronbach alpha coefficient, the results from the first 

administration of the WIDA indicated that the overall composite score demonstrated very 

high reliability across all grade levels; specifically, the coefficient was above 0.93 for all 

grade levels K-12. 

At the site of this study, and as noted above, the WIDA was the primary, but not 

the only, determinant of a student’s level. Upon receipt of WIDA scores, ESOL teachers 

met to discuss exceptions to the WIDA-interpretations of students’ proficiency levels. 

Exceptions were based on teacher observations of student motivation and improvement, 

class grades, diligence, and attendance. Based on these discussions students were placed 

higher or lower than the WIDA level indicated. In most cases these diverging level 

placements involved students on the WIDA bubble who were also typically newly arrived 

students, highly motivated or unmotivated students, or whose performance on the reading 

test differed from the composite level. For example, if a highly motivated student had 

done well in all of her classes as of June, but in February had scored a 3.9 on the overall 

composite, we would likely recommend that student be placed in Level 4. On the other 

hand, after a couple of years of teaching at the site, I noticed a potential threat to validity 

of the WIDA, based on the weighting, or lack thereof. Students who scored high on the 

writing and/or oral language domains could attain a composite score that placed them at 

Level 4, even if their reading score was a Level 2. I found that students who moved up a 

level with reading scores of Level 2 often never progressed, could not pass the state-

standardized tests in their subjects, and, thus, never graduated. This was affirmed by my 
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colleagues at the site. Therefore, we began looking carefully at reading scores, and 

weighing them heavily in our placement decisions.  

Grades. The student information operator in the student services department at the 

site provided reports of the classroom grade data as well as the SST scores. As the above 

described, the intervention integrated language arts, fine arts, and history. Not enough 

participants were enrolled in art classes to operationalize art grades as a variable. 

Therefore, the grade data of interest for this study included history and English. 

Specifically, the study tested for between-group final grades, as well as intra- and 

intergroup improvement over the course of the study from the first to the third quarter. To 

be sure, despite project rubrics and traditional multiple-choice tests, the grade data was 

more subjective than the EPoC and SSTs, in part because it did not undergo formal 

external nor internal validation processes. Still, this data provided other points to 

demonstrate alignments of the curriculum with the SSTs, as well as, at the very least, 

indicating teacher perceptions of students’ performance. See Table 6, Matrix of Groups 

by Quantitative Measure and Collection, for a graphic summary of the quantitative data 

collection schedule by group. 

 

 

  



92 

Table 6 

 

Matrix of Groups by Quantitative Measure and Collection 

Groups 

 

EPoC 

Integrative 

Thinking 

January/May 

History 

SSTs 

May 2013 

WIDA 

February/ 

June 2013 

History 

Grades 

June 2013 

English 

Grades 

June 2013 

Intervention      

  Teacher 2      

 Period 3 Pre/Post WHI SST 2013 2013 2013 

 Period 5 Pre/Post WHI SST 2013 2013 2013 

  Teacher 1      

 Period 1 Pre/Post WHI SST 2013 2013 2013 

      

Comparison      

  Teacher 2      

 Period 8 Pre/Post WHI SST 2013 2013 2013 

  Teacher 1      

 Period 6 Pre/Post WHI SST 2013 2013 2013 

 

 

TOCA-C. The TOCA-C is a checklist version of the TOCA. The TOCA, or 

Teacher Observation of Classroom Adaptation, was originally designed by Kellam, 

Agrawal, Branch, and Ensminger (1975) as a structured interview to help teachers assess 

their students’ classroom behaviors. The instrument has been used in large studies to 

determine the effects of school-based interventions on student behavior (Kellam, Ling, 

Merisca, Brown, & Ialongo, 1998). Concerns over the time and resources necessary to 

administer and analyze the TOCA inspired researchers to develop revised versions. In the 

early 1990s, The Johns Hopkins Center for Prevention and Early Intervention introduced 

a version with a rating scale, the TOCA-R, that improved the time required for data 

collection, but interviews by trained personnel still made the process costly (Koth, 

Bradshaw, & Leaf, 2009). Thus, in 2002, Leaf, Schultz, Keys, and Ialongo developed the 
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checklist version that teachers could complete themselves (Koth et al., 2009). This 

version has 21 statements that teachers rate on a 6-point Likert scale from never to almost 

always (see Appendix Q). The 21 items are designed to evaluate three classroom 

behaviors, disruptive behavior, concentration problems, and positive behavior.  

Validity. In a study that used correlation to the TOCA-R to determine validity, all 

the subscales demonstrated high correlations, specifically, all were above 0.80 (Koth et 

al., 2009). In addition, the authors reported alphas for the subscales of the TOCA-C that 

ranged from 0.86-0.96, thus establishing internal consistency. One study found a small 

significant difference between the two methods’ mean scores on the positive behavior 

subscale. Koth et al. (2009) attributed this to the desire of participants to provide more 

positive answers in interviews. This would imply that the TOCA-C might be more 

accurate.  

Qualitative data. In addition to providing thick description of the study, 

investigation of the qualitative research questions offered possible interpretations of the 

quantitative results. Qualitative data collection began with memos of CT meetings and 

the artifacts from those meetings, for example unit plans. Throughout the study I wrote 

memos documenting thoughts regarding the study and what was happening at the site that 

might affect the study implementation and results. As noted in the above description of 

the intervention, I also wrote memos documenting my observations of T1, and our 

research team meetings. At those RT meetings we checked off lesson plan activities that 

had been completed; these were collected in part to contribute to fidelity of 

implementation. In addition, samples of student work were collected to support 
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interpretation of the quantitative data, as well as fidelity of implementation. After all 

quantitative assessments were collected, focus group interviews were captured on 

videotape. I also recorded a semistructured interview with T1. Thus, collection of the 

qualitative data began before the quantitative and continued past the last quantitative 

measure. For a specific timeline of study tasks see Table 7. In short, the qualitative data 

consisted of memos, artifacts, and semistructured interviews which helped explain the 

quantitative results and captured nuances, such as the types of connections CI 

engendered, that were missed by the reduction of student performance to numerical 

scores. Furthermore, these data attempted to provide for thick enough description of both 

the instruments and the intervention for readers to be able to consider transferring the 

EPoC instrument and/or the intervention to contexts other than the high school that was 

the site for this study (Lincoln & Guba, 1985).  
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Table 7 

 

Study Task Timeline 
Task Responsible Party Start Date Completion Date 

Obtain initial LEA approval Brown April, 2012 May, 2012 

Form collaborative team (CT) Anthony and 

Brown 

May 5, 2012 May 20, 2012 

Set curriculum planning dates Anthony and 

Brown 

May 5, 2012 May 20, 2012 

Prepare for curriculum planning Brown May 5, 2012 June 30, 2012 

Curriculum planning CT August 7, 2012  1 day in August 

Write memo and minutes of meeting Brown August 7, 2012 August 11, 2012 

Compile and edit the Integrated Units  Brown—based on 

CT meeting 

August 7, 2012 August 29, 2012  

Obtain full LEA approval Brown August, 2012 March 1, 2013 

Submit GMU HSRB Brown August, 2012 First week in 

November 

CT meeting to follow up on units, vocab., 

etc.; prepare for collection of consents; 

prep. grade sharing system 

CT September 21, 2012 September 21, 2012 

 

Memos and minutes of meeting Brown September 21, 2012 September 22, 2012 

CT meeting: review collection of 

assents/consents procedures; Q + A; 

grade data 

CT November, 2012 November, 2012 

Distribute, review and collect explanatory 

letters, assents, consents 

Kelly December, 2012   December, 2012  

Administer EPoC Pretest Brown January 8, 2013 January 11, 2013 

Observe T1  Brown February, 2013 April, 2013 

Administer EPoC Posttest Brown May 12, 2013  May 14, 2013  

Implement curricula; complete TOCA-C T1/Brown January, 2013 March, 2013 

Collect grade data of participants Brown Each quarter Each quarter 

Conduct 2 Focus group interviews with 

students  

Brown May 24, 2013 May 24, 2013 

Collect WHI SST data Brown May 20, 2013 June 3, 2013 

Collect WIDA data Brown June 5, 2013 June 15, 2013 

Transcribe, code and categorize qualitative 

data 

Brown June 25, 2013 June 20, 2014 

Semistructured Interview T1 Brown May 16, 2014 May 16, 2014 

Enter quantitative data into SPSS and run 

analysis 

Brown June 25, 2013 June 30, 2014 

 

 

Memos. According to Maxwell (2005), with the exception of field notes, coding, 

and transcription, memos can be any writing the researcher does, and thus, serve a broad 

range of purposes. One purpose is to help a researcher remember thoughts that occur 
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during the study period, thus, facilitating reflection that may help thoughts develop into 

insights (Maxwell, 2005). Hence, for this study the memos provided an account of the 

researcher’s thoughts on various aspects of the study, including: logistics of the study 

implementation; the collaborative process; administration of the EPoC instrument; 

possible affective effects, such as student and teacher engagement; and reported student 

and teacher perceptions of the intervention. 

Artifacts and documents. In addition to consent forms, assent forms, and IRB 

approvals, the unit plans, lesson plans, meeting minutes, and relevant emails offer 

thorough documentation of what the study involved. A unit plan developed by the CT can 

be found in Appendix B. Samples of checked lesson plans, that is, the lesson plans on 

which the research team noted completed activities, are attached in Appendix P. The 

email in Appendix A refers to the LEA recommendation and requests information 

regarding CI implementation to meet that recommendation. Hence, the email supports 

both the claim that the LEA recommended interdisciplinary connections, and that the 

study helped the site address that recommendation. This paper does not include all lesson 

plans. While it would be possible to use the unit and lesson plans as they are, I suggest 

using the process described to develop context-appropriate curricula. I decided, both for 

the pilot and this study, to collaborate with educators at the sites to develop CI units and 

lessons unique to those contexts in order to align with local curricular standards and 

appeal to teacher preferences to engender buy-in. Therefore, I recommend going through 

this process, as espoused by Drake and others, rather than adopting produced plans. This 

is further discussed in the section on collaboration.  
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Semistructured interviews. I conducted semistructured interviews with selected 

groups of participants, as well as the other teacher on the RT. The focus group interviews 

took place after school on May 24, 2013; each interview lasted about 40 minutes. Nine 

students from the comparison and eight students from the intervention group participated 

in the student focus group interviews. These students were selected based on the research 

team’s perceptions of their engagement, as well as the students’ classroom grades, in 

order to get a group that represented a range of achievement, as well as a mix of genders 

and ethnicities. The interview with T1 took place May 16, 2014, and was approximately 

30 minutes long. The interviews were recorded and subsequently transcribed.  

 Efforts were made to construct succinct, clear, open-ended, nonthreatening 

questions, as per Eliot and Associates’ (2005) guidelines. Moreover, some of the focus 

group questions were adapted from prior research on CI, specifically, Brown (2011), and 

Brinegar and Bishop (2011). See Appendix R for the semistructured focus group 

interview questions, and Appendix S for the T1 interview questions. To be sure, that the 

interviewer was the teacher for some of the focus group participants, and a colleague and 

collaborator of the teacher interviewed, presents threats to validity. However, the 

objectives of these interviews were to assist with explanation of the quantitative results, 

as well as discover effects that may have been missed by the quantitative data. 

Furthermore, the responses regarding content of the curricula contributed to fidelity of 

implementation.  
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Procedure 

I wanted to better understand the impact of an integrated humanities curriculum 

on high school ESL students’ achievement and integrative thinking ability. As discussed 

above, I decided that a naturalistic mixed-methods quasi-experiment would most 

effectively answer my questions. In order to conduct the research, approvals were 

obtained, and the intervention was designed. To design the intervention I collaborated 

with colleagues. I also recruited my research teammate. The measures and instruments 

described above were selected, and in the case of the interviews, developed. The EPoC 

instrument and some supplies were paid for through a small grant. Participant consent 

and assent forms were distributed and collected. Intact classes of participants were 

assigned to the intervention and comparison groups. Then the RT administered the EPoC 

pretest and implemented the intervention, which consisted of instruction that explicitly, 

intentionally connected history, English, and art, with the intervention group (Appendices 

B and E), while the comparison group received the parallel English curriculum that was 

not explicitly connected to history nor art (Appendices I and J). Observations, sample 

work, and the interviews all indicated that the activities enumerated in the unit and lesson 

plans for each group were completed by both teachers, as will be discussed in the section 

on trustworthiness below. Qualitative data collection began in earnest at the first CT 

meeting and continued throughout the course of the study. Most of the quantitative data, 

including the SST, WIDA, class grades, and the EPoC posttest were collected between 

May and June 2013. While qualitative analysis occurred throughout the study period, I 

began entering quantitative data into the analytic software SPSS in July 2013.  
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Measures and instruments. The measures and instruments have already been 

identified and described above, so what follows briefly explains some of the process 

involved in their use. Before the study began, I had determined what data would be 

collected and the instruments that would be used with the help of my committee and a 

pilot study (Brown, 2011). However, once consents were collected and the sample size 

determined, more specific data collection decisions were made. For example, not enough 

participants had previous years’ WIDA data to support analysis of change in scores over 

time. In addition, I found the responses to the semistructured interviews interesting and 

relevant enough that I decided to transcribe every word, and code each response, which 

was not the original plan. The school information officer provided grade, WIDA, and 

SST reports that made the data collection and entry process much easier. The raw EPoC 

assessments required a lot of processing before judges could score them. Each drawing 

had to be assigned a unique code, then scanned, reconfigured for the online platform, and 

submitted to the developer. For the EPoC narrative tasks, I had to type each of the 

participants’ handwritten stories, assign unique codes, and submit them to the developer. 

In addition, in weeks 3 and 15 of the 16-week intervention period, the RT completed the 

TOCA-C checklist for all participants. See Table 7 for the study task timeline, and 

Appendix Q for the TOCA-C. The RT found that the TOCA-C was quite simple and 

quick to complete, so we collected this data on all participants. Enough of the consent 

forms did not approve the use of videotaping that I decided to just observe and take notes 

on T1’s teaching. However, the focus group interviews were videotaped. Due to attrition 

and missing data points, for some dependent variables the sample size was smaller than 
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others. These discrepancies are identified in Chapter 4 by each variable as the subsample 

(n) for each variable is reported.  

EPoC. The RT administered the EPoC preassessments in the second week of 

January, one week before introducing the intervention. I explained to the participants that 

we wanted to investigate if what and how we taught affected students’ creativity and 

achievement, so they were going to do these four tasks now, in January, and again in 

May. In the middle of May, upon completing the units of instruction that were the 

intervention, the RT administered the EPoC postassessments. The transcribed stories and 

graphic files were sent to the EPoC developer to be uploaded onto the shared site. Three 

expert judges for the verbal assessments, all with teacher qualifications, scored the 

assessments. Likewise, three artists evaluated the graphic assessments. In addition to and 

distinct from the participant codes, each EPoC production had a unique code to avoid 

halo effect in the scoring. This threat will be explained further in the Trustworthiness 

section below. 

Focus group interviews. May 24, 2013, I conducted two after-school focus group 

interviews. Participating students were selected by a combination of convenience and 

purposeful sampling. Of course, that some of the students came from my classes 

threatened the validity of the responses. Among those who volunteered, the RT invited 

those who formed a group representative of diversity in gender, ethnicity, and classroom 

engagement and achievement. 
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Data Analyses 

Both quantitative and qualitative methods of analyses were applied. Specifically, 

the quantitative data underwent parametric and, when warranted, nonparametric tests 

through the SPSS software. Analysis of qualitative data began immediately. I applied the 

constant-comparative analytic method to the interview transcripts, following the 

fundamental steps of the method described by Glaser and Strauss (1967).  

Quantitative. Standardized test scores, class grades, and pre/post scores from 

EPoC, an instrument that measures integrative thinking, were collected from the 

intervention group (n = 38) and a comparison group of 283 ESL high school students who 

did not receive the intervention (Lubart et al., 2012). Univariate and bivariate descriptive 

statistics for all variables were reviewed before describing inferential statistics. The data 

were entered into Statistical Package for the Social Sciences (SPSS) software and 

subsequently analyzed using the t test when assumptions of normality were met and the 

Mann-Whitney U test for subsamples of data from variables that did not meet 

assumptions of normality (Mann & Whitney, 1947).  

EPoC. T-tests were used to analyze the data collected from the four EPoC 

assessments. After assents and consent forms were reviewed, signed, and collected, I 

administered the pretest in January. In May, after the Rome Unit, I administered and 

collected posttests. Evaluation of EPoC tasks requires scoring by at least two expert 

judges. A pilot study I conducted in 2011 discovered that assessments for 15 participants 

                                                 
3 As noted earlier, not all participants provided data points for all dependent variables. Thus, for given 

variables the groups ranged from as low as 17 to as high as 38. The total sample size was 66, with 38 in the 

experimental/ intervention group and 28 in the control/comparison group. 
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took judges less than two hours to score. Once scored, the developer sent the composite 

scores and interrater reliability information. Insufficient interrater reliability may be 

addressed in a number of ways, including rescoring or adding another judge. Once 

interrater reliability scores are sufficient, that is, at least 0.7, participants’ scores are 

entered into SPSS and analyzed. The developer of the test provided the reliability 

statistics and raw scores. For this study, judges’ scores attained adequate interrater 

reliability on seven of the eight tasks in the first attempt, specifically, 0.8 on pre-Task 2, 

0.81 on pre-Task 3, 0.7 on pre-Task 4, 0.71 on post-Task 1, 0.8 on post-Task 2, 0.7 on 

post-Task 3, and 0.78 on post-Task 4. Pre-Task 1 initially fell short of sufficient 

reliability at 0.53, so seven productions had to be rescored which resulted in an alpha of 

0.75.  

Other achievement data. All other achievement data were entered into SPSS and 

analyzed. Raw scores were transformed into z-scores for the dependent variables, 

including final English grades, final history grades, change in history grades from first to 

third quarter, scores on the WIDA, and history SSTs. Means were compared using t-tests 

on the dependent variables by experiment group, teacher, and gender, in other words, the 

independent variables. Due to missing data points, the intervention group had an n = 28 

for the change in history grades, n = 27 for history SSTs, and n = 30 for all other data, 

specifically, final English grades, history grades, and WIDA scores. The comparison 

group had an n = 17 for the history SSTs, n = 23 for final history grades, n = 23 for 

change in history grades, and n = 24 for both English grades and WIDA scores. Thus, 

some of the variables had near or above 30 data points, which is considered a moderate-



103 

sized sample by SPSS standards (Green & Salkind, 2011). Given that the intervention 

group’s English grade data did not meet the assumption of normality, the nonparametric 

Mann-Whitney U test was used to analyze this data set.  

Qualitative. Both context and the researcher’s decisions often alter the initial 

focus of qualitative inquiry-based study designs (Lincoln & Guba, 1985). In addition, 

Glaser and Strauss (1967) explain that limited resources, particularly time and money, 

necessitate the use of theoretical criteria to determine categories that focus the researcher 

on manageable analysis of the data. For this study, given the available resources, a priori 

categories were established. For example, categories were established to sort data relating 

to RQ3-RQ6. Specifically, for RQ4, how and why is integrative thinking influenced by 

CI, the etic code name was shortened to “connection” for brevity. Establishing a priori 

codes is similar to researchers bracketing ideas before interviewing participants as 

inspired by phenomenologist Husserl (Giorgi, 2000; Jackson-Howard, 2015). For 

instance, RQ 6 was, “What affective domains seem affected by implementation of CI?” 

Therefore, focus group interviews, memos and the TOCA-C instrument were analyzed 

for evidence of affective outcomes. In other words, the research questions guided the 

development of a priori organizational categories, and the subsequent analysis was used 

both to explain the quantitative results and to answer RQs 3-6. Those segments of 

interviews and other data that directly addressed the research questions were the focus of 

the coding process. 

The analytic procedure for the qualitative data involved three steps, borrowed 

from Colaizzi (1973) and Goetz and LeCompte (1981), as follows: (a) transcribe all of 
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the participants’ responses; (b) extract all statements directly related to the phenomena, 

and scan the data for categories of phenomena; (c) formulate meanings, generate themes, 

and develop working hypotheses. However, the conclusions drawn from the qualitative 

data and presented in the following chapter came from a more circular, iterative approach 

suggested by methodologists such as Butler (1998), Glaser and Strauss (1967) and 

Lincoln and Guba (1985). Indeed, one advantage to transcribing the interviews myself 

was that ideas for codes, themes, and categories began to present themselves. Thus, steps 

b and c began during step a. As per Glaser and Strauss (1967) when new ideas for themes 

and categories stopped presenting themselves, that signaled the beginning of the end of 

the analysis. Furthermore, the data included memos and artifacts in addition to transcripts 

of the interviews. 

While the initial categories were established a priori based on the questions, it was 

expected that subcategories and codes would emerge, and phenomena unrelated to the 

questions might generate new questions for investigation. Tunnel vision to the exclusion 

of emergent themes is undesirable; rather, an underlying objective of qualitative inquiry 

is to discover any possible issues that arise (Creswell, 2008; Lincoln & Guba, 1985; 

Strauss & Corbin, 1994). To that end, if unanticipated themes and questions emerged that 

represented threats or boons to the integrity or efficacy of this study, it was in my best 

interest to collect and analyze data relating to those issues. Whether preexisting or 

emergent, most of the categories were what Maxwell (2005) calls substantive, meaning 

that the purpose for the categorization was more to describe phenomena than generate 
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abstract theory. In keeping with this purpose, the emic codes were mostly in vivo, that is 

to say, the statements of the participants.  

This coding and analysis process led to articulation of a working concept for what 

happened when CI was implemented, as well as guidelines for effective collaboration. 

Indeed, collaboration, while neither controlled for nor investigated as a variable in any of 

the research questions, is discussed at length in this paper given its role as a pervasive 

crucial component of the study. In addition to ensuring fidelity of the intervention, this 

qualitative data helped the researcher describe how the interdisciplinary instruction was 

implemented, and it provided some explanation of the quantitative data results.  

Trustworthiness  

Despite the specific validity and reliability studies reported for some of the 

individual measures, certain more general threats to the validity of the study as a whole 

remain. These threats fall into four main categories: problems with measuring integrative 

thinking, the intervention, collaboration, and the sample. Some of the problems arose 

from intentional design choices that involved tradeoffs, such as selecting one set of 

threats over another. Many of these were exacerbated by the naturalistic setting, and 

could have been mitigated by a laboratory, experimental setting. 

Measuring thinking and creativity. Measuring integrative thinking, particularly 

as a subdivision of creativity, is problematic. As discussed in the literature review, 

definitions of creativity, synthesis, and integrative thinking seem to fluctuate between 

nascent and nebulous, but appear pretty far from satisfactory. Hence, attempts to measure 

synthesis come with threats to validity. Creswell (2008) identifies three types of 
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instrument validity: content, criterion-related, and construct. All three types of these 

threats are inherent in instruments that measure synthesis, and not just because of their 

interdependence. Creswell (2008) defines content validity as “the extent to which the 

questions on the instrument and the scores from these questions are representative of all 

the possible questions that a researcher could ask about a content or skill” (p. 172). If the 

skill is integrative thinking, that is not feasible. Remember, in the definitions section 

above, the operational definition of synthesis for this study was borrowed from Bloom 

(1956), “the putting together of elements and parts so as to form a whole” (p. 162). 

Bloom (1956) suggests possible tests of this, including some similar to the EPoC, for 

example, write a story, given one line finish a poem. However, some of Bloom’s (1956) 

other examples included tasks such as developing a chemical process design, and 

determining differences in community crime rates. Thus, rather than attempting to 

represent all possible questions involving synthesis, those who try to measure integrative 

thinking are left to select a few questions that will provide construct and criterion-related 

validity. In other words, researchers try to get a meaningful score that may predict future 

ability in integrative thinking. Another reason for this is that even one whole product 

proves rather time-consuming to evaluate as compared to multiple-choice items that can 

be electronically scored.  

Indeed, the definitions and concepts that the EPoC measure is based on are 

extraordinarily similar to Bloom’s 1956 work, specifically, the definition of synthesis and 

suggested tests for synthesis requiring whole productions, such as drawings and 

narratives. In those particulars we apparently have not progressed much in 70 years. 
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Originality being an oft-adopted conceptual equivalent for creativity, does not seem 

substantially less subjective nor more reliably measurable than creativity. Many of us 

may agree on what is not original, but we may not recognize originality when we 

perceive it, much less be able to rank it on a hierarchical scale. On the other hand, with 

very little training and no interaction, judges using the EPoC instrument attain reliability 

as reported above. Moreover, where technology has helped move us forward is in the 

ability to efficiently score what we have decided are integrated, creative productions such 

as stories and drawings. That is where EPoC and the CATi online platform seem quite 

capable and effective. Augmenting the EPoC results with analyses of student sample 

work, discussed further below, along with interviews, may establish a trustworthy 

description of integrative thinking as defined and operationalized in this study. Indeed, in 

a study that attempts to measure integrative thinking, the trustworthiness of qualitative 

data may be easier to establish than the validity of the quantitative. The EPoC items seem 

to test for synthesis as per our operational definition, and this is supported by the validity 

data provided above. Furthermore, the use of expert, experienced evaluators who have a 

track record of interrater reliability lessens a number of the usual threats.  

Operational intervention. When compared to a simple, single strategy aiming to 

affect a single dependent variable, the intervention for this study was a complex 

curricular plan. While it focused on differences in content in just one class, ESL 

Literature, it involved many differences in readings through 2 units and 16 weeks of 

instruction. Moreover, the intervention involved a teaching method, specifically, making 

explicit connections. When the unit being operationalized for comparison is large and 
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complex, for example, republicans and democrats, capitalism and socialism, the study 

may not investigate some of the parts. This was evident in previous studies of CI as 

described in Chapter 2, such as The Eight-Year Study and Hartzler’s meta-analyses. The 

curricula of the 30 schools that comprised the intervention group in The Eight-Year Study 

were so different that to produce more nuanced analyses and results, the researchers also 

looked at a group of six of what they considered the most progressive schools. Even so, 

the CI at each of those 6 involved different themes and skills. Likewise, Hartzler’s (2000) 

meta-analyses indicated that 27/30 CI studies had a positive impact on student 

achievement. Yet, Hartzler (2000) decided that, given all the differences in CI 

implementation, further analyses of some of the characteristics might be helpful. This 

analyses identified that effect sizes were greater in CI at the middle-school level, in 

projects that integrated skills, and in projects that were initiated by a researcher/university 

rather than teacher/school. The point is that the lack of repeated studies of a specific, 

prescribed CI intervention opens the base of research to critiques and validity threats.  

In the case of this study, some parts of the comparison and intervention curricula 

were held equivalent. For example, both groups received instruction in all four language 

domains and both groups learned the elements of literature. However, the reading 

materials were not held to equivalent Lexile scores and/or grade levels. For example, 

conceptually and linguistically Soto’s Novio Boy was probably simpler for the 

comparison group to comprehend than Antigone was for the intervention group. This 

discrepancy may present a threat to validity, but normally the WIDA Level 3 literature 

class includes readings that range from 4th grade to 12th grade equivalents (Ohanian, 
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2014). This may seem like a considerable range, but the goal of Level 3 is to move ESL 

students from approximately 5th grade language ability at the beginning of the year to 

approximately 9th grade by the end of the year. Furthermore, once literature is written at 

about the 7th grade level, it may be interesting and/or challenging for adults, thus a 

common designation for books is 7th grade and up or 12 years and up. Moreover, one of 

the objectives of ESL instruction is to scaffold text that is above the students’ 

independent reading levels such that they comprehend the material. Where we perceived 

discrepancies in the texts’ reading levels, we scaffolded student experience such that the 

language and literature concepts studied were more nearly equivalent. This scaffolding 

began with the versions selected. We used a graphic novel version of The Odyssey. The 

copies of Antigone were thin, with large print, ample white space, and some explications, 

so although it was a traditional translation, the appearance helped students absorb the 

material.  

Nonetheless, the reading level of the comparison group’s readings averaged 

slightly lower than the intervention group’s. For example, the comparison group read two 

novels: In the Year of the Boar and Jackie Robinson and The Giver. In the Year of the 

Boar and Jackie Robinson had a lexile level of 730, a Developmental Reading 

Assessment (DRA) of 40, and a grade level equivalent of 3.8. The Giver boasts a lexile 

level of 760, DRA of 60, and grade level of 5.9. The intervention group read the graphic 

novel The Odyssey which had a lexile level of 840, a DRA of 60, and a grade level of 5.1. 

So, depending upon the measure this version of The Odyssey was higher, equal to, or 

lower than The Giver. Romeo and Juliet is typically taught and considered a 9th grade 



110 

play, Julius Caesar 11th grade. However, we only taught one scene of each, those being 

the scenes that in Western European culture are considered iconic, specifically, the 

balcony scene in Romeo and Juliet, “Romeo O Romeo, wherefore art thou Romeo?” and 

the death of Caesar, “Et tu Brute?” Therefore, because we just taught one scene of each, 

length and plot complexity did not add to gaps in difficulty levels. The play Novio Boy is 

generally recommended for middle school and up, whereas Antigone is recommended for 

high school and up. However, as the publisher advertises, the Prestwick edition of 

Antigone comes with features that make it more accessible, including annotations and a 

glossary. Even so, the reading materials were not exactly equivalent. 

At risk of threats to validity from this discrepancy, I decided that demonstrating 

relative ease of implementation and a naturalistic method was preferable to developing a 

curriculum that would not naturally occur in schools. Thus, rather than creating perfectly 

leveled text by writing them ourselves, such that word count, variety, and difficulty of 

vocabulary, complexity of language, and the like resulted in texts for the comparison 

group and intervention group that were perfectly leveled according to commonly used 

measures, I adopted what was available and recommended. When the collaborative team, 

with input from the librarians, recommended Antigone and the graphic version of The 

Odyssey, the research team accepted them. Given discrepancies between the various 

reading level assessments, and the readings being relatively close and within the range 

normally taught with WIDA Level 3s, I believe the threat to the integrity of the study to 

be negligible. Having said that, the readings used for the intervention were slightly higher 
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on average according to lexile and DRA assessments than those used with the 

comparison group, so the threat does exist.  

On the other hand, perhaps the intervention was not different enough. The 

comparison group did experience intrasubject integration. In addition, participants in the 

comparison group engaged in visual art-making activities. The difference was, the 

comparison group received no art instruction. Perhaps this is too subtle a difference to 

make a significant difference in results. Yet in the pilot study, the intervention that 

resulted in significant differences between groups involved a minimal change in 

instruction (Brown, 2011). 

Collaboration. Collaboration engenders another mode of triangulation. Denzin 

(1978) noted the use of multiple investigators in his typology of triangulation (as cited in 

Lincoln & Guba, 1985, p. 305). In this study, collaboration proved a valuable form of 

triangulation. For example, collaborating with the CT and RT left another audit trail, and 

thus, credibility regarding administration of the instrument, implementation of the 

intervention, and other aspects of the study. Having two teachers implement the study 

mediated the threat of teacher effect, though to be sure, checks for fidelity had to be 

established. Again, this aspect of the design presented a tradeoff. In addition to mitigating 

teacher effect, collaboration presents opportunities for triangulation of data, through 

observations and member checks. However, the presentation of the instruction will be a 

little different for each teacher. In other words, if just one teacher implements an 

intervention, the threat of effects being attributed to contagion of personality rather than 

the intervention remains relatively high, especially if that teacher has an interest in the 
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results. More than one teacher implementing an intervention reduces that threat, but 

raises the question of consistency of implementation: No two teachers have the same 

voice, eyes, and personality, so incorrect implementation could be blamed for 

insignificant effects. I decided that the opportunities for trustworthiness that come from 

having what amounts to a witness to much of what occurred is worth the threats that 

come with multiple teachers implementing a study. Moreover, by analyzing the data by 

teacher group, this variable was operationalized, and thus controlled to some extent. 

More important, without T1 the study could not have included all Level 3 ESL students 

and the sample size would have been smaller, both of which threaten trustworthiness. 

A small, restricted sample. Indeed, by including all Level 3 ESL students, the 

study can make some claim to random selection as well as increasing the sample size. 

However, by including only ESL students I ran the risk of restricted range, and of course 

the results are not generalizable, except perhaps to ESL WIDA Level 3 students. In 

addition, even with all the ESL Level 3 students the sample size, at 66 participants, 

remained quite small. The combination of restricted range and small sample size invites a 

number of threats to the validity of findings. For instance, The Mann-Whitney may be 

appropriate for studies like this, which involve quasi-experimental designs, group 

comparisons, and small sample sizes; however, some of the underlying assumptions 

might not have been met, thus opening the study to threats to validity. Specifically, the 

assumption that groups are representative of random samples, and the assumption of 

sameness of the continuous distributions for the test variable may not have been upheld 

(Green & Salkind, 2011).  
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Qualitative data. Member checking and external expert audits were used for the 

qualitative data, and the resulting analysis and interpretations. Moreover, having more 

than one method and source for data collection, such as the memos, field notes, and 

videotape in this case, yielded one type of triangulation (Creswell, 2008; Lincoln & 

Guba, 1985; Maxwell, 2005). Furthermore, the videotape allows for a credible audit of 

raw data (Lincoln & Guba, 1985); and, in this case, a variety of the categories and aspects 

of the study were captured on video through participant interviews. Video is not as 

objective as we like to imagine: What we choose to record and how we record it injects 

our subjectivity. Nonetheless, video certainly gives the auditor more to go on than the 

perceptions and interpretations of the researcher as recorded in field notes and memos. 

Video also makes transcriptions of interviews verifiable, and thus more credible. This is 

particularly important in those cases where discrepancies persist between collaborative 

team member checks and the researcher’s data, or, as occurred in at least one instance, 

between teacher and student perceptions. 

To be sure, trustworthiness of the interview data was limited by the interviewer 

knowing the interviewees. Specifically, some of the focus group participants were my 

students, and the teacher I interviewed was my colleague and research team member. 

These relationships between interviewer and interviewees might have caused a number of 

effects and syndromes identified in research and psychology that would influence 

responses, including the Hawthorne effect, Social Desirability Bias, Compliance, and 

Demand Characteristics. In other words, I conducted the research and the interviews, so 

the interviewees may have wanted to please me.  
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Maxwell (2005) identifies searching for negative cases as one of the eight most 

important strategies for eliminating validity threats. Therefore, qualitative data was 

examined for any indications that the units were not faithfully executed and/or 

maintained as distinct from one another. The findings from this line of investigation will 

be presented in Chapter 4.  

 Like the blogs, student work samples also contributed evidence of trustworthiness 

in study implementation. Moreover, in addition to addressing fidelity, the work samples 

were collected to help answer how and why CI impacted student achievement. However, 

assessing student work for creativity and synthesis presented a number of problems.  

Many assess creative works by first distinguishing between two broad categories 

to be assessed: originality and quality (Besemer & O’Quin, 1987; Brookhart, 2013a; 

Perkins, 1981). On their website, The Center for Creative Learning (2014) provides a list 

of 72 assessments of creativity. However, EPoC, being relatively recently published and 

not yet validated in the US, was not on the list. The objective of the EPoC assessment 

was to quantitatively measure differences and/or changes in creative ability between and 

within groups, whereas the objective of assessing the work samples was to describe those 

differences. Being that I was particularly interested in integrative thinking, Brookhart’s 

(2013b) rubric for creativity seemed appropriate, since three of the four criteria assess 

synthesis and the fourth evaluates originality.  

Taylor (1959) developed a hierarchy of creative ability in which levels of 

creativity ricochet between the two categories of originality and quality. Given that the 

participants for this study were ELLs, it should be presumed they were at level one of 
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Taylor’s hierarchy: the primitive, intuitive expression. Hence, Brookhart’s (2013b) rubric 

was applied with that in mind. Furthermore, the rubric was only applied to a select few 

samples of student work in attempts to explain the results of the EPoC data and/or 

discover what may have been missed in that analysis.  

Limitations 

This study suffered several limitations. The sample was small and did not 

represent the general population of students. The researcher lacked experience and 

resources. Within the realm of CI, the intervention was relatively simple and subtle.  

A limited sample. The sample size, N = 66, falls far short of the number of 

participants necessary to reject the null hypotheses or interpret quantitative findings with 

confidence. In fact, a meta-analysis conducted by Hetland and Winner (2001) found 

effect sizes ranging from small to large, with r = .24 considered medium (pp. 3-4). A .25 

medium effect size, with α = .05, and a power of .95, according to the a priori G-power 

analysis, a sample of at least 694 participants would be needed to provide adequate 

power. Furthermore, participants were chosen from intact high school ESL classes taught 

by the CI research team teachers in school year 2012-2013. Therefore, teacher effect, 

though reduced and controlled for, threatened validity, as acknowledged above. 

Moreover, the sole inclusion of ESL students makes restricted range a possible threat, 

limiting the ability to establish causation or discover correlation: To wit, the sample may 

not be representative of a variety of characteristics, including ethnicity, gender, nor the 

dependent variables measuring integrative thinking ability (Mitchell & Jolley, 2013; 

Zimmerman & Williams, 2000). Hence, Chapter 5 includes discussion of reasonable 
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expectations for ELLs and other issues related to the restricted range present in this study. 

Future studies should control for this by randomly selecting a larger sample of 

participants and teachers.  

However, while ESL students were partly selected out of convenience because I 

was teaching them, they were also purposefully selected in order to fill a gap in the 

research base. ESL studies were excluded from Hattie’s (2009) work, and the base of CI 

studies with ESL students remains minimal. Thus, again, most decisions involve 

tradeoffs, and in this instance I traded the threat of restricted range and generalizability to 

all high school students in order to meet the need for research with the ESL population. 

A limited intervention. The study intervention period was just 16 weeks, which 

is within what Hartzler (2000) concluded was long enough to result in significant effects. 

Yet with the combination of the small sample and relatively short intervention time, the 

researcher expected that the null hypotheses would be retained. In fact, as explained by 

Zimmerman and Williams (2000) and Mitchell and Jolley (2013), normally one expects 

restricted range, which may be caused by the kind of sampling described above, to 

prevent significant findings. While complex compared to interventions that do not 

involve whole curriculum changes, within the realm of CI, this intervention which mostly 

involved humanities content was simple as compared to a pure CI model in which each 

student would be involved in her own inquiry-based learning project. Therefore, if 

analyses result in significant findings with 16 weeks of a relatively simple CI 

intervention, then given a longer period, larger sample, and more intensive intervention, 

the findings should prove more significant with substantial effect sizes.  
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Limitations notwithstanding, this study builds on the work of practitioners 

integrating humanities (Pearle & Holder, 2005; Jones & Ross, 2005), and adds to the 

research on such practice (Catchings, 1981; The Eight-Year Study, 1942; Hartzler, 2000; 

Moga et al., 2000). Despite lacking resources, a wealth of data was collected from 

multiple sources which combine to build a case for trustworthiness. In so doing, the study 

offers guidance, suggestions, and recommendations for educators, researchers, and 

policymakers, particularly for ESL high school students.  

Summary 

The mixed-methods research design was necessary to answer the research 

questions. The same pragmatic philosophy; constructivist epistemology; holist, idealist 

ontology; and humanist, relativist axiology that informed and inspired my quest for 

curriculum integration influenced my research questions and the mixed-methods design 

of the study. With what we know of researcher impact, and how that carries over to 

quantum physics and how electrons react to measurement and observation and thus the 

idealistic, constructionist nature of reality, combined with other concerns regarding the 

subjectivity and threats to validity that begins with question and participant selection, 

most current concepts of causality may not fit into any trustworthy objective reality. 

However, my personal disbelief of any absolute, objective reality, and my corollary belief 

in infinite realities, reduces this project to irrelevance and nonexistence, which is not 

helpful to the field. Thus, to some extent, those of us who report research assume at least 

a pretense of critical realism. Therefore, given that we have some capacity to comprehend 

a shared reality inclusive of relationships that may be described as causal, correlational, 
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positive, negative, or nonexistent, this study meets current definitions of mixed methods, 

in that the questions sought to operationalize and measure variables, and describe why 

and how the intervention worked or did not work. 

Specifically, at a mid-sized high school in the mid-Atlantic region, 66 ESL 

students were divided into 2 groups. One group received the intervention, an integrated 

humanities curriculum, and the other group received the traditional curriculum. A team of 

teachers including history, language, and art teachers, designed the curriculum. Two 

teachers implemented the curricula to the two groups in their intact classes. Quantitative 

data was collected to measure the impact of the intervention on grades and standardized 

tests in English and history. Improvement in creative ability was also operationalized and 

measured. Qualitative data was collected in order to describe what happened and why it 

happened. This data consisted of artifacts, memos, field notes, and semistructured 

interviews. Video of the interviews, triangulation through collaboration and member-

checking, as well as adoption of valid assessments present a case for trustworthiness.  
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Chapter Four: Results and Findings 

The purpose of this study was to measure and describe the impact of 

implementation of an integrated humanities curriculum on a group of mixed-age, high-

school ELs’ integrative thinking ability and achievement in English and history. The 

results in this chapter are presented in subsections by research questions. First, results of 

the analysis of data from the EPoC instrument will be presented to answer research 

question 1 (RQ1), “What is the effect of interdisciplinary instruction on integrative 

thinking ability in high school ESL students,” and subquestions. Second, the results from 

analysis of the class grade and standardized test data will be reported to answer RQ2, 

“What is the effect of interdisciplinary instruction on other student achievement 

indicators in high school ESL students.” RQ3, “What did the teachers’ implementation of 

CI involve,” has been addressed in Chapter 3. However, what the intervention looked like 

through the lens of CI literature will be discussed, as this will help interpret the results. 

RQ4 and RQ5, which initially inquired how and why integrative thinking and other 

student achievement indicators were influenced by CI, evolved into themes that revealed 

evidence of participants’ integrative thinking as discovered through analysis of the 

qualitative data, mostly the semistructured interviews. Results from the TOCA-C data 

will address RQ6, “What affective domains seem affected by implementation of CI.” 

Finally, other themes and contextual aspects of the study that arose from the qualitative 
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data are identified and described. Thus, the chapter is divided into three sections, (a) 

results from the quantitative data, RQs 1-2; (b) findings from the qualitative data, RQs 3-

5; and (c) other results and findings, RQ6 plus emergent themes.  

Quantitative Results 

All quantitative data were entered into SPSS Versions 22 and 23 and analyzed. As 

described in the previous chapter, a number of analytic tests were run on the quantitative 

data. Before presenting the results for each question, what follows provides brief 

descriptions of the five tests used with the quantitative data, the independent samples t 

test, paired samples t test and the nonparametric alternatives the Mann-Whitney U, 

Wilcoxon, and sign tests, respectively. All five tests are based on assumptions which 

affect the validity of the results, therefore the following also explicates the tests used to 

evaluate whether the assumptions were met or not. 

 Independent samples t tests. Independent samples t tests are applicable for 

quasi-experimental studies involving two different groups and a dependent variable. The 

test determines whether the mean of the dependent variable for one group is significantly 

different from the mean of that dependent variable for another group. This test relies on 

three underlying assumptions. First, that the dependent variable is normally distributed in 

each of the groups. However, with a moderate sample size the test may provide adequate 

p values even with nonnormal distributions. According to Green and Salkind (2011), 

even group sizes of 15 may be enough to generate accurate p values when this 

assumption is violated. Second, the test assumes equal variances of the normally 

distributed dependent variable. Since the p value becomes untrustworthy if this 
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assumption is not met, the test reports an approximation that does not rely on this 

assumption. Third, the test assumes that the scores are independent of each other and 

come from a random sample of the population. The Kolmogrov-Smirnov test was run in 

order to determine if the first assumption, normal distribution, was met. Levene’s test was 

used to evaluate the second assumption, equality of group variances. A case could be 

made that the teacher and gender groups were randomly selected from Level 3 ESL 

students. However, the sample certainly does not represent the general population.  

Paired samples t test. The paired samples t test applies to repeated-measures 

designs with an intervention and determines whether the differences between the scores is 

significant (Green & Salkind, 2011). Normal distribution and independence are assumed. 

Specifically, the test assumes that difference scores are normally distributed. Green and 

Salkind (2011) suggest that with a moderate sample size of 30 pairs or more, the test may 

generate adequate p values even if this assumption is violated. However, p values will not 

be accurate if the difference scores are not independent of each other nor were generated 

from a random sample from the population. In other words, this second assumption must 

be met to ensure validity of the results. In this study, this second assumption may only 

hold true for the population of Level 3 ESL students at the site. As with the independent t 

test, analyses of the variables used in the paired samples t test included Levene’s test for 

equal variances as well as the Kolmogrov-Smirnov test for normal distribution.  

Mann-Whitney U. Unlike the t test which assumes normal distribution and 

evaluates means, the Mann-Whitney U applies a nonparametric procedure that indicates 

whether or not the medians of scores on a dependent variable differ significantly between 
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two groups. This test can be used in quasi-experimental studies as long as three 

assumptions are met. First, the test assumes that the continuous distributions for the 

dependent variable are the same for the two populations, with the exception of the 

medians. If this assumption is not met, the test evaluates whether the distributions 

themselves differ, rather than the medians. Furthermore, while SPSS can correct for ties, 

there needs to be a variety of scores on the dependent variable. Second, the scores must 

be independent of each other and generated by random samples from the two populations. 

If this independence assumption is violated, p values will not be accurate. Finally, to 

employ the z-approximation test with the Mann-Whitney U, the sample size should have 

at least 42 cases, (N > 41). Hence, for RQ1 and RQ2, which involved collection and 

analyses of quantitative data, when sample size was sufficient both raw and standardized 

scores were analyzed. In addition, for cases when the distributions of data sets were not 

normal, the Mann-Whitney U test was used in place of the t test.  

Wilcoxon and sign tests. The sign and Wilcoxon tests can be used to analyze 

data from studies with repeated measures that do not meet the assumption of normal 

distribution. Thus, these tests offer a nonparametric alternative to the paired t test. 

However, both the sign and Wilcoxon assume independence, that is, the paired scores 

from one participant must be independent of the paired scores from the other participants. 

The accuracy of the p value for the Wilcoxon test becomes unreliable if the sample size 

contains fewer than 16 pairs of nontied scores. Furthermore, the Wilcoxon test assumes 

that the distribution of difference scores is continuous and symmetrical; thus, for pairs of 

scores there should not be ties in the difference scores.  
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Research question (RQ) 1. RQ1 was, “What is the effect of interdisciplinary 

instruction on integrative-thinking ability in high school ESL students?” EPoC was the 

instrument used to evaluate integrative-thinking ability, specifically, its convergent-

integrative thinking module which consists of two timed, graphic tests of 15 minutes 

each, and two 10-minute long verbal tests. As explained in Chapter 3, the graphic tests 

ask participants to look at eight pictures and then create original drawings, “different 

from what the other children could do” while incorporating the given pictures (Lubart et 

al., 2012, p. 24). The verbal tests of convergent-integrative thinking required participants 

to invent two stories, again as original as possible, given specific prompts. Three expert 

judges score the participants' productions using an online platform and a 7-point rubric 

for creativity, as described in Chapter 3. With the pre/post capability of the EPoC 

instrument, three subquestions, RQ1a, RQ1b, and RQ1c, were answered through multiple 

analyses. The questions addressed between-group and within-group differences at the end 

of the study as well as change over the course of the study.  

RQ1a. The null hypothesis of RQ1a was: There is no difference between the 

intervention and comparison groups’ abilities to synthesize as measured by performance 

on the EPoC postintervention, Ho: IEPoC – CEPoC = 0. An independent-samples t test was 

conducted to evaluate the null hypothesis that there was no difference in integrative-

thinking ability, as measured by EPoC, between students whose language learning was 

integrated with other subjects and students whose language learning was isolated. On 

three of the four tasks that comprise the EPoC instrument results indicated no significant 

difference. However, the test results showed a significant difference between groups on 
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Task 2, which asked students to produce a story given only a title. Specifically, on the 7-

point creativity rubric, students in the comparison condition (n = 23, M = 4.2, SD = 1.06) 

scored almost a point higher on average than students in the intervention condition (n = 

31, M = 3.24, SD = 1.21). Levene’s test was not significant, p = .82, and the test for equal 

and unequal variances yielded similar results. However, given unequal sample sizes it 

may be more appropriate to avoid assuming homogeneity of variance. Therefore, the 

results without assuming equal variances were t(51) = -3.12, p = .003, but it was the 

comparison group, not the intervention group, that scored approximately a point higher 

on average on the productions, which were stories drafted in response to a given title. 

Thus, the intervention, CI, would appear to have a negative relationship with integrative 

thinking ability on that particular task. The 95% confidence interval for the mean 

difference between the groups’ scores was -1.59 to -0.34. The Kolmogrov-Smirnov was 

not significant for EPoC post-Task 2. However, it was significant for post-Task 1, p < 

0.01, post-Task 3, p < .05, and post-Task 4, p < .05.  

 Therefore, the Mann-Whitney U test was conducted to test the hypothesis that 

there was no difference between the intervention and comparison groups’ abilities to 

synthesize as measured by performance on the EPoC postintervention on those tasks. As 

with the independent t tests, the results were only significant on Task 2 and not in the 

expected direction, z = -3.04, p < .01. The comparison group had an average rank of 

35.02, while the average rank for the intervention group was 21.92.  

RQ1b, c. The null hypothesis of subquestion RQ1b was: There is no difference 

within the intervention group’s ability to synthesize as measured by performance on the 
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EPoC pre/post intervention, Ho: IEPoC post – IEPoCpre = 0. The null hypothesis of RQ1c was: 

There is no difference between the intervention and comparison groups’ growth in 

integrative thinking ability as measured by performance on the EPoC pre/post 

intervention, Ho: IEPoCpost-pre – CEPoCpost-pre = 0.  

A paired-samples t test was conducted in order to test the null hypothesis that 

there was no difference in integrative-thinking ability over time as determined by the 

EPoC pre- and postassessments. By experimental group and Task, 5 of 8 EPoC tasks 

demonstrated improvement over time, but not significantly. On Task 4, which was a 

verbal product measuring integrative thinking ability, both the intervention and 

comparison groups’ scores decreased over the course of the study period. Specifically, 

the results indicated that the mean score on Task 4 for the intervention group on the 

posttest (M = 3.5, SD =1.12), was significantly lower than the mean score on the pretest 

(M = 3.9, SD = 0.95), t(27) = 2.24, p < .04. The 95% confidence interval for the mean 

difference between the pre- and posttest scores was 0.03 to 0.64. Likewise, for the 

comparison condition the results indicated that the mean score on Task 4 on the posttest 

(M = 3.6, SD = 1.33), was significantly lower than the mean score on the pretest (M = 

4.5, SD = 1.12), t(22) = 2.91, p < .01. The 95% confidence interval for the mean 

difference between the pre- and posttest scores for the comparison group was 0.26 to 

1.56. However, both pre- and post-Task 4 data failed to meet the assumption of 

normality. 

By experimental group and task, the Kolmogrov-Smirnov test results were not 

significant on the EPoC posttests. However, results of the Kolmogrov-Smirnov tests were 
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significant for the intervention group’s pretest scores on Tasks 1, 3, and 4. Moreover, for 

the entire sample, results of the Kolmogrov-Smirnov tests indicated that EPoC Tasks 1, 3, 

and 4 of the pretests and Tasks 1 and 3 of the posttests did not meet the assumption of 

normality. Therefore, the nonparametric sign and Wilcoxon tests were applied to these 

data. The results indicated no significant differences for the experimental groups on 

Tasks 1-3. However, significant differences were found on Task 4 for both groups. 

Specifically, the sign and Wilcoxon tests were conducted to evaluate whether the 

intervention group’s performance on the first administration of EPoC Task 4 differed 

significantly from the second administration. The sign test indicated a significant 

difference between the two administrations of the measure, p < .05. The sign and 

Wilcoxon tests were also conducted to evaluate whether the comparison group’s scores 

on the repeated administrations of EPoC Task 4 differed significantly. Results of the 

Wilcoxon test indicated a significant differential between the pre- and postproductions of 

EPoC Task 4, p < .05. Therefore, both the intervention and comparison groups’ scores on 

Task 4 significantly changed over the course of the study period. However, the direction 

of the change was negative and unexpected: both groups scored lower on the posttest than 

on the pretest (Table 8).  
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Table 8 

 

Means and Standard Deviations of Change in EPoC Tests 

 

  

Graphic 

Abstract 

 Graphic 

Concrete 

 Verbal 

Title 

 Verbal 

Characters 

Category n M SD  M SD  M SD  M SD 

Comparison 23 0.23 0.96  0.03 1.01  0.36 1.37  -0.91 1.50 

Intervention 29 0.29 1.21  0.12 0.97  -0.40 1.39  -0.33* 0.79 

             

Male 28 0.23 1.30  -0.06 0.99  0.04 1.40  -0.55* 1.35 

Female 23 0.25 0.83  0.20 1.04  -0.16 1.54  -0.46 0.93 

             

T1 21 0.57 0.91  -0.17 0.92  -0.38 1.48  -0.76 1.57 

T2 31 0.05 1.17  0.25 1.00  0.15 1.37  -0.48* 0.83 
Note. All data were rounded to the nearest hundredth.  

*Task 4 was missing a data point, thus on that task, for the intervention group n = 28, for T2 n = 30, and for 

males n = 27. 

 

 

In sum, the intervention group improved scores slightly more over time on three 

of the four tasks than the comparison, but the gains were not significant. In Task 2, the 

one task on which the comparison group performed better than the intervention, the 

difference was significant according to the independent samples t test. In addition, the 

results of the Wilcoxon test for Task 4, which asked participants to produce a story given 

certain characters, indicated a significant decrease in scores over time for both groups 

(Table 8).  

Results by other independent variables. Teacher 1’s group experienced a 

decrease in scores according to the results on Tasks 2 through 4. The decrease was 

significant on Task 4, (M = -0.76, SD = 1.57), t(20) = -2.22, p < .05. The 95% confidence 

interval for the mean difference between the pre- and posttest scores was -1.48 to -0.05. 

Results also indicated a significant increase on Task 1 for Teacher 1’s group (M = 0.57, 
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SD = 0.91), t(20) = 2.87, p < .01. The 95% confidence interval for the mean difference 

between the pre- and posttest scores was 0.16 to 0.99. For Teacher 2’s group scores 

increased over time on Tasks 1-3, but not significantly. Results indicated a significant 

decrease on Task 4 for Teacher 2’s group (M = -0.48, SD = 0.83), t(29) = -3.14, p < .01. 

The 95% confidence interval for the mean difference between the pre- and posttest scores 

was -0.79 to -0.17. See summary of means and standard deviations in Table 8. However, 

both the Kolmogrov-Smirnov and Shapiro-Wilk test for normality indicated that pre-Task 

4 scores for both teachers did not meet the assumption for normality. In addition, T2’s 

pre-Task 1 and pre-Task 3 data failed to meet the assumption for normality. Therefore, 

Wilcoxon and sign tests were conducted for the teacher groups on these tasks. Yet, given 

that by subset of independent variable and task 24 of 32 data sets met the assumptions of 

normality, results from the paired t provide for alternative interpretation. 

A Wilcoxon test was conducted to evaluate change over time by teacher group on 

the EPoC tasks. The Wilcoxon indicated a significant increase on Task 1 for T1’s group, 

z = -2.52, p < .05. The mean of the positive ranks was 10.5, while the mean of the 

negative ranks was 8.13. The results also indicated significant differences over time for 

both T1 and T2 on EPoC Task 4: specifically, for T1’s group, z = -2.05, p <.05; and for 

T2s group, z = -2.6, p <.01. However, in both cases the direction of the change indicated 

a negative relationship between the study and the scores: The mean of the negative ranks 

for T1’s group on Task 4 was 11.04, while the mean of the positive ranks was 6.42; for 

T2’s group the mean of negative ranks was 15.1, while the mean of positive ranks was 

12.71. In short, the results of the nonparametric Wilcoxon aligned with the results of the 
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paired t tests showed a significant increase on Task 1 for T1 and a significant decrease on 

Task 4 for both T1 and T2. 

By gender the results indicated significant change on Task 4 for both female and 

male participants. However, the change was negative: Over the course of the study period 

both genders’ scores decreased on this task. For female students the decrease was 

significant on this task, (M = -0.46, SD = 0.93), t(22) = -2.38, p < .05. The 95% 

confidence interval for the mean difference between the pre- and posttest scores was   

-0.87 to -0.06. The decrease for male students’ scores was also significant on Task 4, (M 

= -0.55, SD = 1.35), t(26) = -2.13, p < .05. The 95% confidence interval for the mean 

difference between the pre- and posttest scores was -1.09 to -0.02. However, the 

Kolmogrov-Smirnov test indicated that the following variables did not meet the 

assumption of normality: pretest for males on Task 4; the posttest for males on Task 3; 

and the pretests for females on Tasks 1 and 3. Thus, the Wilcoxon test was conducted on 

these variables. 

Results of the Wilcoxon were not significant on Tasks 1-3, but indicated that 

scores for both males and females decreased significantly over time on Task 4. 

Specifically, for females on Task 4, z = -1.97, p < .05; and for males z = -1.97, p < .05. 

For females the mean of the negative ranks was 12.12, while the mean of the positive 

ranks was 7.5. Whereas, for males the mean of the negative ranks was 13.08, while the 

mean of the positive ranks was 12.79. 

Other achievement data. RQ2 was, “What is the effect of interdisciplinary 

instruction on other student achievement indicators in high school ESL students?” To 
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answer this question I collected and analyzed history and English standardized test scores 

and class grades. Specifically, other achievement dependent variables consisted of final 

English and history grades, change in English and history grades from first to third 

quarter, and scores on the WIDA and history SST. For this data, raw scores were 

transformed into z scores. Means were compared using t tests on the dependent variables 

by experimental group, teacher, and gender (i.e. the independent variables). Due to 

missing data points, the intervention group had an n = 28 for the change in history grades, 

n = 27 for history SSTs, and n = 30 for all other data, specifically, final English grades, 

history grades, and WIDA scores. The comparison group had an n = 17 for the history 

SSTs, n = 23 for final and change in history grades, and n = 24 for English grades and 

WIDA scores. Therefore, the subquestions necessitated evaluation of each of these data 

sets separately as follows.  

RQ2a, b. The null hypothesis of RQ2a was: There is no difference between the 

intervention and comparison groups’ achievement in history as measured by SST scores, 

Ho: ISST – CSST = 0. The null hypothesis of RQ2b was: There is no difference between the 

intervention and comparison groups’ achievement in English as measured by WIDA 

scores, Ho: Iwida – Cwida = 0. The results of the Kolmogrov-Smirnov and the Shapiro-Wilk 

tests for normality were not significant on the SSTs; therefore, independent-samples t 

tests were applied to the SST data. The independent-samples t tests did not reveal 

significant differences between any of the independent variable groups on either the 

history SST or the WIDA. The intervention group scored higher on both history and 

English normed, valid tests, but not significantly. See Table 9 for a summary of means 
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and standard deviations by experimental and subgroups for both raw and standardized 

scores.  

 

Table 9 

 

Raw and z-score Means and Standard Deviations for State Standardized Tests (SSTs)  

 

  History  History z   English  English z 

Category n M SD  M SD  n M SD  M SD 

Comparison 27 431.74 39.96  0.03 1.01  31 4.65 0.58  0.08 1.16 

Intervention 17 429.06 40.25  -0.04 1.02  24 4.56 0.38  -0.10 0.74 

              

Male 23 441.17 44.48  0.26 1.12  30 4.60 0.51  -0.02 1.02 

Female 21 419.24 30.59  -0.29 0.77  25 4.62 0.50  0.03 1.00 

              

T1 17 426.94 33.44  -0.09 0.84  22 4.62 0.49  0.01 0.97 

T2 27 433.07 43.51  0.06 1.10  33 4.61 0.52  -0.01 1.03 
Note. All data were rounded to the nearest hundredth. 

 

 

RQ2c, d. The null hypothesis of RQ2c was: There is no difference between the 

intervention and comparison groups’ achievement in history as measured by final class 

grades postintervention, Ho: Ihgrades – Chgrades = 0. The null hypothesis of RQ2d is: There is 

no difference between the intervention and comparison groups’ achievement in English 

as measured by final class grades postintervention, Ho: IEgrades – CEgrades = 0. Kolmogrov-

Smirnov and Shapiro-Wilk tests showed that final grade data did not meet the assumption 

of normal distribution. Results of final English grade data on the Kolmogrov-Smirnov 

were significant, p = 0, and on the Shapiro-Wilk, p < 0.01. Results of final history grade 

data on the Kolmogrov-Smirnov were significant, p < .05, and on the Shapiro-Wilk, p = 

0. Therefore, the Mann-Whitney U test was used to analyze final grade data. Results of 
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the Mann-Whitney U indicated no significant differences between experimental nor 

teacher groups. By gender the results were significant on final English grades, z = -2.17, 

p < .05. Female students had an average rank of 33.1, while male students had an average 

rank of 23.75. See Table 10 for a summary of standardized means and standard 

deviations for the final English and history grade data by experimental group, as well as 

gender and teacher. 

 

Table 10 

 

Means and Standard Deviations of Final Grades  

 

  

History 

final raw 

 History 

final z 

  English 

final raw 

 English 

final z 

Category n M SD  M SD  n M SD  M SD 

Comparison 31 70.00 17.35  -0.14 1.12  31 81.87 11.94  0.06 0.98 

Intervention 23 74.96 12.30  0.18 0.80  24 80.21 12.63  -0.08 1.04 

              

Male 31 73.34 12.18  0.08 0.79  30 78.27 11.93  -0.24 0.98 

Female 23 70.46 19.21  -0.11 1.24  25 84.60 11.73  0.28 0.97 

              

T1 21 74.48 12.51  0.15 0.81  22 78.02 14.77  -0.26 1.22 

T2 33 70.61 17.10  -0.10 1.11  33 83.23 9.75  0.17 0.80 
Note. All data were rounded to the nearest hundredth. 
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Table 11 

 

Means and Standard Deviations of Change in Grades 

 

  

History Q3- 

Q1 raw 

 History Q3-

Q1 z 

  English Q3- 

Q1 raw 

 English Q3-

Q1 z 

Category n M SD  M SD  n M SD  M SD 

Comparison 22 1.32 10.57  -0.14 0.78  23 -3.87 6.67  -0.13 0.52 

Intervention 28 5.46 13.51  0.17 1.11  27 -1.43 6.94  0.11 0.62 

              

Male 30 4.35 14.27  0.01 1.10  27 -4.94 6.92  -0.17 0.55 

Female 20 2.58 2.58  0.07 0.80  23 0.26 5.74  0.20 0.56 

              

T1 20 1.75 11.06  -0.11 0.81  21 -4.33 7.79  -0.10 0.67 

T2 30 4.90 13.18  0.13 1.09  29 -1.26 5.91  0.07 0.51 
Note. All data were rounded to the nearest hundredth. 

 

RQ2e, f. The null hypothesis of RQ2e was: There was no difference between the 

intervention and comparison groups’ achievement in history as measured by annual 

improvement in class grades postintervention, Ho : IhgradesQ3-Q1 – ChgradesQ3-Q1 = 0. The null 

hypothesis of RQ2f was: There was no difference between the intervention and 

comparison groups’ achievement in English as measured by annual improvement in class 

grades postintervention, Ho: EEgradesQ3-Q1 – CEgradesQ3-Q1 = 0. A paired-samples t test was 

conducted to examine changes in English and history grades from the first to the third 

quarters for the experimental and subgroups. As noted in Table 11, the results indicated 

that the comparison group’s average English grades (M = -3.87, SD = 6.67) decreased 

significantly t(22) = -2.78, p = .01. On the other hand, the intervention group’s average 

history grades (M = 5.46, SD = 13.51) improved significantly t(27) = 2.14, p < .05). 

However, the Kolmogrov-Smirnov test revealed that the change in English grade, change 
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in history grade and z scores of the change in history grade data sets all failed to meet 

assumptions of normality. Therefore, the Mann-Whitney U test was applied to that data.  

Results of the Mann-Whitney U test showed no significant differences in change 

in grades between the experimental or teacher groups. By gender the results were 

significant, z = -2.603, p < .01. On change in English grades females had a mean rank of 

31.24, whereas, males had a mean rank of 20.61.  

 The z-score data for change in English grades met the assumption of normality, so 

a t test was used for analysis. The test results were not significant by experimental nor 

teacher groups. The test did show a significant difference by gender, t(47) = 2.31, p < .05. 

For female students English grades improved over time (M = 0.2, SD = 0.56), whereas, 

male English grades went down over time, (M = -0.17, SD = 0.55). The 95% confidence 

interval for the difference in means ranged from 0.05 and 0.68. Levene’s test for equal 

variances was not significant, but this report provided the results with equal variances not 

assumed.  

Nonsignificant trends of the results. The intervention group performed better on 

three of the four EPoC tasks at the end of the intervention period, and gained more over 

time on three of the four EPoC tasks. The intervention group performed better on both the 

history and English SSTs. See Table 13 for a summary of the nonsignificant trends. 

Discussion of results. In sum, the quantitative results were mixed: Depending on 

the variable, the data indicated a positive or negative relationship between the 

intervention and the desired effect. For RQ1, the results included some significant 

differences, specifically on EPOC Task 2 and Task 4. However, those results suggest a 
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negative relationship between CI and/or the study and integrative-thinking ability, since it 

was the comparison group that scored significantly higher on Task 4, and both groups 

scored lower on Task 4 toward the end of the study than at the beginning. Whereas, 

results of analyses for RQ2 found that the comparison group’s English grades 

significantly decreased over time and the intervention group’s history grades increased 

over time. Thus, by experimental groups, two null hypotheses for RQ2 were rejected and 

suggest a positive relationship between the intervention and class grades. There was also 

a significant difference in English grades by gender, with females receiving significantly 

higher final grades on average than males. See Table 12 for a summary of significant 

differences. However, offering the significant results without noting the general trends of 

the data would present a misleading picture. For example, the incremental differences in 

scores on the measures showed positive trends in the relationship between CI and both 

integrative-thinking and other achievement. Thus, for a summary of the trends in the data 

see Table 13. As will be discussed in Chapter 5, restricted range and insufficient power 

may imply that these incremental differences should be considered. Furthermore, 

participants from both experimental groups performed much better than their peers in the 

district and state on the SSTs. Given the mixed results of the quantitative data, the 

qualitative data analysis which follows describes what curriculum integration and the 

participants’ integrative-thinking looked like in this study, and provides more context that 

may help illuminate the results and findings so that the subsequent interpretation will be 

more informed.  
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Table 12 

 

Significant Results 

 
Group Data Test p value RQ Note 

Experimental EPoC post 

2 

Independent 

t 

p < .01 1a C scored higher (4.2) than I (3.2)  

Experimental EPoC  

po-preT4 

paired t I p < .05 

C p < 

.01 

1b, c Both groups decreased in creative 

ability on Task 4.  

T1 EPoC  

po-preT4 

paired t p < .05 1b, c T1’s group decreased in creative 

ability on Task 4. 

T1 EPoC  

po-preT1 

paired t p < .01 1b, c T1’s group increased in ability on 

Task 1. 

T2 EPoC  

po-preT4 

paired t p < .01 1b, c T2’s group decreased in creative 

ability on Task 4. 

Female EPoC  

po-preT4 

paired t p < .05 1b, c Females decreased in creative 

ability on Task 4. 

Male EPoC  

po-preT4 

paired t p < .05 1b, c Males decreased in creative ability 

on Task 4. 

Gender English 

Grade 

Final 

Mann-

Whitney U 

p < .05 2 The average rank of final English 

grades were higher for females 

(33.1) than males (23.75).  

Gender English 

Grade 

Q3-Q1 

Mann-

Whitney U 

p < .01 2 The mean rank of change in 

English grades was higher for 

females (31.24) than males 

(20.61). 

Gender z score of  

English 

Grade Q3-

Q1 

Mann-

Whitney U 

p < .05 2 The mean rank of change in z 

scores of English grades was 

higher for females (0.20) than 

males (-0.17). 
Note. RQ = research question. 
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Table 13 

 

Trends by Experimental Group 

 

Data Test Trend  

EPoC post  Independent 

t 

The I group scored higher than the C group on three 

of four tasks 

EPoC post-pre Paired t The I group gained more creativity on Tasks 1 and 3, 

the graphic tasks, and lost less creativity on Task 4.  

SST history Independent 

t 

The I group’s average score (431.74) was more than 

two points higher than that of the C group (429.06) 

on the history SST. 

SST English Independent 

t 

The I group’s average score (4.65) was almost a 

point higher than that of the C group (4.56) on the 

WIDA. 

Final Grades Mann-

Whitney U 

The mean rank of the final grade in English was 

higher for the intervention, while the mean rank of 

the final grade in history was higher for the 

comparison group. This was unexpected.  

Change in 

Grades 

Q3-Q1 

Mann-

Whitney U 

The mean ranks of change in both history and 

English grades was higher for the intervention group 

(28) than comparison (23). 

 

Qualitative Findings 

The two primary purposes of the qualitative data were to provide thick description 

of the study and enhance interpretation of the quantitative results. The qualitative data 

included memos, documents and artifacts, and semistructured interviews. I wrote 

approximately 50 memos to record my observations and thoughts throughout the study. 

Documents and artifacts included lesson plans, unit plans, more than 275 emails, and 

student sample work. The sample work consisted of 93 student blogs and 16 student 

portfolios. I conducted and transcribed 3 interviews of approximately 1 hour each. Two 

of the interviews were with focus groups of students, 1 was with T1, the other teacher 
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implementing the curricula. The two purposes of the qualitative data, description and 

interpretation, were initially divided among four guiding questions:  

 RQ3. What did the teachers’ implementation of CI involve? 

 RQ4. How and why is integrative thinking influenced by CI? 

 RQ5. How and why are other student achievement indicators, specifically, 

SST scores, WIDA scores and classroom grades influenced by CI?  

 RQ6. What affective domains seem affected by implementation of CI? 

RQ3 has in large part been addressed in Chapter 3, so below I briefly tie the description 

of the intervention from Chapter 3 to the literature in order to attend to the more general 

question, What did CI look like in this study through the lens of the CI continuums 

established in the literature? RQ4 and RQ5 were combined and simplified to form a more 

open-ended question: How was integrative thinking evidenced? Chapter 5 will include 

concise remarks concerning the why questions. In addition, there was not enough 

evidence to identify affective domains affected by implementation of CI. Therefore, the 

analysis and findings of RQ 6 will be briefly noted. Hence, what follows is discussion of 

the data collected on what the research team implemented (RQ3), and how that 

implementation affected participants’ integrative thinking, achievement, and behavior 

(RQ4-6).  

RQ3. The implementation of CI. What did the teachers’ implementation of CI 

involve? The intervention itself and the comparison units have been described in Chapter 

3 and included in the appendices. The collaborative teams that developed and 

implemented the study have also been described. Likewise, fidelity of the implementation 
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of the intervention was briefly addressed in Chapter 3. However, understanding what the 

intervention looked like is important to understanding the results of this study. In 

addition, some data revealed the teachers’ perceptions of the collaboration involved in 

this project, which may have affected results. 

Theme 1: A thematic interdisciplinary-multidisciplinary model. As described in 

the literature review in Chapter 2, models of CI range from Herbart and Jacob’s end of 

the continuum, to wit, interdisciplinary models connected by themes, topics, or skills, to 

Beane’s integrated model, which uses PBL or inquiry-based learning and does not 

recognize separate disciplines. Klein (2002) places four models of CI in a hierarchy with 

parallel/correlated/sequenced designs in K-12 being the “lowest” model, and 

transdisciplinary designs that do not recognize distinct disciplines as per Beane’s 

conceptualization being the “highest” (p. 11). Between these two are multidisciplinary 

and integrated designs. Multidisciplinary designs intentionally align or coordinate courses 

such that “a theme, problem or question is woven through complementary disciplines, 

creating an integrative ‘overlay’ for separate concepts and activities” (Klein, 2002, p. 10). 

Our units shared elements of the lower two designs in Klein’s models. As per one of 

Klein’s (2002) examples of the lowest level, historical novels were read in the English 

course while students studied the same era in history. For example, in this study, 

participants in the intervention group read The Odyssey, Antigone, and Julius Caesar, as 

aforementioned. However, as described in Chapter 3 and evidenced in the appendices, 

additional efforts were made to align the two disciplines. Thus, activities and concepts, 

such as mapping ancient Greece, were reinforced in both the English and history classes. 
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Nonetheless, the units that made up the intervention fell clearly on the thematic alignment 

of courses, that is the “lower” end of the CI continuum, and were definitely not on 

Beane’s pure integration end. Indeed, the data gathered for fidelity of implementation 

largely consisted of verifying content, specifically, above-named works of historical 

literature. Knowing this, the reader may deduce why or how the evidence of integrative 

thinking that follows occurred. However, what follows only presents the evidence: what 

the integrative thinking looked like from the data collected. Chapter 5 will include 

interpretation of the analyses. Before examination of evidence of the participants’ 

integrative thinking, what follows illustrates themes that emerged regarding the teachers’ 

perceptions of the collaboration that led to the development and implementation of the 

units of instruction.  

Theme 2: Collaboration perceived as positive and effective. As described in 

Chapter 3, the collaboration involved in this study was intentional and relatively intensive 

as evidenced by the more than 275 emails among the collaborators during the study. The 

RT spent much more time collaborating than the CT and other collaborative efforts 

required for this study. For instance, the CT spent just 2 days working on the curricular 

intervention for the study, whereas the RT met frequently and communicated every week. 

Moreover, it was the RT’s collaboration that was a constant across both groups: the RT 

planned, implemented, and reflected upon the curricula for both the comparison and the 

intervention groups. It was that collaborative effort, the collaboration between T1 and T2 

to plan and implement the study, which garnered the most data, and which is the focus of 

the following analysis.  
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The quantitative data suggest that the plans we developed for both groups and the 

implementation of those plans were effective. Students from both groups did very well on 

the performance indicators, the dependent variables. Specifically, as noted in Table 9, 

while the intervention group scored slightly higher on both the history SST and the 

WIDA, both groups passed the SST by almost 30 points and improved by more than a 

level on the WIDA to around Level 4.6. In the case of the history SST, the participants’ 

pass rate substantially outperformed their peers in both the district and state. Specifically, 

the entire sample had over a 76% passing rate on the history SST. In the intervention 

group 7/31 did not pass, thus the intervention group had a 77.5% passing rate. Whereas, 

4/17 of the comparison group did not pass, resulting in a 76.5% passing rate. These rates 

were higher than the district pass rate for ELs of 73%, and the state which posted a 72% 

passing rate. However, this comparison does not do our sample’s performance justice 

because our sample consisted entirely of Level 3 EL students, whereas the EL categories 

that take the history SSTs include Level 3s, 4s, 5s, and 6s. Moreover, when you remove 

students who arrived after January, the combined pass rate for the sample jumps to 80%. 

EL students who matriculated at the site in February or later are likely to have had less 

English instruction and history instruction in the state, and the history SST was specific 

to and aligned with the curriculum in the state.  

From the qualitative data, specifically the memos and the interview with T1, 

collaboration emerged as one possible reason why students performed so well on the 

SSTs. The memos were scanned for incidents relevant to the research questions, whereas 

the interview with T1 was analyzed line by line, with the data then undergoing the 
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iterative constant-comparison coding and categorizing process. For example, a memo 

dated April 15, 2013, documented the minutes of our research-team meeting and my 

thoughts that day. In the following excerpt from that memo, I noted my positive 

impressions of her lesson suggestions.  

I ask about the poetry lessons she’s done: a nice imagery lesson with touch and 

smell in bags—they had to describe the images: extend and expand vocabulary…. 

Also, she has a great suggestion re. students writing comments on others’ works 

on poster-board that work is pasted on.  

We used the latter suggestion for the portfolio presentations and they went quite 

well, which is to say, students kept comments appropriate and seemed to take the 

task seriously.  

 Thus, I found the collaboration helpful, and in the following excerpt from 

the interview she insinuates that she also found it beneficial: 

I think it was great to have somebody with more of a literature background and 

that would be your specialty, and I actually had more of the history knowledge 

and knew some things that were going on in the history classroom and I just think 

that mix was a nice mix so we could both bring content knowledge…also our 

teaching styles are…different… art is not my strong point…but you have more of 

the art or literature aspect…I think that molding those two personality types, and 

teaching styles and also content knowledge is really beneficial to the students, so 

they can get a variety…No teacher does it perfectly, so you can draw from the 



143 

strengths of each of us. I thought that was really great, particularly for me in my 

first year… (T1, personal communication, May 1, 2014) 

In short, she felt the mix of our personalities, teaching styles, and content-

knowledge backgrounds was beneficial to the students, as well as to us, their teachers. To 

be sure, given that I was the interviewer, T1 may have been more inclined to provide 

positive rather than negative responses regarding our collaboration. Nonetheless, T1’s 

sentiments echo what scholars such as John-Steiner (2000) and Hargreaves (2003) have 

come to believe about the vital role collaboration plays in a teacher’s quest for 

competence and development. As Hargreaves (2003) argued, “No one teacher knows 

enough to cope or improve by himself and herself. It is vital that teachers engage in 

action, inquiry, and problem solving together” (p. 25). The problem of teachers’ lack of 

sufficient knowledge multiplies when attempting CI, and some scholars view 

collaboration as a natural solution (Fidalgo-Neto, Lopes, Magalh, Pierini, & Alves, 

2014).  

Subtheme 2A: Diverse attributes, experience, and content-knowledge improves 

collaboration. Perhaps we mitigated our differences by collaborating. To be sure, not 

every moment of the collaboration was entirely positive. In a memo dated April 20, 2013 

I complain about a lack of communication, specifically, T1’s slow response to my emails. 

However, even while complaining, in the same memo I admire the “time, energy, and 

enthusiasm” she devoted to her work and particularly her care and concern for her 

students. Horwitz and Horwitz’s (2007) findings on the positive impact of task-related 

diversity and Fleming’s (2014) study of disciplinary diversity on a team may inform in 
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part why the collaboration was perceived as positive. This may have implications for 

further research on establishing collaborative teams, for instance, suggesting researchers 

investigate not if, but who should collaborate. From her above comments we can deduce 

that T1 believed that differences among collaborators are more important than 

similarities. Many scholars concur that collaboration, while perhaps not requisite, proves 

especially crucial for implementing CI (Fidalgo-Neto et al., 2014; Jacobs, 2004; Kovalik 

& Olsen, 1994). Their reasoning is similar to T1’s aforementioned statement regarding 

the benefits of diversity in content knowledge, personalities, and teaching styles for 

collaboration, and how those differences between collaborators improve the practice of 

each. In addition, since T1 claimed it “was really great, particularly for me in my first 

year…” we could extrapolate that pairing a first-year teacher with an experienced teacher 

was more effective. Of course, validity of this data suffered possible Hawthorne and/or 

demand-characteristics threats: That is, as collaborators we may have wanted to please 

each other, and, thus, in personal communications praise one another and our 

collaborative effort. Therefore, any conclusions need to be considered with the resulting 

limitations of that validity issue. However, from the data, in sum, my memos and her 

comments in the interview indicated that we believed the collaboration was a positive 

experience in part due to our diverse attributes, experience, and knowledge. 

Subtheme 2B: Plenary collaboration was valued more than evaluative. As 

aforementioned, this project involved intensive collaboration, yet, according to the other 

half of the research team, T1, the collaboration seemed no more difficult nor more time-

consuming than other collaborative efforts T1 experienced. Moreover, she felt that our 
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meetings and communications were more productive than some other collaborative 

teams, because they were forward-thinking. In other words, T1 felt our meetings focused 

more on planning and less on reflective data analysis than her other collaborative teams. 

Furthermore, this reflection on data in T1’s other collaborative experience tended to 

morph into sessions bemoaning what was not taught. Indeed, as an ESOL teacher, T1 

found herself on no less than four collaborative teams, thus, T1 can speak to the 

comparative efficacy of collaborations. As T1 said in a semistructured interview 

regarding the time and effort that this collaboration required as compared to similar 

collaborations: 

I’d say it was similar. I mean I’m meeting weekly with either my coteacher or 

others teaching the same content, ideally of course. I mean, some that I’m not 

meeting with I would like to be, but it’s just a matter of different schedules. So I 

don’t think it was any more—I mean it was more work in the aspect that I 

wouldn’t have normally been collaborating with you necessarily, but I think 

generally as far as the amount of time compared to another person, or another 

collaborator or PLCT or whatever you want to call it, it wasn’t much different. 

My World History I has a meeting weekly—at least for an hour. 

Moreover, regarding her World History I collaborative team meetings, T1 had this 

to say: 

a lot of it is just looking at assessments and then what can you do to reassess 

them: and what does the data look like and that’s pretty much weekly. It’s not 

innovative, it’s not really teacher reflection, it’s just data reflection. And I think 
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…that’s actually more of a waste of time for me, because a lot of those are more 

just meeting, looking at everyone’s data, seeing who did well, maybe you say, 

“Oh I did a good activity” but the time’s already past—it’s not forward-thinking; 

you’re only thinking in the past, so as far as helping students I think it’s hard. 

(interview with T1, May 16, 2014, Appendix D)  

Hence, according to T1, examination of data without provision of extra time for students 

to learn the curriculum may be a waste of time. Rather, collaborative time might be better 

spent tweaking the upcoming curriculum, as the next quote, referring to our collaborative 

effort, suggested: 

we had a kind of a goal for the whole year…this vision to progress and build 

upon…. So, I think as far as backward planning goes, particularly being new to 

the content, that would not have been possible for me to do…to have that 

planning outline I think is also great for the students. They kind of knew in the 

beginning of the year where we were going.... So, kind of that thematic overview, 

I really thought that was nice to have. And I think teachers may try to do that, but 

in the day-to-day craziness of it all…it kind of gets lost, so I think having that in 

the beginning was a nice start, and also just good for the students to have a 

…clear goal. (interview with T1, May 16, 2014, Appendix D) 

Thus, collaboratively planning the units of instruction in advance, gave us, the RT, and 

students goals; mixing the strengths of the collaborators improved the plans, i.e. how 

students and teachers achieved those goals, and, therefore the collaboration was not “a 

waste of time” (interview with T1, May 16, 2014, Appendix D).  
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RQ4. Integrative thinking and CI. How and why is integrative thinking 

influenced by curriculum integration? When discussing thinking, the questions how and 

why may imply instruments and analyses at the neurobiological level, for example using 

an electroencephalogram (EEG) or functional near-infrared spectroscopy (fNIRS). 

Therefore, to clarify, the question my data and analyses was designed to answer might be 

better understood as, “What does integrative thinking look like?” More specifically, 

“What did integrative thinking look like as expressed by participants across groups in this 

study?” The primary data sources used to answer this question were the semistructured 

interviews with both T1 and the participant focus groups. As noted in Chapter 3, I 

recorded and transcribed the interviews. The comparison focus group consisted of 9 

students and the intervention focus group had 8 students. During the iterative coding 

process I scanned data for statements directly related to the questions as well as for other 

emerging categories of phenomena. Question 3 of the semistructured interview was, “Are 

you able to connect or use what you learn in English to other classes?” This question 

generated responses that directly addressed RQ4, and thus, the majority of incidents 

relevant to this question. For full text of responses to question 3 of the focus group 

interviews see Tables 14 and 15. Figures 7 and 8 provide graphic depictions of the text. 

What follows discusses these responses as well as other relevant comments throughout 

the interviews (see Appendix D for full text of the interviews). In addition, other data that 

helped illuminate what participants’ integrative thinking looked like, including samples 

of student work and quotes from the interview with T1, are examined below.  

  



148 

Table 14 

 

Comparison Group Responses to Question 3 re. Connecting Learning 
Full Text ID SG 

Vocabulary is really useful. 38 CG 

Yea vocab. 25 CG 

Vocabulary is really useful in other classes like regular classes: because you know the 

meaning of the vocab. That’s why I have ESOL classes to give support to normal classes 

like biology, history… 

38 CG 

Especially the main like I can tell that the main words that people use it in English the 

education level. No words in Algebra except equal [laughs]. Especially I remember the 

word reduce. Reduce I found in each class except the ESOL. So I had that word reduce in 

health class, Driver’s Ed, even in PE you hear the coach say, ‘reduce’ So there are a lot of 

these words that are important in each class. They don’t use a lot of vocab in mathematics.  

28 CG 

In my opinion I think not all of them we can use in class. I mean English is English we can 

use anywhere, any time any topics, but maybe what we learn in English we can not use in 

history. Maybe we can not use in PE. But maybe we can use in other classes—not all of 

them but I mean it’s we can use it, but not all of them. 

26 CG 

Words apply to different subjects. 49 CG 

So, my question is some of the writing that T1 and I taught you, were you able to use that at 

all in science, or connect it to your history writing— 

T2 CG 

Yeah, because we have to write essays all the time even in history. 30 CG 

In history we had to write like paragraphs. 49 CG 

Yeah, compare and like contrast, compare and contrast. 30 CG 

There was nothing related to math in ESOL.  28 CG 

Nothing related to math? T2 CG 

Actually, except the word equals. [participants and I laugh] and negative and positive. 28 CG 

And still some of the English vocabulary that we learned in class: it still applied to biology 

and science—like many!  

49 CG 

So words showed up in T1’s class that then showed up in science? T2 CG 

Yeah some of them—like reduce. 49 CG 

Notes. ID refers to participant code. T2 refers to Teacher 2, who was also the researcher and interviewer. 

SG is the abbreviation for study group, and CG is the abbreviation for Comparison Group. 
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Table 15 

 

Intervention Group Responses to Question 3 re. Connecting Learning 
Full Text ID SG 

Yeah, vocab. and history. few IG 

Like the Odyssey we read, and Julius Caesar which was all history. 12 IG 

We were taking a unit about Greeks in history. And we started reading about Antigone and 

the Odyssey and they were also Greek. 

24 IG 

The pronunciation it helps you a lot. Because for some assignments in class, the teacher just 

reads and you have to listen. So when you are in ESOL when the teacher reads, you already 

used those techniques, so it becomes easier for you in other classes. 

59 IG 

So, you talking the history teacher would read…? T2 IG 

No, all the teachers in some assignments in class. 59 IG 

But I think it’s still hard for me to—for history—I still don’t understand some of the things 

and when my teacher asks me questions, I was like ‘what’? 

60 IG 

What history do you take? T2 IG 

WHII 60 IG 

Let me ask you this, how many of you take WHII? (maybe 2 parts.) T2 IG 

And my teacher doesn’t know that me and 61 is in ESOL, so they think that we are fluent 

speaker and they’ll keep asking us questions, and then I’ll stay after and tell them that I’m 

ESL students so I don’t understand what you are speaking, and then from now she is paying 

attention to us extra and everything. 

60 IG 

The only vocabulary I don’t understand is science. Biology…like cells. 20 IG 

[laugh in agreement.] few IG 

Okay, so you’re saying some of the vocabulary showed up in history class and some other 

classes. It sounds like all your ESOL teachers are teaching you how to write essays—did 

that help in other classes too? 

T2 IG 

Yeah/yes.  IG 

Yes, because, Now they’re teaching us how to write essays in other classes comparing two 

things, so you have to write a big essay about it. 

50 IG 

Also we get like homeworks for some of my classes every end of the quarter you have to 

write an essay—what did you study about. 

24 IG 

I like how Ms. Biology tells us to write an essay, like you need— 20 IG 

–chronological order. 12 IG 

Yeah. part IG 

–you need like an introduction, main idea, and conclusion; you have to have a hook, thesis 

and a bridge. 

20 

 

IG 

 

I think ESOL classes they should have like vocabulary books for the students, so they can 

get more vocabulary. 

19 IG 

But yeah Mr. Brown, I like what you did. About Shakespeare—like you took us to another 

level, you know what I’m saying. 

20 IG 

Notes. ID refers to participant code. (Few indicates a few participants called out in unison, and part refers to 

a participant response that could not be linked to specific participant.) T2 refers to Teacher 2, who was also 

the researcher and interviewer. SG is the abbreviation for study group, and IG is the abbreviation for 

Intervention Group. 
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Figure 7. Intervention group responses to interview Q3 represented in a Tagxedo graphic. 
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Figure 8. Comparison group responses to interview Q3 represented in a Tagxedo graphic. 

 

  

 

Theme 3: CI engendered independent interdisciplinary connections. In the 

poststudy interview with T1, the first question I posed was a very open-ended one, 

specifically, “What were your general impressions of the project?” While she could have 

talked about anything from our collaboration to the curriculum, her immediate response 

noted differences she perceived in synthesis and creativity between the groups. As she 

stated: 

the kids who we were using the cross-curricular…and doing some history 

incorporation…they made comments on either remembering something in history 

class…I really remember having that resonate with me: that they made these 

connections and usually that’s really challenging for our students, particularly 
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ESOL students, and they seemed to be doing that more so on their own where 

those were much harder to draw out of the students from the other class, so I just 

remember that being a big part of it. (T1, personal communication, May 16, 2014) 

Hence, T1 was most impressed by the intervention group’s greater capacity for cross-

curricular connections relative to the comparison group. 

The focus group interviews with students seemed to corroborate T1’s impression 

of the difference between the experimental groups’ abilities to synthesize content from 

English and history classes. The semistructured interview questions for both groups 

consisted of the same questions. See Appendices R and D for the proposed questions and 

the transcription of the posed questions. For the third question of the interviews I asked 

participants, “Are you able to connect or use what you learn in English to other classes?” 

The only connection participants in the comparison focus group identified was 

vocabulary. In contrast, while some students in the intervention focus group mentioned 

vocabulary in their responses, a number of them made connections to history and across 

language domains.  

In fact, in response to question 3, the interview question that directly asked about 

connecting learning, five of the participants in the comparison group mentioned 

vocabulary. Responses included comments such as “words apply to different subjects,” 

and “vocabulary is really useful.” Furthermore, these responses came from students in 

both teachers’ comparison groups (Figure 8; Table 14). 

On the other hand, responses to the same question from the intervention focus 

group interview spoke of literature and ancient empires. For example, one participant 
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said, “We were taking a unit about Greeks in history. And we started reading about 

Antigone and The Odyssey, and they were also Greek.” Another student followed that 

with, “Like the Odyssey we read, and Julius Caesar which was all history.” Furthermore, 

in addition to making cross-content historical thematic connections, one student also 

expressed a connection among language domains by stating, “The more you read the 

better your writing gets.” See Tables 13 and 14 for excerpts, and Figures 7 and 8, for 

Tagxedo representations of all the text in response to question 3 from the focus group 

interviews. Like Wordle, when text is entered into Tagxedo, the more frequent words 

appear larger. You will see that the words, “vocabulary,” “vocab,” and “words” are all 

relatively large in the comparison group’s Tagxedo, whereas, “history” appears more 

dominant in the intervention group’s Tagxedo. These graphic representations align with 

the full text of both groups’ responses to question three of the focus group interview, 

“Are you able to connect or use what you learn in English to other classes?” (See 

Appendix D for the complete transcript). The first few responses from the comparison 

group center on vocabulary, whereas the first few responses of the intervention group are 

all about history. 

Theme 4: Teachers perceived differences in creativity between experimental 

groups. Student sample work may also help us understand how the experimental groups’ 

interdisciplinary connections and creative productions differed. In addition to more 

evidence of fidelity, they offer examples of how different assignments led to diverging 

forms of integration and creativity. As such, they represent manifestations that 

corroborate what T1 expressed in the interview, that she noticed more creativity in the art 
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and poetry of the intervention group participants. As she stated, “Also the creativity that 

came out of some of the students in the cross-curricular one was, I was just impressed 

with their poetry and art, and really a little bit more creative thinking…” (T1, May 16, 

2014, interview Appendix D). Of course, having both groups create graphic 

visualizations may have mitigated significant differences that would have appeared if 

only the intervention group engaged in that activity. Regardless, at the end of the year we 

collected what we believed were the best samples of student portfolios. Of those samples, 

six included examples of poems, and four of those provided for comparisons of poetry 

written in response to similar assignments given to both the comparison and intervention 

groups. What follows uses Brookhart’s (2013b) rubric to analyze those four poems. 

While reading The Giver, the topic of utopias was discussed. In order to get 

students to consider ideal, perfect places, they were assigned to describe their perfect day 

in a paragraph. Then they pulled words and phrases from those paragraphs in order to 

create poems. The following is an example from a student, participant 39, in the 

comparison group: 

My Perfect Saturday 

On Saturday I play a game with friend 

The game makes I happy 

The playing makes I happy 

I win the game 

The winning makes me happy 

My perfect Saturday makes me happy 

 

Now look at a poem by participant 24 of the intervention group. The assignment 

was to choose words, “from the funeral oration by Pericles when he talked about 

democracy and about the people who died in the Peloponnesian war” (as described by 
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participant 24, in the assignment analysis, May, 2013). Students read the excerpt of the 

funeral oration in the World History I textbook.  

Minority 

Poverty 

Political 

Obscurity 

Constitution 

Brookhart’s (2013b) rubric of creativity consists of a four-by-four grid. The four 

criteria, namely, variety of ideas and contexts, variety of sources, combining ideas, and 

communicating something new are rated very creative, creative, ordinary/routine, or 

imitative. See Figure 9, Brookhart’s (2013b) Rubric for Creativity.  
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Rubric for Creativity 

 

  Very Creative Creative Ordinary/Routine Imitative 

Variety of ideas 

and contexts 

Ideas represent a 

startling variety of 

important concepts 

from different 

contexts or 

disciplines. 

Ideas represent 

important concepts 

from different 

contexts or 

disciplines. 

Ideas represent important 

concepts from the same 

or similar contexts or 

disciplines. 

Ideas do not 

represent 

important 

concepts. 

Variety of 

sources 

Created product 

draws on a wide 

variety of sources, 

including different 

texts, media, 

resource persons, or 

personal 

experiences. 

Created product 

draws on a variety of 

sources, including 

different texts, 

media, resource 

persons, or personal 

experiences. 

Created product draws 

on a limited set of 

sources and media. 

Created product 

draws on only 

one source or on 

sources that are 

not trustworthy 

or appropriate. 

Combining ideas Ideas are combined 

in original and 

surprising ways to 

solve a problem, 

address an issue, or 

make something 

new. 

Ideas are combined 

in original ways to 

solve a problem, 

address an issue, or 

make something 

new. 

Ideas are combined in 

ways that are derived 

from the thinking of 

others (for example, of 

the authors in sources 

consulted). 

Ideas are copied 

or restated from 

the sources 

consulted. 

Communicating 

something new 

Created product is 

interesting, new, or 

helpful, making an 

original contribution 

that includes 

identifying a 

previously unknown 

problem, issue, or 

purpose. 

Created product is 

interesting, new, or 

helpful, making an 

original contribution 

for its intended 

purpose (for 

example, solving a 

problem or 

addressing an issue). 

Created product serves 

its intended purpose (for 

example, solving a 

problem or addressing an 

issue). 

Created product 

does not serve its 

intended purpose 

(for example, 

solving a 

problem or 

addressing an 

issue). 

Figure 9. Brookhart’s (2013b) Rubric for Creativity. 

Adapted from How to Create and Use Rubrics for Formative Assessment and Grading, 

by Susan M. Brookhart, 2013, Alexandria, VA: Association for Supervision and 

Curriculum Development, p. 54. Copyright 2013 by ASCD.  

 

 

Applying the rubric to participant 24’s poem, it could score at the creative/very 

creative level. It used a variety of sources and combined ideas. Moreover, in just five 

words, it seems to offer a possible solution to a couple of serious problems. Whereas, if 

we apply the same rubric to participant 39’s poem, it would likely score ordinary/routine/ 

http://www.ascd.org/Publications/Books/Overview/How-to-Create-and-Use-Rubrics-for-Formative-Assessment-and-Grading.aspx
http://www.ascd.org/Publications/Authors/Susan-Brookhart.aspx
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imitative. Of course, as discussed above, the assignments are the likely culprits for this 

difference. The assignment for participant 24 required the use of a source other than the 

self, while the assignment for participant 39 did not. 

Here is another poem with reflection by participant 28 from the comparison 

group: 

No nature in freedom 

But it’s amazing, when you have some peaceful 

Alones and perfection 

Can fit but it’s amazing 

 

This poem was about the impact of nature and how nature influences 

people. I used a lot of adjectives and I used the rhythm and sound that can impact 

the listener. This poem was one of the museum assignments, we were asked to 

describe a picture that illustrated America in one word. 

 

From a similar assignment, here is a poem with reflection from participant 12 of 

the intervention group: 

Rome 

People sitting down 

Wearing white 

Man Standing up in the middle 

Wearing white 

A column, in Rome 

A man setting down different type of chair 

Roman senator 

 

In this poem I used imagery. One reason why I used imagery is because people 

can see the image in their head. Another element I used is repetition. In this poem 

you can see I repeated myself many times. That’s because Poets often use 

repetition to create a certain feeling. For instance, “People sitting down Wearing 

white” In this you can imagine people sitting down wearing white. 

 

In both cases, the assignment involved responding to a professional painting, so 

there were two main sources, the artwork and the poet. However, participant 12 from the 

intervention seems to bring in other sources, such as history, architecture, and politics, 
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whereas participant 28 from the comparison group appears to stick to two sources, the 

subject/object of the painting, nature, and his response to it. Furthermore, readers of the 

poem by participant 12 may discover a variety of important ideas regarding sociopolitical 

concepts, such as the role of perspective, artifice, and position in power structures and 

hierarchies. This was achieved by simple juxtaposition of designed objects, a column and 

chairs, with human interaction with those objects, namely, sitting, standing, and setting. 

The repetition of color achieved a similar effect: That both the people and senator are 

“wearing white” may symbolize apparent equality and/or at least outward projection of 

virtue. Whereas, as participant 28 stated in the reflection, the poem was about nature’s 

effect on people, which includes engendering feelings of amazement, peace, perfection, 

fitting in, and aloneness. That there is no nature in freedom may be a relatively original 

stance, but this originality may stem as much from lack of command of grammar, syntax, 

and the lexicon in English as by design of the author. Giving the benefit of the doubt to 

participant 28, this originality of language use may lead us to score the piece on the 

higher end of Brookhart’s (2013b) rubric for the “communicating something new” 

criteria. Nonetheless, overall, I scored participant 12’s piece at the creative level and 

participant 28’s between imitative and ordinary. 

Conclusion: How and Why CI influenced integrative thinking. Implicit in the 

EPoC pre/post design is that integrative thinking and creativity are learnable skills; one 

can practice and improve them over time. While the EPoC data did not demonstrate 

improvement in this case, other data such as the interviews and sample work suggested 

that the intervention had a positive impact on integrative thinking and creativity. The 
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interview with T1, focus group interviews and sample work portrayed what integrative 

thinking can look like. T1 noted that students from the integration group recalled relevant 

content from English class during history class. Responses from the participants in the 

focus group interviews further indicated that curriculum integration engendered 

connections across content areas in a variety of ways, whereas lacking interdisciplinary 

instruction, participants from the comparison group only made statements that referenced 

transfer of vocabulary from one subject to another. In addition to noting the intervention 

group’s relative superior aptitude for synthesis, T1 expressed that she perceived a 

positive impact on creative ability from the intervention. Analysis of sample work 

appears to corroborate this perception. Thus, while data generated by the EPoC 

instrument did not indicate a significant increase in generic integrative thinking as a 

subset of creative ability, the qualitative data suggest that the curriculum integration that 

involved integrating historical fiction with history and assignments that used historical 

primary sources to create contemporary abstract poetry engendered a greater scope of 

interdisciplinary connections and more creative productions than the comparison group. 

In short, practicing integration seems to have improved capacity for integration, as 

evidenced by these three data sources.  

RQ6. What affective domains seem affected by implementation of CI? In 

addition to measuring and examining effects of CI on integrative thinking and other 

achievement indicators, I investigated the effects on affective domains, specifically, 

engagement, poor behavior, and good behavior as delineated by the TOCA-C inventory. 

The TOCA-C inventory was adopted to determine the impact of CI on affective domains. 
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Leaf et al. (2002) revised the original TOCA interview and developed a checklist version 

in order to save time in administration and analysis of the instrument (Koth et al., 2009). 

Koth et al. (2009) report that the TOCA-C effectively quantifies concentration problems, 

disruptive behaviors, and prosocial behaviors as defined by the developers, Leaf, Schultz, 

Keys, and Ialongo. As reported above, quantitative analysis of the TOCA-C inventory 

failed to determine significant differences between groups. Qualitative data including 

memos and interview transcripts were also scanned for evidence of any impact on the 

emotional state of participants. Nothing along this line of inquiry appeared in the 

qualitative data, for example memos, interviews, field notes, nor work samples, that 

refuted nor extended the quantitative analysis. In other words, the groups seemed 

equivalent in terms of their classroom demeanor, and particularly the behaviors examined 

by the TOCA-C. So, while some of the trends from the grade data may have indicated 

higher levels of engagement and motivation in the intervention group, neither the TOCA-

C nor the qualitative data supported this.  

Unrelated themes. Other themes emerged from the interviews. Specifically, the 

interviews with both the focus groups and T1 generated two pervasive categories that 

were not directly addressed by the design of this study, namely characteristics of effective 

ESL instruction and instructors. Indeed, I assigned the etic code phrase “Effective ESL 

instruction…” more prevalently than any other (Appendix D). Based on the focus group 

interviews effective ESL instruction includes: vocabulary development in and out of 

context; fun and games; comprehension strategies; dictation; interesting books; daily 

practice; comprehensible input; conversation on hot topics; art-making; poem-making; a 
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balance of language skills; basic language skills; time during school for assignments; 

readings as models for writing; PBL; CI, but not all the time; student choice; creativity; 

critical thinking; content that is contemporary, relevant, necessary, challenging, and/or 

interesting; learning stations; opportunities for learning after school and one-to-one; 

general education teachers who differentiate and exhibit cultural competence; inclusion 

with native-English speakers; and minimal first language use. Of course the interview 

with T1 added concepts from a teacher perspective to this model, such as: backwards 

planning with year-long vision and goals; basic language skills; time in school for 

reteaching and mastery learning; student-choice; PBL; HOTS, specifically, application; 

authentic assessment; student-centered pedagogy; homework; challenging material; fun 

activities with learning. See Table T1 in Appendix T for a sample of the matrix of codes 

and transcribed text from the interviews that summarizes participants’ suggestions for 

effective ESL instruction.  

In addition to laying out a program for effective ESL instruction, the focus group 

participants were not shy about describing effective and ineffective teacher 

characteristics. Based on their responses, the participants believed that effective ESOL 

teachers care, are strict, create a comfortable atmosphere, work hard, help students set 

goals, work with students one to one, and take time to make sure that students learn. See 

the Table U2 in Appendix U for selected quotes identifying characteristics of effective 

ESOL teachers. While neither of these themes addressed questions in this study, the data 

may inform future research.  
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 Theme 5: EL needs and preferences. In addition to these themes of the 

participants’ views on the characteristics of effective ESOL teachers and programs, the 

focus groups offered insights into their own needs and preferences as ELs. Of course, 

from what they want in curriculum and teachers as enumerated above, we can infer some 

learning style characteristics. For example, ELs prefer dictation, vocabulary 

development, feedback, interesting books, relevant content, challenging assignments, 

creative, fun and games, strict but caring teachers, a comforting classroom atmosphere, 

and so on. In addition to those characteristics reflected in the students’ stated preferences 

for instruction, three other traits of this EL sample emerged. As evidenced in Table 16, 

ESL students may not have as much time for homework as their general education peers 

due to other responsibilities after school. They also may not share common future goals 

with their general education peers. Finally, ELs may be shy and reluctant to speak 

English in front of others, but, given an empathetic environment, they want to be forced 

to practice. Characteristics of the participants are part of the context of the study and may 

impact results. Thus, see Table 16 for the quotations and codes that support these 

findings.  
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Table 16 

 

Describing English Learners 

Selected Quotations ID Emic Code Etic Code 

sometimes we have to work—

we have to do something else at 

our houses…the problem is that 

maybe we don’t have time… 

 

62 We have to do 

something else at our 

houses—we do not 

have time for 

homework. 

 

ELL students: may 

have more after-

school 

responsibilities  

a lot of our students…are not 

necessarily the typical goal of 

graduating or going to college 

and…. I need to meet these 

students’ needs.  

T1 a lot of our students do 

not necessarily have 

typical goals, like 

graduating, going to 

college and things like 

that 

 

ELL students do not 

necessarily have 

typical goals like 

graduating or going 

to college  

 

if someone is shy—everyone is 

afraid to talk in front of a lot of 

people. Make them talk in front 

of people…because in ESOL 

class I can’t laugh at my 

classmate, because I’m not 

better than her, so nobody will 

laugh at you when you are 

together.  

59 Effective ESOL 

teachers make students 

talk. ESOL classes are 

effective because “in 

ESOL class I can’t 

laugh at my classmate, 

because I’m not better 

than her”  

Make them talk. 

ESOL is effective 

because students 

empathize with each 

other through shared 

language-learning 

experience. 

 

Theme 6: Overworked, underpaid, stressed out. Context matters. From memos 

and the interviews collected during the study period, it appeared that students and 

teachers perceived that teachers at this site felt tired, overworked, underpaid, and 

unappreciated. Specifically, teacher workload and stress were the topic of a number of 

memos, and the focus group interview contained reference to this theme. Therefore, I 

scanned the data for instances related to teacher workload and stress. Moreover, 

Hartzler’s (2000) meta-analysis on the effects of integrated curricula on student 

achievement speaks of the importance of not adding to teachers’ workloads. The 
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following comments came from colleagues at the site as documented in memos I wrote in 

February: 

“Why do I have to have four jobs to maintain the lifestyle I like? I’d prefer just 

teaching.” (personal communication, February, 2013) 

“I have to pick up the paper and see teachers getting trashed, and the good ones 

are picking kids up and parenting them. Our [own] kids are like the preachers’ 

kids—neglected. I’m not doing that. Thought I could deal with low pay, I’m not 

about material things, but need to make a living. It’s not a living.” (personal 

communication, May 24, 2013) 

This latter comment notes how critical media, low pay, and expectations for teachers 

providing aftercare combine to discourage some teachers. Indeed in the first week of 

February I heard no fewer than four colleagues complain about low pay or excessive 

workload.  

In addition to memos, this topic arose in the interviews. In the follow-up 

interview, T1 spoke about teacher workload as follows:  

Really good teachers just work really hard and work a lot, and work the hours… 

they all say they don’t give homework because the students won’t do it. Well my 

expectation is you will do it, and raising the bar versus I’m not giving it to them 

because they won’t bother. When I think that’s more of a, “I don’t want to bother 

grading it.”…And that’s just one example of how, I know that because of all the 

demands on teachers, people are pulling particular things, but pulling something 

like homework or an expectation of work outside the classroom, I don’t think is…  
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In other words, T1 believed that good teachers work very hard and long hours. 

This idea that good teachers work hard and “parent” their students seemed 

supported by comments during the focus group interviews about teachers who made time 

to work with their students after school. Moreover, speaking of the previous year’s 

English teacher, participant 25 said, “She didn’t care about us. She’d just sit and argue 

about online schools, ‘Oh they’re going to take all my money—we’re not going to have 

jobs’” (from the focus group interview, Appendix D). Hence, in addition to praising the 

teachers who put in extra work, the focus group interviews demonstrated that students are 

aware of teachers’ concerns with salaries. 

In short, teacher concerns regarding workload and pay appeared in the memos and 

interviews during the study period. The students and teachers perceptions of teacher 

stress at the site as documented in the memos and interviews contribute to the context of 

the study. These perceptions may have affected the education process and, thus, the 

outcomes of this study. Furthermore, implications for future application and 

implementation should include giving particular consideration to introducing CI in a 

manner that may de-stress teachers rather than distressing them.  

Discussion. To be sure, the data suggest that the differences in assignments 

contributed to differences between groups in expressions of integrative thinking and 

creativity of products. However, (a) often even when you create conditions in the 

expectation that those conditions will result in desired outcomes the resulting outcomes 

do not meet expectations, and (b) the different assignments were, by design, part of what 

differentiated the intervention from the comparison group curriculum. In other words, the 
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above samples are weak demonstrations of impact of the intervention because students 

were responding to the given prompts which asked for different levels of integration. 

Nonetheless, that fell within the purpose of this study. That history grades and SST pass 

rates were better among the intervention group participants may be more evidence that 

indeed they made more connections, and that those connections increased their 

achievement, but further research should be done. There may be other connections and 

disconnections in the data, for example a student in the focus group commented on the 

connection between reading and writing, a student in the comparison group felt that 

English helped with science vocabulary, whereas as student in the intervention group felt 

that the curriculum did not help with science vocabulary. However, these isolated 

incidents did not provide enough data to justify a distinct theme. Despite T1’s expressed 

concerns regarding time for basic English skills instruction for the intervention group, 

participants in that group enjoyed better English grades and WIDA scores than those in 

the comparison group. This may point to a difference in motivation noted in the literature 

as a result of CI. However, particularly in light of the lack of significant differences on 

the TOCA-C, there was not enough data for this to be considered an emergent theme.  

Conclusion 

In sum, the quantitative and qualitative data present a mixed picture of the impact 

of CI on ESL high school students. Using the EPoC instrument, 3 significant results were 

found among 16 tests for impact of CI on integrative thinking. Specifically, on the 

independent t test of the posttest of EPoC Task 2, results showed the comparison group 

scored significantly higher on average than the intervention group. In addition, results of 
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the paired t test of the EPoC posttests and pretests of Task 4 indicated that both groups’ 

scores significantly decreased over time on that particular task. Those results suggest a 

possible negative relationship between CI and integrative thinking. On the other hand, 

most of the tests indicated a nonsignificant positive relationship between CI and 

integrative thinking. That the intervention implemented was one of the lower models of 

curriculum integration according to the hierarchies in the literature may have affected 

these results. Moreover, the interviews with the focus groups and T1 presented a 

difference in the breadth and depth of cross-curricular connections between the 

experimental groups. Specifically, the intervention group made more connections and 

those connections went beyond vocabulary. The results of the SSTs indicated the entire 

sample performed better than their EL peers in the region on the state’s standardized 

history and English assessments. Qualitative data pointed to teacher collaboration as one 

possible contributing factor to this high achievement. Given her experience with 

collaboration in an educational setting, T1 also offered insights into effective models of 

collaboration. First, collaborators should bring varied skills, experiences, and knowledge 

bases to the table. Second, the collaboration should be more forward thinking and less 

backward glancing. Analysis of the TOCA-C and qualitative data found no differences in 

affective domains between groups. However, teacher and student beliefs regarding 

effective ESOL teaching strategies and teachers emerged from the qualitative data. While 

these themes were not within the scope of this study, data that fell into the categories of 

EL characteristics and teacher stress should be considered as part of the context affecting 

the participants and outcomes. The theme teacher stress manifested itself in expressed 
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concerns about teacher workload and pay that appeared in memos, as well as the 

semistructured interviews with both the students and T1. Workload is relevant to CI 

implementation and efficacy. Further discussion to make sense of these results and 

findings as well as implications for future research follow in Chapter 5. 
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Chapter Five: Conclusions, Discussion, and Recommendations  

The purpose of this study was to develop and deliver integrated humanities units, 

the intervention, to high-school ELs, to determine the effects relative to a comparison 

group that did not receive the intervention. The humanities units integrated history, 

language arts, and fine arts through authentic connections via themes, problems, 

questions, and skills. Therefore, the study filled three gaps in curriculum integration 

praxis: implementation, authentic arts integration, and empirical evidence of efficacy. In 

addition, since the sample consisted of high school ELs, the study added to the scant 

research base involving CI with the EL population. The quantitative data analyses 

produced mixed, inconclusive results. On the other hand, the qualitative data suggested 

that participants in the intervention group exhibited ability to synthesize beyond that of 

participants in the comparison group. What follows provides a summary of the findings, 

and then offers discussion of why the research questions led to the results, the 

implications of the results, limitations of the study, and recommendations for future 

research.  

Summary of Findings 

The smattering of significant results from quantitative analysis provided little data 

for addressing the primary research question, since most of the significant differences 

were between subgroups, for example, gender, and teacher. Moreover, the two tests that 
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produced significant results from the experimental groups did so in unexpected 

directions. According to an independent t test the comparison group scored higher than 

the intervention group on Task 2 of the EPoC posttest. Whereas, a paired t test showed 

that scores from both groups decreased over time on EPoC Task 4. Both of these tasks 

are timed verbal productions, specifically, Task 2 asked participants to write a story 

based on a given title, and Task 4 asked them to write a story given three characters. As 

with the experimental groups, both teachers’ groups scores decreased significantly over 

time on EPoC Task 4. In addition, the paired t tests indicated that T1’s group increased 

scores on EPoC Task 1 from pretest to posttest. The paired t test for Task 4 of EPoC also 

indicated a decrease in scores for males and females. On English class grades female 

participants fared better than their male counterparts. Specifically, the mean rank of both 

final English grades and improvement in English grades was significantly higher for 

females than males according to the Mann-Whitney U test analyses. Thus, by 

experimental group, based on analyses of the EPoC data, the study and intervention 

appear to have a negative relationship with scores on tasks that represent subsets of 

creative ability. 

However, nonsignificant results from the quantitative data suggest positive trends. 

Specifically, the independent t tests indicated that the intervention group scored higher 

than the comparison group on three of the four tasks. In addition, the scores of the 

intervention group improved more from pretest to posttest on EPoC Tasks 1 and 3, and 

decreased less on Task 4. Moreover, on the standardized tests in both history and English, 

the intervention group scored higher than the comparison according to the independent t 
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test results. Furthermore, Mann-Whitney U test results showed that improvement in 

grades for both history and English classes was greater for the intervention than the 

comparison group. In short, results of quantitative analyses suggested a positive 

relationship between the intervention and achievement, but not significantly; whereas, the 

one or two variables for which results indicated a negative relationship with the 

intervention were significant.  

The qualitative data revealed some differences between groups and may help 

explain some of the quantitative results. Some of the qualitative data, including 

documents such as unit plans, lesson plans, student sample work, and memos, provide for 

detailed description of the study design and implementation inclusive of data relevant to 

fidelity and trustworthiness. In addition, analysis of interview transcripts suggested that 

participants in the intervention group made more interdisciplinary connections than their 

counterparts in the comparison group. Themes that were not directly related to the study 

questions emerged from the interview data, specifically, characteristics of effective ESL 

instruction and instructors. Collaboration, while not operationalized as a variable, was a 

major component of both the design and implementation of the study. ESL student needs 

and teacher stress also appeared as themes in the interview data and memos. Along with 

collaboration, teacher stress and EL needs may help explain the quantitative results and 

inform future studies. 

Conclusions and Discussion by Question 

What follows includes discussion of the purposes and salient findings of four of 

the research questions. Initially this investigation explored six questions, but during the 
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course of the project I combined RQs 4 and 5, and RQ 6 did not lead to relevant findings. 

The conclusions do not just leave us wanting more research, but rather suggest that future 

research projects in this area more specifically define terms such as creativity and delimit 

the type of CI under investigation in order to provide for greater understanding for praxis.  

 Research question 1. “What is the effect of interdisciplinary instruction on 

integrative-thinking ability in high school ESL students?”  

 The purpose of this question was to extend the current research base by 

measuring thinking in addition to achievement. Most studies of curriculum integration 

that include quantitative methods collect achievement data in the subjects being 

integrated and/or standardized LEA tests that test lower order thinking skills, but do not 

identify nor measure thinking abilities (Hartzler, 2000; Hattie, 2009). When the 

participants are ELs, investigation of higher order thinking skills (HOTS) may be even 

more scarce due in part to the imperative focus on the four language skills: reading, 

writing, speaking, and listening (R. Fox, personal communication, April 2017). Neither 

of the studies with ELs in Hartzler’s (2000) meta-analysis tested for HOTS.  

EPoC, the instrument used to evaluate integrative-thinking ability, was new to the 

United States (B. Barbot, personal communication, September, 2011). It was selected for 

its delineation between integrative and divergent thinking, as opposed to instruments that 

measure creativity in general (Lubart et al., 2012). In addition, with its pre/post 

capability, this study was able to report between-group and within-group differences at 

the end of the study as well as change over the course of the study. Thus, RQ1 consisted 



173 

of three subquestions about integrative thinking ability within and between experimental 

groups, based on participants’ performance on the EPoC tasks.  

Independent and paired t tests, and nonparametric equivalents as appropriate, 

were applied to the four tasks of EPoC, and the comparison group only fared better on 

scores of the independent t test of the posttest of Task 2. However, the difference proved 

significant. To the contrary, participants in the intervention group scored better on seven 

of the eight tests, but those results were nonsignificant. The participants in the pilot study 

were not ELs, and the results of that study were significant in a positive direction. One 

possible explanation is culturally biased concepts of creativity; in other words, the judges 

scoring the productions may have had a different frame of reference for what constitutes 

originality than that of the participants.  

Results of RQ1 by other independent variables. By both teachers and genders, 

analyses indicated that participants scored significantly lower on the EPoC Task 4 

posttest than on the pretest. Teacher 1’s group significantly increased scores over time on 

Task 1. In sum, by independent variables, significant results of the EPoC indicated a 

negative relationship with the study and CI on Task 4. Only Teacher 1’s group 

experienced a significant increase in scores on any of the EPoC tasks, specifically Task 1. 

Discussion of RQ1. Often researchers point to brief duration of studies as a 

potential reason for unexpected results and/or retention of null hypotheses (English, 

2013; Moga et al., 2000). However, the pilot study period was substantially shorter, two 

weeks, and the intervention more subtle, and yet, the results of the EPoC scores were 

significant and in the expected direction, that is, they indicated a positive relationship 
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between CI and integrative-thinking ability. In fact, Hartzler found that study periods 

between one semester and one year had the lowest average positive effect sizes as 

compared to both shorter and longer studies, and that half of the studies in that range 

experienced negative effects.  

In this case the results may be explained in part by the nature and period of the 

intervention, as well as the grammar of schooling. Specifically, this period of nearly three 

quarters also provided time for students to learn formulaic, unoriginal writing structures, 

perhaps explaining the decrease on the verbal productions in which judges were asked to 

score the stories on originality. This may be supported by the fact that on the graphic 

tests, the drawings, both the study and the intervention appeared to have a positive, 

nonsignificant effect on the EPoC scores. Students were not receiving art instruction from 

their other teachers, nor were the drawing assignments for the participants taught in a 

formulaic manner. To the contrary, instruction in writing assignments at the site was 

often formulaic. Hence, the context of a traditional public school with typical instruction 

in writing may have squashed creativity, thus helping to demonstrate that CI alone did 

not contribute to a general ability in creativity as measured by the EPoC instrument. This 

may hold particularly true when the intervention consists of a simple thematic model of 

integration as opposed to a pure inquiry-based model, as in this case. Furthermore, this 

model of CI and the lesson plans provided for minimal practice of creative productions. 

Of course, the studies in Hartzler’s (2000) meta-analysis did not attempt to 

measure integrative thinking, rather most of the studies used standardized and teacher’s 

tests to measure disciplinary achievement. Only 2 of the 30 studies cited in Hartzler’s 
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meta-analysis involved ELs, Berney and Barrera’s (1990) and Garcia’s (1990). Both of 

those studies used standardized tests of language and math skills; neither employed a test 

of thinking skills even though the intervention in Garcia’s study emphasized higher order 

thinking skills (as cited in Hartzler, 2000). Given that the qualitative data in this study 

revealed that participants in the intervention group demonstrated a greater range and 

quantity of cross-disciplinary connections, this study may point to near but not far 

transfer of integrative thinking. That is, participants were able to synthesize the subjects 

being integrated, but this did not translate into an improved general integrative-thinking 

ability. Thus, future research may want to develop instruments that test for integrative- 

thinking ability specific to content areas, as opposed to as a subset of creativity in 

general, if this ability is of interest and value. 

Nonetheless, one reason no significant differences in integrative thinking between 

groups appeared may have been that the intervention and comparison groups both 

received within-subject integrated instruction. Furthermore, that all participants by all 

independent variables experienced a decrease in scores on the verbal task, Task 4, may 

have to do with the typical grammar of schooling, specifically the prevailing strategies 

and styles of writing instruction, as well as the specific ESL curriculum at this site. As Sir 

Ken Robinson noted in his TED talk (2010), children test high in creativity upon entering 

school, but steadily score lower and lower as they regress over the years. The curriculum 

and teachers at this site may have inculcated a more structured, typical, expository 

writing style that the judges scoring the EPoC tasks would typically find less creative. 
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Thus, they scored lower on the verbal tasks that tested for integrated-thinking as a facet 

of creativity. 

 Research question 2. “What is the effect of interdisciplinary instruction on other 

student achievement indicators in high school ESL students?”  

The purpose of this question was to add to the base of research that has measured 

the efficacy of CI by achievement in subjects involved in the integration, in this case 

English and history (Drury, 1995; Marie, 1996). Furthermore, this study adds to a 

relatively small number of studies that have focused on high school, and a dearth of 

research that has investigated the efficacy of CI applied to the ESL population in high 

school (Goldenberg, 2013; Hattie, 2009). To answer this question, I collected and 

analyzed history and English standardized test scores and class grades. Specifically, 

other-achievement dependent variables consisted of scores on the WIDA and history 

SST, RQ2a, 2b, final English and history grades, RQ2c, 2d, and change in English and 

history grades from first to third quarter, RQ2e, 2f. For this data, raw scores were 

transformed into z scores. Means were compared using t tests on the dependent variables 

by experimental group, teacher and gender, that is, the independent variables.  

While there were no significant differences between groups on the standardized 

tests, the grade data showed significant differences between the genders. Given that grade 

data did not meet the assumption of normal distribution, the Mann-Whitney U test was 

used to analyze grade data. Female participants had a significantly higher average rank 

than male students on final English grades, and they also improved their English grade 

significantly more than their male counterparts over the course of the study.  
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Nonsignificant trends of the standardized test data suggest a positive relationship 

between CI and student achievement. The composite scores of the WIDA test of English 

ability range from 1 to 6. Analysis of these scores indicated that participants in the 

intervention group scored more than a point higher than students in the comparison group 

on average. Passing the SST in history is a requirement for a high school diploma in the 

state, and the passing score is 400. The average score for the intervention group was 

431.74, whereas the average score for the comparison group was 429.06. This 2-point 

difference was not statistically significant, yet for the student who scores 399 instead of 

401, that difference proves quite important. Without reasonable, evidence-based 

expectations for EL performance on the SSTs, we cannot determine whether the strong 

performance of the sample on these standardized achievement tests contributed to a Type 

II error.  

Furthermore, students in the intervention group improved their grades in both 

history and English more than students in the comparison group. The difference was not 

significant, nonetheless, these results in English were unexpected. A common assumption 

is that if time in English class is dedicated to integrating history and art concepts and 

skills, then basic skills in English will suffer, and some research supports this (Harland et 

al., 1998). In fact, T1 expressed this fear and perception during the interview. Often 

researchers and proponents of CI hope that data simply indicate that student achievement 

in the disciplines does not significantly suffer from integration. Thus, Vars (1991a) and 

Hartzler (2000) claim students received integrated instruction while achievement in the 
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academic disciplines did not drop, and in many cases improved. In this case, the English 

grades and standardized test scores actually increased, although not significantly.  

In sum, the quantitative data was largely inconclusive. Results of the assessment 

of integrative thinking as a subset of creative ability indicated significant decreases in 

performance on one verbal task by the entire sample, and females did better than males 

on English grades over the course of the study period. However, the trends of 

nonsignificant data suggest a positive relationship between CI and creative ability as well 

as student achievement. In other words, the results of this study support the conclusions 

of Vars and Hartzler, in that students in the intervention group performed at least as well 

as their counterparts on standardized achievement tests in the disciplines.  

Research question 3. “What did the teachers’ implementation of CI involve?”  

From analysis of the data collected to address this question, two themes emerged 

that may have influenced the quantitative results. First, the intervention, for example 

units of integrated curricula, were interdisciplinary rather than transdisciplinary. 

Moreover, the comparison units included within-subject integration. This may have 

affected the results, particularly the EPoC data, being that the EPoC instrument tests for 

general integrative thinking ability. Second, the units were designed and lessons were 

planned collaboratively. The teachers reported that the collaboration was effective and 

positive. To the extent that these reports match the teachers’ perceptions, collaboration 

may have affected the results. What follows briefly summarizes and offers some 

interpretation of the analyses of data in response to RQ3.  
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Theme 1: A thematic interdisciplinary-multidisciplinary model. As 

aforementioned, models of CI range from interdisciplinary to transdisciplinary. Klein’s 

(2002) hierarchy ranks thematically correlated designs in K-12 as the “lowest” model and 

transdisciplinary designs that do not recognize distinct disciplines as the “highest” (p. 

11). Reading historical fiction, such as The Odyssey and Julius Caesar, in the English 

course while students studied the corresponding eras in history, is an example of a low-

level method of integration according to Klein’s hierarchy. Some activities, such as 

mapping ancient Greece, were reinforced in both the English and history classes, and thus 

met criteria for multidisciplinary designs. Regardless, the units that made up the 

intervention were largely on the “lower” end of the CI continuum, and clearly discipline-

based.  

The design of the intervention may have affected the results. Qualitative data 

indicated that intervention group participants exhibited greater breadth and depth of 

cross-content connections. However, between the experimental groups, quantitative 

analysis of the EPoC data indicated significant difference in scores on just one of the four 

tasks, and the comparison group outperformed the intervention group. This may be 

because the type of synthesis that the intervention required actually demanded that 

students identify, remember, and at a base level understand and analyze, but did not 

require students to practice much synthesis nor creativity. To illustrate, during the focus 

group interview, participants from the intervention group remembered that they read The 

Odyssey and Antigone; they could identify those works as belonging to periods that they 

studied in history. To do that, they needed to understand the language of instruction, that 
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English and history were distinct disciplines, and, thus needed to analyze which skills and 

topics were taught and learned in each subject. However, they did not create the stories, 

nor did they integrate these works of literature with the history curriculum. Homer and 

Sophocles wrote the stories, and the collaborative teams involved in this study created the 

curriculum. In other words, the model of integration focused more on students knowing 

rather than doing the higher order thinking skills on Bloom’s taxonomy. Had we adopted 

a transdisciplinary model the results may have showed that CI significantly affects 

integrative thinking as measured by EPoC, as occurred in the pilot study (Brown, 2011). 

To be sure, benefits of the interdisciplinary model may be lost by implementing a 

transdisciplinary model. Standardized tests based on disciplines, one contemporary aspect 

of the grammar of schooling, may necessitate disciplinary instruction. Furthermore, the 

intervention did demand some higher order thinking skills in their writing assignments 

and visual arts assignments. However, the comparison group engaged in equivalent 

practices of creativity. The difference between the groups’ activities lay in the bits of 

content knowledge applied to those creative assignments. Therefore, it may be possible to 

effectively improve both lower and higher order thinking skills through a low-level 

integration model. In our case, the results suggest we may have focused more on 

disciplinary content and lower order thinking skills; whereas, if improving integrative-

thinking ability is an objective, practitioners may have to provide students with more 

opportunities to practice synthesizing and creating.  

Theme 2: Collaboration perceived as positive and effective. Evidence suggests 

that the collaboration involved in this study was intentional and intensive. Although the 
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CT spent just two days working on the curricular intervention for the study, the RT 

communicated weekly in order to plan, implement, and reflect upon the curricula for both 

experimental groups. Hence, the collaboration between T1 and T2, the RT, generated a 

wealth of data. This data suggested that T1 and T2 perceived the collaboration as positive 

and effective. From the interviews and memos it appeared that the positive perceptions 

may in part be explained by diverse attributes and in part by the purpose for the 

collaboration. Both experimental groups performed very well on state standardized tests 

and the quantitative analysis found almost no significant differences between teacher 

groups. Collaboration may provide some explanation for these results. What follows 

provides a synopsis of that data as well as an interpretation of the analysis.  

The quantitative data indicated that students from both groups did very well on 

the performance indicators, that is, the dependent variables. Specifically, while the 

intervention group scored slightly higher on both the history SST and the WIDA, both 

groups improved by more than a level on the WIDA, and the participants’ pass rate on 

the history SST, 77%, was better than their peers in both the district (73%) and state 

(72%). Furthermore, our sample consisted entirely of Level 3 ESL students, whereas the 

EL categories that take the history SSTs include Level 3s, 4s, 5s, and 6s. Hence, all 

participants scored unexpectedly well on the standardized tests, and surprisingly, there 

were no significant differences between teacher groups on those tests. 

Collaboration emerged as one possible reason why students performed so well on 

the SSTs regardless of the teacher. The data from memos and the interview pointed to a 

mutual sense that the lesson concepts, knowledge bases, and teaching styles that the 
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research team members possessed were complementary and that these complementary 

traits ultimately benefited the students in the study. It follows logically that to the extent 

that the RT assimilated each other’s concepts and styles they mitigated potential 

differences. Furthermore, given that beliefs and expectations affect outcomes, that both 

teachers believed the collaboration was benefiting their teaching and their students may 

have had a positive impact on both teacher efficacy and student performance.  

Horwitz and Horwitz’s (2007) findings on the positive impact of task-related 

diversity and Fleming’s (2014) study of disciplinary diversity on a team may inform in 

part why the collaboration was perceived as positive. T1’s sentiments echoed what 

scholars such as John-Steiner (2000) and Hargreaves (2003) have come to believe about 

the vital role collaboration plays in a teacher’s quest for competence and development. 

As Hargreaves (2003) declared, “No one teacher knows enough to cope or improve by 

himself and herself. It is vital that teachers engage in action, inquiry, and problem solving 

together” (p. 25). The problem of teachers’ lack of sufficient knowledge multiplies when 

attempting CI, and some scholars view collaboration as a natural solution (Fidalgo-Neto 

et al., 2014). We each brought different skills and attributes to the project. Our divergent 

characteristics made us feel more capable of achieving the objectives of the collaboration. 

Thus, we felt that the collaboration was worthwhile. This may have implications for 

further research on establishing collaborative teams, that is, the question being not if, but 

who should collaborate. 

In addition to who, what the collaboration is for, that is the purpose, seems to 

have contributed to positive perceptions. In the interview, T1 stated that the amount of 



183 

time and effort involved in our collaboration was similar to that of other collaborative 

teams. However, she called a lot of the meeting time with her history team a “waste of 

time” because they spent time looking at student performance data without any 

opportunity for doing something in response to the data. Whereas, it was clear from her 

interview that T1 felt our meetings focused more on planning and less on reflective data 

analysis than her other collaborative teams and, moreover, that she valued collaboration 

for plenary purposes more than collaboration for evaluative purposes.  

In sum, data from the memos and interview suggest that we mitigated our 

differences by acquiring each other’s strengths and/or helping one another. This may 

have contributed to explaining why the results showed no significant differences between 

teacher groups. In addition, if our perceptions of the collaboration correlated with and/or 

engendered actual improvements in teacher efficacy, then collaboration may have 

contributed to high performance of the entire sample on the SSTs. When both 

experimental groups perform very well on dependent variables the potential for finding 

significant results between them is reduced. Finally, the objective of the collaboration 

being to develop and implement CI may have focused our energies on plenary more than 

evaluative discourse, and thus contributed to a more positive collaborative experience.  

Research question 4. What did integrative thinking look like as expressed by 

participants across groups in this study?”  

In the initial design of the study RQ4 was, “How and why is integrative thinking 

influenced by curriculum integration?” and RQ5 was, “How and why are other 

achievement indicators influenced by curriculum integration?” Over the course of the 
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data analysis these questions evolved into RQ4, “What did integrative thinking look like 

as expressed by participants across groups in this study?” I relied mostly on the interview 

data to address this question. While transcribing and coding responses to Question 3 of 

the semistructured interview, “Are you able to connect or use what you learn in English 

to other classes?” it became apparent that CI engendered independent interdisciplinary 

connections, as well as creativity above and beyond that of the comparison group as 

perceived by the RT. What follows summarizes and discusses these findings derived 

principally from qualitative data sources.  

Theme 3: CI engendered independent interdisciplinary connections. The first 

question of the poststudy interview with T1 was, “What were your general impressions of 

the project?” This open-ended question allowed her to talk about anything, yet her first 

response noted differences she perceived in synthesis between the groups. Specifically, 

T1 was most impressed by the intervention group’s greater capacity for cross-curricular 

connections relative to the comparison group, and the focus group interviews seemed to 

corroborate this difference between groups. The third question of the interviews was, 

“Are you able to connect or use what you learn in English to other classes?” Experts such 

as Jacobs (1989) cite linkages and connections across disciplines as a primary purpose of 

interdisciplinary curricula. In response to the question about their ability to connect 

learning in English to other classes, the only connection participants in the comparison 

focus group identified was vocabulary. While some students in the intervention focus 

group also mentioned vocabulary, a number of them made connections to history and 

across language domains. It follows logically that if the intervention explicitly connected 
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history and English and the control group curricula did not, then students in the 

intervention group should identify more connections between the two, and analyses of the 

interview data with both the focus groups of students and the teacher support this 

conclusion. That students in the intervention group scored higher on the history SST and 

on history grades may support that indeed, the intervention group connected more of their 

work in English class to history and that these connections improved performance on 

assessments of the history curriculum. 

Theme 4: Teachers’ perceived differences in creativity. Student sample work 

may also help us understand how the experimental groups’ interdisciplinary connections 

and creative productions differed. The samples provided examples of how different 

assignments led to diverging forms of integration and creativity. Of course, having both 

groups create graphic visualizations may have mitigated quantifiable significant 

differences that would have appeared if only the intervention group engaged in that 

activity. However, in the interview T1 said she noticed more creativity in the art and 

poetry of the intervention group participants. From student portfolios we collected at the 

end of the year, I found four poems written in response to similar assignments given to 

both the comparison and intervention groups. My evaluation of the poems, according to 

Brookhart’s (2013b) rubric, supported T1’s observation: The two poems from the 

intervention group scored higher than the two from the comparison group. However, I 

was the sole evaluator and took no steps to establish reliability nor validity of the scores. 

The rubric and poems were provided in Chapter 4 so readers can judge for themselves. 

Hence, while this may corroborate T1’s perception that the intervention group’s work 
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was more creative, validity was not established. Furthermore, the quantitative results 

from the EPoC instrument did not support this finding. This could be because the teacher 

noticed more nuanced, small differences that showed up as nonsignificant differences 

between groups on EPoC. On the other hand, it is also possible that the difference in 

creativity in the students’ work was specific to the given assignments and did not transfer 

to a general difference in creativity.  

Conclusion: How and why CI influenced integrative thinking. Quantitative 

data, specifically the results from the EPoC instrument, did not conclusively demonstrate 

that the intervention had a positive impact on integrative thinking as a facet of creativity. 

Participants’ performance on most of the EPoC tasks resulted in nonsignificant increases 

in scores over time, yet the only significant change in a task was a decrease over time. 

However, qualitative data such as the interviews and sample work suggested that the 

intervention had a positive impact on integrative thinking and creativity. Interviews with 

both the teacher and students indicated that the intervention group made connections 

across content areas in a variety of ways, whereas participants from the comparison group 

only reported vocabulary connections. In addition, analysis of student sample work may 

support T1’s claim that curriculum integration had a positive impact on the creative 

ability of students in the intervention group. Thus, while data generated by the EPoC 

instrument did not indicate a significant increase in generic integrative thinking as an 

aspect of creative ability, the qualitative data suggest that the curriculum integration that 

involved integrating historical fiction with history and assignments that used historical 

primary sources to create contemporary abstract poetry, engendered a greater scope of 
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interdisciplinary connections and more creative productions than the comparison group’s 

curriculum.  

The indication of both the quantitative and qualitative data to near rather than far 

transfer of skills aligns with the results of Moga et al.’s (2000) meta-analyses. They 

found that studying creative drawing increases performance on tests of creative drawing, 

but not on tests of creative writing. Similarly, analysis of the data has led me to conclude 

that interdisciplinary curricula fosters synthesis of concepts within the content of the 

disciplines studied, but does not engender ability to synthesize in general. 

This distinction may prove beneficial to the field for a number of reasons. 

Namely, improvement in our capacity to analyze, delimit, and define creativity may 

enhance our ability to foster creativity. There may be a general creative ability. Often we 

associate creativity with the arts, and scholars like David Perkins persuasively argue that 

studying the arts develops creative thinking ability more effectively than other subject 

matters (1981). The folk concept of a creative intelligence may stem from individuals 

such as Sonia Boyce, Leonardo DaVinci, Michelangelo, Bing Crosby, Jamie Foxx, Will 

Smith, Gordon Parks, Eartha Kitt, Sturtevant, and others who seem able to paint, sculpt, 

sing, act, dance, and write, in other words, create in multiple distinct art forms. This may 

be why some assignments in K-12 and other settings include the relatively unhelpful 

directive to be creative—unhelpful because often there is no understanding of what that 

phrase means.  

To be sure, creativity and synthesis are implicit in a number of the intelligences 

identified by Gardner, and Sternberg explicitly discusses the role of creativity within his 
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theory. Yet, neither Gardner’s multiple nor Sternberg’s triarchic theories of intelligence 

identify creativity as an intelligence. Gardner (1999) wrote that there is no artistic 

intelligence, but rather the multiple intelligences can be applied to creating art. Baer 

(1998) declared that the evidence from research on creativity shifted the paradigm from 

the belief that creativity was a general ability to the idea that creativity was domain 

specific. The current thinking seems to have moved toward a combination, that creativity 

is multifaceted, i.e. that disciplinary knowledge as well as intelligence are two of a 

number of factors contributing to creativity (Barbot, Besançon, & Lubart, 2011; 

Sternberg, 2006). Hence, when academic interest in creativity sprouted in the 1950s, 

Einstein’s creative output would have been attributed to his genius, whereas 

contemporary scholars would give some credit to his knowledge of math and science, the 

context, and motivation (Barbot et al., 2011; Sternberg, 2006). The developers of the 

EPoC instrument believe that creativity is an ability that can be practiced and learned. In 

addition, their instrument corrected for some of the critiques of the Torrance Tests of 

Creative Thinking by testing for domains, specifically verbal and graphic, within both 

divergent and integrative constructs, as well as offering online scoring capacity (Barbot et 

al., 2011; Kim, 2006). However, based on this study, I suggest researchers may want to 

focus on testing for creativity within specific disciplines rather than within psychological 

domains.  

Thanks in no small part to Bloom’s work, as well as the work of Project Zero, 

which was founded by Nelson Goodman to study learning in and through the arts, and 

others, we have begun to develop some ideas that help define and delimit creativity. The 
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result of creativity is a production: an essay, a piece of furniture, a musical composition. 

Synthesis, combining elements, is one method of creativity. Executive Chef Vishwesh 

Bhatt combines traditional ingredients from the southern US with methods and spices 

from southern Asia in order to create dishes that are surprisingly original. Originality is 

also associated with creativity. Incremental progress by extending prior concepts may be 

another method of creating an original product. Einstein lifted off from Newton, The 

Beatles from Chuck Berry, Van Gogh from Impressionists as well as his contemporary 

Post-Impressionists. The advent of consumerism and the age of technology bestow 

primacy upon incremental invention. Rather than waiting decades between Alexander 

Graham Bell’s and Heddy Lamar’s contributions to modern communications, every year 

engineers need to produce some innovative improvement upon last year’s model. Thus, 

we progress. 

Therefore, the evidence from this study may help us improve education praxis in 

two salient manners. First, the indication of near rather than far synthesis begs the 

question of the efficacy of attempts to teach creativity in general. Perhaps we should 

focus on helping students be creative within specific disciplines rather than trying to 

develop a general ability. This would extend and align with much of Jacobs’s work on 

CI. Second, that this study found incremental, but not significant, improvements in 

standardized test scores, follows the incrementalist theory of progress, and may indicate 

the need for consideration of incremental differences with sophisticated analytic methods. 

To illustrate, rather than a directive to be creative on various projects, within disciplines 

teachers may instead ask students to think about how their project may add to our current 
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knowledge. In addition, they may ask students to use information from at least two other 

disciplines or sources in order to create an original work. In this manner, by focusing on 

limiting possible combinations and incremental steps, students may experience 

incremental improvement, as they did in this study. 

Limitations  

Implicit in the critical realist stance, particularly as a progression from 

pragmatism, social situations, including research, may be conceptualized as having three 

categories of influence: the individual observer, the observed, and the context within 

which they both exist (Creswell, 2015; Pearce, 2015; Tikly, 2015). In this case, if I am 

the observer, the sample and resulting dependent variables are the observed, and the site, 

the region, and study design represent the context, then all three categories contributed 

threats and limitations to this project. The qualitative data was subject to researcher bias 

and effect, as per the Hawthorne effect. In addition, the sample was small and did not 

represent the general population of students. Within the realm of CI, the intervention was 

relatively simple and subtle, yet, compared to education research in general the 

complexity of the intervention may have compromised validity of the results.  

Researcher bias and effect. Science has progressed such that we now know that 

researcher effect exists in all studies, regardless of design and methodology (Monahan & 

Fisher, 2010). Thus, trustworthiness is established by describing study procedures, 

revealing researcher bias, providing data trails, and employing methods for verifying 

reliability and validity. To the best of my ability, I have shared the study processes and 

my biases. Many of the study procedures come with verifiable data trails, such as study 
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approvals, consents, memos, emails, participant blogs, and student samples. Members of 

both the RT and CT reviewed the relevant sections of this report for accuracy. The 

primary source of qualitative data, the interviews, were recorded. Responses of 

participants in these interviews provided further triangulation and verification that the 

study was implemented as described in this report.  

Despite these efforts to establish validity, bias and researcher effect affected the 

study. The Hawthorne effect, an omnibus of a number of related effects, such as the 

observer, Pygmalion, placebo, and research-participation effects, potentially influenced 

results in a number of ways (Gillespie, 1993; Landsberger, 1958). For instance, given that 

I was the interviewer, T1 and the students in the focus groups may have been more 

inclined to provide positive rather than negative responses regarding our collaboration. 

Moreover, the extent to which the RT expected certain outcomes and/or cared about them 

may have affected results, findings, and their subsequent report. In fact, since the 

quantitative results were inconclusive one might deduce that experimenter effect was 

weaker than the placebo effect. In addition, as with all investigations, the mere 

occurrence of the research may have affected behaviors of the participants, and/or the 

researchers in ways that influenced the results. The study design included methods to 

control for some effects. For example, having two teachers implement the study and 

operationalizing the teachers reduced the threat of experimenter effect, and, thanks to the 

pilot study, I was able to avoid the halo effect within the analysis process of EPoC data.  

Mayo (1933), who led the original Hawthorne experiments, concluded that human 

desire to please one another outweighs individual interest. Hence, since I conducted the 
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interview of the other teacher and the focus groups, the responses in the interviews may 

have been colored by participants’ desire to please me. On the other hand, Blichfeldt and 

Heldbjerg (2011) argue that an interviewer who has developed trust over time may garner 

more honest responses, both because the interviewees feel more comfortable and the 

interviewer’s knowledge of the participants can minimize false reports. Open-ended 

questions also help reduce experimenter bias and engender more truthful responses (Reja, 

Manfreda, Hlebec, & Vehovar, 2003). The member checks that were conducted may also 

address this effect to some extent. Moreover, while the effect is generally accepted, 

apparent flaws in the methodology of the original Hawthorne experiments call into 

question their validity (Levitt & List, 2011). Of course I could have taken more measures 

to control for these effects. However, particularly given that replication of 

implementation in natural settings was a desired outcome, consideration of the benefits 

and pragmatics of the design offset the inherent threats.  

Sample limitations. With just 66 participants selected from intact classes, the 

sample was small for the quantitative portion of this study. As noted in Chapter 3, the 

sample size, N = 66, lacks adequate power for statistical inference. Also, although 

operationalizing the teachers as independent variables controlled for between-group 

experimenter effect, given that participants were chosen from intact high school ESL 

classes taught by the CI research team, it is difficult to consider them as fully independent 

groups. Of course ELs are not representative of the general population, and thus, findings 

and results from this study, if generalizable at all, should only be applied to similar 

populations of ELs (Mitchell & Jolley, 2013; Zimmerman & Williams, 2000). 
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Furthermore, limiting a sample to a category such as ELs may exacerbate the effects of 

restricted range, and, as explained by Zimmerman and Williams (2000) and Mitchell and 

Jolley (2013), restricted range can limit significant findings. Thus, in this study, the 

limitations inherent in the small sample representing a restricted range may have 

combined with threats such as the Hawthorne effect and the related researcher and 

placebo effects to make discovery of significant differences difficult. Hence, reasonable 

expectations for ELs and other issues related to the restricted range in this study are 

addressed further in this chapter.  

Despite these expected difficulties, ELs were purposefully selected in part to fill a 

gap in the research base. EL studies were excluded from Hattie’s (2009) work, and the 

base of CI studies with ELs remains minimal. Thus, given limited resources, I accepted 

the threat of restricted range and generalizability to all high school students in order to 

meet the need for research with the EL population. Moreover, while participants came 

from intact classes, they were assigned to those classes randomly and the sample included 

all Level 3 ESL students at the site. Thus, while the sample did not represent the general 

population at the site, it did represent WIDA Level 3 ELs at the site.  

Intervention limitations. The intervention period may have been too long, and, 

moreover, both the simplicity and complexity of the intervention threaten the validity of 

the study. Hartzler’s (2000) meta-analysis of studies of effects of CI programs on student 

achievement indicated that intervention periods with durations of between a semester and 

a year resulted in less positive significant results than study periods that were shorter or 

longer. This seems counterintuitive yet the results of the pilot study and this study align 
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with Hartzler’s findings. The pilot study involved a shorter period, yet results were 

significant. This study lasted longer than a semester but fell short of a full year. Thus, in 

this case, perhaps the intervention was too long. Hartzler did not offer much explication 

for this phenomenon other than that category had a relatively small number of studies 

compared to the others. Inherent complexities and deficiencies in naturalistic inquiries 

and investigations of curriculum integration obfuscate definitive analysis given that 

studies set in schools cannot control for the myriad influences, and, moreover, each CI 

study has substantially divergent differences in design including duration, disciplines, and 

assessments. However, the results from the EPoC instrument may provide a clue worth 

following in future investigations. Two of the tasks on the EPoC instrument were writing 

tasks and two were drawing. It was on the writing tasks that student scores decreased 

over the course of the study. The curriculum at the site included writing instruction in all 

of the participants’ subjects, and that instruction consisted of less creative and more 

formulaic writing—whereas participants did not receive instruction in drawing from all 

of their teachers. Future investigations may compare relative impact of study duration 

and the effects of site-specific instruction in CI interventions.  

While complex compared to interventions that do not involve whole curriculum 

changes, within the realm of CI, this intervention which mostly involved humanities 

content was simple as compared to a pure CI model in which each student would be 

involved in her own inquiry-based learning project. The simplicity of the intervention 

may not have been well-suited to the EPoC instrument. Because it was a content- and 

thematic-based interdisciplinary instruction as opposed to pure, transdisciplinary 
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integration employing the inquiry-based learning method, the intervention may not have 

included sufficient practice in creative activities to warrant a measure of creativity. In 

other words, most other studies of CI do not test for integrative thinking as an element of 

general creativity, and the lack of significant findings in this study may be due in large 

part to the fact that the intervention was not designed to improve ability in creativity.  

In addition, the complexity of curricular interventions, as opposed to single skill 

or strategy interventions, compound validity threats. For example, in a simple single-

strategy study, such as a study investigating efficacy of graphic organizers, the 

experiment may have a comparison group use a different organizer, or no organizer, or 

the same organizer for a different number of instances than the experimental group, with 

the rest of the instruction held relatively equal. With a whole-curricular intervention, a lot 

of the instruction is different by design, and some of the differences may not be distinctly 

parsed out, operationalized, nor controlled for methodically. For example, in the case of 

this study, reading levels between the groups were not controlled for, and the comparison 

group received the usual instruction which included within-subject integration. These 

complexities may have affected the results. However, these threats from complexity were 

in large part based in the decision to make the study as naturalistic as possible. For 

instance, rather than writing or rewriting texts such that their reading levels were 

equivalent, we selected extant texts that teachers would typically use. Likewise, the 

curriculum for the comparison group was the typical curriculum at the site, which 

included within-subject integration. To remove the within-subject integration would be 

akin to a diet pill study having a comparison group that was not allowed to exercise at all.  
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Summary of limitations. Social situations including research may be 

conceptualized as having three categories of influence: the individual observer, the 

observed, and the context within which they both exist. In this study all three facets came 

with limitations. As the observer I introduced some biases and limitations. The sample 

was small and restricted and the study was set within an operating school. However, one 

reason the sample was restricted is that ELs are underrepresented in the literature on CI. 

Moreover, while a school setting prohibits some aspects of true experimentation and 

threatens implementation fidelity, it reduces the problem of applying strategies that do 

not work in real schools. For example, teachers should be prepared to use slightly higher-

level readings in order to correlate with history curricula. In sum, this project was limited 

by: (a) a relatively small sample that consisted of a restricted range of participants, (b) 

researcher bias, and (c) an intervention whose complexity of elements and simplistic 

model generated threats to both internal and external validity. Moreover, as an unfunded 

project with scarce resources, data collection and analyses were subject to the 

researcher’s time and capacity. Therefore, although reduced and controlled for, teacher 

effect threatened validity, particularly given that the collaboration between the two 

teachers was not operationalized. Limitations notwithstanding, this study builds on the 

work of practitioners integrating humanities (Jones & Ross, 2005; Pearle & Holder, 

2005), and adds to the research on such practice (Catchings, 1981; The Eight-Year Study, 

1942; Hartzler, 2000; Moga et al., 2000). Despite lacking resources, a wealth of data was 

collected from multiple sources which combine to build a case for trustworthiness. In so 
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doing, the study offers guidance, suggestions, and recommendations for educators, 

researchers, and policymakers, particularly for high school ELs.  

Recommendations for Practice and Research 

Any study of student achievement begins with assumptions that we want students 

to achieve something. It starts with the researcher’s underlying philosophy of the purpose 

of education. I have come to believe the purpose of education is to help students discover 

and develop their skills and abilities. Given the specific limitations of the study as well as 

my ontology which falls on the constructionist side of the critical realist continuum, even 

had more of the study results proved significant, I would hesitate to enumerate 

implications. The word “implications” connotes the researcher determined righteous 

courses of action. In my view, educational research, with all the aforementioned issues of 

variations in contexts, measurement error, and researcher bias should not suggest 

prescriptive courses of action. At the same time, this study may provide some guidance 

for researchers and stakeholders on a number of issues including how to better achieve 

the purpose of education, that being how to help students discover and develop their 

skills and abilities. More specifically, in the introduction I stated this study addressed 

three problems which are commonly noted in the literature on CI: a lack of 

implementation, a lack of authentic arts integration, and a lack of empirical evidence 

based on quantitative research methods. Hence, what follows are simply 

recommendations based on what I learned from the effort to contend with these issues.  

Implementation. This project met an immediate need for more interdisciplinary 

instruction at the site as per the evaluation of the accrediting local education authority. 
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Thanks in part to the recommendations of researchers such as Collier (1995) to teach 

language through content, teachers of ELs at the site already implemented CI. However, 

in addition to the LEA, the ESL Department Chair suggested that EL teachers plan and 

implement even more integrated curricula. For this study, CI implementation was 

achieved through collaborative effort of the curriculum planning team, the CT, and the 

subsequent lesson planning and delivery by the research team. The CT spent 

approximately two days working on the unit plans and lesson ideas. The RT involved a 

substantially larger commitment that consisted of hundreds of emails and regular 

meetings throughout the study period. In addition, members of the RT and CT graciously 

gave time to member checking this report, the interview with T1, and collection of 

documents that added to their workloads. Of course, none of this could have been 

implemented without the support of the LEA and the administration at the site.  

 The literature on CI often points to both administrative support and collaboration 

as two crucial components for successful implementation (Drake, 1993; English, 2013; 

Jacobs, 2004; Venville et al., 2002). In this case, neither proved particular hardships. The 

LEA and site administration wanted, and in part inspired, this project, and, even though 

the project added to the workload of the RT, memos and the interview with T1 indicate 

that both teachers felt the collaboration was a positive experience. 

 Before the pilot study (Brown, 2011), I considered a less collaborative model for 

CI. I thought about adopting or creating unit and lesson plans without input from 

instructors at the sites. For a number of reasons I decided upon a collaborative approach. 

I felt that by collaborating from the plenary stage I might (a) enjoy greater buy-in, (b) 
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garner valuable input that would improve the lessons, and (c) enjoy the interpersonal 

interaction with adult colleagues, which is not as prevalent in the teaching profession as 

compared to other professions (Dussault, Deaudelin, Royer, & Loiselle, 1999; Lieberman 

& Miller, 1990). This decision was based in part on the research base and literature on 

CI, but in part on personal preference. Reflecting on the literature, my experience, and 

this study, I disagree with those who claim collaboration is necessary for CI (Drake, 

1993; Fullan, 2001; Honigsfeld & Dove, 2010). Instead, if an LEA wants CI, then 

multiple paths to that end should be encouraged, including the lone teacher championing 

CI in her classroom, prepackaged top-down curricula, and collaborative efforts. Faculty 

buy-in should be a determining factor. I wanted to do this, and the other teacher in the RT 

agreed to work with me. Neither the method nor the curricula were forced on us. Forcing 

either could have had a negative impact on our job satisfaction and our students’ 

achievement, whereas the data indicated our students’ achievement was very high, and 

the collaboration may have contributed positively to our self-efficacy. So, as Dr. Flossie 

Chua posited, well-implemented disintegrated curricula is better than poorly designed 

integrated curricula (personal communication, July 9, 2012). While providing 

professional development for authentic integration of art and academic subjects, Dr. Chua 

also noted that for collaboration to be effective, the collaborators should like and respect 

each other. Research has documented negative outcomes that occur when collaboration is 

forced and ill-conceived (De Rond, 2014; De Wit et al., 2012). This implies one intuitive 

reason why researchers and pundits like Hattie point out that investigations of 

pedagogical strategies and methods alternately claim that all of them work and none of 
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them work: thoughtfully conceived and effectively implemented strategies work; poorly 

conceived and ineffectively implemented strategies do not work.  

 Through an iterative process of garnering buy-in and providing support and 

encouragement, Freire’s Interdisciplinary Project grew organically from a handful of 

schools to more than a hundred. If CI is an LEA objective, I recommend providing space, 

time, resources, and encouragement for teachers to be champions, or adopt packaged 

integrated curricula, or collaborate with colleagues in order to develop and deliver 

integrated units of instruction. Given these options and some incentive, teachers, with 

their diverse preferences, intelligences, and styles, may find their idiosyncratic barriers to 

implementation of CI somewhat diminished. 

 This all speaks to how to fill the presumed lack of CI implementation, but not 

with whom. The participants in this study ranged in age from 14-17 and represented both 

genders, as well as a variety of races, nationalities, and cultures. However, all participants 

were WIDA Level 3 ELs, so based on this study conclusions about which students might 

benefit from CI are limited to that population. The data did not conclusively indicate that 

those students significantly benefit. Yet, given the nonsignificant trends from the 

quantitative data, the qualitative differences in participants’ cross-curricular connections 

and creativity, and that the intervention group received more authentic arts instruction, I 

recommend encouraging CI for Level 3, high school ELs.  

 Given the choice, I believe well-designed and -delivered CI is more effective for 

all students than well-designed and -delivered disintegrated curriculum. To some extent 

research and practice, particularly The Eight-Year Study, Freire’s Interdisciplinary 
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Project, Hartzler’s meta-analyses, and Vars’s work support this claim. However, I do not 

believe that CI is best for all subjects and students at all levels. Rather, I recommend 

researchers stop asking which is better, and begin investigating which curricula works 

best for whom and at what level. To do this, researchers should stop lumping CI studies 

together; and, rather, use extant CI taxonomies to perform separate meta-analyses on the 

distinct types of CI (e.g. interdisciplinary and trans-disciplinary). Likewise, the impact of 

the distinct types of CI on diverse learners should be examined by analyzing results 

between groups with diverse characteristics including: demographics such as age, gender, 

socio-economic status, grade-level, ethnicity; typical designations such as special 

education, general education, and English learner; as well as variables gleaned from 

learning-style and multiple-intelligence inventories. This more nuanced research agenda 

will help the field begin to determine when and how to prescribe the most effective 

method of instruction for individual learners and desired skills. Until then, to the extent to 

which CI improves our ability to differentiate instructional pace and, thus, individual 

products, it remains a better method than disintegrated curricula.  

 This particular population and study revealed a need to control for more variables. 

The combination of restricting the sample to English learners and high achievement on 

the assessments hindered the ability to find significant differences between groups. More 

research should be conducted on the EL population to determine reasonable expectations 

for achievement in order to add to the base of empirical evidence. Reasonable 

expectations for ELs as relevant to the results of this study will be addressed in the 

discussion of empirical evidence below.  
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Authentic arts-integration (AAI). One of the primary reasons for integrating the 

arts with other disciplines is to increase students’ exposure to art for art’s sake. In other 

words, if a school or system has reduced or eliminated art from the curriculum as a 

separate subject, then at least students will get some time for art during periods 

designated for other disciplines (Edmonds & Eady, 2012; Thomas & Arnold, 2011). 

Another reason cited for art integration is that skills from art transfer to other academic 

disciplines (Catterall, 2002). Catterall (2002) uses evidence from neuroscience to support 

the conclusion that skills gained through art instruction transfer to other fields. However, 

this conclusion is based on a deductive leap that falls far short of infallibility. What we 

can conclude from this study is that we implemented visual art instruction into the 

intervention group’s curriculum without any apparent negative impact on students’ 

grades nor standardized test scores. In fact, nonsignificant results from the EPoC graphic 

tasks and the standardized tests suggest a positive relationship between CI and both 

academic achievement and creativity. Qualitative data also indicated a positive 

relationship between CI and creative productions. Therefore, like much of the literature, 

this study can add to claims that we added art instruction without adding time to the 

school day and without negative impact on the other disciplines (Burnaford et al., 2007; 

Edmonds & Eady, 2012; Thomas & Arnold, 2011). Particularly in districts that have 

suffered reductions in art instruction, stakeholders should consider AAI as a way to 

reestablish or enhance art in the curricula. However, researchers should design studies to 

align with assessments and outcomes. If the instrument assesses for general creativity, 

then the intervention needs to include sufficient practice of creative productions. This 
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study used an instrument that tests for a general ability in creativity. However, the 

intervention did not primarily focus on general synthesis nor creative activities in general, 

but rather, specific synthesis across prescribed disciplines and assignments involving 

some creativity within those disciplines. This may in part explain why the results of the 

analysis of the EPoC scores did not demonstrate significant differences in a positive 

direction with the intervention. 

A third reason cited for AAI is to use art activities in order to engage students in 

the target discipline. For example, if a student enjoys art and needs to improve basic math 

skills, then you could use art projects that require those math skills to motivate the 

student to learn them. The TOCA-C did not indicate that students in the intervention 

group were more motivated than students in the comparison group. Some comments from 

the interviews implied that the integration made for a more engaging and pleasurable 

learning experience. For example, T1 stated that she felt bad for the comparison group, 

and that one aspect she decided to continue poststudy period were the art activities. 

Student responses during the focus group interview indicated they enjoyed the art-making 

activities.  

Empirical evidence. The study gathered and analyzed empirical evidence, such 

as the scores on the EPoC instrument and standardized tests. However, results from that 

evidence were inconclusive. In this case inconclusive results contribute to the argument 

for CI because (a) results did not conclusively indicate negative impact on the 

quantitative variables; (b) students in the integration group received more authentic-art 

instruction; (c) qualitative data revealed that participants in the intervention group 
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synthesized disciplinary content with more breadth and depth. Add the fact that 

participants in the intervention group scored higher, although not significantly, than their 

counterparts on most quantitative variables including change in history and English 

grades, scores on the standardized history and English assessments and scores on the 

EPoC tasks, and it follows logically that school leaders should consider CI. 

Further analysis of the results suggests that a Type II error may have hindered the 

potential for significant differences to appear between groups on some of the dependent 

variables, such as the standardized test scores. Specifically, the combination of restricted 

range and high performance of the sample prevented significant differences between 

experimental groups. This should induce researchers to consider conducting more 

research with ELs to determine baseline reasonable performance expectations, and, if 

limiting the sample to ELs, design methods and analyses sophisticated enough to identify 

significance in subtle differences. Unreasonable performance expectations for ELs 

tenaciously, critically affect students, teachers, and other stakeholders. Researchers need 

to determine and disseminate reasonable expectations for this population (Brooks, 2012; 

Cook, Boals, & Lundberg, 2011; Short & Fitzsimmons, 2007; Wiley, Mathis, & Garcia, 

2005).  

Crosson (2013), Short and Fitzsimmons (2007), and other educators and 

researchers speak of the obstacles ELs face, such as the prevalence of poverty and 

minimal cultural background knowledge. When considering the paradigm of language 

acquisition established by Collier and Cummins in combination with the documented 

obstacles contemporary ELs face, when a group of ELs advance more than one level on 
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average on the WIDA within one school year, I believe that should be considered 

excellent progress. The research base on ELs is relatively lacking. Indeed, this past 

decade has seen the field struggling to determine what to call the population from ESOL 

students to ESL students to ELLs to ELs. However, data-informed baselines and 

reasonable performance expectations should be established in order to avoid the kind of 

beta error suffered by this study, and more importantly to prevent setting up ELs for 

failure. 

Perspicacious researchers may also glean some direction on intervention design 

and alignment with assessment instruments. For instance, if an instrument that tests for a 

general ability in creativity is used, then the intervention should include adequate practice 

of activities that require creativity in general. The intervention in this study was 

interdisciplinary, not transdisciplinary. Thus, if the qualitative data is any indicator, a 

quantitative instrument that tested for synthesis of the content that was taught may have 

been more appropriate.  

In sum, the empirical evidence adds to the base of research that makes the case for 

CI using the argument that students receive instruction in more disciplines and 

demonstrate more HOTS, without any negative impact on achievement in core academic 

disciplines. Furthermore, the study reveals some of the problems with research involving 

CI and tests of creativity: Both are too general. To this point, most large studies, 

including The Eight Year Study, Hartzler’s (2000) meta-analysis, and Hattie’s (2009) 

synthesis mix all types of CI together. CI should be studied by subcategory, not lumped 

together. Thus, researchers should develop a base of interdisciplinary research and a 
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separate base of transdisciplinary research, then enhance our understanding of nuances by 

further breaking down effects by grade level, method, disciplines involved, and other 

contextual factors and variables.  

Collaboration: complementary and voluntary. The interaction of collaboration 

with CI requires further research as collaboration was not treated as a variable nor 

controlled for in this study. The collaboration data from this study may guide the design 

of future studies such that they (a) explore concepts such as equal vs. hierarchal 

collaborative models, (b) control for collaboration, and/or (c) compare CI with 

collaborative aspects to CI without, among other possible research topics. In short, 

studies should control for these effects and research on collaboration should continue to 

investigate optimum task and team member attributes for desired outcomes.  

From this study and my experience, I recommend school leaders establish 

proactive purposes for collaborating, pair teachers with divergent characteristics, and 

make the experience voluntary (Drake, 1993; Honigsfeld & Dove, 2010; Horwitz & 

Horwitz, 2007). It is worth repeating: There were no significant differences on any of the 

measures between the students with the young, first-year, female teacher and those with 

the older, experienced, male teacher. More importantly, the students performed extremely 

well on the instruments compared to their peers in the district and state. In my case, the 

simple act of meeting with the other teacher to plan for both groups made me feel better 

prepared for the classes. However, as with CI, I would not recommend forcing 

collaboration, rather, beware negative impact as evidenced in De Wit et al.’s (2012) 

meta-analysis.  
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Summary of recommendations. Given the lack of studies on EL populations, 

investigations of ELs are needed, particularly to determine reasonable expectations 

within the context of the apparent disconnect between current standards in the US and the 

seminal theory and research base developed by Collier and Cummins. Of course more 

research to examine how and why integrated curricula affect student achievement and 

HOTS should be conducted, and the studies should employ rigorous qualitative analytic 

methods in order to construct a comprehensive theory. This may be achieved through 

more extensive interviews with selected participants. In addition, continued analysis of 

other data, for example, within-group and between-group evaluations of art works and 

essays, may enhance our understanding of differences in integrative-thinking processes. 

In short, future studies should investigate how and why CI affects achievement and 

HOTS with larger, random samples, while treating more categories, for example SES as 

independent variables. However, study design should take into account the distinct type 

of integration, including content and methodology. Meta-analyses of CI tend to lump 

together results of interdisciplinary and transdisciplinary studies, which is akin to 

discussing results of kindergarten and college graduate IQ scores that have been 

aggregated: You can do it, but it will not prove particularly insightful.  

While the study did not conclusively determine positive impacts of AAI, there 

were some indications that instruction in visual arts may have led to more creativity, and 

at the very least, did not have a negative impact on academic subjects. If integrative 

thinking ability, love of learning, and creativity are objectives, then stakeholders should 

consider AAI. Although collaboration worked and appeared to be a positive experience in 
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this case, I recommend using whatever preferred path to authentic-arts integration of the 

faculty, whether that be collaboration, individual, or prepackaged curriculum adoption.  

In conclusion, the purpose of this investigation was to address three problems 

commonly noted in the literature on CI: a lack of implementation, a lack of authentic-arts 

integration, and a lack of empirical evidence based on quantitative research methods. 

From one perspective, at base level in our small slice of space and time, the study 

succeeded: We implemented an integrated curricula during the study period inclusive of 

authentic-arts integration, and collected and analyzed quantitative data within a mixed-

methods research design. From another perspective, that of a longer term impact on 

education praxis, the success of the study is debatable. Results were mixed and 

inconclusive, yet researchers may improve upon how the EPoC instrument was applied, 

and how to better design the intervention for more conclusive results. T1 continued 

incorporating some of the art activities during the following school year. T2 continues to 

apply what was learned from this study in his teaching practice. The average achievement 

on the standardized tests for the entire sample was very high; and, while we cannot 

measure the ultimate impact that will have on our future, this may be what counts more 

than any other outcome. However, particularly given that most results of this study were 

inconclusive and the study suffered a number of limitations, potential negative impact of 

implementing any of these recommendations should be carefully considered. The 

following final thoughts expand on this admonition as well as what I have learned about 

curriculum integration.   
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Final Thoughts  

 Becker (1982) observed that while our work is never done “we occasionally stop 

to tell our colleagues what we have learned” (p. xxi). I have been practicing and thinking 

about curriculum integration since 1997. It was that year when I read an article on the 

Jazz-Poetry connection in the English Journal, and I also wrote and implemented an 

integrated literacy curriculum in an inner-city high school (Hutchinson & Suhor, 1996). 

Since 2009, I have more rigorously studied CI, and that study has culminated in this 

dissertation. My current thinking is that, given a choice, well-implemented CI is better for 

students than disintegrated curriculum. Had I participated in Weilbacher’s (2001) study I 

would have been counted among the teachers who believe CI offers greater opportunities 

for a variety of ways to motivate students including enhancing relationships between 

teachers and students. In addition, if teacher collaboration can increase student 

achievement, CI may offer an authentic purpose for teachers to effectively collaborate.  

Primum non nocere with the Procrustean bed: CI does not fit all. Some of the 

students made comments in the focus interview that seemed to indicate preferences for 

sometimes teaching reading and writing as distinct, separate disciplines. Others suggested 

that some vocabulary does not transfer across curricula. Thus I have come to believe that 

CI is not for all students in all places at all times. In some instances it may be better for 

one to experience and get to know the tail really well before understanding its 

relationship to the elephant. As T1 acknowledged in her interview, team teaching helped 

her realize the value in different methods of teaching, that perhaps there is not just one 

way.  
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In fact, I now believe student learning preferences should drive decisions 

regarding curriculum content and delivery methods, rather than researchers or school 

leaders. Therefore, we should refine our ability to identify types of learners and 

subsequently match models and methods of instruction that will best serve each type, 

such that we can prescribe instruction the way doctors prescribe medicine, which is not 

based on group affiliations as much as individual diagnosis. Mixed-methods research 

designs may help us achieve this lofty objective more quickly. While I applaud 

Catterall’s and others attempts to use contributions from neuroscience to support AAI, I 

caution against leaping haphazardly from claims that learning reorganizes neural paths to 

a declaration that learning in the arts leads to transferable abilities. Rather, if we design 

studies such that brain imaging identifies areas, paths, and neural activity specific to 

integrative thinking, and interventions increase that activity while concurrently 

demonstrating significant improvement on psychometric instruments and other data, then 

we begin to determine how, for whom, and why CI may be an effective curricular 

prescription.  

While we work to improve learning style inventories, and develop genetic 

markers and brain maps that identify learning styles, we should respond to our students’ 

self-reports. Indeed, perhaps the greatest benefit of doing this study for me came from 

listening to the focus group interviews over and over again. Thorough consideration of 

the participants’ reminders, suggestions, and guidelines for ESL instruction improved my 

praxis. Some students will thrive under CI, others may fare better with a disintegrated 

curriculum at certain points in their development. Moreover, forced, ineffective 
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curriculum integration, like forced collaboration, will do more harm than good. In sum, 

we should try first to do no harm by forcing what we think works on our students. Rather, 

we should listen to what they want and need as we continue to figure out ways to 

determine with greater accuracy what they need and how best to meet those needs in 

order to attain educational objectives. CI will not fit all contexts nor students; like the 

Procrustean bed, forcing it will do more harm than good. 

Think small. Nonetheless, given the choice of forcing disintegrated or integrated 

curriculum on students, the evidence from the research base and this study indicate that 

the latter is the more effective option. The research base has repeatedly demonstrated that 

typically undervalued subjects, such as art or social studies, are added without adding 

time nor having a negative impact on the overvalued subjects, namely reading and math. 

This is what some practitioners and scholars hope for: That CI demonstrates the capacity 

to improve one area without loss in another, and this study attained that. Moreover, the 

qualitative data in this study revealed that the intervention group made more cross-

curricular connections than the comparison. Furthermore, CI gave the teachers cause for 

collaboration.  

Still, disintegrated curricula is much more prevalent. I think one reason educators 

shy away from curriculum integration is that we talk about how difficult it is. It does not 

have to be hard, and in fact can be quite simple. CI does not have to involve an intense 

collaboration. It could be as easy as an English teacher asking a history teacher what unit 

of instruction is coming up as they pass each other in the hallway. Where integration is 

lacking, incrementalism may provide for less disruption; and, thus, cause less immediate 
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harm to the faculty and students. Therefore, depending on objectives, leaders and 

policymakers may want to consider relatively simple interdisciplinary projects with 

faculty buy-in, like this one.  

On the other hand, I also now believe that pure CI in line with Beane’s 

conceptualization is a great way to organize school curricula, like Freire’s generative 

themes and Dewey’s iconic home-building project. However, to maximize efficacy and 

student achievement, educators should understand that projects and problems that require 

pure CI also involve study of the individual disciplines necessary to complete the project 

or solve the problem. In other words, try to avoid the mistake some whole-language 

educators made: Whole-language was supposed to include phonics instruction, just with a 

bit more context. Likewise, pure CI includes disciplinary learning within the context of 

the problem at hand. The school organized around pure CI should have a well-developed 

curriculum of vertically integrated disciplinary skills and concepts. This aligns with 

Dewey’s conceptualization of progressive education and instructional methodology, as 

well as more recent explorations of curriculum organization (Schutz, 2001; Venville et 

al., 2002).  

In fact, from Dewey’s writings it does not seem that he intended to ignore the 

existence of subjects, such as reading, writing, and math, but rather, learn them in, 

through, and for activities necessary for life, such as building, cooking, and sewing. As 

important as the context was to Dewey, he seemed to feel that it was more important that 

learning was student centered. Based in no small part on the work of Hetland et al. 

(2007), Hathaway (2013) makes the connection between developing creativity and 
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student-centered instruction, specifically in the arts. Beane’s suggestion to organize some 

of the curriculum around student concerns for their own lives meets this criteria. 

However, when considering developing and assessing creativity and thinking skills, even 

schools applying the transdisciplinary models of CI should aim for near—not far—

transfer from content to ability. 

Specifically with the EL population, researchers believe that CI provides the only 

path to parity with native English speakers (Collier, 1995). Without integrating language 

with content, ELs will not have the time necessary to catch up to their peers. Of course, 

this rationale extends beyond the EL population in that it gives educators the opportunity 

to help young people address current problems by teaching multiple disciplines 

simultaneously. Therefore, students acquire more knowledge and skills necessary to 

handle more complex problems more quickly (Jacobs, 1989; Klein, 2005).    

Belief and motivation matters. In the focus interview, speaking about their 

previous year’s English class, the following discussion ensued: 

She actually said once, “if you do what I tell you to do and exactly how I tell 

you…you’re going to be out of ESOL…. But that’s why we’re not out of ESOL. 

Because, she got pregnant and she went out of school…. (Participant 20, personal 

communication, May 24, 2013) 

She left us hanging. She was a really good teacher…. Imagine if she stayed with 

us the whole year. (Participant 12, personal communication, May 24, 2013) 

Their previous year’s teacher had them believing that she had the power to teach them 

what they needed to learn. Unfortunately, she instilled this belief so strongly that they 
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believed the converse as well, that without her as their teacher, they would not learn 

enough. Levi-Strauss (1963) wrote that magic only works when the magician, the patron, 

and the group believe it will work. For CI to work, it would probably help if the teacher, 

student, and school leaders believe it will. 

 Likewise, “if a student isn’t motivated, it doesn’t matter what you do” (E. 

Sturtevant, personal communication, October, 2013). As noted in the literature review 

above, increasing student motivation is often cited as a reason for CI (Catterall, 2002; 

Friend, 1985; Wolfe, 1990). The grade results, specifically the intervention group’s 

significant increase in average history grades over the course of the study period, while 

not experiencing the significant decrease in grades that the comparison group had on 

average, may suggest that the integration of history into language class not only 

significantly improved their history grades, but provided more purpose for engagement in 

the language class. However, motivation was not treated as a variable in this study. Of 

course, before students can be motivated by CI, teachers need to be motivated to 

implement it (English, 2013). 

In many studies of student achievement we ask, “What works better?” That is the 

wrong question, and it leads the researcher on a quest for the Procrustean bed. This error 

allows researchers like Hattie (2009) to say that research on student achievement shows 

that everything in education works, and educators like Welsh (2013) to declare nothing 

works. Rather than asking what works better, we should be asking what works best for 

whom, and when and where does it work.  
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We need to evolve to what Tikly (2015) calls a critical realist understanding. In 

other words, the underlying question should not have been, “Does CI work better than the 

traditional curriculum?” but, “Which students do better with which curriculum and 

methodology, regardless and inclusive of all the students’ characteristics, and at what 

stage of their academic development should we apply the various methods and 

curricula?” By simply comparing the efficacy of methods, this research generated many 

more questions than answers. The developers of EPoC understood this and intended their 

assessment to determine not if a student is creative, but how she or he is creative; thus the 

underlying assumption is that all students are creative, the question is in which 

domain(s), and I suggest we extend that to in which discipline(s). 

Some themes that emerged from this study have proved more important to my 

daily practice than possible impacts of CI, particularly the concepts of effective ESL 

instruction shared by focus group participants. Hence, this study leaves us with a number 

of salient propositions for both research and practice, including: 

 Larger sample sizes more representative of the general population are needed 

to test different types of CI against disintegrated curriculum, but inquiries into 

who performs best with which curriculum should replace investigations of 

which curriculum is best.  

 On the other hand, studies of ELs are needed to add to the research base. 

Given the apparent shortfalls of federal policy objectives on EL achievement, 

particular attention should be paid to establishing reasonable expectations.  
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 In studies of integrative thinking as a subset of creativity, participants should 

engage in a substantial amount of activities that involve creativity and 

integrative thinking. Of course, if creativity and synthesis are objectives, then 

teachers should also provide more opportunities for students to practice these 

skills. 

 Studies of thinking skills would be enhanced by a mix of analytic methods 

from cognitive psychology and neuroscience, for instance EPoC and Brain 

Imaging.  

 With high-achieving populations, researchers should measure and consider 

incremental differences.  

 Teacher collaboration may prove more effective when the collaborators bring 

diverse experience and expertise and the purpose of the collaboration is 

largely proactive and plenary, rather than reflective. Collaboration within CI 

studies should be operationalized. 

 School leaders and stakeholders need to decide what outcomes they desire: If 

cross-content connections and improvement on achievement on standardized 

tests are objectives, they may want to consider implementing CI according to 

the model in this study.  

This agenda will move us toward a generalizable theory of curriculum integration. 

In short, this study delivered few answers, but generated many questions for further 

investigation:  

 Which students respond better to CI and which to disintegrated curriculum?  
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 How should CI be implemented in different contexts? If through 

collaboration, who should collaborate and how? 

 Which subjects should be integrated for which students? 

 What should we measure and how?  

 What are reasonable performance expectations for ELs?  

 Of course it would be wonderful to have the resources for gold-standard mixed-

methods studies testing different types of integrated and disintegrated curricula with 

large, international random samples of teachers and students, operationalizing all 

imaginable variables. Thoroughly research these questions and we may begin to move 

away from the magic and art of education toward the science of teaching and learning. 

One spring day I was trying to help my 10-year-old daughter prepare for a social 

studies test and the following conversation ensued.  

“Why do we have to learn about things that already happened? Do we have to be 

grateful?”  

 “Well, it’s so we can try to figure out what’s going to happen.” 

 “Well, what if we’re not going to be scientists when we grow up?” 

Until the day we stop teaching all students the same curriculum at the same time, the 

sooner we can integrate social studies with art or sports to engage our daughters and sons 

in the process of learning through one of their interests, the better.  
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Appendix A: Email Re. LEA Suggestion 

From: AP  

Sent: Tuesday, April 01 2014 10:00 AM 

To: -------- 

Subject: SACS 

 

----------, 

 

As I mentioned in IC I need some assistance in updating information for SACS. One of 

the required actions was to generate more cross-curricular planning and collaboration 

among instruction staff. Below is what I included last year for the ESOL department. 

Could you please let me know the status of the initiative? Thank you! 

 

“This year (2012-2013) the ESOL department developed an initiative e to lead a team of 

ESOL, World History and Art teachers to design and implement an interdisciplinary 

curriculum aligned with the Program of Studies and the Standards of Learning. The team 

will decide whether to maintain, expand or discontinue the project after reviewing data 

collected throughout the year.”  

 

 

 
 

Assistant Principal 

High School 

000-000-0000 
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Appendix B: Interdisciplinary Unit on Greece  

Unit I 

Greece 

Essential Questions/themes Skills/ Threads/ 

Studio Habits of Mind 

Content Knowledge Assessment 

History 

 

What were the characteristics of 

Greek civilization? 

How did the geography impact 

Greece? What do Greek myths 

teach? 

How do different governments 

rule? What did Greece contribute 

to civilization? 

Mapping—Observe 

Note-taking 

Reciprocal Teaching 

DBQ writing—drafting, thesis 

statements, paragraph 

organization 

Compare-Contrast, using 

graphic organizers 

SOL Coach 

Maps 

Myths 

Vocab. Word wall  

Tyranny/monarchy, 

oligarchy, democracy 

Athens-Sparta 

Wars 

Mid-unit test 

Notes (formative) 

DBQ paragraph 

Who am I game 

(formative). 

Test 
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English 

 

The Odyssey: Our Journey 

through Civilization 

What is the relationship between 

the individual and community? 

How does point of view impact 

perspective? 

How can we connect the past, 

present and possible? 

Reading: Extend/Stretch 

R-T; analysis by elements of 

literature; 

Compare-contrast, using 

graphic organizers 

Writing: Extend/Stretch 

Revising/editing DBQ; 

personal Odyssey; 

collaborative write-around 

drama 

Listening and Speaking: Read-

arounds, Socratic seminar, R-

T, drama  

Graphic novel—Epic 

poetry—The Odyssey 

 

Drama-Antigone 

Loyalty: state v. family 

v. God 

Money, greed, sin 

Cause—effect 

Vocabulary quiz 

D-B-Q essay--edited 

Antigone-theme 

w/supporting elements 

essay—edited 

Descriptive paragraphs 

in response to art 

Citizenship Essay 

Art  Content Elements and principles Mural project—gallery 

walk 

 

Notes regarding standards met in the unit: 

 

This unit focuses on 2012 WIDA Standards 2 and 5: the language of language arts and social studies. Standard 1 will also be 

addressed in one or two of the class sessions in both WHI through Socratic Seminar, Gallery Walk, Reciprocal Teaching and 

other discussions. 

 

In the ESL literature classes at this time of year, i.e. about the middle, the goal is for students to aim for Level 4 performance, 

i.e. developing. 

 

In addition, this unit seems to incorporate the new integrated strand in the 2012 WIDA ELD standards. To wit, “This 

integrated strand invites educators to consider how they might prepare units incorporating multiple language domains and 

subject areas so that students can make important learning connections across disciplines” (WIDA, 2012).  
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Appendix C: EPoc Samples 

Post-Task 2: 323 

 One day during spring break, a guy names Gus was walking and he saw a bag of 

seeds on the ground. He went to his house and planted it outside his house. He thought 

the seeds were mango, but when it grew it was an apple tree. 

 

Post-Task 2: 334 

The Seed 

 It is a nice day. Little A is on her way to meet her friends. She finds out a poor old 

lady is sitting under the tree alone. She goes up and asks what happened. The old lady 

doesn’t answer. She decides to keep going to meet her friends, but after she looks at the 

poor old lady’s eyes she gives up. She stays there with the lady, and she finds out the lady 

is lost and can’t remember anything.  

A few hours later, a young woman is running to them with a worried face. She’s 

her daughter. Before the old lady goes home with her family, she stops little A, and gives 

little A a package of seeds, and says, “It’s a gift for you.” 

Little A goes back home with the seeds, finds an empty place in the garden, and 

plants them. She doesn’t know what will come up, but who knows? 

 

Post-Task 4: 333 

Adult, Child, An Ant 

 One time a child lived with his grandparents. Every night he saw an ant went to 

her house and the child didn’t understand. The ant is important and what she can do, 

because it’s really small. He started to look at the ant, until a week later when his cousin 

came to visit him.  

 His cousin was an adult. The child asked him so many questions about this ant, 

and the adult answered him with two small sentences. “Every living thing has a job, even 

if it’s small in your eyes, it’s still important. Every day this ant started her work in the 

morning, and at night she went home to get a break. And she does her work every day, 

even when she is tired. Then every day you saw her turn to her home at night. 

 

Post-Task 4: 359 

 There was a child named Arnold. He loved to play outside. He would go outside 

every day after his mom or dad got home after work. He told his mom that he wanted to 

go to the park. His mom changed her work clothes so she could go with her son to the park.  
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They got to the park. Arnold started playing on the playground. When he got down 

from the swing, he tried to go up the slide, but he saw this small little bug. He called his 

mom. He told her, “Mom, come and see what I found!” His mom walked to the slide where 

Arnold was. Arnold asked his mom what the small little bug was on the slide.  

She answered, “It’s an ant.” 
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Appendix D: Interview Transcripts with Codes 

What participants said in a focus group interview, 

May 24, 2013 and T1 in interview on May 16, 2014 

Q1: Tell me about your English class from last year. 

Q2: Tell me about your English class this year. 

 Q2probe (P): Tell me about the reading this year. 

Q3: Are you able to connect or use what you learn in 

English to other classes? 

Q4: Any advice for how to prepare you better? 

Q5: Do you think connecting reading and writing or 

connecting like history and English helps or hurts? And 

if it helps how does it help and if it hurts how does it 

hurt?  

Q6: Do you guys have any questions for me or any final 

comments? 

 Q6P: Especially shy people, if Ms. T1 or I made you 

read aloud, was that a terrible… experience for you…or 

were you okay? 

TQ1: What were your general impressions of the 

project? 

TQ2: Any negative results from the project? 

TQ3: Impressions/thoughts on the collaboration? 

 TQ3p: What were are personality types? 

TQ4: Anything you still do this year, that you wouldn’t 

have without this project?  

TQ5: …was there anything else that was helpful…? 

TQ6: You do a lot of collaborating…Comparatively, 

was this the same/easier/more difficult than other CT 

teams?  

 TQ6p: …we were talking about collaboration in general 

and how too much of it you feel is backwards: looking at 

things that you missed, which is sort of too late… 

RQ4. How and why is integrative thinking influenced by CI? 

RQ5. How and why are other student achievement indicators, specifically, SST scores, 

WIDA scores and classroom grades influenced by CI?  

 

Other Etic codes: 

Fidelity/Validity of study  

Effective ESL instruction  

Teacher characteristics (e.g. caring, efficacy) 

ELL student characteristics (e.g. home responsibilities) 

Teacher pay and stress 

Points of tension/contradiction (e.g. should ESL studs. be allowed to speak their 

language in class; is ESL a waste of time, did the IG get the basics) 

 

Abbreviations: 

SG = Study Group 

CG = Comparison Group 

IG = Intervention Group 

Int. Q. = Interview Question 

ID = Participant code 

 

Key: 

Yellow highlight – potential quotes 

Red highlight – my notes re. relevance, interpretation, etc. 
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TQ7: there’s always something that’s not helpful, either 

about the project, the collaboration, me, you, what did 

you think was unhelpful? 

 TQ7p: Clarification--which were guinea pigs?  

 TQ7p2: Clarification--because of the planning time? 

TQ3p2: Have you shared your thoughts on collaboration 

with the principal? 

TQ3p3: you are on more collaborative teams than 

anyone I know. You’ve said there are some time-wasters, 

but you seem to really think collaboration is a good 

thing, if I’m hearing you right? 

TQ8…you told me last year that you had done this 

senior project. Could you tell me about that again? 

 TQ8p1: So that was when you were a senior in high 

school? 

 TQ8p2: What school was this? 

TQ9: So, can you tell me more about your philosophy of 

education and teaching in general…  

Full text with quotes highlighted ID SG IntQ.  Emic Code Etic Code 

So, last year I was in like a normal English class and I 

took honors for English. It was pretty fun--hard 

though—like extremely hard. I had to write like a bunch 

of paragraphs, like 5-paragraph essays, sometimes I 

would write two 5-paragraph essays, so I could help, 

well not really help, but make my teacher like my work 

better. And we played games sometimes, like Sparkle 

was one of them, and we would have to spell out the 

words. And, yeah. 

42 C

G 

   

Last year I went to one it’s called…International 

College, I took ESOL classes. My teacher’s name was 

Alex, he taught many schools and he had lots of 

experience. My favorite thing I like, his teaching is, he 

all time in the class, when someone speaks a new word 

or new vocabulary, he just immediately write down on 

the board, and then let people copy it. And then at that 

time he asked the students, “What’s the meaning of that 

word?” And then he write it down—even as class is 

26 CG Q1 “It’s really helpful for us: 

memorize…the vocabulary”  

Learning vocabulary 

“My teacher…had lots of experience”. 

Believing in teachers 

Vocabulary in context 

[In vivo, emergent]  

Effective ESOL 

instruction includes 

vocabulary 

development and 

Effective ESL 

teachers possess 

strong teacher-

efficacy.  
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going on. And then, maybe half the board is full of the 

vocabulary…next day he will ask some questions about 

yesterday’s vocabulary: “What did you learn and what’s 

this meaning of?”… I think it’s really helpful for us, like 

memorize…the vocabulary 

Okay, I want to add something, for example one game 

that I like when I’m in class when the teacher says okay, 

we have to one paper with some words, and you have to 

guess the word, but the other person has to be like 

creating something to explain it. So, that’s like kind of 

fun…I learned many words for example, you can’t say 

the word but you can explain with other words, so you 

can explain your vocabulary. And so, my ESOL teachers 

have been great, because they have been next to me 

explaining to me…the meanings of the words and how 

can I use it. 

62 CG Q1 Providing context for vocab.; having fun 

and playing games; ESOL teachers 

explaining  

Effective ESOL 

instruction includes 

providing context for 

vocabulary, fun and 

games. Effective 

teachers explain. 

I have some addition. The thing is when he say some 

words, and he will add some story about it. Like, for 

example, when I learned the word called Ghetto. And 

then he show us, like he physically he showed us--give 

us the example of Chinatown--right now in DC So, he 

give some example that memorize that vocabulary, like 

very typical like in real life. 

26 CG Q1 Providing context for vocab., relevant: 

connecting to “real life” 

 

[emergent/in vivo] 

Effective ESOL 

instruction includes 

learning vocabulary 

in context. Effective 

ESL teachers 

explain, connect to 

real life (relevance). 

I know that sometimes, we are thinking about too much 

work—the teachers say okay you have to work a lot. But, 

I know that there are some responsibilities that the 

teacher can give to us for to be responsible. Because, I 

know that sometimes we have to work--we have to do 

something else at our houses. But the problem is that 

maybe we don’t have time you know, but the work in the 

school, sometimes it’s very fun—sometimes not. I know 

that some people don’t like to work. 

62   We have to do something else at our 

houses--we do not have time for 

homework. 

 

ELL Student 

characteristics: having 

more after- school 

responsibilities  

Last year my teacher, she was a really good teacher. She 

had to leave in the beginning of the school year because 

she had a baby. And her baby was like one month old in 

her stomach and the doctor told her that your body can’t 

hold it enough, so she couldn’t stay for the whole year. 

25 CG Q1 “She was a really good teacher...” but  

 “the substitute didn’t care about us.” 

Blames teacher for not advancing 

Teachers stress about jobs;  

Other: Effective 

ESOL teachers care 

and have impact.  
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And I had a substitute. And I was level 3 there, and I’m 

level 3 now because of the substitute. Because, the 

substitute didn’t care about us, she just sat…She didn’t 

care about us she’d just sit and argue about online 

schools, “Oh they’re going to take all my money—we’re 

not going to have jobs. And me and my friends, we 

didn’t learn anything. We just sat and talked--she didn’t 

tell us anything to do. We’d read a book and when we’re 

reading the book, “What does this word mean?” 

“Dictionary--dictionary.” “And I was like, I know there’s 

a dictionary, but I want to hear it from the teacher.”  

Teachers are 

stressed about job-

securtiy and pay.  

But sometimes, for example you guys, when the teacher 

says, Okay, you have to do something you guys are all 

like, oh my God, it’s too much work 

62 CG Q1 Studs. don’t do teacher directed work. 

ESL students may not engage as well 

with teacher-directed work. 

ELLs may not 

engage with teacher-

directed work. 

We wanted to work. We wanted to work. She never said 

anything. She just sits and drinks her water. And aagghh-

-she never cared about us 

25 CG Q1 “We wanted to work…she never cared.” Effective ESL 

teachers care 

(positive relationship 

between teachers 

caring and students 

working).  

She gave work…but if you wanted to do it, you had to 

do it—it was your decision. 

30 CG Q1   

No she didn’t care—you can do whatever you want. 

 

25 CG Q1 Teachers should care and have 

discipline. 

Effective ESL 

teachers care; and 

have discipline. 

She was always annoying and she didn’t know how to 

teach—even when we teaches—uh past—past is like--

We’re not level one. We know past stuff. We want to 

learn vocabulary But she never… 

25 CG Q1 ELLs want to learn vocabulary. 

 
Effective ESL 

instruction includes 

vocabulary 

development. 

She was nice…  CG Q1   

She was nice, but… 49 CG Q1   

She tried to give like work—she tried to find like games 

to give you, and you didn’t play… 

 CG Q1   

She’s nice, I’m saying I like her…but 25 CG Q1   
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She don’t teach like these ESOL teachers in high school. 49 CG Q1   

That’s what I said…Mr. Brown. 25 CG Q1   

Last year I had Ms. Banerjee, and she was great because 

she gave us like books to read. And then we had to do 

like summaries, ask questions. And then we have like 

quiz—it was kind of boring but at the same time was 

interesting. Because it wasn’t like boring books—they 

were interesting. We learned many vocab words from the 

books. 

38 CG Q1 ESL students believe summarizing and 

questioning while reading is effective? 

ESL students engage with interesting 

books. 

 

Effective ESOL 

instruction includes 

summarizing and 

questioning in 

response to reading, 

and interesting 

books. 

Last year I was not here—I was in my country. And I 

studied English like out of my way--it’s on Sunday and 

Saturday study at other small course. We studied a book, 

the book is about, just start from like the first-- there 

have too many units inside. The first unit start from ABC 

something and after that, combined some reading and 

practice, and some look at the pictures say something—

sentence--like that book, and I just studied that. And I 

came here last September. 

33 CG Q1   

I would like to add something else. For example, in my 

country when I was learning English… 

62 CG Q1   

You learned English in your country? 42 CG Q1   

Me too—I learned. 49 CG Q1   

It was just one class, and it wasn’t enough, because the 

teacher only in class he was talking English and then 

outside we were talking Spanish. The same thing, but 

here you practice every day, every day you know. In my 

country I was taking the class only 3x/wk. or 2x/wk 

sometimes.  

62 CG Q1 ESL students believe they need to 

practice English every day; speak it 

outside class 

 

Effective ESOL 

instruction includes 

practicing English 

daily, and outside of 

class. 

Sometimes the teacher would have problems with the 

government—the government wouldn’t have money to 

pay them, so they didn’t show to work—it was a 

problem 

62 CG Q1 ESL students are aware of the issue of 

low teacher pay. 

Teachers often suffer 

low-pay.  

And another thing I was saying is, sometimes if the 

teacher was speaking, okay he was speaking with all the 

students, and then we had to take notes like, we had to 

62 CG  Q1 ESL students believe that dictation is an 

effective method for improving listening 

comprehension and spelling. 

Effective ESOL 

instruction includes 

dictation. 
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write everything that the teacher was saying. That is an 

example of how you can spell the word, and if you are 

understanding what the person is saying [49 also liked 

this type of activity]…That the person is saying--it’s a 

form to learn something. 

 

Yeah. He is correct. When I was in some courses they 

did the same thing. The teacher is saying some words, 

some sentence, and you just write it down, after that he 

collect them and checked the grammar—it’s really 

helpful I think. And he give us back and oh we can 

remember. It’s like lesson writing, and I think it’s really 

helpful. 

26 CG Q1 ESL students believe dictation is 

effective for grammar as well; ESL 

students believe teacher feed-back is 

important. 

 

 

Effective ESOL 

instruction includes 

dictation. Effective 

ESOL teachers 

provide feedback. 

I went to Lanier last year—so, yeah, middle school kid. 

So, my English teacher—she was super-nice. She didn’t 

have her kid until the end of the year. 

42 CG Q1 [Perhaps because of the one-on-one 

learning after school in comment above--

GB] 

Effective ESOL 

teachers are nice. 

No. For her it was games for you to learn most of the 

time. They were simple games, but for some reason, 

somehow, they gave me so much stuff like—it gave me 

words to put and keep into memory, so like hard words 

and I know what it means and how to spell it now. Like 

independence used to be a really hard word for me to 

understand and spell. And we used to play a game and 

once she was like “spell independence.” I was like, “I 

don’t know how to do that.” She’s like, “Try your best.” 

And I spelled it--somehow I spelled it right. “You got it 

right, can you tell me what it means?” And I was like no. 

So, she was like, alright we’ll move on to the next 

person. 

42 CG Q1 ESL studs. enjoy games and believe they 

are effective. 

 

Effective ESOL 

instruction includes 

fun and games. 

So, I was like oh my God, I felt so embarrassed and I 

was like, and she told me, if you want you can stay with 

me and we can do one-on-one learning during after 

school. And I said okay, and we did one-on-one learning, 

and ever since from the middle of the year until almost at 

the end of the year when she had her baby—well she 

didn’t have one--she was pregnant at the end. 

42 CG Q1 Teacher caring; one-on-one learning Effective ESOL 

teachers care; and 

provide one-on-one 

learning. 

This year was really cool, because we did blogs, we did 

summaries, and I liked to do especially The Giver, a 

30 CG Q2 ESL students engage with Interesting 

books I understand, when I was reading I 

Fidelity. Effective 

ESOL instruction 
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good book to read, and I understand, when I was reading 

I wanted to go to the next chapter, it was more fun, I just 

loved that book.  

wanted to go to the next chapter, it was 

more fun, I just loved that 

includes interesting 

books. Effective 

ESOL instruction 

includes 

comprehensible 

input. 

And we did vocabulary as we read the book, we learned 

new words, that was something really interesting, and we 

did stations 

30 CG Q2  

we did vocabulary as we read the book, 

we learned new words, that was 

something really interesting, 

Effective ESOL 

instruction includes 

vocabulary in 

context. 

and I like to do the conversation, between persons, 

‘cause it’s fun hearing the different opinions in the 

conversation 

30 CG Q2 I like to do the conversation, between 

persons, ‘cause it’s fun hearing the 

different opinions in the conversation 

Effective ESOL 

instruction includes 

conversation, 

specifically Socratic 

Seminar. 

We also, we played some games, so that’s really cool 30 CG Q2 Games are cool. 

 

Effective ESOL 

instruction includes 

fun and games. 

This year I have the two most amazing English teachers: 

Mr. Brown and Ms. Degner. And they taught me a lot, 

they give me a lot of projects to do, papers so I can 

improve my writing skills and reading and speaking, so 

in the future I can speak and write and do everything 

fluent in English. 

25 CG  Q2 No competitive effect—liked the 

teaching. 

 

Validity—comparison 

group believed the 

teachers and 

curriculum were 

effective: no 

competitive effect. 

So today I have, this year I mean, surprisingly I should 

say she’s probably like my second favorite teacher—Ms. 

T1, and she like gets mad at me a lot because I mess 

around a lot in that class, and, but the thing I like the 

most about her is in that class is that she can take a lot of 

stuff I do, like if I mess around a lot she takes it and she 

just tells me to be quiet instead of sending me to the 

office to get suspended or something which most 

teachers do when they’re mad at me. 

42 CG Q2 No competitive effect—loved the 

teaching and teacher; teacher disciplined, 

but not too much; teacher cared 

 

Validity—comparison 

group believed the 

teachers were 

effective: no 

competitive effect. 

And usually we do a lot of learning stuff. We’ve been 

doing paintings and that’s like so fun there. 

42 CG Q2 Drawing in the CG 

 

Effective ESOL 

instruction includes 

art-making and fun. 
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 And we’ve been reading The Giver and we’re actually at 

the good part now. I think we’re on--what chapter are we 

on, nine? 

42 CG Q2 we’re actually at the good part now. ;  

fidelity of CG 

 

Fidelity. Effective 

ESOL instruction 

includes interesting 

books.  

We made our own poems. 49 CG Q2  Effective ESOL 

instruction includes 

poem-making. 

But I think that the teachers in this year, the strategy that 

they did for the student was very good. I mean the 

student, he can really feel that he is now qualified to 

speak English and go to the normal class’s English. He is 

now able to understand that vocab, and he is able to be 

interacting with other people from all around the world 

and feel free in his new environment so I feel I mean the 

strategy and the way that the teacher follow in this class, 

it was very well interacting with the student. Thank you. 

28 CG Q2 No competitive effect—liked teaching 

strategies 

comparison group believed the teachers 

and strategies were effective, thus… 

Validity—…no 

competitive effect. 

We had to think about those colors, and we had to make 

our own poems: What we feel, what we think-- 

brainstorming. 

49 CG  Thinking to making. Effective ESOL 

instruction includes 

art and poem-

making. Creating 

requires thinking. 

Yeah we had to like think about. We had to make a web 

about what, on the color we had to basically brainstorm a 

web writing what it makes you feel. Basically the five 

senses, including feeling in there. We would have to find 

stuff like what stuff smelled like and what you can feel 

that’s blue. 

42 CG  Thinking to making.  

We also had like vocabulary when we start reading the 

book. Why we didn’t also get vocabulary to do. 

49 CG    

This year it’s been a lot of information, but it helped the 

kids a lot this year. 

42 CG    

Yeah, for example, Ms. T1 made a kind of activity when 

we had to read and she has like different levels, for 

example it’s like from alphabetic from A…you know the 

letters 

62 CG    

Yes--They just count the words—until she already have 

like, we have one minute and we have to read in which 

49 CG    
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line we got that’s the level we can read, as fast, clearly as 

we can pronounce those words. 

Yes, I have a good experience that Mr. Brown taught us 

how to remember the vocabulary. You know you did half 

the vocabulary and half the meaning of that—that’s 

really helpful. Because when we review I know that like, 

that kind of thing to remember and after that I did that 

and it really helped me and easy to remember the 

vocabulary and easy to review that. 

26 CG Q2 Want vocab 

 
Effective ESOL 

instruction includes 

vocabulary 

development. 

Validity: No 

competitive effect. 

Mr. Brown do you remember when I came to here the 

first period, and everybody was reading a book and you 

said summarize or what did you learn something. And 

it’s like, I know I read a lot of books and I learned 

English in my country and my teacher just like read all 

the stuff and said this is new word and go through it. 

And I came here and I learned a lot of things. Like 

everybody read a book, we have to summarize it and 

learn a new word, and talk about something in the book 

or story and we shared our ideas, and we do a lot of 

writing. Anyway it’s so practical and it improved my 

English so much. 

33 CG Q2 I came here and I learned a lot of things. 

[From reading, summarizing, learning 

words, sharing ideas, a lot of writing] 

…it’s so practical and it improved my 

English so much. 

Effective ESOL 

instruction includes 

summarizing, 

vocabulary in 

context, conversation 

and a balance of 

language skills. 

Validity: no 

competitive effect. 

You did like conversation about some topics, you know 

the very like hot topics that you said in the classes. That 

you said like how is elected, can 16-years old. It’s really 

good topics and we can use like what we learned like 

vocabulary in conversation with the students, and we 

also get the point to learn like right now what’s 

happening in the US and what we discussed and what we 

learned from you, it’s really helpful. 

26 CG Q2 Authentic/relevant; 

“conversation” on “hot topics” helps 

with application of new vocab plus 

effective way to learn about the topic. 

 

Effective ESOL 

instruction includes 

vocabulary in 

context and 

conversation on hot 

topics. Validity: no 

competitive effect. 

Three or four participants [25, 38, etc.] call out 

“vocabulary.” 

 CG Q3 Connection-Vocabulary  RQ4, RQ5. 

Connection—

vocabulary. 

 Vocabulary is really useful. 38 CG Q3 ESL studs. want vocab./believe 

“vocabulary is really useful” 

RQ4, RQ5 

Connection—

vocabulary. 
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Yea vocab. 25 CG Q3 ESL studs. want vocab./believe 

“vocabulary is really useful” 

RQ4, RQ5 

Connection—

vocabulary. 

Vocabulary is really useful in other classes like regular 

classes: because you know the meaning of the vocab. 

That’s why I have ESOL classes to give support to 

normal classes like biology, history… 

38 CG Q3 Connection: ESL studs. want 

vocab./believe “vocabulary is really 

useful in other classes”  

 

 RQ4, RQ5 

Connection—

vocabulary. 

Especially the main like I can tell that the main words 

that people use it in English the education level. No 

words in Algebra except equal (laughs). Especially I 

remember the word reduce. Reduce I found in each class 

except the ESOL. So I had that word reduce in health 

class, Driver’s Ed, even in PE you hear the coach say, 

‘reduce’ So there are a lot of these words that are 

important in each class. They don’t use a lot of vocab in 

mathematics.  

28 CG Q3 Connection-Moreover, ESL studs. want 

vocab./believe “vocabulary is really 

useful in other classes.” (except in math) 

 

RQ4, RQ5 

Connection—

vocabulary. 

In my opinion I think not all of them we can use in class. 

I mean English is English we can use anywhere, any 

time any topics, but maybe what we learn in English we 

can not use in history. Maybe we can not use in PE. But 

maybe we can use in other classes--not all of them but I 

mean it’s we can use it, but not all of them. 

26 CG Q3 Connection-Vocabulary; 

Negative example 

“maybe we cannot use in history” 

 

 RQ4, RQ5 

Connection--Negative 

example: may not be 

able to use vocab in 

classes like history.  

 

Words apply to different subjects. 

 

49 CG Q3 Connection-Moreover, ESL studs. want 

vocab./believe “vocabulary is really 

useful in other classes.” 

RQ4, RQ5 

Connection—

vocabulary. 

I think the teachers should—reading, they should do it at 

home, because you can improve your instead of writing 

at home you can read and improve your reading without 

wasting time in class. And writing, you should give us 

more, more and more practices, practices, practices. And 

all the students are going to say, “No we don’t like Mr. 

Brown.” But always, give them topics like “Write about 

the moon.” And then they will write about the moon in 

their story, or write about anything they want to write 

about. And they will write it, and you correct it and then 

when they write it again—another story—they see their 

mistakes and they’re like Oh, I’m not going to do this 

25 Q4   

at home you can read and improve your 

reading without wasting time in class  

Opposition to ESL 

students don’t have 

time at home—more 

after-school 

responsibilities. 
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I’m going to do it right. I remember this thing is wrong, 

and so I’m going to do it right. 

I disagree with him. He said we need to read the books at 

home, but I think it’s not like uh- 

26 CG Q4   

It’s better to read it in class. 49 CG Q4 Tension: “better to read…in class” [v. 

HW].  

 

Noone can read it at home. 26 CG Q4 ESL students don’t have time for 

homework. 

 ELL characteristics: 

having other 

responsibilities at 

home. 

That’s their fault. 25 CG Q4   

Not because of their fault. Are you 100% sure that you 

definitely read it at home. 

26 CG Q4  ELL characteristics: 

having other 

responsibilities at 

home. 

I read a lot. 25 CG Q4   

It’s better to read the books in class with the teacher, 

because at some point what we don’t understand she can 

explain it. And what we understand in the class and the 

book. 

49 CG Q4 ESL students need time during school to 

do assignments with teacher guidance. 

ESL teachers explain.  

Effective ESOL 

instruction includes 

time during school to 

do assignments with 

teacher guidance. 

Effective ESOL 

teachers take time to 

explain.  

Actually because it’s an ESOL class, so the teacher must 

set you up to be ready for the--I can tell that the outside. 

They have to set you up to improve your skills and you 

can say you’re your opinion and what you like, what you 

don’t like. Because you know all of the ESOL students 

are not from America. So, the different countries they 

don’t have the same education techniques, You can’t say 

what you want. But I feel like here and I saw that, you 

can listen to music, you can do whatever you want, 

28 CG Q4 ESOL teachers make you feel at home—

not scared. 

 

 

Effective ESOL 

teachers create a 

comfortable 

atmosphere—the 

aula—thus, 

optimizing  

the affective filter’s 

capacity for language 

acquisition. 
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basically. But in other countries you can’t even look at 

your phone. But here, I think the ESOL teachers try to 

set you up to the normal course of classes And specially 

that lets you show your skills and say your opinions and 

you feel really that you’re a student you’re not like in a 

place that you’re really scared. That really they make 

you feel like you’re at home. 

Yeah you could add more games so we can like play 

around sometimes. For games, I don’t mean like video 

games or anything like that, I mean like learning games. 

Like you tell them spell this and if you don’t get it right 

you’re out. 

42 CG Q4  

add more games so we can like play…I 

mean like learning games 

Effective ESOL 

instruction includes 

fun and games. 

I feel like the projects it’s the most thing you can learn 

because the project is something you just choose what 

you like. When you choose what you like you definitely 

will find words that you can’t understand. And I think if 

you just let him do what he want—I mean in the right 

way and you just supporting him and watching him: it’s 

the best way to make him learn more. 

28 CG Q4 Students choosing teachers supporting 

and watching: it’s the best way. 

Effective ESOL 

instruction includes  

P-B-L, pure CI, 

stud. choice, and 

teacher as guide. 

I think these two guys say that I think this whole thing is 

very good. That’s what I want to say. And the game I 

think is really helpful because I did that and I get the 

benefit from that. And the project also I did in Ms. ____ 

class I also get the benefits a lot and I learned new 

vocabulary by myself--not by the teacher. And the game-

-yeah I did--not in here--but I did in the other classes, in 

the past, I did that. It’s really helpful. Yeah. 

26 CG Q4 Reiterates others: games helpful, 

students learn vocab. from projects, 

without the teacher. 

Effective ESOL 

instruction includes  

P-B-L, fun and 

games, stud. choice, 

and teacher as guide. 

I think that teachers can do like dictations. Like for 

example, read something and the students have to write 

and then the teachers can check their grammar and 

spelling that way. So that will be really helpful, too. 

38 CG Q4 dictations…the teachers can check their 

grammar and spelling that way. So that 

will be really helpful 

Effective ESOL 

instruction includes  

dictation and 

feedback. 

Kind of like a listening test.  33 CG Q4   

Yeah kind of. 38 CG Q4   

Do you know my biggest problem is vocabulary. You 

want to say something, but you don’t know how to say 

the word. And, like, during the class we learn something-

- in my opinion it’s unuseful, like it’s not useful 

33 CG Q4 Vocabulary in the classroom is 

“unuseful.” 

Effective ESOL 

instruction includes 

vocabulary in 
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vocabulary. But, I think we can use learn more useful—

everybody, you can find vocabulary during two people 

conversation and, like, um learn too much phrase 

something. 

context and 

conversation.  

And I think that writing is really helpful too. 38 CG Q4   

Yeah, like how to write better essay, and how to like add 

sentences, yes. 

49 CG Q4   

Like in Ms. _________ class we write like 5-paragraph 

essay. And then when we finish we have to show it to 

her. And she take it, and she make like fix like 

something that we have wrong, and we have to edit. So 

it’s really helpful that way. 

38 CG Q4  it’s really helpful when teachers make 

us fix and edit 

Effective ESOL 

instruction includes 

feedback. 

Yeah, because you know what you can get wrong…and 

how to--and next time you try not to make the mistake—

you learn something from your mistakes. 

30 CG Q4 you learn something from your mistakes Effective ESOL 

instruction includes 

feedback. [Connect to 

the aula—mistakes 

must be valued as 

learning tools.] 

You learn something like sentence-structure something. 

Like and you know that you can use that during your 

speaking. And you can write essay something help you.  

33 CG Q4 you know that you can use that during 

your speaking. And you can write essay 

Effective ESOL 

instruction includes 

balance of skills; 

skills transfer   

The vocabulary--because you can add some vocab words 

that are like the high level…and actually make it look 

better than before. 

30 CG Q4   

Mr. Brown do you know that when I read a book I know 

there, um, not too much--80% I know the vocabulary, 

but I read again and again but I can’t understand—but I 

know the vocabulary, but I can’t understand it. It’s just 

because of sentence structure something? 

33 CG Q4 I know the vocabulary, but I can’t 

understand it. 

Knowing vocabulary 

does not equal 

comprehending text. 

And I think the words--the books, if they just like, if 

there’s any vocab that’s hard to understand, I think if the 

books they’d just given us really a dictionary or 

something like that. That make you catch up with the 

words so fast. So you don’t need to reading and then 

check it again. It’s like make you broke up with what 

you’re doing. 

28 CG Q4  Effective ESOL 

instruction includes 

prereading vocabulary 

development.  
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Also it’s like, um, like for the paragraph--you learn how 

to make like conclusion, introduction… 

38 CG Q4   

Like you need like first sentence like introduction-- 49 CG Q4   

You need like, in the introduction you need like hook 

and all that stuff. We learned that. 

38 CG Q4   

So, my question is some of the writing that T1 and I 

taught you, were you able to use that at all in science, or 

connect it to your history writing--   

T2 CG Q3p   

Yeah, because we have to write essays all the time even 

in history. 

30 CG Q3p we have to write essays all the time even 

in history 

RQ4-5 

Connection to essay 

writing history. 

In history we had to write like paragraphs. 49 CG Q3P   

Yeah, compare and like contrast, compare and contrast. 30 CG Q3p   

There was nothing related to math in ESOL.  28 CG Q3p  RQ4-5: Negative 

example: no 

connection to math. 

Nothing related to math? T2 CG Q3p   

Actually, except the word equals. [participants and I 

laugh]and negative and positive. 

28 CG Q3p  RQ4-5, Connection—

vocabulary. 

And still some of the English vocabulary that we learned 

in class: it still applied to biology and science--like 

many!  

49 CG Q3p  RQ4, RQ5 

Connection-

Vocabulary 

So words showed up in T1’s class that then showed up in 

science? 

T2 CG Q3p   

Yeah some of them—like reduce. 49 CG Q3p  RQ4, RQ5 

Connection-

Vocabulary 

 Yeah when you are reading a paper and then you try to 

understand They give you articles in biology and we 

have to understand--there were some words that we 

learned in your class and we were like wow we can read 

this. We were like wow. 

30 CG Q4 Connection-Vocabulary RQ4, RQ5 

Connection-

Vocabulary 

Yeah like sometimes, especially my history class. 33 CG Q4 Connection-history RQ4, RQ5 

Connection-

Vocabulary-history 
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It helped in other classes, because we read articles. 30 CG Q4 Connection-articles RQ4, RQ5 

Connection-

Vocabulary 

Is there anything else we should know or any questions 

you have for me or us? 

T2 CG Q6   

Yes, yes, yes. We should read more books and write 

more stories—more short stories. Like every warm-up 

we have to write like a paragraph. 

25 CG Q6 Read and write more Effective ESOL 

instruction includes a 

balance of language 

skill development. 

You should play more games. 42 CG Q6 Games Effective ESOL 

instruction includes 

fun and games. 

Easy book. 33 CG Q6 Easy books/ Effective ESOL 

instruction includes 

comprehensible 

input. 

No actually the most part that you really must focus on 

it: the students’ mind. Like make him really feel free for 

everything. And the writing--I mean the writing is sooner 

or later, so he will know how to write…Reading is very 

important for him, because he will like, I never learned 

anything in Level 1 or 2, I know that in level 1 and 2 

they definitely just teach how to write and what’s the 

words, but never, level 3 so, you’re almost in English 9, 

in English 9 you don’t have time for translating 

something, or oh I can’t write an essay, in English 9 

you’re ready for everything.  

28 CG Q6 Writing will come, reading is 

important—focus on the student’s mind. 

Effective ESOL 

instruction focuses on 

creativity and critical 

thinking at the higher 

levels. 

I have very, very important things I want to say. That 

is…I think what student interesting—that’s the most 

important. If you put like old-man-like stuff and you give 

us—I think that’s not going to be helpful.  

26 CG Q4 ESL studs engage with interesting 

current hot topics, relevant to their lives. 

Effective ESOL 

instruction includes 

contemporary, 

relevant, interesting 

content. 

What do you mean by old-man stuff? T2 CG Q6   

Something for like teenagers--interesting like stories, 

fictions. I mean you doing good I mean for us like...I 

mean not you, I mean like in the future who is teaching 

26 CG Q6 ESL studs engage with interesting 

current hot topics, relevant to their lives. 

Effective ESOL 

instruction includes 

contemporary, 
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like I mean more like students are interesting in like the 

right now. What’s going on--  
relevant, interesting 

content. 

Not like old-fashioned… T2 CG Q6   

not like old-fashioned—not like Juliet— Juliet is good… 26 CG Q6   

We’re still learning history! 49 CG Q4   

but new stuff that’s coming…new generation, right. 26 CG Q6   

I like checklists, because in checklists is like different 

parts. Like you can read, you can write, you can do word 

study, you can do vocabulary, it can help with many 

things. 

49 CG Q6 Checklists…like you can read, you can 

write, you can do word study, you can do 

vocabulary 

Effective ESOL 

instruction includes 

stations/self-guided 

learning centers. 

So, T1 had… T2 CG Q6   

Yes we do it. 49 CG Q6   

You could choose different things… T2 CG Q6  Effective ESOL 

instruction includes 

student-choice. 

Yes we had to finish checklist in like two weeks, but it 

was like different things you can do different-different in 

each day. 

49 CG Q6   

It’s almost like station time T2 CG Q6 Stations  

Yes, it’s stations, it’s stations. 49 CG Q6  Effective ESOL 

instruction includes 

student-choice, such 

as learning 

centers/stations. 

I say more short-stories. 25 CG Q6 Short-stories.  

I spent five minutes to read this book, but like The Giver, 

I spent a lot of time to read one page. I think this is more 

interesting it looks like a short story, and you are eager to 

read after that, and so interesting. 

33 CG Q6 Short and easier makes you more eager. Effective ESOL 

instruction includes 

comprehensible 

input. 

 This was very helpful, thank you. Let’s get some pizza. T2 CG TU   

Can you give us As? part CG TU   

We had a teacher named Ms. Bejar. She taught us the 

same structure you’re teaching us right now. We were 

advanced level 2s—now we are advanced level 3s. 

Because it was very hard we know this class. She taught 

us a lot of good stuff. She taught us about poetry, 

12 IG Q1 Last year—similar content: elements of 

literature, so, repetition and teacher 

matters? 
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figurative language, she taught us elements—a lot of 

stuff that you teach us this year. She taught us the 

reading for this class. 

She actually said once, “this class if you do what I tell 

you to do and exactly how I tell you you to do, you’re 

going to be out of ESOL like instantly, like after that, 

after that class. She said she had students being level 2s 

and getting out of ESOL after, 

20 IG Q1 ESL studs. respond to high teacher 

efficacy/expectations. 

Effective ESOL 

instruction includes 

high teacher efficacy 

and expectations. 

Like the following year. 12 IG Q1   

But that’s why we’re not out of ESOL. Because, she got 

pregnant and she went out of school. 

 

20 IG Q1 ESL studs. believe the teacher matters. Effective teachers 

have a positive 

impact. 

In the middle of the year. 12 IG Q1   

Yeah and she didn’t teach us all of what we were 

supposed to do. 

20 IG Q1 ESL studs. believe there is a body of 

content knowledge that you are 

“supposed to do.” (Interestingly—not 

know.) 

Effective ESL 

instruction includes 

the content in the 

curriculum: what they 

need to know. 

She left us hanging. She was a really good teacher. We 

read a lot of books with her too. During that half year, 

we learned what you taught us this year. Imagine if she 

stayed with us the whole year.  

12 IG Q1 ESL studs. believe the teacher matters—

negative impact of substitutes. 

 

Other: Participants 

believe that the 

teacher matters—

substitutes may have 

negative impact. 

“Thank you M’am”we read that story. 20 IG Q1   

We read that story—yeah, we know already. You should 

read the books she read—it was really funny. 

12 IG Q1 ESL studs. engage with Interesting/funny 

stories—content matters. 

Effective ESL 

instruction includes 

interesting books.  

The Doctors. 20 IG Q1   

Yeah, the 3 or 4 guys I fogot them. That was really 

exciting. We had like 4 English teachers. 

12 IG Q1 ESL students engage with 

interesting/exciting stories—content 

matters 

ESL students engage 

with interesting 

books.  

4 subs. 20 IG Q1   

Ms. Bejar left, Ms. Halala came, she left, Ms. Kim came 

she left. We were switching teachers all the time. 

12 IG Q1 ESL studs. feel the negative impact of 

substitutes/teacher turnover—the teacher 

matters. 
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She didn’t even remember 12’s name—she was like 

ufeem, ufeem.  

20 IG Q1 ESL studs. believe teachers should care, 

at least enough to know your students’ 

names—caring matters. 

Effective ESOL 

teachers care and 

matter—substitutes 

may have negative 

impact.  

It was different, because we didn’t learn how to speak. 

We just learned the grammar, vocabulary, maybe 

conjugation, but that’s it. So we weren’t really deep 

about the English, we just learned maybe, make more the 

translation of some words. Like how to say, good 

morning, how are you. So, that’s it. 

59 IG Q1 In country more like EFL: grammar, but 

no speaking; ESL studs. believe in 

learning balance of skills 

 

Effective ESOL 

instruction includes a 

balance of language 

skills; specifically 

listening and 

speaking. 

That’s level one—basic English. 12 IG Q1   

Yeah that’s right, the teacher never spoke in English, he 

only spoke in French. So, when he said something in 

English it was like, “Huh, please repeat.” 

59 IG Q1 Teacher spoke in French Effective ESOL 

teachers speak in the 

target language. 

Where are you from? T2 IG Q1   

Cameroon. 59 IG Q1   

Here or in my country? 24 IG Q1   

Last year. T2 IG Q1   

Last year it was easy, because they were talking about 

general thing in English, they didn’t go so deep in 

English, and yeah. And we had parties, so. 

24 IG Q1   

This was my first year learning English, because there is 

no learning English in my country.  

 IG Q1   

I can say that I studied 15 years in Catholic school in my 

country, uh, but it was an English school, but they were 

teaching us in our own language. I mean I was studying 

English language, but I was not fluent speaker, but now I 

can say that I can easily speak and understand what the 

person is trying to tell. 

60 IG Q1 Teaching English in studs. first language 

may not be best. ESL studs believe 

immersion is effective. 

 

Effective ESOL 

teachers speak in the 

target language. 

Last year I was in my country, so in my country the 

teacher teach us English, but only from the textbook we 

use and we only learn the vocabulary and the grammar. 

And we don’t speak English in the class. And most of 

them [students] they don’t like English. And we had 

some tests or exams in English class, and they didn’t like 

that. 

8 IG Q1 Teaching English grammar, but not 

speaking; ESL studs. believe in 

practicing balance of skills including 

speaking. 

Students also did not like the tests; ESL 

studs. don’t like traditional assessments. 

Effective ESOL 

instruction includes a 

balance of language 

skills; specifically 

listening and 

speaking. 
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The students or teachers didn’t like it? T2 IG Q1   

The students—they always sleep. 8 IG Q1   

I don’t like ESOL classes, because I think it’s a waste of 

time. Because like if I came here and they put me like in 

regular English, I could get on—I can speak, I can 

handle it. ESOL class--it’s like too much. 

24 IG Q1 ESL is a waste of time—unsupported 

immersion would be better. 

 

Tension/Negative 

example ESL is a 

waste of time—

unsupported 

immersion would be 

better. 

No—no it isn’t. You’d be lost. I think it’s very helpful to 

start at the basics. Because if you start right away with 

the regular you’d be lost. It depends, if maybe in the past 

you learned English it will be easier for you. But when 

you didn’t learn at all, when you came here you need to 

start by the basics. And then the time to integrate to the 

new life or maybe the new teacher the way they speak, 

so ESL is really important. Maybe some people say no, 

I’m going to waste my time, but no it helps you. 

59 IG Q1 ESL supports you, is important. 

Basics—they learned them and need 

them (in response to part who said ESL 

is waste of time) 

Tension Participants 

believe effective ESL 

instruction provides 

the basics; IG felt they 

got them—in 

contradiction to T’s 

concern 

That will affect your graduation. 24 IG Q1 ESL negative impact on HS graduation 

 
Tension: 

There may be a 

tradeoff between a 

foundation in 

English and time to 

HS graduation   

But same way it will help you for college. 60 IG Q1 ES:--positive impact on college 

performance. 
Tension: 
Extra time in HS may 

have positive effect 

on performance in 

college 

For college, because in college they don’t have time to 

say that means, so the graduation doesn’t matter 

whatever when—whenever. 

59 IG Q1 ES:--positive impact on college 

performance. 

 

You can take courses during summer. 24 IG Q1   

During summer?—doesn’t matter. 59 IG Q1   

You don’t have ESOL, you ain’t got no English. 20 IG Q1 Quote—ESL helps. 

 

Tension: You don’t 

have ESOL, you ain’t 

got no English. 
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No English. In ESOL classes they take the time to listen 

to you. If you don’t understand something they’re going 

to take the time to teach you until you understand you 

get it. 

 

59 IG Q1 ESOL teachers listen to students more 

than gen. ed.  

ESOL teachers take time to teach you 

until you get it; Mastery learning 

 

Effective ESOL 

teachers take time to 

explain. Effective 

ESL instruction 

includes mastery 

learning. 

You have to have the fundamentals. The people who are 

born here don’t have any fundamentals—they just know 

it. 

12 IG Q1 ESOL studs. need basics/fundamentals. Effective ESL 

instruction provides 

the basics; 

And you--you don’t know it’s not your language. 59 IG Q1   

You have to learn the basics. 12 IG Q1  Effective ESL 

instruction provides 

the basics; 

You learn the basics. 59 IG Q1 ESOL studs. need basics/fundamentals.  

Last year I guess was fun, it was kind of easier, but I 

guess it was kind of hard at the same time. To learn—to 

understand at the same time. Because I mean like last 

year I was in ESOL one, so it was much different. So 

after I moved to ESOL 3 it was kind of hard to 

understand the basics. But after you start like, 

understanding you start getting more used to a class it’s 

easier to understand it. And so yeah.  

50 IG Q1 ESOL studs. enjoy fun.  

Well when I got here I already knew English, because I 

practiced it with my dad. But my grammar was horrible 

and my spelling and pronouncing certain things, and ever 

since I came to ESOL like I thought I wasn’t going to 

like ESOL, I thought I should be in English 9, but then I 

realized how much I didn’t know, like making 

paragraphs and like essays. I thought it was so much 

easier speaking it than writing, and I think I’ve improved 

a lot, since I started ESOL.  

9 IG Q1 ESL helped with writing and grammar 

(opposite of studs. above—she could 

speak well); ESOL studs. believe in 

balance of skills. 

Tension: necessity of 

ESOL. 

Effective ESOL 

instruction includes a 

balance of language 

skills; 

Last year I was in my country there was a school for the 

people who had good grades. They went there—that was 

Washington State University, so that was a great school. 

So I started learning the basic grammar and the 

vocabulary and everything. So that was kind of hard, but 

good because my teacher his English was really good, 

19 IG Q1 Needed writing; ESOL studs. believe in 

balance of skills. 

Effective ESOL 

instruction includes a 

balance of language 

skills; 
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but the only thing we didn’t do was the writing. We just 

got into the writing when I came here. 

English class this year I feel like all the teachers who 

taught ESOL 3, they were focusing on how to do--how 

to write an essay. A lot of ESOL teachers, they teach us 

how to write an essay. 

24 IG Q2 L3 teachers all taught essay writing. 

Connection: writing across content. 
Connection: writing 

across content. 

It was easy. I swear I thought it was so easy. I said what, 

it’s so easy. So, maybe the paragraphs or the quizzes. 

59 IG Q2   

That’s because you learned the basics before. If you 

didn’t know them, you could not have done this. 

12 IG Q2 ESL studs. need basics/fundamentals. 

 

 

Like say, “How are you? What is your name. Okay, 

byebye.” That is the basics. Because, and Ms. T1 she, I 

think she explained very well. And she tried to make you 

understand you. Before she moves on, she makes sure 

everybody understands, and she can make you take the 

quiz a lot of times, but she made sure you understand 

what you do. What you are doing, so I tell you it was so 

easy. And it surprised me because when I come here—I 

was very afraid because I tell you it was so hard, I heard 

people talking so fast. When they answered, I was like 

Oh my God, how can they do that. So I think it was 

good. 

59 IG Q2 Teacher matters/teachers should 

explain/mastery learning; supports T1 

interview, lamenting history moving on 

before reteaching happens 

 

Effective ESOL 

teachers take time to 

explain. Effective 

ESL instruction 

includes mastery 

learning. 

Listening and speaking can develop over time, but 

writing and reading will not. 

12 IG Q2 ESL studs. believe in balance of skills—

reading and writing require formal 

teaching. 

 

Effective ESOL 

instruction includes a 

balance of language 

skills; but perhaps 

reading and writing 

require more formal 

instruction. 

And also in ESOL classes you might find like someone 

who speaks the same language you speak and like you 

keep speaking in Arabic and whatever and you don’t 

practice English so that might affect the speak. But in 

English classes, like in English 9 or 10, all of them are 

American, so you’re forced to speak American, like 

English. 

24 IG Q2 ESL may have negative impact if studs. 

speak their language.—unsupported 

immersion better. 

 

Effective ESOL 

instruction includes 

mixing with English-

speakers—minimizing 

1st language exposure. 

 



 

 

2
4
6
 

Yeah that’s true. They must make a rule that everyone in 

ESL class must speak English. Like every Spanish 

people, …and we don’t understand, so I mean they had 

to tell that everyone speaks the same language, so.  

60 IG Q2  Effective ESL 

instruction should 

only involve the target 

language—no 1st 

language. 

There was a rule that was made—no one followed it. 

You’re supposed to speak English in ESL class. No one 

followed this rule.  

12 IG Q2 Teachers should enforce an all-English 

rule. 

 

The hardest part was the reading. The reading is the 

hardest part. 

59 IG Q2 Reading is the hardest. Tension: which skill 

is most difficult. Each 

student has different 

language skill 

strengths. 

Reading is easy. Is easy. 24 IG Q2 Reading is easy.  

For you. 50 IG Q2   

For you, for me writing and speaking is easier, but 

reading. 

59 IG Q2  Each student has 

different language 

skill strengths. 

Reading is not always easy for everyone. It depends who 

you are. 

50 IG Q2 Students are different—for some reading 

is easy, for others speaking, for others 

writing.  

Each student has 

different language 

skill strengths. 

Tell me about the reading this year. T2 IG Q2P   

Reading Shakespeare is hard—other readings easy-- 24 IG Q2P   

Reading Shakespeare was very hard to understand to 

kind of like to explain it. 

9 IG Q2P   

When I first saw it I was like, ‘is this English’? 24 IG Q2P   

The same happened to me too, when we started The 

Odyssey for the first time, I was getting C grades, I got C 

grades for two quarters, and then I realized uh, I need to 

pay attention I started to stay after school, and keep 

asking Ms. T1 questions. And I paid attention to my 

vocabulary and now I have an A from the last two 

quarters, in both ESOL classes. 

60 IG Q2P Fidelity. Shakespeare and Odyssey were 

challenging, but the challenge motivated 

the stud. 

Fidelity. Effective 

ESL instruction 

involves after-school, 

1-1, and challenging 

material that 

motivates. ESOL 

teachers should care; 

and provide one-on-

one learning 
opportunities. 
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 The more you read the better your writing gets. 12 IG Q2P The more you read the better you write RQ4, RQ5 

Connection--Reading 

to writing 

Yeah, that’s true. few IG Q2P The more you read the better you write RQ4, RQ5 

Connection--Reading 

to writing 

Yeah, vocab. and history. few IG Q3 Connection-Vocab/History RQ4, RQ5 

Connection-

Vocab/History 

Like the Odyssey we read, and Julius Caesar which was 

all history. 

12 IG Q3 The Odyssey and Julius Caesar was all 

history. 

Fidelity 

Content connection—

history. 

We were taking a unit about Greeks in history. And we 

started reading about Antigone and The Odyssey, and 

they were also Greek. 

24 IG Q3 During “unit about Greeks in history… 

we started reading about Antigone and 

the Odyssey and they were also Greek. 

 RQ4, RQ5 

Content connection—

history. 

The pronunciation it helps you a lot. Because for some 

assignments in class, the teacher just reads and you have 

to listen. So when you are in ESOL when the teacher 

reads, you already used those techniques, so it becomes 

easier for you in other classes. 

59 IG Q3 Connection-Vocabulary, pronunciation RQ4, RQ5 

Connection-

Vocabulary  

So, you talking the history teacher would read…? T2 IG Q3   

No, all the teachers in some assignments in class. 59 IG Q3   

But I think it’s still hard for me to—for history—I still 

don’t understand some of the things and when my 

teacher asks me questions, I was like ‘what’? 

60 IG Q3 I still don’t understand Neg. example—not 

improving 

comprehension in 

History enough 

What history do you take? T2 IG Q3   

WHII 60 IG Q3  Int. was aligned to 

WHI thus, neg. above. 

Let me ask you this, how many of you take WHII? 

(maybe 2parts.) 

T2 IG Q3   

And my teacher doesn’t know that me and 61 is in 

ESOL, so they think that we are fluent speaker and 

they’ll keep asking us questions, and then I’ll stay after 

and tell them that I’m ESL students so I don’t understand 

60 IG Q3 Gen ed. teachers should know students 

and differentiate. 

Effective ESL 

instruction includes 

gen. ed. teachers who 

differentiate. 
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what you are speaking, and then from now she is paying 

attention to us extra and everything. 

How many of you are in WHI—any in US History 

(maybe 1). 

     

The only vocabulary I don’t understand is science. 

Biology…like cells. 

20 IG Q3 Don’t understand biology vocabulary.   RQ4, RQ5  

Neg. ex.—no 

connection to science. 

[Apparently the 

intervention did not 

help with science and 

WHII, but did help 

WHI] 

[laugh in agreement.] few IG Q3    

Okay, so you’re saying some of the vocabulary showed 

up in history class and some other classes. It sounds like 

all your ESOL teachers are teaching you how to write 

essays—did that help in other classes too? 

T2 IG Q3   

Yeah/yes.  IG Q3   

Yes, because, Now they’re teaching us how to write 

essays in other classes comparing two things, so you 

have to write a big essay about it. 

50 IG Q3 Connection-essay writing across  RQ4, RQ5 

Connection-essay 

Writing across 

Also we get like homeworks for some of my classes 

every end of the quarter you have to write an essay—

what did you study about. 

24 IG Q3 Connection: essay writing across RQ4, RQ5 

Connection: essay 

writing across 

I like how Ms. Biology tells us to write an essay, like 

you need— 

20 IG Q3 Connection: essay writing across RQ4, RQ5 

Connection: essay 

writing across 

–chronological order. 12 IG Q3 Connection: essay writing across RQ4, RQ5 

Connection: essay 

writing across 

Yeah. part IG Q3 Connection: essay writing. Connection: essay 

writing across 

–you need like an introduction, main idea, and 

conclusion; you have to have a hook, thesis and a bridge. 

20 IG Q3   

I think ESOL classes they should have like vocabulary 

books for the students, so they can get more vocabulary. 

19 IG Q3 ESOL classes should have vocabulary 

books for students. 

Effective ESOL 

instruction includes 
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vocabulary 

development out of 

context. 

But yeah Mr. Brown, I like what you did. About 

Shakespeare—like you took us to another level, you 

know what I’m saying. 

20 IG Q3 Studs. like the challenge of Shakespeare Effective ESL 

instruction involves 

challenging material 

that motivates.  

Okay so, you talk to your students right, you be like, 

“What language do you speak?” 

And you sit them like you speak Spanish with a guy that 

speaks like Indian. 

20 IG Q4 Mix studs. in class, so they can’t speak 

their language. 

Effective ESOL 

instruction includes 

mixing with English-

speakers—minimizing 

1st language exposure. 

Mix them. 50 IG Q4 Mix studs. in class, so they can’t speak 

their language. 

Effective ESOL 

instruction includes 

mixing with English-

speakers—minimizing 

1st language exposure. 

Yeah. 59 IG Q4 Mix studs. in class, so they can’t speak 

their language. 

Effective ESOL 

instruction includes 

mixing with English-

speakers—minimizing 

1st language exposure. 

No, but if you put people together who speak the same 

language, they can help each other. 

12 IG Q4 But they can help each other… Tension: ELLs can 

help each other in 

native language.  

Yeah, I mean but-- one IG Q4   

No! All 

but 

two 

IG Q4 Mix studs. in class, so they can’t speak 

their language. 

Tension: allow some 

1st language or 

immerse in 2nd. 

They can ask the teacher. 24 IG Q4   

Somebody doesn’t understand something you speak the 

same language--if you want to help them—you help 

them. If you don’t want to-- 

12 IG Q4 Help each other in native language. Tension: allow some 

1st language or 

immerse in 2nd. 

You should force them to bring a dictionary. 9 IG Q4 Force them to bring dictionary. Force English. 

Or you could be like Mr. Brown, “Did I mention the 

word detention for speaking in your language.” Or 

something… 

20 IG Q4 Punishment for speaking in native 

language. 

Tension: allow some 

1st language or 

immerse in 2nd. 
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If you put people that speak the same language in the 

same place they’ll get distracted like you usually do. So 

it should be like putting that mix together in a group. 

50 IG Q4 Debate: allow studs. to speak L1 or force 

English only? 

Tension: allow some 

1st language or 

immerse in 2nd. 

I have an idea—one class should focus on writing and 

one class should focus on reading. 

12 IG Q4 ESL studs. believe in disintegrating 

reading from writing. 

Neg. ex.: Effective 

ESOL instruction 

disintegrates reading 

from writing. 

And encourage them to talk--even if they make a mistake 

it’s not bad. Make them talk—like don’t leave them 

alone, because sometimes when you don’t pay attention 

about the student he will always stay like this and he will 

never learn. So make everybody talk—force them to talk. 

59 IG Q4 ESL studs. believe teachers should 

“make them talk”—mistakes are okay. 

 

Effective ESOL 

instruction includes 

conversation, Make 

them talk.  

Maybe some people are shy. 24 IG Q4  Tension: Shy students 

don’t like speaking in 

class. 

Yeah true, but it’s also good to make them talk, because 

then they’ll never learn. 

9 IG Q4 Make them talk Make them talk. 

And make some creativity to work. Not just all the time 

writing some papers-- 

60 IG Q4 ESL studs. want “something creative to 

do”— just writing activities get tiring. 

Effective ESL 

instruction includes 

“something creative 

to do.”  

Yeah Mr. Brown. 20 IG Q4   

Make something creative to do, you know like you have 

to make some colorful paper like this or something 

creative. We are getting tired to write all the time in the 

same paper or something. 

60 IG Q4 ESL studs. want “something creative to 

do.” 

 

Effective ESL 

instruction includes 

“something creative 

to do.” 

We just did something. 24 IG Q4   

She’s just talking in— 59 IG Q4   

Oh, in general. 24 IG Q4   

In general yeah. 59 IG Q4   

Yeah Mr. Brown, don’t give us like boring stuff--I’m not 

saying it’s boring, [laughter] but- 

20 IG Q4   

And, and, and don’t give us homework, too. [laughter] 

Because we come here for seven hours and you still give 

us more like--. 

20 IG Q4 ESL studs. don’t have time for HW/7 

hours of learning in school is enough. 

ELL students don’t 

have time for 

homework. 

After school. 12 IG Q4   
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No man, the homework he gives is nothing comparing to 

the other homework we get. 

24 IG Q4 ESL studs. don’t have time for HW/7 

hours of learning in school is enough. 

ELL students don’t 

have time for 

homework. 

And plus you’re not the only one who gives us 

homework we get homework from all-- 

20 IG Q4 ESL studs. don’t have time for HW/7 

hours of learning in school is enough. 

ELL students don’t 

have time for 

homework. 

You say that to every teacher. part IG Q4   

Oh my God, my history teacher gave us like 10 

paragraphs every day. 

60 IG Q4   

I think they should stop like all the teachers giving 

homework, because Mr. Brown it’s like you waste like 

more than half your day in school and you get homework 

and you need to study like--do at least two hours for 

homework, so it’s too much. 

24 IG Q4 ESL studenst don’t have time for HW: 

ESL studs. believe school is a waste of 

time. 

 

ELL students don’t 

have time for 

homework. 

Like you waste more than half of your day in school—

learning--and at the end they give you homework. 

24 IG Q4 ESL studs. believe school is a waste of 

time. 

For many of them, is 

it? 

So what’s your advice? How do you think it should be 

done? 

T2 IG Q4   

My advice is like let them give us homework, and let 

them like give us enough time to do it during school. Not 

like-- 

24 IG Q4 ESL studs. believe assignments should 

be done during school, with teacher 

assistance as needed. 

Effective ESL 

instruction provides 

time for assignments 

to get done during 

school, with teacher 

assistance as needed. 

Oh yeah. 9 IG Q4 ESL studs. believe assignments should 

be done during school, with teacher 

assistance as needed. 

Effective ESL 

instruction provides 

time for assignments 

to get done during 

school, with teacher 

assistance as needed. 

So we can get the teachers’ help. In my school we used 

to do that. 

60 IG Q4 Need teacher assistance for the 

homework. 

 

For example, yesterday I was about to do my geometry 

homework and I didn’t know it, I just ate my breakfast, I 

didn’t do it. 

24 IG Q4 Need teacher assistance for the 

homework. 

 

 And let us eat in the classroom too: if you’re hungry you 

can’t concentrate. 

20 IG Q4 ESL studs. believe “if you’re hungry you 

can’t concentrate,” Maslow’s 
If you’re hungry you 

can’t concentrate, 
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hierarchy—use in section re. ESOL studs 

are poor… 

I think you are too nice to the students. 8 IG Q4   

Part. True. part IG Q4 You are too nice. Effective ESOL 

teachers are not too 

nice: strict with a 

smile. 

Yeah, you are. You should be like you have homework, 

you must do it. 

9 IG Q4 Too nice, should be: 

you have homework, you must do it. 

Supports T1s view on homework. 

Effective ESOL 

teachers are not too 

nice, but not too strict: 

make them do the 

homework: strict with 

a smile. 

If you’re strict with them they’re going to start acting 

more like—the students are going to start trying to 

ignore you more and— 

50 IG Q4 But if strict—studs. ignore you. Effective ESOL 

teachers are not too 

nice, but not too strict: 

strict with a smile.  

….the way you’re always kidding the students won’t 

take you seriously, they’ll be like ah he’s nice… 

59 IG Q4 If you’re always kidding the students 

won’t take you seriously. 

 

Be strict, but with a smile on your face. 20 IG Q4 Be strict, but with a smile on your face. Effective ESOL 

teachers are strict with 

a smile. 

Yeah. Part IG Q4 Be strict, but with a smile on your face. Effective ESOL 

teachers are strict with 

a smile. 

You do that. 20 IG Q4 Be strict, but with a smile on your face. Effective ESOL 

teachers are strict with 

a smile. 

Kill people by your kindness. 60 IG Q4 Kill people by your kindness.  

You guys should have something that Lanier Middle 

School has—it’s called Pride Time. 

12 IG Q4   

It’s IT. Part IG Q4   

IT and Pride Time is the same thing. 60 IG Q4   

It’s the same thing, man. 20 IG Q4   
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They still give you work. You’re not allowed to do your 

homework during class. 

 

12 IG Q4 IT should be for homework; ESL studs. 

believe there should be time during 

school for all assignments. 

 

Note to school leadership. 

Participants believe 

effective ESL 

instruction provides 

time for assignments 

to get done during 

school, with teacher 

assistance as needed. 

I have one thing: this year they made that ESOL students 

can not leave the IT class. Why they do that? Let us go! 

60 IG Q4 ESOL studs. should be allowed to leave 

during IT. 

 

The biology class, it’s not an ESOL, so they don’t let us 

go during biology. 

24 IG Q4   

They don’t? T2 IG Q4   

Yeah I asked the teacher. 24 IG Q4   

Every ESOL teacher doesn’t let us go. 60 IG Q4   

You’re not allowed to—it’s not his choice. 12 IG Q4   

Exactly. Part IG Q4   

Okay look, I have a suggestion for you. If someone 

wants to go, then be like okay let me check your grade, 

and if they have a good grade let them go. That’s what 

most teachers do. 

20 IG Q4   

Yeah. Part IG Q4   

I’m getting all confused in my ESOL classes because I 

have A, I have to sit in the class and have to do nothing 

and I can not even go out. 

60 IG Q4   

If you sit in the class and if you go to the cafeteria—it’s 

the same thing. 

24 IG Q4   

I have one more thing. In the WIDA are you guys 

allowed to see the scores? If you got the information, if 

you put it in a pie chart if you see where we got the most 

students--the ESOL students. The reading is the most 

thing that’s low: They do good in writing, listening and 

speaking. 

12 IG Q4 Our reading is the problem on the 

WIDA. ESL studs. believe they need to 

focus on reading. 

 

Focus on WIDA 

deficiency: reading. 

Teach to the weakness 

on the high-stakes 

test. 

By they you mean Fairfax County, ESOL students? T2 IG Q4   

Yes. 12 IG Q4   

Yeah that’s right. part IG Q4   

It helps. Part IG Q5 CI helps.  
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Hurts. 24 IG Q5 CI hurts.  

Wait, wait, I don’t get the question. 20 IG Q5   

Alright let me repeat the question then I want to find out 

why you say that. The question is, so 12 said, “I have a 

suggestion, make a reading class and then make a writing 

class—“ 

T2 IG Q5   

Yeah, that’s good 24 IG Q5 CI helps.  

Helps. Fe

w 

IG Q5 CI helps.  

Helps. Fe

w 

IG Q5 CI helps.  

It helps--big time. 12 IG Q5 CI helps—big time. Unlike ESL itself, 

homework, etc.—near unanimous. 

Effective ESOL 

instruction uses CI. 

I mean learning can never hurt you. 20 IG Q5 ESL studs. believe curricular 

connections, that is, CI, help. 

 

Because when you learn in another class and putting it in 

English, you already know the basics, so you can start 

writing.  

50 IG Q5 you already know the basics, so you can 

start writing. 

Effective ESOL 

instruction uses CI: 

for the background 

knowledge in English 

Oh yeah it hurts you. 20 IG Q5 CI hurts. Check tape for 

misunderstanding/pronunciation. 

 

And in history you can have a new vocabulary, some 

words—maybe you don’t understand the meaning you 

can ask the teacher, and she will be able to tell you, so 

you get more vocabulary. And maybe how in history 

they have good sentences because they have good 

English, so you can be inspired of that to make your own 

sentence. So it really helps you. 

59 IG Q5   

Also I noticed one thing, that if you are in a history class 

or a physics class or something, and if you don’t 

understand any vocab or something, and we ask in front 

of class. The other normal students they are laughing at 

us and doing weird things and making fun and laughing 

and that. They don’t understand that we are coming from 

different countries and from ESOL, you know. So they 

really need to know that we are coming from ESOL, so if 

60 IG Q5 ESL studs. want kids in gen. ed. classes 

to understand they come from different 

countries and stop laughing at them. 

 

Effective ESL 

instruction requires a 

culturally competent 

environment, where 

teachers and students 

understand where ELs 

come from. 
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their teacher is teaching us or something, is normal thing 

for them, but we don’t know, you know, so. 

And I think making the reading and writing connect is a 

good idea, because nobody can be like care of the advice. 

When you read something, you can like follow someone, 

and then by the time you can do it by yourself. 

19 IG Q5 ESL studs. believe connecting reading to 

writing is effective. 

 

RQ4: Connection 

reading-writing. 

Effective ESOL 

instruction uses 

readings as models for 

writing assignments. 

Even reading itself you can learn a lot from it. We didn’t 

know simile we didn’t know metaphor: we didn’t know 

how to use all this kind of stuff in our writing. So the 

more we read we found out how to use it. We just copied 

this. [laughter] Not copy-paste. 

12 

 

IG Q5 ESL studs. believe models—reading—

help apply techniques in writing. (Note 

dissenter to connecting reading and 

writing—this and A104—in above 

suggestion to disintegrate the two). 

Connection: reading-

writing. Effective 

ESOL instruction uses 

readings as models for 

application of literary 

elements and 

techniques in writing. 

You should have like-- a special part where you teach us 

like good words, like— 

20 IG Q6 Teach us, like, good words. Effective ESOL 

instruction includes 

vocabulary 

development. 

Vocab 12 IG Q6 vocab Effective ESOL 

instruction includes 

vocabulary 

development. 

And also make them work like--if someone is shy—

everyone is afraid to talk in front of a lot of people. 

Make them talk in front of people--even you make 

mistakes. Make them talk. Make small practice, like 

today we are going to read this book, and you are going 

to do it front of the class, and then you’ll read in front of 

your classmates, you explain what you read. So make 

them like work with the class, and then, because in 

ESOL class I can’t laugh at my classmate, because I’m 

not better than her, so nobody will laugh at you when 

you are together. You see what I mean? 

59 IG Q6 Effective ESOL teachers make students 

talk. ESOL classes are effective because 

“in ESOL class I can’t laugh at my 

classmate, because I’m not better than 

her”; (add to above statement that ESOL 

teachers make studs. feel at home and 

statements that ESOL teachers make 

time to teach and you have a strong 

argument for ESOL). 

Make them talk. 

 

ESOL is effective 

because students 

empathize with each 

other through 

shared language –

learning experience. 

Ah terrible—it was a nightmare. 59 IG Q6p Same stud. who said make them talk—

said it was terrible—a nightmare. 

Tension: talking in 

front of class is 

traumatic. 
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It was so good for me—it was better [laughs]. 60 IG Q6P   

Mr. Brown, when someone reads and they make a 

mistake, you should correct them. 

20 IG Q6P ESOL studs. want correction from 

teacher. 

ESOL studs. want 

correction from 

teacher—not laughing 

from classmates. 

Yeah you should. few IG Q6P ESOL studs. want correction from 

teacher. 

ESOL studs. want 

correction from 

teacher—not laughing 

from classmates. 

Yeah, and you should make students write one topic like 

every day for homework or something. 

19 IG Q6P ESOL studs. believe we should make 

students write every day for homework. 

(HW dissenter?) 

Tension: homework, 

focus on reading or 

writing? (Literature-

based v writing 

workshop). 

Mr. Brown, don’t say sometimes—always. 20 IG Q6P   

You should read more books. Don’t stick to just history-

related books. 

12 IG Q6P Don’t stick to just history-related books. Effective ESOL 

instruction is not CI 

all the time. 

61, Did you have to read out loud with Ms. T1? T2 IG Q6P   

Sometimes. 61 IG Q6P   

Did you hate it, or was it okay? T2 IG Q6P   

I hated it. 61 IG Q6P Hated reading aloud. (Dissenter to make 

them talk?) 

Tension: Hate reading 

aloud v. make them 

talk. 

8, did you hate it, or was it okay? T2 IG Q6P   

It was okay. 8 IG Q6P   

Presentations are worse. 12 IG Q6P Hated presentations, but they want us to 

make them talk…(Dissenter to make 

them talk.) 

Tension: Hate 

presenting v. make 

them talk. 

And you should tell them to not say the word “like” in 

their sentences. 

20 IG Q6P  Effective ESOL 

teachers provide 

feedback on 

presentation skills. 

And “um.” 9 IG Q6P  Effective ESOL 

teachers provide 
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feedback on 

presentation skills. 

Or “stuff” or “things, good, bad.” 60 IG Q6P  Effective ESOL 

teachers provide 

feedback on 

presentation 

skills/public speaking 

skills. 

When someone talks and they say “like, like, like,” she 

mocks you she says “like, like, like.” She would say that 

to you. 

20 IG Q6P Public speaking skills.  

I actually think making fun of people makes them work 

harder. You need to put us down more. 

12 IG Q6P Maybe mocking works?!  

One of the things that I really remember mostly was that 

the kids who we were using the cross-curricular… and 

doing some history incorporation was that they made 

comments on either remembering something in history 

class or commenting on noting some books or people…I 

really remember having that resonate with me—that they 

made these connections and usually that’s really 

challenging for our students particularly ESOL students, 

and they seemed to be doing that more so on their own 

where those were much harder to draw out of the 

students from the other class so I just remember that 

being a big part of it.  

T1  TQ1 Intervention group connection to history 

T1 remembers IG made connections to 

history class, couldn’t draw those from 

CG   

 

RQ4, RQ5 

Connection—IG 

made history-English 

content connection, 

CG didn’t. 

Also the creativity that came out of some of the students 

in the cross-curricular one was I was just impressed with 

their poetry and art, and really a little bit more creative 

thinking I’m not sure it was only due to that…probably 

as a whole they started a little higher, but just applying 

some general skills and knowledge that was really a nice 

aspect to see happening, so I think those are two big 

things that despite being so much later that those really 

resonate and stuck with me as positive reasonable 

consequences. 

T1  TQ1 T1 impressed by IG creativity in poetry, 

art and thinking… 

T1 doesn’t attribute it all to CI; Validity 

threat: equivalent groups, teacher 

expectations. 

: in sum connections and creativity were 

“two big…positive reasonable 

consequences” 

 

IG demonstrated more 

creative thinking. 

No, I mean the only thing I would say is that I was 

looking at things a lot more holistically when we were 

T1 T TQ2 Basic skills—negative example RQ5: Effective ESOL 

instruction includes 
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doing that, and so I think as far as language learning they 

also do need some basic skills and those needs weren’t 

necessarily met as far as you know sentence structure, 

phonetics, or you know, grammar that wasn’t a focus, 

particularly that class, so that part of their writing may 

not have excelled as much or increased as much…yeah. 

Match to focus group: they need basic 

skills 

Possible negative outcome of CI: 

sacrificed grammar/writing improvement   

basic language skills, 

IG may not have 

gotten as much as CG. 

I think it was great to have somebody with more of a 

literature background and that would be your specialty, 

and I actually had more of the history knowledge and 

knew some things that were going on in the history 

classroom and I just think that mix was a nice mix so we 

could both bring content knowledge I guess, in that area, 

and also our teaching styles are also different in the 

aspect of-- art is not my strong point—but you know I do 

a lot of hands-on kind of like aesthetic or creative 

thinking in different ways, but you have more of the art 

or literature aspect so, I think that molding those two 

personality types, and teaching styles and also content 

knowledge is really beneficial to the students, so they 

can get a variety, you know. No teacher does it perfectly, 

so you can draw from the strengths of each of us. I 

thought that was really great, particularly for me in my 

first year, but really I think it would be beneficial for 

other ESOL teachers especially because we’re teaching 

content classes, and it’s a little bit more random—we 

have some guidelines it’s not necessarily aligned 

perfectly with all of the standards, or what they struggle 

with in class and I can bring some of that to the 

classroom as well—some of the struggles--so that we can 

reinforce it--so that reinforcement is really great to be 

able to do. You can only do that when you collaborate 

with other people—particularly across the content areas.  

T1 T TQ3 Re. collab: “that mix was a nice mix”; 

collaboration works best between diverse 

collaborators 

Re. collab.: a mix of “personality 

types…teaching styles and…content 

knowledge is really beneficial to the 

students” 

Re. collab. “No teacher does it 

perfectly…draw from the strengths of 

each” 

Collab. esp. helps first year teachers 

T1 believes ESOL teachers benefit more 

from collab. b/c they teach content. 

T1 believes reinforcement of content—

esp. across content—is only possible 

through collaboration. 

 

 Collaboration 

effectively improves 

teaching and learning: 

mixes knowledge, 

styles, experience; 

especially helpful for 

1st year teachers and 

reinforcing skills 

across content areas. 

 

There was really no disadvantage to collaboration--other 

than it’s hard you know if I don’t want to do 

something—or if you didn’t like something—we have to 

compromise then on some things—if you want to do it as 

accurately as possible when you’re doing the research, 

T1 T TQ3  

No disadvantage to collab. except 

compromise, but without research 

project, compromise isn’t as necessary =  

Fidelity. 

Collaboration may 

involve compromise, 

which can be difficult, 

in this case, indicative 
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but of course you could be more lenient on that if it was 

just in your classroom if research wasn’t being 

conducted. 

 of fidelity of 

Implementation. 

I think I do a little bit more structure—where yours is a 

little less structured. And there are benefits of course to 

both of that so but for me--with the planning, too even--I 

want more structured activities, whereas, you may allow 

for more discussion time or other things like that. Time 

allotment--I think I did everything you did—I bet it 

wasn’t the same amount of time—I think that’s one big 

difference mine was probably more structured. 

T1 T TQ 3P I think I did everything you did—I bet it 

wasn’t the same amount of time—I think 

that’s one big difference mine was 

probably more structured. 

Fidelity threat: time 

on activities. 

Individual/Diverse 

(I/D) teaching styles 

I actually did we just did MLK, I’m not teaching the 

same subjects so I couldn’t do the same books I would 

have liked to have done The Odyssey and things like that 

again, but I’m actually teaching US history instead of 

world, and I’m teaching content instead of literature. 

Yay--that’s what they do to new teachers. So anyways, 

but what I did a week or two ago we had a MLK, Jr. 

speech and what I had them do was choose a quotation in 

there and do an artistic reflection on that, and so they 

were using colors and, we only did it a day, but it was 

something we hadn’t done yet… 

[You said yes some poetry, and some art reflections to 

the MLK speech that you might not have felt 

comfortable doing] 

T1 T TQ4 Collaboration may lead to long-term 

change in teaching practice—AAI 

“that’s what they do to new teachers.”( 

make them prep. more) 

The following year, T1 continued to 

integrate poetry and art in ways she may 

not have without this project. 

 

Collaboration—long-

term change in the 

form of AAI 

incorporation; teacher 

stress 

I think as far as planning goes, we had a kind of a goal 

for the whole year and kind of this vision to progress and 

build upon stuff, so I think as far as backward planning 

goes I—particularly being new to the content—that 

would not have been possible for me to do. We didn’t 

stick to it and we modified some of it of course some of 

it along the way, depending on what was going on, but to 

have that planning/outline I think is also great for the 

students. They kind of knew in the beginning of the year 

where we were going particularly with the cross-

curricular one and I kind of said we’re really going to 

focus on some history things like this and this, so be 

T1 T TQ5 The project/collaborative planning 

provided for “a goal for the whole year, a 

vision to…build upon…particularly 

being new to the content, that would not 

have been possible for me to 

do…but…that planning/outline is also 

great for the students” They kind of 

knew in the beginning of the year where 

we were going particularly with the 

cross-curricular one and I kind of said 

we’re really going to focus on some 

history things like this and this, so be 

RQ 4, 5 

Effective ESOL 

instruction includes 

backward planning 

with goals and vision 

for the year, which 

helps activate and 

focus student 

thinking. Thematic 

approach engenders 

this. 



 

 

2
6
0
 

thinking about it—not necessarily as much with the other 

group, because it’s much more disjointed it’s not—

you’re doing different texts and different books there 

aren’t as big a themes maybe? So, kind of that thematic 

overview, I really thought that was nice to have. And I 

think teachers may try to do that, but in the day-to-day 

craziness of it all you know, it kind of gets lost, so I 

think having that in the beginning was a nice start, and 

also just good for the students to have a little more clear 

goal. So I think that was another helpful thing for myself 

and the students. 

 

thinking about it—not necessarily as 

much with the other group, because it’s 

much more disjointed it’s not—you’re 

doing different texts and different books 

there aren’t as big a themes maybe? 

“Thematic overview…was nice to have.” 

Teachers may try…but in the day-to-day 

craziness of it all [thematic, backward 

planning] kind of gets lost.  

Having a “more clear goal” was helpful 

for the teacher and the students. 

Effective EL teachers 

are flexible and 

modify plans. 

 

I’d say it was similar. I mean I’m meeting weekly with 

either my co-teacher or others teaching the same content, 

ideally of course. I mean, Some that I’m not meeting 

with I would like to be, but it’s just a matter of different 

schedules. That I have another time off with [ESL team-

member] at the same time, we’re able to do that, and we 

pretty much do every week, I’d say, week or two maybe-

-to just check in what do you do for assignments, here 

are some activities, what’s some skills we need to focus 

on. So I don’t think it was any more--I mean it was more 

work in the aspect that I wouldn’t have normally been 

collaborating with you necessarily, but I think generally 

as far as the amount of time compared to another person, 

or another collaborator or PLCT or whatever you want to 

call it, it wasn’t much different. My World History I 

have a meeting weekly—at least for an hour. And a lot of 

it is just looking at assessments and then what can you 

do to reassess them: and what does the data look like and 

that’s pretty much weekly. It’s not innovative, it’s not 

really teacher reflection, it’s just data reflection. And I 

think that that’s--that’s actually more of a waste of time 

for me, because a lot of those are more just meeting, 

looking at everyone’s data, seeing who did well, maybe 

you say “Oh I did a good activity” but the time’s already 

past--it’s not forward thinking; you’re only thinking in 

T1 T TQ6 What we did—collaboration—why great 

Similar to other collaborations in terms 

of difficulty. 

Similar time commitment to other 

collaborative endeavors. 

Collaboration can be a waste of time—

esp. looking at comparative data… 

Collaboration “is not forward thinking” 

when it is “only thinking in the past” 

Collaboration: time 

and effort for this 

project was similar 

to other 

collaborations in the 

school.  

Collaboration is a 

waste when it’s just 

backward thinking: 

looking at data and 

assessments. “The 

time’s already 

past—it’s not 

forward thinking.” 
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the past, so as far as helping students I think it’s hard. 

And then you talk about, um-- 

Yeah, you can’t go back and reteach something when 

you’re already moving forward to get to the next unit. I 

mean it’s they’re like come after school and I’m like, but 

it’s already a week after the test and students are already 

on something else, that’s so confusing. So either you 

slow down, which doesn’t happen, because it’s SOL, you 

know, classes that need to keep moving or you know 

something else has to be; it needs to be done in a better 

way, in my opinion. 

T1 T TQ6p you can’t go back and reteach something 

when you’re already moving forward to 

get to the next unit…SSTs preclude this. 

Top-down curriculum 

requirements/assessments/pacing 

preclude reteaching… 

This plus comment A31, match what 

focus said about T1 teaching for 

mastery—until they get it. 

Effective ESL 

instruction includes 

time in school for 

reteaching and 

mastery learning. As 

per focus group 

interview: study hall 

time, and teachers 

who make time to 

explain. Pacing is the 

result of SSTs, why 

ESLs score lower on 

them—the vicious 

cycle. 

It was a little frustrating for me to see like, I saw the 

benefits I think, or I really enjoyed teaching the one, and 

I kind of felt bad for my other students--the guinea pigs I 

guess, you know you’ve got to have the guinea-pig 

group, I mean they weren’t losing out… 

 

T1 T TQ7 In CI: Saw benefits—enjoyed teaching; 

guinea pigs didn’t lose, but… 

T1 felt bad for the CG, but knows you’ve 

got to have them and believes they didn’t 

lost out. Matches the CG focus group 

comments on how much they liked T1 

and T2 and the methods, content, etc. 

Fidelity—belief in CI 

and benefits (also 

contradicts lack of 

basics comment) 

The ones who were just doing—not the Greece--they had 

the regular class room. So I saw some interesting 

benefits and I also like to incorporate history, so I was 

really enjoying that part, so when you see that, I would 

have liked to have done a lot of the activities with the 

other group I guess, and so, it’s not unhelpful it was just 

kind of sometimes a little frustrating so that was the case 

for that. And it was also I mean, it was more work of 

course: we had two classes that could have been taught 

exactly the same, but they were both being taught other 

things; it’s not unhelpful but maybe a challenge I guess, 

instead. 

T1 T TQ7p In CI: saw benefits; enjoyed teaching it 

Frustrated by not being able to do same 

with CG 

but resisted—fidelity. 

It was more prep. 

 

Fidelity: more work 

due to double the 

planning; saw benefits 

of CI; 

I saw some interesting 

benefits and I also like 

to incorporate history, 

so I was really 

enjoying that part 
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We were planning for two separate classes…that was 

time or prep, or you know just wrapping my mind 

around that, too. So that was still a challenge, as far as 

the research goes…(waiter interrupts) So, I guess those 

are two--they’re not unhelpful—it was just more maybe 

a challenge or difficulties or something that was a little 

bit maybe negative, I’d say, rather than—not unhelpful. I 

can’t think of anything that was unhelpful. 

 

T1 T TQ7p

2 

Prep and thinking required for 2 classes 

vs. 1 made the research project a 

challenge; negative aspect.  

Fidelity: “We were 

planning for two 

separate classes…that 

was time or prep, or 

you know just 

wrapping my mind 

around that, too. So 

that was still a 

challenge”; negative 

Not really—no I haven’t. I mean, during my evaluation I 

think I’ve mentioned my work with [team-teacher] or my 

work with [ESL team-member] this year. I didn’t see 

him last year at all, so, he didn’t know too much about 

my participation in this project I don’t think. So this year 

I’ve just told him, you know, “Oh we work really well. 

It’s great because we get to do this, or we’re able to kind 

of plan guided reading, we have similar philosophies,” or 

some challenges with the collaboration as well. Like 

with World History—I don’t do so many just straight-up 

notes. So those are also challenges, but um, I think he 

knows a lot of the benefits as well. I think it’s more the 

fact that I think he would love everybody to collaborate. 

I think it’s more the fact that there’s a lot of push-back 

from teachers. I’ve seen a lot of pushback from teachers. 

Somebody has to lead as well. Who’s leading or when 

they--that’s another dramatic incident half the time. So it 

really is teacher push-back I think, rather than 

necessarily administrative, I don’t think any 

administrators that I’ve talked to have a negative--they’re 

always trying to push it more and encourage it, and they 

give you time to do it. I mean, but— 

T1 T TQ3p

2 

T1 says admin supports collab. 

Teacher push-back against collaboration, 

while administrators encourage it; 

somebody has to lead  

T1 has “seen a lot of pushback from 

teachers” re collab. 

T1 believes somebody has to lead a CT.  

At this site admin. gives time and 

support for collab.—“push it.” 

Re. Collaboration: 

teachers resist, admin. 

encourages; requires 

leader of CT 

Yeah I think so [collaboration is good]. I think 

when you have teachers who are in line with your 

philosophy it makes it a little bit easier, for sure. I know 

as far as the World Concepts you know that makes it a 

little easier to plan when you have similar goals and 

visions and philosophies.  

T1 T TQ3p

3 

Collaboration is effective. 

Collab is easier when CT shares goals, 

visions and philosophies. 

Collab. is more challenging when CT 

does not share pedagogical philosophy, 

but “that’s also the point” of collab. 

Re. collaboration: 

easy when teaching 

philosophies align, 

but more important 

when they don’t 



 

 

2
6
3
 

If I had a teacher who thinks straight lecture is 

appropriate, and that is not my philosophy, that makes it 

more challenging. But I think that’s also the point, is 

that, you know me bringing in supplemental kind of 

activities at first and some readings or maps or other—

just to break it up—you know I’m not going to change 

somebody, but if I can kind of influence that, and I’ve 

learned a lot more history knowledge and also as far as 

teaching to a test, which is basically what SOL prep test 

are for, my co-teacher is very successful—he has a very 

high success rate—and he does straight lecture and other 

teachers are maybe surprised that he does so well. But, 

he knows the content well. He does describe it in a more 

story-like way and enjoys it, so I think the students do 

feed off of that, whereas other teachers may not be as 

comfortable with the content and just kind of do an 

activity, they’re not getting the main focus, they’re not 

going to be able to recall as much of that…So that’s 

beneficial for both of us.  

I think I actually incorporate—and I also now know—

look I’ve got to get these kids ready to take notes for an 

hour or two. I probably do now a half an hour of notes 

about, every class and it’s really to get them ready for 

that, and to teach them how to take notes. And I 

wouldn’t have known to do that if I hadn’t been 

collaborating with him on, look this is what’s coming up, 

and this is what the teaching styles look like and in 

ESOL you may not usually have that, and you have that 

in other classrooms. You have to prepare them for 

whatever is coming even if I don’t like it, so, that’s 

beneficial for my teaching to better prepare the students, 

and also to recognize there are times for all teaching 

methods really I think, and I don’t think maybe I would 

have said that before I collaborated with other teachers. 

Lecture/direct teaching successful with 

SSTs—and teacher knows content and 

uses narrative and enjoys it; 

 

T1 knows knowing the content is 

effective. 

 

T1 knows that narrative/story-telling and 

teacher enthusiasm matters/is 

effective/engages students. 

Thanks to collaboration, now better able 

to prepare students for what’s coming; 

and, now believes that all teaching 

methods have a time and a place 

 

Thanks to collab., T1 believes in balance 

of a variety of teaching methods: match 

the method to the content/skill. 

Collaboration: 

teachers know how to 

prepare students 

better; understand 

there is a time for all 

methods, i.e. believe 

in a balance of variety 

of methods, in other 

words a mix of 

methods 

Effective ESOL 

teachers know the 

content, are effective 

story-tellers, exude 

enthusiasm, and 

engage students. 

It was a—it’s just a senior project that I had done 

actually to graduate it was a graduation requirement. It’s 

a year-long project. And it was really student 

T1 T TQ8 As stud., T1 had exp. with CI/P-B-L that 

involved stud. choice. 

Re. CI: Effective 

instruction includes 

student choice, PBL, 
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motivated—you basically chose a guiding question. 

Similar to the GATP I guess. But um, but you’re not 

only doing--The GATP project--Where they’re choosing 

their own question. But what I liked about this project 

was it required not just the research part, but also an 

application part. Where, so for example, so I chose to 

research sweat-shop labor. But then I actually had to do--

okay so what can I do about this? And then made 

brochures and actually went to hand them out and inform 

the public. Other people had done research on diseases, 

so then they created a campaign and a fund-raiser. So I 

liked this part where it was not just a research aspect 

which becomes a big focus for most high schools, but 

also this applying so how can you apply it and change 

and now what can I do with this.  

Student-motivated, students chose the 

guiding question 

T1 believes in importance of 

application/authentic assignment in 

addition to research.  

I actually had to do 

application, and time. 

I actually had to do 

Half of your year is spent extensively researching--

probably the document was 10-20pages, for a high 

school student that’s a long paper, but then also, you do a 

large presentation at the end of the year during finals 

time. But it’s not just for--it’s for teachers, it’s for 

families, other friends can come, so you probably have 

10 or 20 people come and they’re all scheduled at 

different times, so you can see different people’s 

presentations on what their research was, what they did, 

how they were successful, and will they continue doing 

something with this information. 

T1 T TQ8 Publishing, that is, presenting to others, 

provides another motivation it’s for 

teachers, it’s for families, other friends 

can come, so you probably have 10 or 20 

people come 

 

Effective instruction 

includes 

presentation/publicati

on for motivation. 

People do sports stuff, so I really liked this holistic, some 

real service-learning depending on what you chose 

maybe, and it wasn’t just research which is always 

somebody else has done the work, you know this is 

really making you synthesize it and apply it, and that 

higher order thinking doesn’t happen that often anymore, 

I don’t think. To really create a product or event or create 

something that you think will benefit from whatever you 

just researched. So yeah that was the kind of project I 

really enjoyed the most. I think I still have it--I kept it.  

 

T1 T TQ8 As stud., T1 liked the project for its 

holistic, service learning that required 

synthesis and application, believes these 

HOTS don’t happen often anymore; 

doesn’t think HOTS/creativity happens 

much—esp. creativity that benefits 

others. 

  

Pure CI/PBL/Inquiry-

based motivates 

students, esp. with 

authentic assessment 

Holism applied to 

pedagogy inherently 

requires CI and 

HOTS; lacking in 

schools; as student it 

was T1’s favorite 



 

 

2
6
5
 

 

 

Stud. centered 

pedagogy is 

motivating 

Fidelity/trustworthine

ss: T1 was geared 

toward CI as student 

and ESL teacher 

And when it’s that guided--like you have chosen 

something that you want to research that really motivates 

you. You want to succeed because it’s something that 

you chose that interests you--that matters. So yeah I did 

enjoy that project. I would love to do something like that 

in schools. 

T1 T TQ8 What T1 liked most 

Guided but student choice—

motivating—it interests you and matters 

to you 

She wants to do it 

What studs. choose motivates, because 

it’s relevant to them.  

You want to succeed 

because it’s 

something that you 

chose that interests 

you--that matters. 

I was a senior in high school. And I was able to--that was 

a graduation requirement actually—was to complete it. 

And you had an advisor that you checked in with every 

so often. But mostly it was done on your own—It was 

mostly done on your own. 

T1 T TQ8p

1 

Senior; graduation requirement; advisor; 

mostly self-guided 

Teacher as guide. 

Effective instruction 

includes requirements 

for important works, 

e.g. high-stakes 

assessment; guided; 

these are 

individualized 

[School in NE] I know they still do it. It’s still something 

they do, despite having all of the other requirements. But 

I think it’s a great thing.  

There was class time used, but it wasn’t solely in class. 

There was a lot of outside research time. And you had 

kind of a time-line. It was very organized. There were 

check-in points where you check in to see how you’re 

doing.  

Students generally took it pretty seriously because they 

needed it to graduate. And you’re presenting in front of a 

class and it’s something you cared about. So usually they 

came out quite well.  

I’d love to do something like that, it just takes a lot of 

time and vision and planning, and that people would 

want to do something like that with all the other things.  

 T TQ8p

2 

The school does it despite all other 

requirements—great. 

Graduation requirements, presentation, 

and student choice can all be motivators 

that lead to excellent products. 

Class time but also a lot of outside time; 

time-line, very organized, check-in 

points 

Wants to do this, but takes a lot of time, 

vision and planning with all the other 

things 

Projects like that require time, vision and 

planning…. 

Especially good for seniors: motivates 

them to work and apply all skills all year  

Lessor requirements/ 

standards get in the 

way of great CI 

Effective CI demands 

a commitment of class 

time, planning time, 

as well as vision; it’s 

products/projects are 

very organized: time-

lines, check-in points 

with teachers/guides 

When it comes to 

determining methods 

and resulting skills; 

grade-level matters: 



 

 

2
6
6
 

But I think especially for seniors, because seniors kind of 

get into school and that’s that By the end of the quarter 

they’re not really worrying as much by the spring. So I 

felt it was a great thing that kind of kept you working 

through the senior year. Using all your skills, writing, 

reading, research.  

…but great esp. to keep seniors working 

and integrate a lot of language skills 

seniors for application 

and motivation 

Yeah, sure—that’s big--that’s a whole paper Gordon. 

Well, I think touching on that subject where you said, 

people can just teach and do it well: I just as far as a 

teacher’s job, really it’s not how well I can present. I can 

be a good speaker—I can present very well. I think 

that’s, um, but, it’s a matter of how well are your 

students succeeding, and what are their goals—realistic 

goals I guess, and setting goals with them, and how can 

they achieve those goals.  

T1 T TQ9 as far as a teacher’s job, really it’s not 

how well I can present...it’s a matter of 

how well are your students succeeding, 

and what are their goals— 

Effective teachers: as 

far as a teacher’s job, 

really it’s not how 

well I can present. 

...it’s a matter of how 

well are your students 

succeeding, and what 

are their goals— 

And I think, for a lot of our students they are not 

necessarily the typical goal of graduating or going to 

college and things like that. And so how can I better 

prepare them. And, knowing that I’m going to need a lot 

of flexibility, because of these different needs. And also, 

I need to modify and differentiate my teaching styles and 

my assessments or my methods to meet those needs, and 

it changes every year, and it even changes within the 

year. And, so I think that people get very comfortable 

with what they’ve done or what they’ve had, and it’s a 

lot easier to just pull up what you did before and not 

modify it, but um, or just go this is not going to work for 

this group or these particular students I have. So that 

flexibility I think is maybe the hardest thing about 

teaching because you have to be flexible to realize my 

teaching method isn’t perfect—I’m learning from it, I 

have to change what I’ve done, not only because I want 

to get better, but also because I need to meet these 

students’ needs. So I think flexibility.  

T1 T TQ9 a lot of our students they are not 

necessarily the typical goal of graduating 

or going to college and things like that.  

Teachers get comfortable with what they 

know—it’s easier to keep doing the same 

thing. 

 

ESL students: a lot of 

our students they are 

not necessarily the 

typical goal of 

graduating or going to 

college and things like 

that.  

Effective ESOL 

teachers: are flexible, 

differentiate style, 

assessments, and 

methods to meet 

student needs, which 

change by the year 

and within the year. 

Aligns with 

participant discussion 

re. different strengths. 

I also think as far as good teachers, really good teachers 

just work really hard and work a lot, and work the hours. 

And I have a lot of teachers in particular we have a 

T1 T TQ9 really good teachers just work really hard 

and work a lot, and work the hours. 

Effective teachers: 

really good teachers 

just work really hard 
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World History, for one simple example, is they all say 

they don’t give homework because the students won’t do 

it. Well my expectation is you will do it, and raising the 

bar versus I’m not giving it to them because they won’t 

bother. When I think that’s more of a I don’t want to 

bother grading it. We give it almost nightly which is a 

good—it’s never new information—it’s here’s what we 

[me and team-teacher] did in class, and now show me 

that you know that. And that’s a good way for us to 

assess, either they’re missing something or we didn’t 

teach it well. And that’s just one example of how, I know 

that because of all the demands on teachers, people are 

pulling particular things, but pulling something like 

homework or an expectation of work outside the 

classroom, I don’t think is…[tape ended] 

and work a lot, and 

work the hours. 

Effective instruction 

includes homework, 

but with expectation 

they will do it, and 

never new 

information (counter 

to some of focus 

group). 

Teachers have too 

many demands on 

them. 

[From notes: So it’s flexibility a lot of hard work and 

collaboration. Need to keep students engaged as often as 

possible in different ways. Some students are not going 

to do something for an hour—but others will.]   

T1 T TQ9   

[From notes: Meet needs, but challenge them. ] T1 T TQ9 Challenge them. Aligns with 

participants challenge 

is motivating. 

[From notes: Create a safe, comfortable, environment 

where they are willing to take risks.] 

T1 T TQ9 Create a safe, comfortable, environment 

where they are willing to take risks. 

Aligns with 

participants saying the 

ESL classrooms feel 

comfortable, and 

students don’t laugh. 

[From notes: Do what they like but also, get better at 

what they’re not good at.] 

T1 T TQ9 What they like, e.g. games, and what not 

good at, e.g. speaking. 

Effective teachers 

engage students with 

some activities they 

enjoy, but balance 

with skills they need 

to improve. 
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Appendix F: Assent 
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Appendix G: Explanatory Letter 
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Appendix I: Intervention Lesson Plans 

Drama Lesson Day 1: Sophocles’ Antigone 

Objectives:  1. Introduce elements of Greek Drama 

  2. Introduce theme 

  3. Practice speaking, listening and reading 

Materials: Copies of Antigone, whiteboard and whiteboard markers, student journals, 

graphic organizers for the Jigsaw activity 

Activities: 

 

1. Warm-up…………………………………………………………….…20min. 

[Students do review page of the sentence packet.  

Teacher has students take turns reading the questions and answers—then 

reviews homework in the same manner. G. Brown modification.]  

Have students list in their journals answer the following: 

“If your brother or sister was going to commit a crime would you: 

A) help them 

B) tell on them 

C) do nothing?” 

After they write for 3-4 minutes ask for a show of hands for each, then 

add: 

“What if the crime was for good, for example, your family was starving so 

they were going to steal food?” 

T. explains that in the drama we are about to read, this is a central question. 

 

2. Jigsaw background to the play……………………………….……….65min. 

T. briefly explains activity and its purpose. Divides students into small groups 

and assigns them to page(s) of the background as per the graphic organizer. In 

their groups studs. read the assigned page(s) and write a summary, fun fact, 

and names/places to know in the boxes. Then, a student from each group 

forms a new group with one student from each of the other groups. Studs. 

make sure that they all have all the information. 

T. calls on students to share information from other students’ groups. 

No homework. 
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Reflection: 

 

 

Antigone: Lesson 3 

English 

WIDA ELD Standards 

 Standard 2 (Language Arts), 5 (Social Studies): Level 3-4 (Developing-

Expanding) 

 Cognitive functions: Comprehending, Analyzing, Synthesizing, Evaluating 

Materials: copies of Antigone, Sts. notebooks and pens, whiteboard markers.  

Objectives 

1. Support history objectives, specifically vocab. SWBAT define and use new 

vocabulary words. 

2. S.W.B.A.T. use graphic organizers, e.g. character and plot charts, to assist with 

comprehension of drama. 

Activities  

Warm-up—respond: Why did Antigone want to bury her brother?…………………..…15 

min. 

 What was her sister’s argument? T. asks, “So, what seems to be one theme so far?” 

Hand out and begin filling in Plot and Character charts………..…………………20 min.  

Mapping Greek lit……………………………………..............................................25 min.  

Students trace Odysseus’ voyage and circle Thebes 

Read-around of Antigone…………………………………………………………..15 min. 

T. 

Choice………………………………………………………………………………15min. 

HW: Learning blog, complete graphic organizers 

 

Antigone: Lesson 4 

English 

WIDA ELD Standards 

 Standard 2 (Language Arts), 5 (Social Studies): Level 3-4 (Developing-

Expanding) 

 Cognitive functions: Comprehending, Analyzing, Synthesizing, Evaluating 

Materials: copies of Antigone, Sts. notebooks and pens, whiteboard markers.  

Objectives 

1. Support history objectives, specifically vocab. SWBAT define and use new 

vocabulary words. 

2. S.W.B.A.T. use graphic organizers, e.g. character and plot charts, to assist with 

comprehension of drama. 

Activities  
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Warm-up: vocab. use decree, monarch, tyranny, appease in sentences……..…..…15 min.  

Read-around of Antigone…….……………………………………………………..45 min. 

Students continue filling in Plot and Character charts………..……………………20 min.  

T. Choice………………………………………………………………………….…10min. 

HW: Learning blog, complete graphic organizers 

 

 

Antigone: Lesson 5 

English 

WIDA ELD Standards 

 Standard 1 (Social), 2 (Language Arts), 5 (Social Studies): Level 3-4 

(Developing-Expanding) 

 Cognitive functions: Comprehending, Analyzing, Synthesizing, Evaluating 

Materials: copies of Antigone, Sts. notebooks and pens, whiteboard markers.  

Objectives 

1. Support history objectives, specifically vocab. SWBAT define and use new 

vocabulary words. 

2. SWBAT use graphic organizers, e.g. character and plot charts, to assist with 

comprehension of drama. 

Activities  

Warm-up—respond: Is government in Antigone a monarchy, tyranny, oligarchy or 

democracy (support your answer)?......................................…………………..……15 min.  

Socratic seminar on themes in Antigone ………..…….……………………......45 min. 

Greed/money is bad/good; state/family/God is most important 

T. teaches grabber, essay format…………………………………………………...20 min. 

Sts. begin drafts 

HW: Draft Antigone theme paper 

 

 

Elements of Art-Poetry: Lesson Day 1 

Objectives:  1. Introduce connections between Art and Poetry 

  2. Introduce themes: success, integrity 

  3. Practice speaking, listening, reading and writing 

 

Materials: online text, Smart board, journals, hard-copies of history texts or copies of 

pp. 160-162, copies of Venn diagrams (optional) 

 

Activities: 

 

3. Warm-up……………………………….………………………………15min. 

In a 5-8 sentence paragraph, describe this painting, Cesare’s Cicero, from the 

perspective of a woman in the Greek or Roman empire, a woman now, a rich 
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man now, a patrician/senator then, a plebian then, a poor man now (pick one). 

Examine the colors, use of dark and light, shapes, objects and lines. What do 

you think this is a painting of?  

 

4. Bridge……………………………………………………………….…..5min. 

T. asks for volunteers to share paragraphs, and answers. Says, “Correct, it is 

the Roman senate—where Caesar was killed. Today we’re going to begin to 

examine how art, poetry and history are connected, and perhaps how those 

sometimes connect to your ideas about success and the concerns you have 

about yourselves and the world (this last part can be skipped—I asked them to 

share their thoughts on these a couple of weeks ago).  

 

5. Venn diagram Fine Art—Poetry………………………………………15min. 

Have students draw a Venn Diagram in their journals (or handout a blank 

copy). On one side they should write art and poetry on the other—see diagram 

below, on the next page. Ask studs. what elements poetry and art share [what 

we want to guide them to is mood/tone, perspective, form, theme, imagery; 

other “correct” answers can include rhythm, creator, audience, topic/subject 

matter] 

 

6. Prose to 

poetry…………………………………………………………………..25min. 

In your journals, under the heading “Prose to Poetry: Cesare’s Cicero 

Speaking to the Senate” select the significant or interesting words or phrases 

from your descriptive paragraphs and re-order them in poetic form. Ask for 

volunteers to share. 

 

7. Found poem: history to His story……………………………………….25min. 

T. says, “While we have the history text open, let’s take a look at the history 

behind  

Shakespeare’s story about Julius Caesar.” Teacher facilitates a read-around of 

pp. 160-162. “Now we will create a found poem, which gets its name because 

we find it in the text. Pull words or phrases that you find interesting, affecting 

or meaningful. Arrange them in poetic form (lines and stanzas). Again, 

consider your narrator’s persona, and resulting perspective (male, female, 

rich, poor, contemporary, ancient, powerful, powerless). Also ponder the 

theme—the message you want to convey.”  
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8. If time, have students respond to the questions on the bottom of p. 154: Which 

is more important in measuring leadership: results or integrity? And does a 

leader have to be likable in order to succeed? How about for your personal 

vision of success: is your integrity or your results more important to you? Do 

you need to be liked to be successful? If no time—do this for homework. 

 

 

 

Visual Art    Poetry 

 
 

No homework or #6 above. 

Reflection: 

 

Resources:  http://www.johnlovett.com/test.htm  

  http://www.incredibleart.org/files/elements2.htm  

 

 

 

Elements of Art-Poetry: Lesson Day 2 

Objectives: SWBAT 1. Identify Elements of Poetry in The Qur’an and Frost’s “Road  

Not Taken” 

   2. Describe elements of art. 

Line

Shape

Color

Form/Object

Value (dark v light)

Size

Sound (rhyme, 
rhythm, repetition)

Imagery created by 
words/phrases 
affecting senses

FigurativeLanguage 
(metaphor, simile, 
personification)

http://www.johnlovett.com/test.htm
http://www.incredibleart.org/files/elements2.htm
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   3. Apply elements of art to visual response to both. 

 

Materials: online text, Smart board, powerpoint of elements of art, journals, hard-

copies of history texts or copies of Qur’an excerpt below, copies of “The 

Road Not Taken” below, colored pencils, Sharpies, crayons, pastels, 

drawing paper, pencils; copy of elements of poetry hand out.  

Activities: 

 

1. Warm-up……………………………….………………………………15min. 

Identify two elements of poetry in the excerpt from the Qur’an. Have students 

share (answers may include rhyme, repetition, diction, hyperbole). 

 

2. Bridge……………………………………………………………….…..5min. 

T asks, “What did we do last class?” (Hopefully, in addition to other stuff, a 

stud. brings up Venn of art and poetry). Yes, and today we’re going to apply 

the elements of poetry to help us analyze the Qur’an and a poem by Robert 

Frost. Then we will learn a little more about the elements of art and begin a 

visual response to those poems.  

 

3. T-P-S elements to “The Road Not Taken”……………………………25min. 

Have students read the poem and identify at least three elements of poetry 

(may need to hand out the elements of poetry hand-out). [Option for 

extension: discuss mood and tone of both—or wait until after visuals.] 

Students can do this on their own or with a partner. 

 

4. Elements of art PPT……………………………………………………..10min. 

Go through the power point, point out the examples.  

 

5. Demonstrate drawing materials...……………………………………...…5min. 

Show how the different drawing media appear on paper and contrast with each 

other.  

 

6. Studs. create a visual response……………………………………….….25min. 

Tell students to make a drawing based on one or both of the poems severally 

or synthesized (i.e. the can do a drawing to “The Road…,” the excerpt from 

the Qur’an, or some common element or theme, e.g. the path). It may be a 

visual of one of the images, or themes, or objects, or concepts. 
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7. If they finish, write a 2-3 paragraph reflection on this activity that: A) 

analyzes the poem that they responded to, B) describes and analyzes the 

drawing they made, and C) explains how the drawing connects to the poem.  

 

No homework or #7 above. 

Reflection: 

 
 

 

 

Elements of Art-Poetry: Lesson Day 3 

Objectives: SWBAT 1. Describe and evaluate masterpiece and democracy 

   2. Identify the Parthenon and the Forum 

   3. Create a found poem and Word-Splash poem 

 

Materials: online text (video, pp. 134-136 and 156), (optional: hard copies of history 

text) Smart board, journals, .  

Activities: 

1. Warm-up……………………………….………………………………15min. 

In your journals: “What does ‘masterpiece’ mean to you? ‘Culture’? 

‘Democracy’?”  

Definitions according to Encarta online:  

Masterpiece: 1) an exceptionally good piece of creative work, e.g. a book, 

movie, or performance; 2) the best piece of work by a particular artist or 

craftsperson (like your portfolios); 3) the piece of work presented to a 

medieval guild to show that its maker was worthy of the rank of master 

craftsman 

 

Culture: 1) arts collectively: art, music, literature, and related intellectual 

activities, considered collectively; 2) shared beliefs, values, practices and 

attitudes (optional—go to p. 6 of the history text) 

 

Democracy: free and equal representation of people 

 

2. Bridge……………………………………………………………….…..5min. 

Today we’re going to examine these terms and some of their symbols and.  

 

3. Skim pp. 134-136…………………………………………………….…25min. 

Highlight the Venn on p. 134, the use of the word masterpiece to describe the 

Parthenon on 135, and the principles of art used on p. 136 (can also review 
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section on drama). Go back to 135: Now create a found poem based on the 

quote from Pericles about Democracy; you can also use other words from this 

section. 

 

 

4. WordSplash: the Architecture of Greek Democracy, and Roman Empire 

……………………………………..40min. 

Go to the multimedia section. Studs. stare at first image (the Parthenon) close 

eyes for 3 seconds. Open and jot down first word. Scroll right arrow once to 

the video Athens’ Spiritual Citadel; show 9 min and 40 seconds of the video. 

Now have studs. close their eyes for 3 seconds and jot down another word. 

Skim pp. 156, The Early republic, to the chart comparing the US and Roman 

govts. Go back to p. 156, have studs. stare at the ruins of the Forum, close 

eyes for 3 seconds, and jot down 1 word. 

Have each student share at least 2 words—jot them on the board (option: in 

the corresponding circles: Parthenon, the Acropolis video, The Forum photo). 

Have studs. create a poem from the words: they can use however many they 

want, and may add small words. 

 
5. If they finish, write a 2-3 paragraph reflection on this activity that: A) 

analyzes the poem that they wrote, B) describes and analyzes the pictures of 

the Parthenon and Forum, and C) explains how the poems connect to the 

pictures.  

 

No homework or #5 above. 

Reflection: 
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Appendix J: Comparison Units 

 

Unit I 

Drama 

Essential Questions/themes Skills/ Threads/ 

Studio Habits of Mind 

Content Knowledge Assessment 

English 

 

How do we make first 

impressions? 

How does point of view 

impact perspective? 

How do teenagers deal with 

love? 

What makes drama different 

from other literary genres? 

 

Loyalty: family v. friends, 

lovers, community 

 

Reading: Extend/Stretch 

Read around; analysis by elements 

of literature; 

Graphic organizers for 

comprehension: 

Compare-contrast elements of 

short stories and drama with Venn 

diagram  

Characterization with character 

chart 

Plot chart 

Writing: Extend/Stretch 

collaborative write-around drama 

 

Listening and Speaking: Read-

arounds, Socratic seminar, drama  

Drama: Novio Boy, 

scene from Romeo and 

Juliet 

 

Sentence structure 

 

Elements of drama 

 

Vocabulary 

 

Vocabulary quiz 

 

Citizenship Essay 

 

collaborative write-

around drama 

 

Blogs 

 

Performance of 

Scene 

Comparison Units of Instruction: February-March 

 

 

Notes regarding standards met in the unit: 

This unit focuses on 2012 WIDA standards 2: the language of language arts. Standard 1 will also be addressed in one or two of 

the class sessions through Socratic Seminar, Gallery Walk, and other discussions. 

 



 

 

 

2
8
3
 

In the ESL literature classes at this time of year, i.e. about the middle, the goal is for students to aim for Level 4 performance, 

i.e. developing. 

 

In addition, this unit seems to incorporate the multiple language domains, but not the subject areas as per the new integrated 

strand in the 2012 WIDA ELD standards. To wit, “This integrated strand invites educators to consider how they might prepare 

units incorporating multiple language domains and subject areas so that students can make important learning connections 

across disciplines” (WIDA, 2012).  

 

Unit 2 

Novel 

Essential Questions/themes Skills/ Threads/ 

Studio Habits of Mind 

Content Knowledge Assessment 

English 

 

 

Sameness vs. diversity 

 

How importanit is individual 

freedom of choice as compared 

to the common good?  

 

What does it mean to be 

happy—is a perfect place or 

future possible? 

 

Loyalty: family v. friends, 

lovers, community 

 

Reading: Extend/Stretch 

Read around; and R-T; analysis by 

elements of literature, specifically 

exposition, flashback and 

foreshadowing 

Graphic organizers for 

comprehension: 

Plot chart 

Writing: Extend/Stretch 

Poetry—perfect past and future prose-

to-poetry and utopian found poems  

 

Listening and Speaking: Read-

arounds, Socratic seminar, drama  

Paragraph and sentence 

structure 

 

Elements of Novel: 

review and flashback and 

foreshadowing 

 

Vocabulary 

 

R-T skills: review 

Vocabulary 

quiz 

 

Poems 

 

Blogs 

 

Socratic 

seminar 

 

  



 

 

 

2
8
4
 

Comparison Units of Instruction: April-May 

 

 

Notes regarding standards met in the unit: 

This unit focuses on 2012 WIDA standards 2: the language of language arts. Standard 1 will also be addressed in one or two of 

the class sessions through Socratic Seminar, Gallery Walk, and other discussions. 

 

In the ESL literature classes at this time of year, i.e. about the middle, the goal is for students to aim for Level 4 performance, 

i.e. developing. 

 

In addition, this unit seems to incorporate the multiple language domains, but not the subject areas as per the new integrated 

strand in the 2012 WIDA ELD standards. To wit, “This integrated strand invites educators to consider how they might prepare 

units incorporating multiple language domains and subject areas so that students can make important learning connections 

across disciplines” (WIDA, 2012).  
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Appendix K: Comparison Group Lessons 

Drama Lesson Day 1: Soto’s Novio Boy 

Objectives:  1. Introduce elements of drama 

  2. Introduce vocabulary 

  3. Practice speaking, listening and reading 

Materials: The Edge textbook, whiteboard and whiteboard markers, student journals 

Activities: 

1. Warm-up………………………………………………………………20min. 

[Students do review page of the sentence packet.  

Teacher has students take turns reading the questions and answers—then 

reviews homework in the same manner. G. Brown modification.]  

Have students list in their journals what people do to make a good impression, 

whether they are on a first date, applying for a job, at a new school or just 

trying to impress their friends or parents. Students share their ideas. Student or 

teacher writes the ideas on the board. 

T. explains that the drama we are about to read is about a first date—the 

characters are probably going to try to impress each other.  

2. Intro to vocabulary and elements……………………………...….20min. 

T. calls on students to read the definitions of the vocab. words on page 526. 

T. briefly reads the “dramatic elements” on p. 527 and how these are different 

from story elements—specifically how dialogue is punctuated differently as 

per the example highlighted in blue. T. says, “In drama, almost all of the plot 

and characterization comes through from the dialogue.” 

3. Students do read-around of p. 58 on Gary Soto………………..…..10min.  

T. asks, “So why did he start reading and writing poetry?” [Ans. rejected, 

sad, depressed, etc.]  

Teacher points out difference between poetry and prose. 

T. reads summary p. 529, calls on student to read character list. T. points out 

difference between characterization in drama which includes list up front, and 

stories/novels in which you discover characters as they appear. 

4. Dramatic reading…………………………………………………….30min. 

T. assigns roles, students read parts. Stud. or teacher reads stage directions as 

needed. T. changes roles approximately every page. (Bottom of p. 535, 536 or 

539 are all fine stopping points). 
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5. Exit ticket 

In their journals, studs. answer question 8 on p. 536, and the critical viewing 

on page 539.  

No homework. 

Reflection: 

 

Drama Lesson Day 3: Soto’s Novio Boy 

Objectives:  1. SWBAT explain how elements of drama determine plot and character 

  3. Develop vocabulary 

 

Materials: The Edge textbook, whiteboard and whiteboard markers, student journals, 

drawing paper, drawing tools: colored pencils, pastels, Sharpies, markers, 

crayons 

Activities: 

1. Warm-up……..…………………………………….…………………15min. 

Have students summarize what happened last in Novio Boy. 

 Predict what will happen next. 

2. Character and Plot Chart and ……………………………………….30min. 

T. passes out charts or has studs. draw them in journals. Direct studs. to Q. 5 

bottom of p. 557. 

 

Choose Rudy or Patricia—name in center of chart. What they say that reveals 

character, what others say that reveal character, what stage directions say that 

reveal character. 

 

Bring plot chart to climax. 

 

3. Students do read-around to end, p. 560 on Gary Soto………………25min.  

Complete charts (see question 10, p. 560) 

Discuss the Spanish similes—what they mean and why the author, Soto, used 

them. 

(Simile station) 

4. Begin making flash cards/study sheet for vocab/elements of drama 

test……………………………………………………………………...15 min. 

 

No homework other than weekly learning blog and can begin studying. 

Reflection: 
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Drama Lesson Day 4: Soto’s Novio Boy 

Objectives:  1. SWBAT apply elements of drama to writing 

 

Materials: The Edge textbook, whiteboard and whiteboard markers, student journals, 

drawing paper, drawing tools: colored pencils, pastels, Sharpies, markers, 

crayons 

 

Activities: 

 

1. Warm-up…………………………………………….…………………15min. 

Use ashamed, desire, conscious in sentences. 

 

2. Brainstorm drama—to group write-around………………………...60min. 

 

In groups: first decide: romantic comedy or Tragedy, then who are the 

characters going to be? What’s the setting? Plot chart it… 

 

T. puts ideas on the board. Then assigns scenes to each group. Groups can try 

ad libbing—then scripting it. Use a simile and 2 vocabulary words in your 

scene. 

 

3. If time, finish making flash cards/study sheet for vocab/elements of 

drama test……………………………………………….10 min. 

 

No homework other than weekly learning blog and can begin studying. 

Reflection: 
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The Giver Lesson Day 1 

Objectives:  1. Introduce the novel 

  2. Introduce vocabulary 

  3. Practice speaking, listening and reading 

 

Materials: copies of The Giver 

 

Activities: 

 

1. Warm-up……………………………….………………………………40min. 

Station work 

 

2. Intro to The Giver………………………………………………….….45min. 

T. says, “Today we’re going to jump into a novel I think many of you will 

like—many of my other students have liked it. However, like most novels, 

there are a few chapters of exposition—so it takes a while for it to begin to get 

exciting. Today we’re going to read as a whole class. I’ll start and then will 

call on you.” 

 

T. begins. Then students do read-around. T. stops every page or two to model 

reading skills, that is, asks students to summarize and predict. T. also stops to 

discuss literary techniques, e.g. capitalization of Pilots and Jonas’ flashback. 

 

No homework. 

Reflection: 
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The Giver Lesson Day 2 

Objectives:  1. SWBAT apply a plot chart to analyze a novel 

2. SWBAT practice speaking, listening and reading 

3. SWBAT learn vocabulary from reading 

 

Materials: copies of The Giver 

 

Activities: 

 

1. Warm-up……………………………….………………………………25min. 

Perfect past and present:  

Past: What was your favorite/happiest year? Why? Where were you? Who 

were you with? What were you doing? Do you remember a favorite day? 

Present: This year, what makes you happy? What’s your favorite place? Who 

are your favorite people? If you were to plan the perfect day for this Saturday, 

where would you go? With who? What would you be doing (keep it 

appropriate)? Listening to? Eating? Ask for volunteers to share. 

 

2. Bridge………………………………………………………………….5 min. 

 T. says, “When you thought and wrote about your past, you were having 

flashbacks. Novelists use flashbacks to help tell the story and develop 

characters and plot. Last class when we read the Giver, the main character, 

Jonas, was having a flashback to an incident that scared him. The author, Lois 

Lowry, used the flashback to help us learn about Jonas as well as the setting.  

 

3. Read around of The Giver………………………………………….….40min. 

 

T. begins. Then students do read-around. T. stops every page or two to model 

reading skills, that is, asks students to summarize and predict. T. also stops to 

discuss literary techniques and note vocabulary. 

 

4. In journals, begin plot chart and vocab. list……………………………15min. 

Homework: Possible—your perfect future. Where are you? What are you doing, 

smelling, hearing, tasting? Who are you with?  

Reflection: 
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The Giver Lesson Day 3 

Objectives:  1. SWBAT apply a plot chart to analyze a novel 

2. SWBAT practice speaking, listening and reading 

3. SWBAT learn vocabulary from reading 

 

Materials: copies of The Giver 

 

Activities: 

 

1. Warm-up……………………….………………………………………15min. 

Students use 2-3 Giver vocab. words in sentences. Ask for volunteers to share 

sentences. Ask for volunteers to share their homework (perfect futures). 

 

2. Bridge………………………………………………………………….5 min. 

 T. says, “The author, Lois Lowry, wrote about an attempt by a community 

that strove for perfection, attempted to be a utopia, but failed. As we read, 

think about what makes this place perfect, and what is wrong with it. Today 

we’ll start reading together, then you’ll break into smaller reading groups.” 

 

3. Read around of The Giver………………………………………….….25min. 

 

T. begins. Then students do read-around. T. stops every page or two to model 

reading skills, that is, asks students to summarize and predict. T. also stops to 

discuss literary techniques and note vocabulary. 

 

4. R-T…………………………………………………………………….35min. 

Studs. get in smaller groups of 3-4. Do R-T in journals through chapter 4 or 5. 

 

No Homework:  

Reflection: 
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The Giver Lesson Day 4 

Objectives:  1. SWBAT apply a plot chart to analyze a novel 

2. SWBAT practice speaking, listening and reading 

3. SWBAT learn vocabulary from reading 

 

Materials: copies of The Giver 

 

Activities: 

 

1. Warm-up………………………………………………………………15min. 

Students share Giver vocab. from last class R-T.words in sentences. Ask for 

volunteers to use the words in sentences.  

 

2. Bridge………………………………………………………………….15 min. 

 T. has studs. share predictions and summaries from R-T. Studs. also add at 

least one event to the plot chart.  

 

3. Read around of The Giver………………………………………….….15min. 

 

T. begins. Then students do read-around. T. stops every page or two to model 

reading skills, that is, asks students to summarize and predict. T. also stops to 

discuss literary techniques and note vocabulary. 

 

4. Prose to poetry………………………………………………………….40min. 

Go back to descriptive paragraphs of perfect past present and future. Revise 

and edit so that they are perfect paragraphs (topic sentence, supporting details, 

grammatically correct sentence structure). Then list the important significant 

words, in poem form. 

   

No Homework:  

Reflection: 
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The Giver Lesson Day 5 

Objectives:  1. SWBAT write poetry collaboratively 

2. SWBAT apply diction to creative writing 

3. SWBAT creatively respond to prose 

 

 

Materials: copies of The Giver 

 

Activities: 

 

1. Warm-up……………………………….………………………………20min. 

Word-Splash/Brain-Storm poem. Have studs. select their favorite word from 

each of their prose-poetry poems (past, present and possible). T. draws 3 

circles on the board labeled past, present and possible—studs. write their 

corresponding words in the circles. Then studs. create a new poem using the 

words in the circles.  

 

2. Read around of Utopia….………………………………………….….10min. 

 

T. puts Sir Thomas Moore’s Utopia on Smartboard from online history text. 

T. begins reading. Then students do read-around. T. stops every paragraph or 

two to model reading skills, that is, asks students to summarize, clarify vocab.  

 

3. Found poem/visual response…………………………………………….55min. 

Studs. use words from the text to create a poem. Studs. also illustrate an image 

or concept using pencil, colored pencil, pastels, crayons, and or sharpies. 

 

No Homework:  

Reflection: 
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Appendix L: RT Meeting Minutes 

4-15-2013/Mtg. w/T1 

11:15 T1 checked in to see if we were meeting: she has a sinus infection and an allergic 

reaction to Mango; I’ve lost my voice, probably from a sinus infection turning into 

laryngitis 

11:35 I ask her to look over the portfolio checklist while I continue looking for Greco-

Roman art 

11:45 She suggests removing the student-research—saving it for next year 

I ask about the poetry lessons she’s done: a nice imagery lesson with touch and smell in 

bags—they had to describe the images: extend and expand vocabulary so it’s more than 

“soft”. Review of personification and some concrete poems. She also retaught simile and 

metaphor. 

I share pages in the online history text with her. I suggest they could illustrate democracy. 

T1 likes Cicero and the word splash activity, before going to the museum; and or writing 

a poem about it from one perspective; e.g. female 

Use themes to connect to our society: power/equality 

These three topics/activities: perspective/theme/wordsplash. 

T1 wants Giver group to stay unified around themes: utopia/beauty/perfection/success 

We also discuss the logistics of the field trip—she’ll collect her permission slips, etc. 

Also, I say I’ve been agonizing over the coffee house portfolio presentation: do we do a 

gallery walk? Formal presentations? She suggests both (that was in my mind). Also, she 

has a great suggestion re. studs. wrtg. comments on others’ works on posterboard that 

work is pasted on… 

Over lunch, she brings up, in the context of plans for the summer, how she becomes too 

emotionally attached to students and it’s tiring; I ask is being a good, respected teacher 

enough—for her, the answer is NO.  
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Appendix M: Field Notes Observations 

Field Notes/Observation of T1/Feb. 13, 2013 

On the board:  

Today is Wednesday, February 13, 2013 

 

Take out a piece of paper. Please think about a time you wanted to make a 

good impression. Describe what you did, said, wore? How did you 

act/behave?  

Think about what a paragraph needs—topic sentence, details, conclusion. 

 

10:30-10:35am  

The teacher read the prompt, gave examples and directions, such as, “I do want 

you guys to take a little bit of time. I do want to collect it and…So, take out a 

piece of paper.” A student asked for clarification, “What are we writing about?” 

The teacher asked a student to explain it.  

 

From 10:35-10:41 students wrote quietly—all were on task. One student asked, 

“How do you spell outfit?”  

Teacher responded, “Don’t worry about spelling.” 

 

At 10:47 students begin finishing, and the teacher passed out Venn diagrams. The 

teacher said, “Pass them up—if you’re not finished—that’s okay. Okay, so we 

started drama the other day…” Stud. says they don’t have a Venn diagram; the 

teacher explains only one is necessary for each pair of students. The teacher asks 

students to talk with their partners to come up with as many ideas as they can 

about what is in drama and what is in the novel: what feelings, what does the 

writing look like? The pairs share their ideas: teacher writes them on the board. 

Setting, characters, dialogue, words…all are in the center.  

 

At 11:02 Teacher says, ”You’re going to read pp. 537-539 then stop.” The 

students begin reading drama in groups. 

 

In sum, the class began with a warm-up paragraph about making a good 

impression, which related to the drama. Students did a Think-Pair-Share 

comparing the elements of drama to the elements of the novel, which led to 

brainstorming a Venn diagram. Then students read the play Novio Boy in small 

groups and made predictions. 
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Field Notes/2nd Observation of T1/Apr. 10, 2013 

On the board:  

Today is Wednesday, 4-10-2013 

 

 comparatives    superlatives 

 

12:00-12:03am trying to get class on task after lunch; studs very chatty—talking 

over her T says, “Okay, [participant name], we’re done talking about the 

fight…”[apparently there was a fight in the cafeteria]  

 

12:04 A student comes in.  

Students quiet down and get to copying the board. 

 

T. calls on stud., “So [participant name] what do I do next--I already…now what 

do I do?” 

 

[A student keeps talking over her.] 

 

T. says, “You have a little quiz next class—last grade of the quarter.” 

 

At 12:08 a student passes out the Giver. T. reviews checklist ”...the checklist is 

different,” clarifying, “…this on the right side…that on the left.” Reviews 

listening section page: “I can track MyOn—how long you’ve read…not going to 

get to it today…” A student has questions. T. says, “Right, let me get to it.” [I’d 

suggest slowing down the speech and using fewer words.] A student raises his 

hand, then interjects. 

 

T. says, “Okay, we’re going to introduce The Giver—remember it is taking place 

in the future…we’re just going to introduce it.” T. starts reading—students follow 

along. T. asks, “What does intrigued mean?” A student replies, “Curious.” T. 

continues reading…”What do you notice about Pilots?” Students say, “It’s 

capitalized.” T., “What do caps mean?” Students respond “it’s important.” T. calls 

on a student to read…” T., “What does release mean?” Students say, “Let go.” T. 

“So, if for one mistake the community kicks people out, is that a gentle, 

welcoming community?” 
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Appendix N: Work Samples 

 
INT P10 

5-23-2013 

Old Empire 

Wear the toga 

Rome 

Old 

Old Empire 

Lecture about God 

God 

Analysis and Synthesis 

For this poem I had to write a paragraph describing a picture. Then we chose 

some words from the paragraph except words that don’t have much meaning. In this 
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poem I used repetition, for example the words “God” and “Old.” There is also some 

imagery, such as “Wear the toga,” affects our sense of sight.  

 When I saw the men wearing togas in the picture, they looked like Romans . That picture 

is old. As I can see, some person who looks like a leader or emperor is doing a lecture 

about something. Maybe they are talking about the gods, and it looks like a scene from 

the play Julius Caesar. 

 
INT P9 
May 13, 2013 

    2 Best Poems 

 

 First Poem 

 

 Response to Bierstadt’s Among The Sierra Nevada, California 

  The mountains look peaceful 

The mountains look quiet 

The mountains are full with tranquility 

It is almost like Paradise 

 

The second poem  

   

 Response to The Fall of Phaeton 

  

  There is fear  

  There is terror  

  There is mayhem 

   But there is light 

   So there is hope 

 

Analysis and Synthesis 

For both of these poems we were told to stare at a beautiful painting for 5 seconds 

then to close our eyes, open them and write the first thing that came to mind. We were 

then told to write a poem from what we had interpreted of the painting. 

  In the first poem I wrote about peace and tranquility. I saw the painting as being a 

paradise because of how calm and peaceful it looked. It also looked like a very quiet 

scene due to the waterfall, animals and nature.  

In this poem the elements I used were both imagery and repetition. For example 

when I said “the mountains look quiet’’. Also when I said “The mountains are full with 

tranquility’’. As for repetition I used “The mountains look’’. I also used the synonyms 

peaceful and tranquility. 

 

In the second poem I expressed fear. The people in the painting looked terrified--

almost like death was approaching them. It also looked like there was mayhem. There is a 

light coming from above and it looks like they are going to be saved or that there is hope.  



 

298 

For this poem I used repetition and rhythm. For repetition I used the phrase “there 

is’’ in every line. The beginning has rhythm thanks to the repetition: “There is fear/There 

is terror.” And at the end, the last two lines--“But there is light/so there is hope’’-- each 

have 4 syllables. 

 

INT P8 05/14/13 

 Poems with Reflections 

Old man standing 

Men sitting listening  

Wearing white togas 

Old man giving speech 

For this assignment, we used Cesare’s paintinging of Cicero without knowing 

what it was about. And we write a descriptive paragraph about the picture. See the 

paragraph below . And then we deleted the words that were not important, used the left 

the words to make a poem. In this poem, I used imagery and repetition. For the imagery, I 

used sight , we can see the old man and men wearing white togas, old man is standing 

and having speech, the other men are listening. 

In the picture, there is a old man standing in the middle of a big room. On the side 

of the room, there are a lot of men, sitting on the chair and listening to the old man. It 

looks like the old man is having a speech. They all wearing white togas. 
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Appendix O: Student Blogs 

Blogs by Group, Period and Month 

Comparison 

8th Period, January 

Posted by 25 at Thursday, January 17, 2013 3:02:45 PM EST  

this week we did a lot of thigs one of they was doing the sentens paket. We learnd 

about how to know if it is a sentens 

thanke you 

Posted by 32 at Thursday, January 3, 2013 9:31:06 AM EST  

 2. In this week we fished In The Year Of The Boar And Robinson. And we toke a test 

and I 95% on that test. 

 

Posted by 32 at Wednesday, January 23, 2013 7:19:59 PM EST  

 We did station again in this week and most of the student finished there station. 

February 

Posted by 25 at Thursday, February 21, 2013 3:09:08 PM EST  

we read a drama about a boy who went out withe an olde girl. They had a lot of fun. 

 

Posted by 30 at Thursday, February 28, 2013 2:55:21 PM EST  

This week in my English class, while I was reading Novio boy, I know that the characters 

of Novio boy was Rudy, Patricia and Alex. 

 

Posted by 30 at Monday, February 18, 2013 10:02:55 AM EST  

This week in class we read an amazing book called Novio Boy. I learn new vocabulary 

like elegance, romantic and reveal. 

Elegance; high quality, beauty and style and romantic mean filled with love, sweetness 

and flirtation. 

Posted by 32 at Saturday, February 23, 2013 12:59:32 PM EST  

2. In this week read a novy boy drama. we draw picture base on the this drama.  
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March 

Posted by 25 at Thursday, March 7, 2013 2:41:23 PM EST  

This week I learnde the meaning of wards that wear used in novy boy and it helped me a 

lot. 

 

April 

 

Posted by 25 at Monday, April 29, 2013 2:33:13 PM EDT  

I think that if some one else choseing your job for you or chosing your wife or how many 

cheldren you get is very unreal and it is agenst humanety no one nose who you are but 

your self people think that because the wathe you. 

Thank you. 

Posted by 25 at Thursday, April 4, 2013 2:20:28 PM EDT  

1) Success means to me: if some one accomplish something that he wants or to wine 

2) How can I make my future good and live a happy life 

Posted by 25 at Thursday, April 4, 2013 2:06:58 PM EDT  

I learend a lot of things about shake spear that hi was a good ritear and he wrot a lot 

of poeams 

thank you 

Posted by 30 at Saturday, April 13, 2013 12:32:33 AM EDT  

This week I learn that the part of the pay when all the conflicts are resolved is called the 

resolution, and I learn that the part of the play that set up the story or conflict is the 

exposition  

 

Posted by 30 at Friday, April 12, 2013 11:51:08 PM EDT  

This week I learn in my English class that the climax is the most exciting part and the 

part where you can accurately predict the end.  

hat was the most important thing you learned from this lesson and why? 

That most important thing that I learned from Shakespeare lesson is that he was an 

English poet and playwright, widely regarded as the greatest writer in the English 

language. That reason why I think that is important is because, during that time people 

did not have as much education as we have today but they use different methods to by 

successful in life for exempla Shakespeare use his brain and details about his life. 

How will you remember what you learned? 

that method that I use to remember what I learn is by using mental picture or reviewing 

what I learned many times.  
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Integration 

Period 3, January 

Posted by 1 at Thursday, January 10, 2013 3:57:22 PM EST  

In this week i did the station and I learned how to use preffix and suffix. 

Posted by 3 at Friday, January 4, 2013 9:44:59 AM EST  

Hi,today i read TumbleBook and the story was a kid who like to colect item as teasure.  

This week we didn't learn alot because of winter break.  

Posted by 2 at Wednesday, January 16, 2013 7:43:29 AM EST  

The last week I did not watch the end of the movie. ("Its a wonderfull life"). i love the 

movie its very romantic. 

I like the part where they were little kids, after few years latter they met again, now they 

are adult. After they met, they got married. 

My best part is when she tell him that when they were in the old house, she wish to be 

together forever with him in the same old house.  

Posted by 2 at Wednesday, January 16, 2013 10:22:03 PM EST  

Today in class we did a warm-up called "Changing Sentences" its pretty fun I like it. 

Also I write about my life, its going wonderful I guess. 

When I write It remaind me my past, and how everything went so fast, I really miss my 

past as a little kid. 

Posted by 7 at Monday, January 14, 2013 11:07:50 PM EST  

this is the week after winter break we had a sub and I did 2 stations and I'm going to stay 

after school to complete it. and durring class I just talk with my friend and get an idea to 

how I write my story  

Posted by 7 at Monday, January 14, 2013 11:13:12 PM EST  

last week we finish the movie "It's a wonderful life" 

I liked this movie and the summary of this movie is your family and friend are more 

important from the money because when he had a problem to money all they friend and 

family came to help him and give him what he need but If he doesn't have a family and 

he had a lot of money and he had a problem sometimes the money can't help him to do 

anything  

Posted by 7 at Saturday, January 26, 2013 11:25:53 PM EST  

last week we have to turn our big project But I didn't finish it. But I will and I'm going 

sent to you before next week and we get the sentence packet we did 2 paper. 

  

Posted by 7 at Saturday, January 26, 2013 11:28:28 PM EST  

This week I learned about 2 types of sentence in the sentence packet and we have to write 

an essay 5 paragraphs about the citizenship  

Posted by 9 at Thursday, January 17, 2013 3:29:59 PM EST  
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This week in class i learned what was the diference between common and proper 

nouns.Also by writing my story in the labs i learned my life sounds a lot more interesting 

then i thought it was. 

 

Posted by 9 at Wednesday, January 23, 2013 9:39:40 PM EST  

 This week i have learned how to right paragraphs.I have also been working on the 

pamphelet of diferent things and lessons like sentences and predic and 

subject,declarative,impertive etc 

 

Posted by 8 at Friday, January 4, 2013 9:49:37 AM EST  

And this week, we do the station, keep writing the life line story. 

 

Posted by 8 at Wednesday, January 16, 2013 9:12:37 PM EST  

And this week, We discussed what was the theme of the movie It's Wonderful Life. And I 

think the theme is Family and friends are more important than money. 

 

Posted by 8 at Thursday, January 17, 2013 7:21:09 PM EST  

This week, we keep writing our life story, and do the stations. I did the listening one, two 

medium and one difficult. 

 

Posted by 8 at Thursday, January 31, 2013 10:07:43 AM EST  

And this week, we wrote the essay about Proud To Be An American, and reviewed how 

to write a 5 paragraph essay. 

 

Posted by 6 at Friday, January 18, 2013 9:33:53 AM EST  

What i learned this week was the word imperative, it means that you are giving a 

command "example go wash the dishes". 

 

Posted by 6 at Thursday, January 24, 2013 9:23:51 PM EST  

I learned the word byzantine it is an Eastern Roman Empire 

 

Posted by 6 at Thursday, January 24, 2013 9:38:06 PM EST  

 A tryst means to an agreement to meet  

February 

Posted by 1 at Tuesday, February 5, 2013 8:20:07 PM EST  

Dear Mr. Brown, 

  Hi Mr. Brown I just want you to know that I'm felling better now and my leg was better 

but I still can't move it like I used to because, they put something in my leg to make my 

bones straight back to normal. I think I'm gonna have more days before I go back to 

school. As you can see I made this a letter like we've been studied before I hope u like it. 

That's all Mr. Brown, see u when i get back to school have a great day :) 

   Sincerly, You're student  



 

303 

 

Posted by 3 at Saturday, February 23, 2013 2:55:24 PM EST  

Last week I in class we did proud to be american, and couple stations 

Posted by 3 at Saturday, February 23, 2013 3:02:22 PM EST  

This week in class we read story about Antigone. 

 

Posted by 3 at Saturday, February 23, 2013 3:15:53 PM EST  

This week in class we read anigone and we read until the sister want to bury her brother 

but laws wont alow it. 

 

Posted by 3 at Saturday, February 23, 2013 3:22:15 PM EST  

Also we learn Sparta and Athen and we draw some line. 

 

Posted by 3 at Wednesday, February 27, 2013 10:08:44 AM EST  

this week we do wida test and in mr brown class we do some station 

   

Posted by 11 at Sunday, February 24, 2013 11:07:00 PM EST  

 we learned about Antigone's drama.. and we read story. then we did summery each 

chapter.. maybe ^^  

is it okay do summery like this>?  

is it too short? 

i learned about the custom of Greece that is inter the people. 

Posted by 11 at Thursday, February 21, 2013 10:21:46 PM EST  

what did we learn about? 

 today i did take the 'WIDER' listening test. I think i messed up,..... hard.. 

and I learn about history that where is troy and what troy did with a little map.. 

 

Posted by 11 at Monday, February 11, 2013 11:54:09 PM EST 

i had 'wider test' so i didn't remember that what i learned about.. 

 

Posted by 7 at Monday, February 18, 2013 9:06:55 PM EST  

And I learn this week :we started to read a book kind of drama It's called Antigone,what 

happen is Antigone plans to bury her brother, against the low and her sister's advice and 

finally I'm done to fix my citizenship essay I hope It's going to be better this time!!!  

 

Posted by 7 at Monday, February 18, 2013 9:14:38 PM EST  

this week in class I had a lot of fun to do the new stations with my amazing friends :)  

 

Posted by 7 at Monday, February 18, 2013 9:50:14 PM EST  

In this week we start to write about the citizenship essay at least 5 paragraphs.  
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Posted by 7 at Tuesday, February 26, 2013 8:32:37 PM EST  

.last week we did the map for odyssey we start to read Antigone. This book is 

really confuse :((((( !!!!   

 

Posted by 9 at Sunday, February 10, 2013 5:03:46 PM EST  

This week i have done station work. From the station work i worked on one that had to 

do with reading and writing an essay about the Ghettos. It was very sad but i learned 

more about how the Jewish and some gypsies survived. 

 

Posted by 9 at Monday, February 18, 2013 7:17:38 PM EST  

 This week i have been reading a book called Antigone and it is very interesting. 

 

Posted by 9 at Sunday, February 24, 2013 1:37:14 PM EST  

This week i have been learning more about Antigone and we have been locating places 

on a map and also been doing warm ups :) 

   

Posted by 8 at Thursday, February 21, 2013 6:13:52 PM EST  

I read the book named "Bang" last week, it was talking about a boy whose name was Q, 

he had a best friend called JD . JD had a sister which is Q liked. That's the reason why Q 

always hang out with JD. But one day, JD shot a guy with a gun. The trouble started. 

Moreover, JD just wanted Q to pretend nothing happened. 

Last week, we learned the background of the Greek Drama. And I learned that drama had 

the stage directions, cast list, dialogue, acts and scenes. 

Posted by 8 at Thursday, February 21, 2013 6:27:27 PM EST  

We started learning Antigone this week, my prediction for the next part we will read is 

Antigone buries both of her brother, and the king gets mad want to kill Antigone, but the 

other people stop the king. 

 

Posted by 8 at Thursday, February 21, 2013 6:35:46 PM EST  

 Today, we did the warm-up and the sentence package. Then we did the map. From the 

warm-up, it remind me what happened in Antigone. 

 Antigone is trying to bury both of her brothers, but her sister stop her cause this is 

against the king. And they argued. 

Posted by 8 at Wednesday, February 27, 2013 9:38:55 AM EST  

This week, we keep reading the Antigone. The king found out Antigone buried her 

brother, wanted to kill both Antigone and her sister. But his son, who would marry 

Antigone was arguing about the decision that the king made. 

 

Posted by 8 at Wednesday, February 27, 2013 9:46:10 AM EST  

We are still reading "Antigone", we did the prediction after read page37 to page 43. 
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My prediction is Creon decide to kill Antigone and her sister,but Haemon stop that, and 

he still gets married with Antigone. 

Posted by 6 at Tuesday, February 26, 2013 9:54:17 PM EST  

I read the book Corduroy, Corduroy is a book about a teddy bear that this little girl named 

Sarah had. She sold the teddy bear and now she wants him back 

 

What I learned last class was Odysseus route.  

 

March 

Posted by 3 at Friday, March 22, 2013 12:55:27 PM EDT  

what is succes? succes is some thing in your life or dream that you can achieve . In my 

self I have alot of dream. 

Posted by 3 at Tuesday, March 26, 2013 10:39:29 PM EDT  

Hi this week is spring break and i just got home from gym.Lat week in Mr Brown class 

we took the test. Also today I read a tumblebook and the title of the book is comeback 

that is the story about a girl name Ria and she is rich and so famous at her high school. 

cya see you tomorrow for my other story 

Posted by 10 at Sunday, March 10, 2013 9:29:55 PM EDT  

I learned about the character of Antigone and Creon. we made the chart that divide 4 

boxes and filled with information of them,,,, 

Mr.Brown ,,will we write essay tomorrow???? 

I'm sorry about that i sent this blog lately.,,,,,^^hehe 

 

Posted by 10 at Thursday, March 21, 2013 10:00:26 PM EDT  

 We learned about Shakespeare. and also learned about his literature. 

 

Posted by 11 at Friday, March 29, 2013 3:25:06 PM EDT  

 i was learned about Shakespeare's achievement   

and what i know about him?, he was born 1564 and he died 1616 his died him birthday it 

is so unhappy died 

like this...... 

thankyou 

 

Posted by 11 at Friday, March 29, 2013 3:11:35 PM EDT   

First, i want to be a Program planners this job make a Algorithm and this code supply to 

programmer... like this job So i think i'll go to university. like conell,etc.. and graduate 4 

year.and i will marry my love girl thank you just my simple plane  

Posted by 7 at Friday, March 15, 2013 9:34:28 AM EDT  
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In this week we finish Antigone, but I didn't liked because It was kind of confiusing. And 

we did the climax too in the end of this story Antigone hangs herself and hermen kills 

himself. 

The new word I learned, is adequate it means satisfactory or acceptable in quality or 

quantity.  

Posted by 4 at Friday, March 22, 2013 12:59:27 PM EDT 

[Under comments]The climax of the play Julio Caesar is when his friend kill him. 

 

Posted by 9 at Saturday, March 2, 2013 2:05:33 PM EST  

This week i took my speaking test for the WIDA and I was a bit nervous and we have 

been learning a lot about Antigone and we are almost finished with the story I hope they 

don't kill her :o 

  

Posted by 9 at Friday, March 22, 2013 1:05:38 PM EDT  

1.My concern in my life is......What do i want to be when i grow up? I am afraid that i am 

going to college and i am not going to know what i want to do with my life. I kind of 

know what i want to be but i am not sure yet. So far all i can think of is being a writer or 

a psychologist. Hopefully i will know soon. 

My concern about the world is.....That humanity will lose their manners 

I fell like i look around the world and the people in it are losing respect for other people. 

Also i feel like people dont say thank you or sorry enough its like they dont care about 

anyone but themself. Hopefully humanity doesnt keep on going towards this direction. 

2.What does success mean to me? When you finally accomplish your goal.Hopefully i 

will accomplish my goal to finish highschool and to go to college and to have a good job 

in the future :) 

Posted by 9 at Saturday, March 30, 2013 3:19:37 PM EDT  

 In clase last week we have been learning about william shakespeare and all the books 

hes written and hes life. 

 

Posted by 8 at Friday, March 15, 2013 9:47:11 AM EDT  

This week, we finished reading Antigone,and wrote a essay about Antigone. I choose the 

topic is suicide stupid. And my answer to that question is "It is STUPID." We also 

learned some words and their synonyms. Ex: Affirm's synonyms is confirm and 

acknowledge. Ally's synonyms is helper,supporter and benefactor. 

 

Posted by 8 at Friday, March 22, 2013 1:01:14 PM EDT  

And my question about myself is : I have two more years for high school, and I haven't 

decide which college I want to go, and what kind of job I want to do in the future. 

Question about others : I don't why there are more and more killing cases happening than 

the past time. Some of them killed their own family, some of them just killed people that 

they even don't know.  



 

307 

And success for me: Success means going to a great college, find a job that i want to do 

and enjoy them. And bring my grandma and grandpa over here.  

April 

 

Posted by 1 at Monday, April 1, 2013 2:48:16 PM EDT  

My question about myself was what do I have to do to pass all my class and to graduate? 

My concern to myself was to work hard and do all my school works. 

Posted by 1 at Monday, April 1, 2013 2:56:22 PM EDT  

My question is what should people do to make the world clean, beautifull and how people 

could be success? 

My concenrn about the world is I think people need to follow the rules and be clean and 

work hard. 

Posted by 1 at Monday, April 1, 2013 3:00:30 PM EDT  

Success means to me is when u have a dream and you got that dream because you work 

hard to get it. Like when I pass all my classes,graduated,get a job and have a good family 

is a big succesfull to me. 

Posted by 1 at Monday, April 15, 2013 10:00:56 AM EDT  

 In this week I learned how to write in today's words the words that they use in "Julius 

Caesar". I also learned some vocabulary words and we took a test about it.  

 

Posted by 1 at Monday, April 15, 2013 10:48:38 AM EDT  

 The words that I learned on Caesar scene was; 

 Modesty= it means kinda like humility 

 Compact = its an agreement 

 Indeed = syn. actually 

 Spectacle= a sight or scene 

 Seek = syn. request, search or look for  

Posted by 1 at Monday, April 15, 2013 2:49:48 PM EDT  

 I think family is more important because if you don't have a family you got nothing, 

especially if need help or something that you can't do by yourself your family can help 

you. Also if you don't have a family no one's gonna take care of you if something happen 

to you or if you are sick.  

 Family is most important because in this story somebody killed him/her self I just forgot 

who is it and I think he/she did it because he/she don't have the family that he/she when 

he/she need a help or something. 

 For me family is more important because without my family i'm not gonna be here and 

family is the one who's gonna take care of you, help you and love you whatever you are. 
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 I think the story was stupid because they killing somebody even if it's in their family. 

Also I think it's stupid because in the end they all killed they killed each other i just think 

killing someone in the family is stupid. 

 I just taught in this story that family is the more important because I think in the story 

family is not that important to them because if it's important they won't gonna kill each 

other and there will be an happy ending. 

Posted by 10 at Thursday, April 11, 2013 9:26:24 PM EDT 

Today iwe learned about facts of shakespeare and we took the test of caesar which is the 

book that we read .  

Tomorrow is the last day of 3 quarter? Is spell right?? ^^ i'll study harder than this 

quether~~  

 

Posted by 2 at Friday, April 5, 2013 7:53:13 AM EDT  

I am so concerns about what is going to happen later in my life, because I can tell how im 

doing at the school, im not doing well. I need to study hard if I wanted to let my dream 

come through and be what I want to be in my whole life until I die.  

 

Posted by 2 at Friday, April 5, 2013 8:09:01 AM EDT  

My concerns about the world is to be a guy who prosper in life. I want to get out there 

and show the world what im made of. I want to take every chance or every opportunity 

that the world gives me. 

 

Posted by 2 at Friday, April 5, 2013 8:35:57 AM EDT  

Success is defined as The achievement of something desired, planned, or attempted. 

Success is actually truly determined by what you make of it. Its about a goal you set for 

yourself and how you go about to achieve it and when you do achieve it, that is what is 

referred to as success. 

Posted by 2 at Tuesday, April 9, 2013 10:33:51 PM EDT  

Today in class we did some vocabulary words to study for our test. We also play a little 

game to help us on the test, and we beat the other team hahahah 

Posted by 2 at Thursday, April 18, 2013 8:08:29 AM EDT  

This blog its a little bit to late, but I just want to tell about what we did in class. What we 

did in was that we were practicing our project of a story that we are going to present. 

thats all.  

 

Posted by 7 at Wednesday, April 3, 2013 10:52:25 PM EDT  

we start to know some information about Shakespeare Like he wrote :Romeo and Juliet 

,sonnet 

He knew latin , French ,he was creater of English,perfected drama in English   

Posted by 7 at Wednesday, April 3, 2013 11:01:14 PM EDT  

My question about my self  

What college I'm going be in? and Where I can work after I graduate from college?  

success mean:hit - prosperity - luck - achievement - triumph – speed  
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Posted by 7 at Wednesday, April 10, 2013 10:18:52 AM EDT  

 this week in class we did some vocabulary words to study for our test. We also play a 

little game to help us on the test, and we beat the other team. and I'm done to translate the 

play for shakespear, I'm done with all of my stations!!! 

Posted by 7 at Friday, April 26, 2013 10:12:38 AM EDT  

I want to answer your question about It's better to live with a bad learder or with 

uncertainty 

I'm going to talk about a specific country "Egypt" 

I think to live with a bad leader better with uncertainty like in Egypt from 3 years the 

egyptian people did an revolution and they doesn't know who is comming nex,t and they 

said "mohammed hosny mobarak" was a bad leader and he has to leave that because 

people think they does't have freedoom and justice.AND they need that!!! 

But after they did the revolution and the new president came they said the 

revolution continue to when they have another president  

in the end I want to say that was better if they live with the first president ecause he was 

better than the 2nd one because right now the 2nd president doesn't understand what the 

people need. He want to be a dictator and that can't happen with the egyptian!!!!!   

Posted by 4 at Friday, April 5, 2013 2:31:56 PM EDT  

Succes to me means that i'm able to achieve my main goal of my life, which is graduated 

from high school, go to college and get a good job. 

One thing that I may be afraid that could stop me from my success is money. 

Why some countries can just not to live in peace, instead of declaring war and causing 

damage to inocets? 

Posted by 4 at Friday, April 5, 2013 2:38:12 PM EDT  

This week I learned how to translate the old English language to how we basically speak 

now. 

 

Posted by 9 at Friday, April 26, 2013 10:20:02 AM EDT  

My personal opinion is that it is bad to live with uncertainty with a leader because then 

you would be always be scared and worried. If i was in the position in which i was stuck 

with a bad leader i don't know what i would do because i probably would be to scared to 

speak up. I would probably live in fear in all honesty. Hopeful somebody would stand up 

and say ''I can't take this any more'' so that i could follow him or her. 

 

Posted by 8 at Monday, April 29, 2013 8:31:54 PM EDT  

I want to answer the question "Is it better to live with a bad leader or with uncertainty ?" 

In my opinion, I think it's better to live with a bad leader, because I don't think there is an 

absolutely bad or absolutely good leader.I think there are two different sides, if you did 

something good for one side people, the other side might think you are bad. In addition, 

live with uncertainty will cause more trouble than with a bad leader. For example, in 

China, before Qin Shihuang untie the country, China was uncertainty, it called the 

warring states period. There were wars everywhere, people died or had a horrible life.But 

Qin Shihuang established the Qin Dynasty by defeated the other states. Although he did a 

lot of bad things, people might hate him at that time, some people might call him a bad 
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leader today. He did do some thing good. He ended the warring period, stopped the wars, 

return the peace to people. Moreover,he built the Great Wall, set up China, unify the 

writing system and the measures. Moreover, having a leader is much better than having 

none, the leader will rule the people, make decision and control the situation. 

Otherwise, people will come back to the warring period. So this is why I think it's better 

to live with a bad leader than uncertainty.  

 

Posted by 6 at Monday, April 1, 2013 9:44:16 PM EDT  

What success means to me is that you should  

Be happy 

Do what you love everyday 

Help others do what they love 

Stay true to your values 

Being a good student 

Having respectful relationships with those around you 

Being able to enjoy the little things in life 

Not being stressed 

Being in control of my own future 

Following my dream  

My question about the world is that will it help me fulfill my dream on becoming a 

football player  

 

P5, February 

 

Posted by 24 at Friday, February 1, 2013 11:17:21 AM EST  

- I learned what is the advantages of being an American citizen. For ex: you can visit 

some countries with out visa. 

- I learned how to have a better topic sentence when writing an essay. For ex: asking 

questions,introduce the topic,and give an opinion. 

Posted by 24 at Friday, February 8, 2013 10:21:36 AM EST  

Things that i have learned this week is :  

- I learned how to be not comfused between at home or in home. 

- I learned what is the difference between on and over for ex: over is like up with out 

touching the thing, and on is on the thing touching the thing. 

- I learned how to find the subject of any sentence for ex: The car is new. the subject is 

the car.  

Posted by 24 at Thursday, February 21, 2013 10:24:12 AM EST  
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In the past week we read antogone. The story talked about a woman called antogone and 

her sister and their brothe, so their brother was killed by the king so antogone wanted to 

bury him so his soul will rest in peace and not be damned. Her sister didnt agree she told 

her you better not do it because the king will hang anyone who bury the guy, but 

antogone didnt care and told her that she'll be happy if she got killed about right.  

 things i learned : 

I learned that in grece the soul will be damend if the body is not bured. 

Posted by 24 at Monday, February 25, 2013 12:00:26 PM EST  

I learned where is Troy is located on the map, its the city where odyssuse's jeorny started. 

I learned that odyssuse's jeorny took about 15-20 years . 

I learned why did Athens and Sparta fought. They fought because they had different ideas 

and belifes. 

Posted by 24 at Wednesday, February 27, 2013 12:21:13 PM EST  

I learned how to fix run on sentences  

 

March 

 

Posted by 24 at Friday, March 22, 2013 12:56:57 PM EDT  

Q1: why they dont let students go to the cafateria during ESOL classes ? 

Q2: Success means to me is to graduate from HS and pass my colage and have a family 

and good life and job. 

April 

Posted by 24 at Tuesday, April 9, 2013 10:02:40 AM EDT  

In the past weeks I learned the word affirm which is acknowledge and confirm. 

I also learned what tyranny mean which is a harsh and strickt ruler.  

I learned the elements of drama which is 1-stage 2- direction and dilogue  
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Appendix P: Examples of Verified Lessons 
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Appendix Q: Toca-C 

Teacher Code____ Student Code _____ Student Gender _____ Grade _____ 

 

Has this child been present in your classroom for a majority of the time (i.e., at least 8 

days) during the last three weeks? YES  NO  

In the last three weeks, would you say the following statements were never, rarely, 

sometimes, often, very often, or almost always true of this child . . . 

   Never Rarely Sometimes Often  Very Often Almost Always 

 

1. Concentrates   6  5  4   3   2  1 

2. Is friendly    1  2 3   4   5 6 

3. Pays attention   6   5  4   3   2  1 

4. Breaks rules   1   2  3   4   5  6 

5. Is liked by classmates  1   2  3   4   5  6 

6. Doesn’t get along with  1   2  3   4   5  6 

 others 

7. Works hard    6  5  4   3   2  1 

8. Harms others  1  2  3   4   5  6 

9. Shows empathy &   1  2  3   4   5  6 

 compassion for others’ feelings 

10. Gets angry when  1  2  3   4   5  6 

 provoked by other children 

11. Stays on task   6  5  4   3   2  1 

12. Yells at others   1  2  3   4   5  6 

13. Is easily distracted  1  2  3   4   5  6 

14. Is rejected by classmates  6  5  4   3   2  1 

15. Fights    1  2  3   4   5  6 

16. Lies    1  2  3   4   5  6 

17. Has many friends   1  2  3   4   5  6 

18. Harms property   1  2  3   4   5  6 

19. Completes assignments  6  5  4   3   2  1 

20. Teases classmates  1  2  3   4   5  6 

21. Learns up to ability  6  5  4   3   2  1 

Note. TOCA-C Adapted from the TOCA-C in Koth, C., Bradshaw, C., Leaf, P. (2009). 

Teacher observation of classroom adaptation—checklist: Development and factor 

structure. Measurement and Evaluation in Counseling and Development, 42, (1), DOI 

10.1177/0748175609333560.  
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Appendix R: Semistructured Focus Group Interview 

Semistructured Focus Group Interview  

1. Talk to me about English class last year. 

What did you like/dislike about it? 

 

2. Tell me about English class this year. 

What was interesting/not interesting?  

[Probe for content and activities.] 

 

3. Tell me how your classes this year are connected or different from each other. 

 

4. If you could have changed anything about the class this year, what would you have 

changed? 

 

5. If you could give your teachers advice about how to better prepare you for success, 

what would you say? 

6. Are you able to connect what you learn in English to what you learn in history? How? 

In what ways does it help/hurt to study both at the same time?  

7. Are you able to connect what you learn from reading to your writing? How? In what 

ways does it help/hurt to study both at the same time? 

8. Is there anything else we should know? 

 

9. Do you have any questions for us?  

 

Notes. Questions 4-7 adapted from Brinegar and Bishop, 2011; Questions 8-9 adapted 

from Brown, 2011. 
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Appendix S: Semistructured Interview with T1 

 

Semistructured Interview with T1 

 

1. What were your general impressions of the project? 

 

2. Any negative results from the project? 

 

3.  Impressions/thoughts on the collaboration? 

  

4. Anything you still do this year, that you wouldn’t have without this project?  

 

5. Was there anything else that was helpful…? 

 

6. You do a lot of collaborating…Comparatively, was this the same/easier/more 

difficult than other CT teams? 

   

7. There’s always something that’s not helpful, either about the project, the 

collaboration, me, you, what did you think was unhelpful? 

 

8. You told me last year that you had done this senior project. Could you tell me 

about that again? 
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Appendix T: Effective ESL Instruction 

Table T1 

 

Emergent Theme: Effective ESL Instruction 

Selected quotes ID 

Emic Codes: What 

participants believe they 

want and need to learn 

English. 

Etic Code: What can be 

inferred about ESL 

instruction from participants 

stated beliefs 

Make something creative to do, …We 

are getting tired to write all the time in 

the same paper... 

60 ESL studs. want 

“something creative to 

do.” 

 

Effective ESL instruction 

includes “something 

creative to do.” 

…you can’t go back and reteach 

something when you’re already 

moving forward to get to the next 

unit…So either you slow down, which 

doesn’t happen, because it’s 

[SST]…classes that need to keep 

moving… 

T1 Teachers need to be able 

to slow down and reteach 

when necessary. 

 

Effective ESL instruction 

includes time in school for 

reteaching and mastery 

learning.  

We want to learn vocabulary.  25 ELLs want to learn 

vocabulary. 

 

Effective ESL instruction 

includes vocabulary 

development. 

…I like what you did about 

Shakespeare: like you took us to 

another level... 

20 Studs. like the challenge 

of Shakespeare 

Effective ESL instruction 

involves challenging 

material that motivates.  

You have to have the fundamentals. 

The people who are born here don’t 

have any fundamentals—they just 

know it. 

12 ESOL studs. need 

basics/fundamentals. 

Effective ESL instruction 

provides the basics; 

My advice is like let them give us 

homework, and let them like give us 

enough time to do it during school.  

24 ESL studs. believe 

assignments should be 

done during school, with 

teacher assistance as 

needed. 

Effective ESL instruction 

provides time for 

assignments to get done 

during school, with teacher 

assistance as needed. 

…they are laughing at us… They don’t 

understand that we are coming from 

different countries…they really need 

to know that we are coming from 

ESL… 

60 ESL studs. want kids in 

gen. ed. classes to 

empathize with the 

difficulties of being an 

EL  

 

Effective ESL instruction 

requires a culturally 

competent, respectful 

environment, where 

everyone understands where 

ELs come from. 
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Appendix U: Effective ESoL teachers 

Table U1 

 

Emergent theme: Characteristics of Effective ESOL Teachers 

Representative quotes ID 

Emic Code: Participant 

beliefs about 

characterisitics of 

effective ESOL teachers 

Etic Code: Inferred 

characterisitics of 

effective ESOL 

teachers 

Be strict, but with a smile on your face. 20 Be strict, but with a 

smile on your face. 

Effective ESOL 

teachers are strict 

not mean; they know 

how to apply tough 

love. 

after school…we did one-on-one 

learning…from the middle of the year 

until almost at the end of the year 

42 Teacher caring; one-on-

one learning 

Effective ESOL 

teachers care, and 

prove it by providing 

one-on-one learning. 

But here [in ESL class]…you show 

your skills and say your opinions and 

you feel really that you’re a student. 

You’re not…in a place that you’re 

really scared…[ESOL teachers] make 

you feel like you’re at home. 

28 ESOL teachers make 

you feel at home—not 

scared. 

 

 

Effective ESOL 

teachers create a 

comfortable 

atmosphere. 

 

In ESOL classes they take the time to 

listen to you. If you don’t understand 

something they’re going to take the 

time to teach you until…you get it. 

 

59 ESOL teachers take 

time to teach you until 

you get it; mastery 

learning 

 

Effective ESOL 

teachers take time to 

explain; they know 

how to implement 

mastery learning. 

really good teachers just work really 

hard and work a lot, and work the 

hours  

T1 really good teachers just 

work really hard and 

work a lot, and work the 

hours. 

Effective ESOL 

teachers work really 

hard. 

 

…as far as a teacher’s job…it’s not 

how well I can present… it’s a matter 

of how well are your students 

succeeding, and what are their goals—

realistic goals…and setting goals with 

them, and how can they achieve those 

goals.  

T1 Student success—not 

teacher presentation 

ability, is the measure 

of a good teacher. 

Success means helping 

students set and achieve 

realistic goals. 

Effective ESOL 

teachers care about 

students’ success 

and help them set 

goals. 
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