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1. Concept Mapping

2. Conceptual Change
3. Working Memory
4. Modeling

5. Curriculum Integration
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One goal of project-based science is to promote the development of scientific
discourse communities in classrooms. Holding rich high school scientific
discussions is challenging, especially when the demands of content and norms of high
school science pose challenges to their enactment. There is little research on how
high school teachers enact scientific discussions using project-based science curricula,
making the kinds of necessary embedded supports unclear. To address that gap in
the research literature, we analyzed curriculum supports and embedded educative
features for the enactment of science discussions in one high school project-based
science curriculum. Through a study of teacher enactment and a comparison of the
curriculum discussion supports, we observed that while teachers increased their
attempts to engage in inquiry-based discussion practices where supports were offered,
they relied on heavily on traditional “recitation” formats, demonstrating that existing
curricular supports were not developed enough to support dialogic classroom
interactions. We hypothesize about conditions that may contribute to the
pervasiveness of typical discourse practices in high school science discussions. We
argue for expanded curricular discussion supports for teachers and design research on
developing discussions in high school project-based science classrooms to examine

how such supports are taken up, dismissed, or modified in practice.
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The Role of the Teacher
Historically, teachers have been expected to take
aims ofeducation on trust without critically examining
them (Pedretti & Hodson, 1995). This role is ideal for
a teacher implementing a curriculum oriented toward
transmission, as it does not encourage mﬁquc(?@dmm
% Hodson lm)mﬁxamﬁiym&mm“
the quality of what is transmitted. The ummnﬁeswd :
content does not require consideration of either the
teacher or the students bevond efficient transmission of
information. Thus, the role of the teacher is to imple-
ment curriculum. This, however, does not imply that it
is an easy task. The technician role for the teacher
, mmmaahaﬁmg one; however, one of its chal-

t, the maw, or mety Agmcy axmngsx
smdmts is nat;us% d but necesss
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teacher acts as a role model and an active participant
in the leamning process. Teachers can only facilitate

development of agency in their students effectively if
they are free to alter the content and intent of the
courses they teach. Further, as role models, teachers
show the students what it means to be autonomous,
able to. make decisions and think critically about what
emmt@s@qmtygnﬁjuawamthmmay,mﬁab%m
act on those decisions, If students perceive teachers as
being uncritical, the teachers’ abﬂztymmmc
students how to become agents of change is under-

mined. In other mmizs cntmai &tinkmg requires au-

* zire m&clmg(&cgel,l%&} mamm
mthmtautanamy cannot teach autonomy. The role of
teachersin a transformative curriculum, then, is that of
transformative intellectuals (Giroux, 1988) whomodel
the habits of mind and deed that their students are
encouraged to develop.




