
Preservice teachers' reflections on an
early "learning to teach" experience.

Item Type text; Dissertation-Reproduction (electronic)

Authors Gould, Lois Marian.

Publisher The University of Arizona.

Rights Copyright © is held by the author. Digital access to this material
is made possible by the University Libraries, University of Arizona.
Further transmission, reproduction or presentation (such as
public display or performance) of protected items is prohibited
except with permission of the author.

Download date 24/05/2023 21:37:28

Link to Item http://hdl.handle.net/10150/187094

http://hdl.handle.net/10150/187094


INFORMATION TO USERS 

This manuscript ,has been reproduced from the microfilm master. UMI 

films the text directly from the original or copy submitted. Thus, some 

thesis and dissertation copies are in typewriter face, while others may 

be from any type of computer printer. 

The quality of this reproduction is dependent upon the quality of the 
copy submitted. Broken or indistinct print, colored or poor quality 

illustrations and photographs, print bleedthrough, substandard margins, 

and improper alignment can adversely affect reproduction. 

In the unlikely event that the author did not send UMI a complete 

mam1saipt and there are missing pages, these will be noted. Also, if 
unauthorized copyright material had to be removed, a note will indicate 

the deletion. 

Oversize materials (e.g., maps, drawings, charts) are reproduced by 

sectioning the original, beginning at the upper left-hand comer and 

continuing from left to right in equal sections with small overlaps. Each 

original is also photographed in one exposure and is included in 
reduced form at the back of the book. 

Photographs included in the original manuscript have been reproduced 

xerographically in this copy. Higher quality 6" x 9" black and white 

photographic prints are available for any photographs or illustrations 

appearing in this copy for an additional charge. Contact UMI directly 

to order. 

UMI 
A Bell & Howell Information Company 

300 North Zeeb Road. Ann Arbor. M14S106-1346 USA 
313/761-4700 800!521·0600 





PRE SERVICE TEACHERS' REFLECTIONS ON AN EARLY 

''LEARNING TO TEACH" EXPERIENCE 

by 
Lois Marian Gould 

Copyright © Lois Marian Gould 1995 

A Dissertation Submitted to the Faculty of the 

DEPARTMENT OF TEACIllNG AND TEACHER EDUCATION 

In Partial Fulfillment of the Requirements For the Degree of 

DOCTOR OF PHILOSOPHY 

In the Graduate College 

THE UNIVERSITY OF ARIZONA 

1995 



OMI Number: 9531114 

Copyright 1995 by 
Gould, Lois Marian 
All rights reserved. 

UM! Microform 9531114 
Copyright 1995, by OM! Company. All rights reserved. 

This microform edition is protected against unauthorized 
copying under Title 17, United States Code. 

UMI 
300 North Zeeb Road 
Ann Arbor, MI 48103 



THE UNIVERSITY OF ARIZONA 
GRADUATE COLLEGE 

As members of the Final Examination Committee, we certify that we have 

read the dissertation prepared by Lois l1arian Gould 
------~--~~~~~~-------------------

entitled ___ P~r~e_s~e~rv~i~c~e~T~e~a~c~h~e~r~s_'~R~e~f~l~e~c~t~i~o~n~s~o~n~a~n~E~a~r~l~y ________________ __ 

"Learning To Teach" Experience 

and recommend that it be accepted as fulfilling the dissertation 

requirement for the Degree of Doctor of Philosophy 

Date 

V/f/q5 
Date 

Date 

Date 

Final approval and acceptance of this dissertation is contingent upon 
the candidate's submission of the final copy of the dissertation to the 
Graduate College. 

I hereby certify that I have read this dissertation prepared under my 
direction and recommend that it be accepted as fulfilling the dissertation 

Date 



3 

STATEMENT BY AUTHOR 

This dissertation has been submitted in partial fulfillment of requirements for an 
advanced degree at The University of Arizona and is deposited in the University Library to 
be made available to borrowers under rules of the Library. 

Brief quotations from this dissertation are allowable without special permission, 
provided that accurate acknowledgment of source is made. Requests for permission for 
extended quotation from or reproduction of this manuscript in whole or in part may be 
granted by the copyright holder. 



ACKNOWLEDGMENTS 

This study is only one piece of a complex three-year adventure in the world of 
academia. Although it was for me, I was not in this alone. I have been supported 
throughout my graduate program which led to and through this research by many, 
including family, friends, and colleagues. I can only honor their belief in me with my 
heartfelt and lifelong thanks. 

First and foremost I thank my mother and members of my family who provided 
support and accompanied me on this adventure. By moving out of the ordinary, we 
become more than we were and we are more a family now than ever before. 

4 

For professional support I thank my committee members: Gary Griffin, for his 
wise counsel, his acceptance, his understanding, and his patience; Kathy Carter, for her 
enthusiasm and insights into "ways of seeing;" Virginia Richardson, for her modeling of 
the exemplary researcher and encouragement for the qualitative view. I also thank Dan 
Kirby for his professional and personal support, for meaningful conversations about 
teaching, and his many constructive consultations on writing. Sincere appreciation also 
goes to Paul Heckman and other members of the department who have offered, over the 
past three years, meaningful assistance, cognitive dissonance, and the inspiration to rethink 
education. Together they have opened doors I never knew existed and challenged me to 
walk through. 

For friendship I thank Carol Larson who supported me in more ways than she 
could possibly know; friends from the past and newly found friends who believed in me 
and sustained me with kind words of encouragement; colleagues in the program with 
whom I conferred, consoled, and learned; and the wonderful staff members from the 
Teaching and Teacher Education department who were always there for me with practical 
advice and moral support. 

The words of thanks may be humble but my thoughts of all are timeless. 



5 

DEDICATION 

To my mother, Dorothy Gould, who, in her 90s, made this possible. 



6 

TABLE OF CONTENTS 

LIST OF TABLES .... .......... .............. .............. ......... ....... ......... .......... ...................... 9 

LIST OF FIGURES ... .................. ..................... ................... ........... ..... .................... 9 

ABSTRACT ............................................................................................................. 10 

1. INTRODUCTION ................................................................................................. 12 
Purpose ........................................................................................................... 17 
Research Questions ............................. ........................................................... 17 
Significance of the Study ................................................................................. 19 
Limitations of the Study ................................................................................... 20 
Definition of Tenns ........................................................................... ............... 21 

2. REVIEW OF LITERATURE ................................................................................. 23 
Themes and Directions in Learning to Teach.... ................................................ 24 
Underlying Theories of How We Learn About Teaching .................................. 26 

Defining Learning ................................................................................. 26 
Cognition Theories .. ............................................................................. 27 

Constructivism .......................................................................... 28 
Context in Learning .................................................................. 29 
Conceptual Change ................................................................... 31 
Situated Cognition ............................................................... ..... 32 
Metacognition ........................................................................... 33 

Adult Learning Theories ....................................................................... 34 
Personal Histories ................................................................................. 36 
Writing to Leam ................................................................................... 38 

Models and Programs for Teaching for Reflectivity .......... ................................ 41 
Reflectivity ...................................................................................................... 41 

Reflectivity in Teacher Education ......................................................... 42 
Reflective Teacher Education Programs ............................................... 47 

Conclusion ...................................................................................................... 49 

3.l\1ETHODOLOGY ....................................................................... ......................... 51 
The Setting..................................................................................................... 51 
The Course: Classroom Processes and Instruction.. ............ ...... ........ ............. 52 

Characteristics of Course Sections involved in this Study ..................... 53 
Study Participants ....... ..................................................................................... 56 

Identification and Recruitment. ............................................................. 56 
Characteristics of Participants .............................................................. 58 
Personal Knowledge ofInstructor ...... .................................................. 61 



7 

Data Resources ............................................................................................... 61 
Questionnaires ..................................................................................... 62 
File Data .............................................................................................. 62 
Reflective Writings: The Portfolio ........................................................ 62 

Analysis.......................................................................................................... 64 
Phase I: Course Components ............................................................... 67 
Phase II: Course Topics ...................................................................... 68 
Phase ill: Individual Expression ........................................................... 68 

Level ........................................................................................ 69 
Perspective ............................................................................... 70 
Mode ....................................................................................... 71 
View ........................................................................................ 72 

Phase IV: Growth and Change Statements of Exemplars ..................... 73 
Presentation ..................................................................................................... 74 

4. FINDINGS ............................................................................................................ 75 
Phase I: Findings Related to Course Structure ................................................... 75 
Phase III: Findings Related to Individual Expression .......................................... 84 

Classification of Writings ....................................................................... 85 
Levels .................................................................................................... 85 

Level and Perspective ................................................................. 87 
Level, Perspective, and Mode ..................................................... 89 
Level, Perspective, Mode, and View ........................................... 91 

Level I and Level III Writing Contrasted ................................................ 94 
Relationships of Writings ....................................................................... 96 
The Written Expression of Four Exemplars .......................................... 100 

Identification of Exemplars ...................................................... 100 
Contrasting the Written Expression of Four Exemplars ............ 103 
Perspective. ............................................................................. 103 
Mode ...................................................................................... 105 
View ........................................................................................ 107 

Phase IV: Growth and Change .................................................................... 111 
The Language of Learning................................................................... 111 
What Was Learned .............................................................................. 114 

Learning About Teaching ......................................................... 115 
Learning About Self................................................................. 119 

Chapter Summary ............................................................................................ 122 

5. DISCUSSION ....................................................................................................... 126 
Phase I: Course Components........................................................................... 126 
Phase III: Patterns of Written Expression ......................................................... 128 

Developmental Stage Theories .............................................................. 129 



8 

Factors of Age, Ethnicity, and Program Major ..................................... 134 
Writing To Learn ............................................................................... 136 

Phase IV: Statements of Growth and Change................................................. 13 8 
Other Conceptual Issues ................................................................................. 139 
Recommendations for Research and Teacher Education Programs ................. 141 

Future Research ................................................................................. 141 
Teacher Education Program Development .......................................... 145 

Conclusion...................................................................................................... 149 

APPENDIX A - COLLEGE OF EDUCATION ADMISSION REQUIREMENTS .... 152 

APPENDIX B - COURSE SYLLABUS AND ASSIGNMENTS .............................. 156 

APPENDIX C - LETTERS TO PARTICIPANTS .................................................... 165 

APPENDIX D - TABLE 14; DEMOGRAPIDCS OF PARTICIPANTS .................... 166 

APPENDIX E - QUESTIONNAIRE ....................................................................... 168 

APPENDIX F - FIELDS OF PARTICIPANT DATABASE .................................... 171 

APPENDIX G - CODE FOR PHASE I .................................................................... 172 

REFERENCES.... ......................... ........... ............................ ................................... 173 



9 

LIST OF TABLES 

TABLE 1 - Description of Students in Group 1 ...... , ..... ..... ..... ................................... S9 

TABLE 2 - Description of Students in Group 2 ......................................................... 60 

TABLE 3 - Course Components; Frequency and Classification ................................ 76 

TABLE 4 - Student Writing Levels...... ................ ........ .............. ........ ....................... 86 

TABLE S - Student Writing Level and Perspective................ ................ .................. 88 

TABLE 6 - Writing Levels, Perspective, and Mode ................................................... 90 

TABLE 7 - Writing Levels, Perspective, Mode, and View.................. ...................... 92 

TABLE 8 - Student Writing Arranged by Major, View, Level, and Perspective With 
Demographic Information ..................................................................................... 93 

TABLE 9 - Comparing Level I and Level m Writers............ ............ ....................... 9S 

TABLE 10 - Student Writing and Demographics Arranged According to Age......... 98 

TABLE 11 - Writing Levels Within the Oldest and Youngest Groups....................... 99 

TABLE 12 - Comparison of Exemplars ................................................................. 100 

TABLE 13 - Topics Mentioned by Exemplars ........................................................ 118 

TABLE 14 - Demographics of Participants ............................................................... 166 

T ABLE OF FIGURES 

FIGURE 1 - The Learning Staircase ........................................................................ 132 

FIGURE 2 - The Learning Cycle ............................................................................. 149 



10 

ABSTRACT 

Current literature on the "learning to teach" process has tended to concentrate 

more on the student teaching than on the early introductory phases of the process. This 

qualitative study investigates the growth and change statements described in students' final 

reflective essays of a course designed to introduce them to the complexities of teaching. 

The emphasis is on conceptual change and the developing schema students construct 

during an introductory course, Classroom Processes and Instruction. 

The study consisted of three phases of analysis. The first was of the course 

components mentioned by the students as having affected, in some way, their growth or 

change during the course. The second was an analysis of the students' style and quality of 

written expression: The Level of their writing as determined by the amount of support 

they offered for their statements; the Perspective they used to organize their writing, either 

by theme or by course component; the Mode they used to express themselves, either 

personal or impersonal; and the View they took of the experience, either ego/self, student, 

or sociocultural. The third phase was an analysis of the character of the growth and 

change statements made by four exemplars, one from each of the four writing Levels. 

Results of the study demonstrated the interconnectedness and cyclical nature of all 

course components; field work, guided reflective writing, experiential, and interactive 

classroom opportunities. Comparisons of the students' writing showed progressions in all 

areas, from simple to complex. Less skilled writers tended to write in impersonal modes 
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and to see the experience from an ego/selfview. More advanced writers tended to 

organized their reflections around thematic perspectives, to write in personal modes, and 

to view their experiences with their future students in mind. Patterns of preservice student 

development, as indicated by the four exemplars, varied from concrete to abstract, from 

learning about teaching as technique to learning about the concepts of teaching and about 

themselves as teachers. A number of issues are raised relative to the findings that showed 

more older non-traditional students, more Hispanic students, and more elementary majors 

in the lower writing levels. 



CHAPTER 1 

INTRODUCTION 
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This study begins, as does much of what we do in education, with a concern for 

the children in our schools and the future they will encounter. There exists in much of 

society today a pervasive belief that our schools are filled with students who are not 

learning and teachers who can't teach. This concern is compounded by those who believe 

that teaching is a simple task requiring only the Willingness to put up with "all those kids" 

and follow the textbook and district curricula carefully. One of the interesting discoveries 

that students in teacher education make in their first courses in the College of Education is 

that teaching is nothing like what they believed it to be. It is here they are introduced to 

teaching as a complex and demanding activity with few definitive answers to the "how to" 

questions. 

Contrary to a basic human interest in stability and efforts to be well prepared for 

the future, our tomorrows can never be guaranteed. In spite of the statistics, the forecasts, 

the predictions, and all the plans the future is never quite what we expected when we get 

there. Who could have predicted (and who of us would have believed) the effects on 

classrooms of changing family values, of federal conservatism, of non-visionary leadership, 

or of the availability and attractiveness of video technology? It is evident that the world is 

changing rapidly around the traditional institutions of education, a swirling stream around 

a quiet eddy. The problem is that we look to this quiet eddy to prepare children and 

young adults to enter that fast moving current and to be able to swim either with or 
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against it to attain their hearts' desire. So far, our success has been something short of 

exemplary. 

The goal of education is to produce graduates who are not only literate, but are 

competent thinkers (see Resnick and Klopfer, 1989). Our world needs people with 

inquiring minds who have the ability to analyze problems and make thoughtful decisions. 

In order to help students become competent thinkers, teachers must b~ able to think for 

themselves and understand those thought processes. It is for these reasons that we find an 

emphasis in teacher education on developing habits of life-long learning and on becoming 

the "thinking professiona1." It is futile to prepare teachers to teach tomorrow's citizens 

without helping them develop the orientations, the dispositions, the attributes and skills 

that will enable them to maneuver in the rapid stream of contemporary society. To do 

this, our teachers must be avid and skilled learners; to be learners they must be thinkers; to 

be thinkers they must want to understand. It is this objective that guides our search for 

effective teacher education programs and inspires much of the continuing educational 

achievements of teaching professionals. 

Much has been written and hypothesized about what teachers need to know and be 

able to do, as well as how to prepare teachers for tomorrow's schools. Teacher education 

programs have developed multiple models in attempts to meet those needs. 

Correspondingly, the literature is diverse in its approaches to the process of learning how 

to teach; there are philosophical, psychological, sociological, and eclectic models in use 

today. This paper enters the discussion at the level of teacher education, by studying how 
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college students view their introduction to the world of teaching, how they move from the 

domain of the student to that of teacher, how they begin the journey of learning about 

teaching. Preservice teachers wear two masks; one, and most familiar, is the mask of 

student; the other, and only beginning to take shape is the mask of teacher. Regardless of 

the mask we are wearing or the face we are addressing, a basic and underlying factor is 

that of how we learn; how we learn about life, about teaching, about ourselves, about 

others. 

It is curious, therefore, that in spite of the abundance of research on teacher 

education, there is an absence of attention in the literature on the subject of how we learn 

to teach. Calderhead (1992) states, "Surprisingly, teacher education programs seem rarely 

to be influenced, to any substantial extent, by an understanding of how student teachers 

learn to teach" (pg. 139). Carter (1991) notes that the growing body of "learning to 

teach" literature has focused on various aspects but that very little is actually known about 

the "learning" component of the process. With the heavy emphasis and interest in the 

learning-to-teach literature on the student teaching component it would be easy to 

conclude that the process oflearning to teach does not begin until the actual field work 

begins. 

After five semesters of teaching students in an introductory education course, I 

have more appreciation for these views and for the importance of understanding the 

learning process of preservice teachers. I question whether we are being successful at 

altering students' schema or if we are just helping students refine their previously held 
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perceptions (see Zeichner and Liston, 1987). I am curious about the differences I see in 

students' analytical approaches in their writings and discussions and what these thinking 

processes indicate about their learning. I wonder about the significance of the different 

levels of reflectivity exhibited in students' written work. Puzzles encountered during the 

course work evolve into questions about the learning process as it relates to the complex 

skills of teaching: How and what are these students learning about teaching? What 

happens during this transformation from student to teacher? What is the process they go 

through? How do students develop educative understandings? What is the role of 

reflectivity in their learning-to-teach process? 

The study takes place in a teacher education department in a large Southwestern 

university. This teacher education program consists ofa carefully constructed sequence of 

course work and field experiences designed to integrate current educational theory with 

real-life teaching practices. Inherent in its design are exercises to help students make the 

important connections and transfers necessary to learn and apply what they experience in 

both their college courses and in school classrooms. An important course required for all 

students prior to their methods courses is the introductory course, Classroom Processes 

and Instruction. It is here that the ground work is laid for students' understandings and 

appreciation of teaching as a complex activity. It is anticipated that during this course 

preservice teachers will make the transformative shift from a student schema of schooling 

to a teacher schema for teaching (see Carter, 1991). 
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This study is grounded in my own personal and professional interests and in 

teacher education literature in three areas. First is the work of Lortie (1975) and 

subsequent researchers on the importance that students' extended experience with 

teachers has for developing preconceptions about teaching (Amarel and Feiman-Nemser, 

1988; Bird, Anderson, Sullivan, and Swidler, 1993; Feiman-Nemser, 1983). Such 

preconceptions are powerful in their effect on what and how we learn. Preconceptions 

that are actually misconceptions have been shown to be extremely difficult to change 

(Anderson and Smith, 1987; Carey, 1986; Hewson, 1985). This leads to the second area, 

the literature and theories pertaining to cognition theories of learning, specifically 

conceptual change theories (Anderson and Smith, 1987; Carey, 1986; Hegland and Andre, 

1992). This research provides ideas of how students change their preconceptions about 

teaching and, specifically, what factors affect the change process. The third area that 

informs this study is research on the importance and role of reflection in learning (Dewey, 

1933) and, more specifically, in learning to teach (Bainer and Cantrell, 1993; Calderhead, 

1992; Feiman-Nemser, 1990; Ross, 1989; Zeichner and Liston, 1987). It is reflection, the 

active and conscious involvement of the student in the learning process, that ties all the 

areas together. This forms the basis of the study, an investigation into the process 

students go through as they move from their early preconceptions of teaching to a more 

sophisticated understanding of the meaning of teaching. 

I am hypothesizing that there is information in the students' own writings that will 

help me to better understand the learning-to-teach process. Student writings offer a 
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window into personal responses to prescribed experiences which may help me to better 

understand their personal views of this introduction to teaching. What is it they consider 

effective, memorable, and significant? How do they see themselves changing during the 

course? How do they reflect on their own learning process? How and why do different 

students respond to these experiences differently? What can we learn about learning by 

reading the reflections of these committed aspiring teachers? Each student in my course 

ends the semester with a written reflection on what they feel they have learned during the 

course. This piece becomes the focal point of a portfolio which represents their learning 

throughout the semester. 

Purpose 

This is an analysis of students' written reflections which can help us to better 

understand the students' own perspective of their learning and growth during the early 

phases of the learning-to-teach experience. My particular focus for this study is on what 

students consider important in their learning process and how they reflect on their own 

change process. This becomes, therefore, a study of reflectivity in the beginning stages of 

a learning-to-teach program. 

Research Questions 

Specifically, the study is to address the question, What can we learn about the 

early stages ofa formallearning-to-teach process through students' reflections on their 

own learning experiences? There are three research questions: 
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Question 1: What are students' perceptions of the transfonnative process during this 

introductory course? Subquestions to be addressed include: 

A. Do the students acknowledge and/or recognize changes in their conceptions of 

what teaching is all about? If yes, what do they identify as having changed? 

B. How do they characterize these changes? (Language, metaphors, etc.) 

C. What factors do they identify as having effected (caused) these changes? 

Question 2: What can we learn about the reflective orientations in teacher education 

students? Subquestions to be addressed include: 

A. How do students write about their own thinking and learning processes? How do 

they characterize their thinking and learning? 

B. What is the nature of students' reflectivity at this point in the program? 

C. Are there any commonalties or relationships between student reflections and: Age, 

gender, program, culture, or personal histories (biographies)? 

Question 3: What are the implications of the answers to these questions for program 

development in early stages of the learning-to-teach process? 

An analysis of the written reflections was made using qualitative methodologies of 

the content and reflective levels of students' writings, the patterns, themes, and personal 

stories that they offer on their behalf. Student demographics relating to age, gender, 

program, personal histories and cultures were included to determine if there were notable 

relationships between and among the various components. This study represents a 

naturalistic approach to research on the learning-to-teach process using students' self-



reported change statements, their ability to identify their own learning and to 

communicate their views in writing as the data source. 

Significance of the study 
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The significance of this study will be its contribution to a better understanding of 

the learning-to-teach process that precedes the student teaching experience. Much of the 

research on the learning-to-teach process has been of the student teaching phase. Very 

little information is available relative to the early experiences and phases students pass 

through on their way to student teaching. While previous research has demonstrated the 

effects that early life histories and beliefs have on how students perceive teaching and 

learning (see Lortie, 1975; Knowles and Holt-Reynolds, 1991; Richardson, 1994), much 

of this has been through questionnaires and surveys. Grossman (1991) supports 

alternative research agendas in her statement, " ... the improvement of teacher education 

course work must depend not only upon exhortation, but upon a better theoretical 

understanding of the processes involved in teaching prospective teachers, an 

understanding that can be deepened through the examination of exemplars" (pg. 356). 

This research can support and expand prior research by looking at students' 

perceptions of their own conceptual change process. It can also form an important bridge 

between cognitive research and teacher education research that can enrich the literature on 

how we learn about teaching. (See Calderhead, 1992 and Carter, 1991.) Differences in 

individual student responses to core experiences can help us better understand the 

importance of life histories, cultures, and personal characteristics in the learning process. 
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A qualitative analysis of exemplar students at different stages of development can help us 

to better understand the development of personal knowledge and conceptual changes in 

the learning to teach process. Such information and insights relating to the process of 

learning may ultimately be useful in the development of more effective experiences for 

students and the refining of teaching practices such as adjusting expectations or addressing 

specific students' needs (i.e. bilingual students, non-traditional students, etc.). My 

objective is to contribute to the continuing process of both the understanding and the 

improvement of teaching through a better understanding of the process oflearning to 

teach. 

Limitations of the Study 

This study is limited by some of the same factors that give rise to its unique 

contributions. It is a sUbjective study in which the researcher plays a major role in both 

the creation of the data and the data analysis. While a personal knowledge of the students, 

the experiences, and the assignments can provide substantive depth to the analysis process, 

it also represents potential bias. The personal intuitive screens through which all 

information is filtered can work to both strengthen the data analysis and to compound 

errors or distortions. While every effort has been made to counter such possible 

distortions, they must be acknowledged as integral factors in the study. 

The student participants in this study do not represent a random sample but are all 

the students who signed up for these two sections of Classroom Processes and Instruction. 

Group 1 consists of all the students who chose to take this course during the summer of 
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1994. Group 2 consists of students who signed up for this particular section, which was 

one of six offered in the fall of 1994. Students self selected their sections, usually on the 

basis of which class schedule fit with their other courses and work obligations. The 

summer group may, therefore, represent a different cross-section of the student population 

since it is a rather non-traditional time for taking courses requiring field experiences within 

the schools. Information about the reasons for such student choices of course sections is 

not available for this study. 

Although every effort was made to ensure continuity in the two semester classes 

through syllabus, text, and assignment alignment, each course we teach does differ 

somewhat. Each course is affected by the particular makeup of the students enrolled as 

well as different circumstances in field assignments. The students in these two sections 

were given the same assignments, discussed the same topics, and read the same materials, 

all in the same sequence and within similar timeframes. However, the fact that they were 

two different groups of students does imply that the course experiences were not identical. 

This study is of a written project prepared by the students as their final exam for 

the course. An effort was made to ensure that students would not know until the paper 

was written that it would be used in the study. They were informed of the study and given 

permission forms to sign at the same time their papers were due, at the final class. The 

objective was to obtain papers that represented student reflections unaffected by pressures 

other than their usual desire to produce quality work. 

Definition of Terms 



22 

Because this study is of students' own written reflections, there are a few terms 

used extensively throughout the discussion that deserve special attention. 

Portfolio is a popular term with multiple meanings. In this study, portfolio refers 

to a written reflection of what the students identify as their growth and learning 

throughout the semester. In its full form, the portfolio consisted of three parts; a written 

reflection on their growth and learning, samples of their other writings chosen by them 

from their field book to document their statements, and their own prediction or 

prescription for their future, what they identify as needing to know more about, what they 

hope to accomplish, where they hope to go from here. Because the only piece actually 

analyzed for this study was the written reflection, the term portfolio in this report refers 

principally to the introductory reflective essay. 

Reflection and Reflectivity are also terms widely used but with many variations of 

meaning. For this study, I will be referring to reflection in a metacognitive sense, a 

conscious and active process of learning. The foundation for my definition of reflection is 

from Dewey (1933) and is explicated and explored in chapter 3. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

Lacking singular and definitive answers to what makes a good teacher, of what 

teachers do, or how they do it, teacher education programs show great variety in their 

models of how to prepare good teachers. There are models that represent the teacher as 

technician, therapist, CEO or a team leader, problem solver or problem finder, content 

specialist or educational generalist. (See Feiman-Nemser, 1990; Zeichner, 1986; Zimpher 

and Howey, 1990.) The differences of opinion are represented and reflected in the wide 

variety of research agendas found in contemporary educational literature. While I cannot 

speak for the entire program or philosophy of the Teaching and Teacher Education 

program at this University, I can define my personal beliefs about teaching and note that 

they have been supported and reinforced throughout my work within this program. The 

following is a discussion of what I consider to be important themes in the development of 

teachers that relate to the study being undertaken. 

It is not the intent of this paper to explore the depths of research and literature on 

learning theory, but a brief overview will help to orient the discussion and provide a 

theoretical base for future reference. In the following section I will first review literature 

that addresses the learning-to-teach process. The second area I investigate is that of how 

we learn. In this section I summarize what I see at this time as theories and studies 

relevant to learning; cognition and adult learning theories, studies on personal histories 

and writing to learn. The third area will be an investigation into reflectivity; its role in 
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learning literature and research and its place in teacher education. These are the literatures 

and theories that have guided my thinking during this study. 

Themes and Directions in Learning to Teach 

The learning-to-teach literature tends to be focused more on the processes used to 

teach prospective teachers how to teach instead of on what it means to learn to teach. 

Summaries of the learning-to-teach literature (Feiman-Nemser, 1983, 1990) convey the 

structural emphasis of much of the research on the leaming-to-teach processes and the 

importance and implications of the student teaching experience. To broaden the scope we 

could consider the leaming-to-teach process as resting on two primary supports; teachers' 

professional knowledge, including both pedagogy and content, and on theories of learning. 

Much of the leaming-to-teach literature concentrates on either the various stages of 

teacher preparation from pretraining to inservice (Feiman-Nemser, 1983), the field-based 

experiences of student teaching (Applegate, 1986; Bolin, 1988, Zeichner, 1980; Zeichner 

and Teitelbaum, 1982), or on comparisons of novice and experienced teachers 

(Calderhead, 1988; Feiman-Nemser and Buchmann, 1986; Putnam, Lampert, and 

Peterson, 1990). Given the emphasis in this study on the learning process involved in 

becoming a novice teacher, I will be attending more directly to the second of the 

supportive bases in the learning-to-teach literature, and relating teacher preparation 

research to theories related to the learning processes. Due to the lack of information 

about the learning process found in the learning-to-teach literature, related areas of 
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psychology and various specific domains that address the processes of learning were also 

explored. 

Foundational to this investigation is the work of Dewey (specifically his 1933 

rewrite of How We Think), research on reflection and reflectivity, and conceptual change 

theories. Reflectivity is a dominant theme in much teacher education literature at the 

present time, from Schon's (1987) descriptions of the reflective practitioner to Feiman

Nemser's (1990) view of reflective teaching as a generic professional disposition. A 

number of teacher education programs are developed around the theme of reflectivity 

(Korthagen, 1988; Valli, 1992; Zeichner and Liston, 1987), some with reflection as a 

learning orientation and others seeking to develop reflective practitioners. In this study, 

reflection is seen as a learning orientation, the conscious act of linking prior knowledge 

with new experiences in order to make rational decisions. 

The following discussion is in three sections. The first reviews selected aspects of 

learning theories; cognition, with brief reviews of constructivism, conceptual change, 

situated cognition, and metacognition. The second section focuses directly on reflectivity 

as a programmatic emphasis in teacher education. The third section draws on literature 

relating to other theories relating to how we learn; adult learning theories; personal 

histories; and writing to learn. 



Underlying Theories of How We Learn About Teaching 

Defining Learning 
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In this study learning is perceived from a cognitive, constructivist point of view, 

with its emphasis on the importance of prior knowledge on learning and performance. As 

Flavell (1984) stated, "The absence of sufficient organized knowledge or expertise in a 

domain can profoundly constrain cognitive functioning in that domain" (pg. 195). We 

increase our understandings by integrating and connecting new information with our prior 

knowledge, by relating new information to what is already known. (See Carey, 1986.) 

This counters the purely empiricist approach to learning in which experience is the all and 

only, where current conceptions are not important to the learning of new concepts. In this 

approach the learner is viewed as taking an active part in learning, processing information 

rather than simply retaining it, making learning a process of inquiry. (See Duschl and 

Gitomer, 1991; Strike and Posner, 1985.) 

The process of learning characterized by constructivists consists of continual 

restructuring, modification, and adaptation of knowledge claims and investigative methods 

and aims. Mezirow (1991), a cognitive constructivist, offers a definition oflearning as: 

" ... the process of using a prior interpretation to construe a new or a revised interpretation 

of the meaning of one's experience in order to guide future action" (pg. 12). With new 

information being actively integrated into existing schemata, learning is more than simply 

additive, it is interactive. Flavell (1984) describes cognitive development as "the growth of 

knowledge," not as knowledge accumulation, but " ... the building up of richly organized 
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conceptual networks or structures of declarative and procedural knowledge" (pg. 194). 

We might consider each new piece of information, each building block, rather than as a 

passive item to be placed in its proper location like bricks in a wall, as an active 

component that interacts with other knowledge to help in the construction of a coherent 

structure. 

Learning, therefore, includes the transforming of prior knowledge and concepts, as 

when new information is linked in some way to prior knowledge, and in doing so, 

transforms the old. (See Flavell, 1984~ Strike and Posner, 1982.) The study of this 

transformation of knowledge is an active research agenda in cognitive and educational 

fields as the study of conceptual change. Conceptual change becomes an important factor 

in learning as when Strike and Posner (1982) claim, " ... every serious student, like every 

great scientist, is faced with reorganizing old beliefs in the light of new ideas" (pg. 23). 

Although Carey (1985) identifies the developmental period from 4 to 10 as the time of 

conceptual change, it is, in fact, a lifelong attribute of anyone who continues to learn new 

things throughout life. 

Cognition Theories 

Foundational to questions and theories of how we learn is the modem cognitive 

theory which provides a perspective on learning focused on both thinking and meaning 

(See Resnick and Klopfer, 1989). Work on cognition ranges far and wide with an 

extended history in philosophy and psychology and applications in most other fields. Of 



particular interest and appeal to educators are the theories relating to constructivism, 

conceptual change, situated cognition, and metacognition. 

Constructivism 
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Cognitive theory stepped away from behaviorism to a conception of learning that 

occurs by interpreting rather than recording information (Resnick, 1989). Resnick 

provides three principles of cognitive theory: (1) Learning is a process of knowledge 

construction, not of knowledge recording or absorption; (2) learning is knowledge

dependent (people use current knowledge to construct new knowledge); (3) learning is 

highly tuned to the situation in which it takes place (pg. 1). The study of teaching might 

well be considered the study of cognition and communication. As Hegland and Andre 

(1992) state, " ... speech, writing and art are only codes that are attempts by one knower to 

produce a construction that may guide another knower into constructing similar 

knowledge" (pg. 224). 

This constructivist view of knowledge and learning is clarified by Hegland and 

Andre (1992) who state that " ... knowledge is a construction of the learner that evolves 

from and is ajoint product of the leamer's interactions with the world" (pg. 224). This is 

echoed and supported by Hatch and Gardner (1991) who, in their continuing study of 

cognition in classrooms, found evidence that intelligence (aptitude) is a function of cultural 

factors, local factors, and personal factors all working together. Of particular interest to 

this study of education are two aspects of cognitive theory: The individual's construction 

of knowledge and attempts to transfer knowledge to one another. 
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While constructivism has firm roots in Piagetian Theory, the social implications of 

learning have caused a shift to the left in the social and radical constructivists (see 

Bauersfeld, 1992; Glasersfeld, 1990). O'Loughlin (1992), a radical constructivist, 

promotes a critical approach to constructivism, defining "emancipatory constructivism" as 

a way for people" ... to understand the socially constructed nature of reality so that they 

might begin constructing and acting on their own visions ofa better world" (pg. 337). A 

teacher education program designed on this platform would " ... enable teachers to ask 

themselves critical questions so that they can construct and enact critical visions of 

pedagogy that are appropriate to their own contexts" (pg. 338). (See also, Duckworth, 

1987; Fosnot, 1989) 

Context in Learning 

Knowledge growth is regulated and restricted by an ability to understand what is 

important. A person's operative schema at any given time governs what is accepted as 

evidence for or against any new conflict. Research in science classrooms (see, for 

example, Champagne, Gunstone, and Klopfer, 1985) have documented the power that 

preexisting conceptions have to determine how the instructional material and events 

encountered in the classroom are interpreted. Who we are and what we learn depends on 

what we learned at the earlier stages of our lives. Therefore, what a person learns from an 

experience will vary, depending on what experiences they have already had, what 

concepts, schema, theories they have constructed (See Anderson and Smith, 1987; Carey, 

1986; Duschl and Gitomer, 1991; Shuell, 1985). As Flavell (1984) stated, " ... what gets 
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acquired in human cognitive development is to some extent contingent on the nature of 

the person and of the person's childhood experiences" (pg. 188). Anderson (1984) states 

that because knowledge is conditioned by culture, our culture is a principal determiner of 

what we can come to know. 

Hewson (1985) expands and explicates this in her description of what she calls 

"conceptual ecology": "The intellectual environment in which a person lives (including 

cultural beliefs, language, accepted theories, as well as observed facts and events) favors 

the development of some concepts and inhibits the development of others" (pg. 154). 

Thus we have a kind of ecological "niche" that affects not only prior knowledge but what 

we learn from new experiences and new information. This helps explain the incongruities 

in what people learn~ why different people learn different things from the same experience~ 

why definitive answers do not result in similar understandings. The theories we develop, 

the concepts we have are supported by the prior concepts and understandings that exist 

within our minds. While these concepts were instantiated within the confines of our own 

unique cultures made up of our families, our social and political groups, religious beliefs, 

geographic locale, etc. What sometimes becomes a misconception may actually be a 

conception that evolved to explain similar natural phenomena in different circumstances, 

with different supportive information, and within the parameters of a prior conceptual 

ecology. This also helps to define the developmental aspects of cognition in that the 

concepts we develop are appropriate for the level of experience and understanding we 

have and need at any given time. 
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Conceptual Change 

Conceptual change theories are constructivist theories which replace the "tabula 

rasa" approach to education with beliefs that students come to learning situations with 

previously held theories of how things work. Understanding how learning takes place 

means understanding the tenaciousness of old theories and the need to unlearn faulty 

constructs and restructure knowledge. These theories of conceptual change have been 

particularly powerful in the science teaching literature. Anderson and Smith (1987) state 

that the reason why science is such a difficult subject to teach is that students come to 

their science classes with preconceived but incorrect answers to everyday physical 

phenomena. And because these incorrect answers "work" or make sense to the students, 

they do not give them up easily. Novak (1988) outlines eight principals of learning, four of 

which he claims are generally agreed upon by researchers in the field and which relate to a 

constructivist approach to learning: (1) Concepts are acquired early in life; (2) 

misconceptions are acquired early and are resistant to modification; (3) prior knowledge 

influences new learning; (4) information processing capacity is limited. 

Corresponding to these four principles are four conditions outlined by Posner, 

Strike, Hewson, and Gertzog (1982) which must be met iflearners are to change their 

conceptual allegiances: 

1. Existing ideas must be found to be unsatisfactory 

2. The new idea must be intelligible, coherent, and internally consistent 

3. The new idea must be plausible 
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4. The new idea must be preferable for understanding a variety of situations. 

This same concept might be generalized to the preconceptions that preservice teachers 

bring to the learning-to-teach experience and help to explain why teaching practices of 

new teachers so often resemble those of the past. Applications of conceptual change 

theory in teacher education can be found in programs that address the powerful 

assumptions pre service students hold about teaching based on their extended experiences 

in classrooms (Knowles and Holt-Reynolds, 1991). 

Situated Cognition 

There is a pattern within the memories of professionals in complex social 

situations: doctors who claim their internships and residencies were the true beginning of 

their understanding and appreciation of the practice of medicine, lawyers who profess to 

have learned about the real practice of the law from clerking, teachers who remember their 

student teaching semester as the time they began to learn about teaching. Each of these 

represents a memory of dramatic learning during an apprenticeship, when students were 

working within the context of the profession. They worked with the "tools of the trade" 

in real situations with real issues and problems to solve. It was here that action, the 

application of skills and prior knowledge, reinforced learning and gave it meaning. 

Situated cognition is a recognition of the importance of context on learning that 

questions the assumptions of the transfer and generalizability of decontextualized 

knowledge (Brown, Collins, and Duguid, 1989). The lack of transfer of mathematics 

skills from classroom skills to real life shopping was demonstrated by Lave and Wenger 



(1991) while the lack of skill transference from class to class and grade to grade is a 

popular topic among classroom teachers. Such examples support the belief that 
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" ... knowledge and learning do not easily transfer across contexts" (Wilson, 1993; pg. 73). 

The importance of social interaction on thinking, and cultural settings on the applications 

of various cognitive "tools" (Brown, Collins, and Duguid, 1989) advocates for a situated, 

experiential approach to teaching. This supports Dewey's (1933) earlier emphasis on the 

importance of experience in learning. 

Metacognition 

Metacognition is a state of being aware of and monitoring one's own cognitive 

state and processes (Resnick, 1989). Metcalfand Shimamura (1994) claim that 

metacognition came along as a rebellion against behavioral psychology, to make the 

learner an active and conscious participant in the process of learning. According to 

Brown (1978) " ... metacognition demands the ability to introspect about one's own 

performance and to differentiate one's own perspective from that of others" (pp. 80). 

Calderhead (1988) applies the term to the " ... processes of abstraction, comparison, 

analysis, and evaluation that operate on different images of practice or on a variety of 

knowledge bases to generate usable practical knowledge" (pg. 60). Inclusion of 

metacognition as an important attribute in teacher education programs is difficult to isolate 

but is found imbedded in those programs that involve reflection on the processes students 

use to make decisions or solve problems (see Alderman, Klein, Seeley, and Sanders, 

1993). This component of cognitive theory is of primary importance in teacher education 
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programs that purport to develop "reflective" or "thinking" teachers for it is the reflection 

on the learning processes that is most important to those who would lead others to learn 

(Hullfish and Smith, 1961; LaBosky, 1993). 

Adult Learning Theories 

Because this study investigates the process oflearning how to teach, there is a 

particular interest in theories pertaining to the learning of post-adolescent students. While 

most of the learning theories from the fields of educational, developmental, and cognitive 

psychology were developed from information of children's learning, some attention has 

been given to how the learning of adults differs from that of children. Merriman (1993) 

presents a brief summary of the adult learning theories that were developed from the 

traditional psychologies and their evolution into theories that take into consideration the 

experiences, personal histories, and sociaVcultural contexts peculiar to adults. In an 

attempt to explicate the differences between children's learning and adult learning, some 

educators substitute the concept of andragogy (the art and science of teaching adults) for 

pedagogy (the art and science of teaching children) in discussions of adult learning. Other 

factors that have implications for the development of adult learning theories include self

directed learning, situated cognition, sociocultural considerations, critical social attributes 

of adults, and feminist perspectives (see Merriman, 1993). 

Much of the research that differentiates adult learning from children's learning is of 

the development of higher levels of reasoning and judgment. A review of methods and 

models of adult cognitive development compiled by Mines and Kitchener (1986) is 
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focused on levels of formal reasoning, reflective judgment, and moral development. 

Kitchener (1986; also Kitchener and King, 1981) has described a multilevel model of 

"post-adolescent reasoning styles" that progresses to the highest level of "reflective 

judgment." While many of the current theories consist of a hierarchical system of levels or 

stages, Perry (1970) had proposed a complex theory of adult intellectual development that 

defined multiple "positions" rather than stages or levels of attainment. In this he was 

suggesting that adults may not actually pass through every position that research 

identifies, but that the various positions can be identified in a population. 

A more concrete, operationalized framework for understanding adult learning is 

suggested by Thies-Sprinthall and Sprinthall (1987). Based on the stage theories of Hunt 

(conceptual development), Kohlberg (value development), and Loevinger (ego/self 

development), this model aggregates adult learning into distinct stages. Applications of 

these levels may provide another way to better understand how pre service teachers differ 

in their levels of understanding during the learning-to-teach process. Sprinthall and 

Thies-S printhall (1983) cite studies that indicate that behaviors can be predicted by 

developmental stages. They advocate for the synchronization of student developmental 

levels and appropriate college level programming. 

While all of these ideas may be helpful in understanding various aspects of adult 

learning, Mezirow (1991) provides the conceptual links between adult learning theory and 

previously mentioned cognitive theories. He describes a constructivist theory of learning 

that is grounded in the interpretations adults make from their "meaning perspectives," the 



culturally derived understandings that make up our preconceptions. He identifies four 

forms of adult learning: 

-Learning through meaning schemes; the elaboration of prior schema 

-Learning new meaning schemes; extending prior schema with new knowledge 

-Learning through transformation of meaning schemes; changing prior schema 
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-Learning through perspective transformation; development of new schema (pp. 

93-94) 

Mezirow's work provides the structure for further investigation into the important 

components of adult learning; the importance of prior knowledge and reflection in the 

learning-to-teach process. 

Personal Histories 

Imbedded within the adult learning theories is the fact that preservice teachers 

come to the learning-to-teach process with an extended personal history of experiences 

and related preconceptions (Diamond, 1991; Feiman-Nemser, 1983; Knowles and Holt

Reynolds, 1991; Lortie, 1975) Cognition theories, especially conceptual change theories, 

provide ways for us to understand why these biographies are such important factors in the 

way that preservice students see and interpret events. Included in this consideration of 

important factors affecting the learning process are the effects of our cultures, the subtle, 

powerful, and (usually) unexamined norms that govern how we think, how we act, and 

how we react. "We learn many of our ways of understanding the world unconsciously in 

childhood through socialization. These culturally determined perspectives usually remain 
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unconscious in adulthood, but they are very important in determining the way we interpret 

experience" (Mezirow, 1991, pp. 33-34). 

In his sociological study of the lives of teachers, Lortie (1975) described powerful 

and subtle influences that shape schooling as we know it. Of particular interest to this 

study are the influences of our many years as student observers of the act of teaching. As 

students we have had front row seats from which to watch some 13,000 hours of 

production. We have felt like participants in the act of teaching and formed strong 

conceptions of what is important in a classroom and how teaching is done. Students, 

although participants in the teaching act, are not privy to the underlying reasons for the act 

nor in the preparations for the performance. Lortie calls this the "apprenticeship of 

observation" and remarks that "What students learn about teaching, then, is intuitive and 

imitative rather than explicit and analytical; it is based on individual personalities rather 

than pedagogical principles" (pg. 62). Unlike apprentices, however, students do not 

acquire the necessary technical or theoretical knowledge of the profession. 

The effects of this extended exposure to the acts of teaching have been studied 

(Amarel and Feiman-Nemser, 1988; Kyle, 1993) in preservice teachers and affirm the 

simplistic views that students bring to their learning-to-teach experience. Teaching is 

viewed through previously derived "meaning perspectives" (Mezirow, 1991), "intuitive 

screens" (Goodman, 1988), or "filters" (Weinstein, 1989) which limit their ability to see 

events from different perspectives. Students are likely to not see teaching as a complex 

process but as a natural activity best learned through participation. Amarel and Feiman-
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Nemser (1988) found that preservice students were skeptical of the value offormal study 

and lacked the conceptual frames and the motivation to think analytically about teaching 

(pg. 20). Grossman (1991) remarked on the tendency of prospective teachers to use 

themselves as implicit models for the students they will encounter. 

Approaches described by both Knowles and Holt-Reynolds (1991) and Grossman 

(1991) to counteract these early impressions of teaching involve making these implicit 

beliefs explicit. The purposes of such efforts are to challenge students to think critically 

about the purposes and methods for teaching, to develop a common language for 

discussing teaching, and to question the lessons they brought with them from their 

"apprenticeship of observation" (Grossman, 1991; pg. 357). Through the use of such 

techniques as autobiographical writing, interactive journaling, reflective paper writing, and 

peer interactions, Knowles and Holt-Reynolds found that preservice teachers pedagogies 

developed a richer and more informed perspective. Attention to students' preconceptions 

and the development of course structures that encourage the exploration and critique of 

these beliefs may be key to developing an educational system that no longer perpetuates 

ineffective teaching strategies. 

Writing to Learn 

Because the basis of this study is in students' writings, it is important to review 

current theories that describe the writing process as well as the value that writing has in a 

metacognitive learning process. 
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As one component of the literacy ofa society, writing holds a special and separate 

place in discourse and thinking. It is a tool, a heuristic for learning, an important 

component in the development of higher cognitive functions such as analysis and synthesis 

(Emig, 1977). Writing is a process through which we create meaning (Zamel, 1982) and a 

product which promotes communication with the literate community. In her essay on 

Writing as a Mode of Learning, Emig (1977) discusses the differences and similarities 

between oral and written language, expanding the role that writing plays in the 

development of complex understandings. Writing, she claims, allows us to learn at our 

own pace and in our own mode, thus "".writing can sponsor learning because it can match 

its pace" (pg. 126). Writing is slower than speaking, allowing us to make better 

connections between the past and the present. Writing is epigenetic, graphically 

demonstrating our thinking progress. 

Langer and Applebee (1987) expand this with their work stating, "Written 

language not only makes ideas more widely and easily available, it changes the 

development and shape of the ideas themselves" (pg. 3). They found that writing was 

important in students' learning tasks as "".the more that content is manipulated, the more 

likely it is to be remembered and understood" (pg. 130). Zamel (1982) stresses the 

importance that the process of revision has on thinking, on allowing us to reconsider what 

we wrote and to rethink and adjust the written product. 

Writing is included in nearly all teacher education programs that have reflectivity 

as a program emphasis. While some of the writing consists of personal, unstructured 
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journal entries, others more closely resemble the essay form. In describing their 

experience with essay writing with students, Langer and Applebee (1987) state: "When 

writing essays, the students seemed to step back from the text after reading -- they 

reconceptualized the content in ways that cut across the specific information presented, 

focusing on larger issues or topics. In doing so, they integrated information and engaged 

in more complex thought" (pg. 101). With its presence and its power to promote 

analytical and reflective thinking, writing is an important tool for both learning and 

communicating. And in this, it becomes an important tool in both the education of 

teachers and the research on teaching. 

Much of the recent qualitative research and case study work on the learning-to

teach process has been done through the medium of writing. Bolin (1988) studied one 

student's journal writings during a student teaching experience, discovering insights about 

his levels of reflectivity that might not have been evident otherwise. Alderman, Klein, 

Seeley, and Sanders (1993) learned a great deal about students' use ofleaming strategies 

and metacognitive thinking through the analysis of their learning logs. They ascribe the 

written product as the window that allowed them to find out the reasons for students' use 

of particular strategies rather than simply identifying which strategy they chose. Hoover 

(1994) linked reflective thinking and writing in her analysis of secondary preservice 

teachers' learning experiences. She found that writing helped make the students' 

cognitive processes more explicit and more accessible, stating that "".educators can 

nurture reflective practice more effectively when they are privy to preservice teachers' 



implicit thought processes" (pg. 92). It is this characteristic that makes writing an 

important tool for learning and an important source of information on the leaming-to

teach processes. 

Models and Programs for Teaching for Reflectivity 

Reflectivity 
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Reflectivity fits nicely within the parameters of metacognition in that it refers to 

our ability to think about events in light of what we know. Smyth (1989) narrows this 

general definition to the field of teacher education by stating that what we are interested in 

is reflection that is active rather than contemplative. That is, for our purposes, reflection 

should result in or lead to some action. The apparent seminal core for educational 

theorizing related to reflection is Dewey's (1933) How We Think in which he defined 

reflective thought as "Active, persistent, and careful consideration of any belief or 

supposed form of knowledge in the light of the grounds that support it and the further 

conclusions to which it tends" (pg. 9). According to Dewey, reflective thinking involves 

an initial state of uncertainty followed by actions to resolve the doubt. The process 

described closely resembles what we are familiar with as problem solving steps; 

identification of the problem, generation of possible solutions, and thoughtful analysis of 

those solutions. Reflectivity, then, is the ability to assess situations and to make 

thoughtful, rational conclusions or decisions. 

There are many interpretations and derivations of this view of reflectivity as it 

applies to the act of teaching or the process oflearning how to teach. One prevalent 
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theme in education literature pertains to the moral and ethical warrant on those in the field 

of teaching and the importance of assuming responsibility for decisions made (See 

Zeichner and Liston, 1987). Calderhead (1992), for example refers to reflection as being 

able to analyze one's own practices and the contexts in which they occur, to stand back, 

evaluate a situation, and take responsibility for future actions. Similarly, Ross (1989) 

defines reflection as " ... a way of thinking about educational matters that involves the 

ability to make rational choices and to assume responsibility for those choices" (pg. 22). 

Another current theme is based on the work of Donald Schon (I 967) who is 

interested in the reflecting that takes place in the action of teaching, what Schon calls 

"reflection-in-action." This moves the concept of reflection out of the arena of planning 

for action and places it in the reflexive and unconscious actions of the present. A 

derivation of reflection-in-action more appropriate to an analysis of how preservice 

teachers learn about teaching might be reflection-on-action. This allows us to consider the 

reflecting that is done on events enacted at a prior time or on events that students observe. 

Reflectivity in Teacher Education 

As Virginia Richardson (1990) noted, reflectivity became the new slogan for 

teacher education in the 90's. Whether just a new "buzzword" in educational jargon or an 

important supporting concept, it is seen by many to be an essential skill for teachers in 

today's schools. Research has shown reflectivity to be beneficial to teacher education 

students for raising their levels of both thinking about and discussing teaching (Bolin, 

1988; Cruickshank, Kennedy, Williams, Holton, and Fay, 1981). There is an abundance of 
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infonnation on teacher education programs emphasizing reflective teaching or the 

development of reflective teachers. Numerous reviews of reflective teacher education 

programs are available that help put the different types of programs into perspective 

(Feiman-Nemser, 1990; Richardson, 1990; Ross, 1989; Valli, 1992; Zeichner and Liston, 

1987). The following is an overview of the literature on reflective teaching programs 

beginning with basic programmatic elements and ending with a focused look at research 

on those programs which address the learning-to-teach process. 

Nearly all discussions of reflective teaching lead offwith a discussion about the 

need to define what is meant by reflection. Each program and every researcher develops 

the conceptual basis for their particular approach to reflective teacher education according 

to some educational objective. With some variations, many current programs have as their 

foundational basis the concepts of reflective practice as outlined by Dewey (1933), Schon 

(1987), Van Manen (1977), or Zeichner and Liston (1987). Maybe the most seminal work 

in the area of learning and reflection is Dewey's (1933) How We Think, still a valuable 

resource for defining and explicating the meanings and implications of reflection in the 

process of learning. From this source we have the following statements regarding 

reflective thinking: 

Active, persistent, and careful consideration of any belief or supposedform of 

knowledge in the light of the grounds that support it and the further conclusions 

to which it tends constitutes reflective thought. (pg. 9, italics in the original) 



" ... a conscious and voluntary effort to establish belief upon a firm basis of 

evidence and rationality" (pg. 9). 
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"Reflection ... implies that something is believed in (or disbelieved in), not on its 

own direct account, but through something else which stands as witness, evidence, 

proof, voucher, warrant; ... " (pg. 11). 

"The function of reflective thought is ... to transform a situation in which there is 

experienced obscurity, doubt, conflict, disturbance of some sort, into a situation 

that is clear, coherence, settled, harmonious" (pg. 100). 

Inherent in Dewey's definitions of the reflection process is the need for first, a 

" ... perplexed, troubled, or confused situation ... " (Dewey, 1933, pg. 106) and second, a 

rational support for those beliefs which lead to action. In How We Learn (pp. 30-33), 

Dewey also identified three attitudes which need to be cultivated in order for reflection to 

be productive: Open-mindedness, or attending to various sides, opinions, perspectives; 

Whole-heartedness, meaning attending to commitment; Responsibility, or the integrity to 

change beliefs when the facts decree. With Dewey's ideal as a foundation, we can look at 

programs that have been developed to see how these seminal perceptions of reflective 

thinking have been adapted to meet the specific and particular needs of current teacher 

education programs. 

In an effort to develop a framework for understanding the different approaches, 

Grimmett, Mackinnon, Erickson, & Riecken (1990) propose three perspectives based on 

epistemological stances; reflection as (1) Instrumental Mediation of Action, (2) 



45 

Deliberating among Competing Views of Teaching, and (3) Reconstructing Experience. 

These three divisions reflect the pervasive tendencies of scholars to classify and sort 

concepts according to hierarchical triads. Van Manen's (1977) work which is cited in 

much of the literature on reflection followed this pattern, describing three levels of 

reflectivity: technical rationality, practical action, and critical reflection. Sparks-Langer 

(1990) sorted reflective programs according to their understandings of teachers' reflective 

thinking, calling them cognitive, critical, or narrative approaches. Each of these different 

approaches has value in providing perspectives from which to better understand this 

amorphous and important concept in teacher education. 

While these theoretical perspectives help us to analyze complex teacher education 

models, they depend on and are explained by the foundational work which supports such 

programs. A consideration of the questions that must be addressed and the dilemmas 

encountered in the development of teacher education programs can help clarify the murky 

issue of reflectivity. Bullough (1989) suggests four questions that should be addressed 

during the development phase of any such program. Besides the necessary "What is 

meant by reflectivity?" he would ask: "What are program participants to be reflective 

about? What are the purposes of reflectivity? And what curriculum is most likely to 

enhance reflectivity?" (pg. 15) Considerations of what the important issues and problems 

are in teaching sets the values that determine direction, while the purposes of reflectivity 

set the outcome expectations. Calderhead (1993) outlines a number of dilemmas that 

occur during the conceptualization stages. For example, should the program focus on 
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developing reflective skills, on knowledge, or on attitudes; does the program aim to 

develop predetermined competencies or independent learners; whose values should the 

program reflect? Underlying these important questions is the knowledge that we really 

know very little about how teachers become reflective and whether or not reflective 

teachers really do make better teachers for children. 

An outline of what we hope reflective teacher education can do is provided by 

Calderhead (1993, pg. 93) in the form of six objectives, anyone or more of which might 

be set as program goals: 

• to enable teachers to analyze, discuss, evaluate, and change their own practice; 

• to foster teachers' appreciation of the social and political contexts in which they 

work; 

• to enable teachers to appreciate the moral and ethical issues implicit in classroom 

practices; 

• to encourage teachers to take greater responsibility for their own professional 

growth; 

• to facilitate teachers' development of their own "theory" of educational practice; 

• to empower teachers so that they may better influence future directions in 

education. 

While these may be seen as outcome goals for teacher education, they do not provide 

information directly applicable to this study of the use of reflection in students' learning. 
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For this we can turn to an outline of the elements of the reflective process described by 

Ross (1989, 1990, pg. 98): 

• recognizing educational dilemmas; 

• responding to a dilemma by recognizing both the similarities to other situations 

and the unique qualities of the particular situation; 

• framing and reframing the dilemma; 

• experimenting with the dilemma to discover the implications of various solutions; 

• examining the intended and unintended consequences of an implemented solution 

and evaluating it by determining whether the consequences are desirable. 

This definitive and hierarchical listing of attributes could be applied practically in the 

analysis of students' classroom discussions and reflective writings. 

Reflective Teacher Education Programs 

To develop a better perspective of the teacher education experience provided the 

participants in this study, it will be helpful to examine the various existing programs that 

emphasize reflectivity as a major programmatic component. Just as there is no universal 

definition of reflectivity, there is no unanimity in program development. Each teacher 

education program is structured on a slightly different perception of reflectivity. For 

example, the faculty of the PROTEACH program at the University of Florida operate on a 

definition of reflection as: " ... a way of thinking about educational matters that involves the 

ability to make rational choices and to assume responsibility for those choices" (Ross, 

1989). At the Catholi~ University of America, reflection is considered as: " ... the ability to 
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stand apart from the selfin order to examine critically one's actions and the context of 

those actions" (Ciriello, Valli, & Taylor, 1990). While these and other definitions appear 

to indicate similar interests, full understanding of the program can come only from closer 

examination of the epistemological foundations and actual manifestations of the programs. 

Programs that emphasis reflectivity in preservice or pre-student teaching 

experiences range from the simple inclusion of participatory laboratory or field 

components to fully integrated curricula. Cruickshank, Kennedy, Williams, Holton, and 

Fay (1981) and Cutler (1989) both mention the use of microteaching or reflective teaching 

lessons as laboratory experiences to generate reflective thinking. These are structured 

teaching exercises which involve the actual presentation of a lesson followed by structured 

reflections and written reports. Erdman (1983) describes a pre-student teaching practicum 

emphasizing apprenticeship and partnership experiences with journal writing as an 

important reflective component. These are examples of isolated components introduced 

and studied to ascertain their impact on the development of a reflective attitude in 

preservice teachers. 

A number of other programs have emerged which provide more integrated and 

coordinated experiences for preservice students. Korthagen (1985) and Wubbels & 

Korthagen (1990) describe the ALACT -model for teaching reflectivity. This is a cyclical 

process for student growth in reflectivity consisting of: action, looking back, awareness of 

essential aspects, creating alternatives, and trial. Continuing throughout the program this 

cyclic process is emphasized first on students' own learning, later on interactions with 
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others, and eventually on students in classrooms. Sparks-Langer, Simmons, Pasch, 

Colton, and Starko (1990) describe the reflective design of the Collaboration for the 

Improvement of Teacher education (CITE), a preservice program that promotes the 

development of reflectivity through carefully structured classroom and field experiences. 

Students in the CITE program write reflective journal entries following teaching 

experiences, class work, and field experiences. Zeichner and Liston (1987) describe a 

program at the University of Wisconsin, Madison, that attempts to move away from a 

reliance on an apprenticeship model. It is believed that attending to classroom role models 

inhibits the development of personal attributes and reinforces unsuccessful teaching habits. 

This model is designed on an inquiry format that rewards innovative and critical thinking 

while developing moral and ethical standards for actions. 

In Reflective Teacher Education, Valli (1992) provided a forum for a number of 

program designers to present the design, rationale, and results of their unique programs. 

In these seven programs, all of which have integrated reflectivity throughout the 

preservice experience, there are commonalties of purpose expressed in seven different 

ways. A review of these and other teacher education models based on reflectivity help to 

define the field and provide a means for comparing and judging the context and setting of 

this study. The many different manifestations of the theories and beliefs on reflectivity in 

implemented programmatic structures all provide different ways to achieve the same goal, 

the development of thoughtful, knowledgeable, and moral teachers for our schools. 

Conclusion 
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The literature that guides this study is that which relates to learning to teach, the 

theories, the processes, the programs, and the products. The application is constructivist 

adult learning within the field of teacher education. Due to the nature of the research 

questions in this study, particular attention is paid to the literature on reflection and the 

use of reflective writing in teacher education programs. The research that is described in 

the following chapters is grounded and guided by the implications of these studies and 

resulting theories as well as my own experience with learners of all ages. 

The following chapter will describe the participants and setting for this study as 

well as the procedures used to organize and analyze the data. Chapter 4 will describe in 

some detail the results of this qualitative analysis of student writing. Chapter 5 provides 

an overview of these findings and how they fit into the broader picture of learning about 

the early learning experiences of preservice teachers. 



CHAPTER 3 

METHODOLOGY 
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This chapter will outline the qualitative approach used in this study of the writings 

done by teacher education students following their introduction to a particular view of the 

world of teaching. Part one will describe the setting; the course in which all the 

participants were enrolled, the objectives, assignments, and experiences involved. Part 

two will describe the participants; who they are and when they were involved. Part three 

will describe the data resources, how they were collected and organized. Part four will 

describe the procedures used for analysis. 

The Setting 

The study takes place in a teacher education department in the College of 

Education of a large Southwestern university. This College is an upper-division College 

offering an undergraduate progr.am for students at the junior level or above and a post

baccalaureate teacher preparation program. Admission to the College is competitive with 

the following criteria used to judge all student applications: A minimum of 56 semester 

credit hours, a cumulative grade point average of2.5 or better on the most recent 56 

semester units, language proficiency in English and other languages common to the 

Southwest, multicultural experience, and documentation of a commitment to the 

profession through relevant work or volunteer experience. The College offers two major 

areas, secondary and elementary, and two areas of endorsement, bilingual education and 
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middle level teaching. Limits on the number of students the College is able to accept each 

semester create a competition situation that generally results in a highly motivated and 

academically oriented student population. 

The teacher education program consists of a carefully constructed sequence of 

coursework and field experiences designed to integrate current educational theory with 

real-life teaching practices. Inherent in its design are exercises to help students make the 

important connections and transfers necessary to learn and apply what they experience in 

both their college courses and in school classrooms. Program review forms that outline 

course requirements for both elementary and secondary majors can be found in Appendix 

A. 

The Course: Classroom Processes and Instruction 

One of the required courses for both elementary and secondary education majors 

recommended for the first year of the program is a 4-credit course designed to be an 

introduction to the processes of teaching in classrooms. A number of different sections 

are scheduled each semester, each taught by a different faculty member or graduate 

teaching assistant. The standard course syllabus description of the course states: 

Classroom Processes and Instruction is built from the research on classroom 
management, teaching strategies, and the planning of school work for pupils. 
The overall purpose of the course is to enable students to (a) know and be able to 
use the standard practices of the profession in the areas of classroom 
management and effective teaching; and (b) have the knowledge structures and 
planning strategies necessary to recognize major classroom dilemmas and 
problems and to construct adequate solutions to these problems. 

Content is organized around five major strands: Observing in classrooms, 
classroom management, instruction, planning and clinical reasoning, and working 
in schools. Infused elements of the course include: applications of findings from 



research on teaching, understanding culture and language differences, working 
with special students, and dealing with substance abuse. (See Appendix B for a 
copy of the course syllabus.) 
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The structure of this course is designed to integrate reading and discussion with 

field observation and laboratory exercises. Classes meet for 2 112 hours each week and use 

the text (Arends, 1994, Learning to Teach) as a centerpiece for discussions on the topics 

of: 

The nature of teaching 
Learning environments 
Motivation 
Classroom management 
Multicultural education 

Time and space 
Planning 
Assessment 
Models of teaching 
Work in the school 

A separate block of time (1 hour) is scheduled each week for the class to meet in a 

laboratory format which provides opportunities for students to teach lessons and apply 

new concepts and terminology through discussions of written case studies and role playing 

of typical situations. A third block of time each week (2 112 hours) is scheduled for 

classroom observation in local schools. During this time, students are encouraged to 

spend the majority of the time as observers of, rather than participants in, the teaching 

process. 

Characteristics of Course Sections Involved in this Study 

While all the different sections are similar in emphasis and structure, each differs 

slightly, depending on the particular interests and attributes of the instructor. My 

approach to this course is based on my own beliefs in an experiential, interactive, and 
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reflective approach to learning. Assignments for my section emphasize social interaction 

and reflection to develop understandings of theory and experiences. 

Each week students were required to write an analysis of their classroom 

observations. These are highly structured reflections on some well remembered event 

written in three parts: the selection and description of a singular event, the application of 

concepts and terms from their readings and discussions to an analysis of the event, and the 

personal application of the significance of the event to their own learning and teaching. 

(See Carter, 1991) After these Well Remembered Events are graded and commented on 

by the instructor, students are allowed to do one rewrite. The objective here is to help 

future teachers develop their abilities to select singular events, to apply new concepts, and 

develop their reflective thinking and writing skills. 

Other written assignments encourage reflection and provide opportunities for 

students to observe their own growth. These include a short essay on Why I Choose to 

Teach, a review ofajournal article of their choice on the topic of Other People's Children, 

an analysis of their own peer-teaching experience, a personal statement of philosophy, and 

responses to classmates' presentations. Students also maintain a field book containing 

their observation logs, journal entries, questions that arise during observations, and 

personal projects. Additional assignments that are included to stimulate other reflective 

approaches include a visual presentation of their own cultural roots (Who I Am), a 

definition of good Teaching (What Is Good Teaching?), and a presentation on the culture 

of their field site school (Up Close and Personal). (See assignment sheet in Appendix B.) 
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Reflection is stressed as students apply and critique their skills in realistic teaching 

situations. Each student plans and teaches one lO-minute mini-lesson and one 30-minute 

Peer Teaching lesson. Mini-lessons provide opportunities for team planning while Peer 

Teaching is done individually. Each presentation becomes an opportunity for reflection as 

students provide individual written comments to the presenters giving specific feed-back 

that is both supportive and advisory. Unlike the model of micro teaching explored by 

Copeland (1975), these mini-lessons and peer teaching assignments did not have the 

development of specific skills as their objective. Rather, individual exploration and self

reflection are the main objectives for these experiences. Following hislher Peer Teaching 

lesson, the student is to view the video tape of the lesson, read hislher colleagues' 

comments, and submit a reflective writing piece that includes a critique and review of the 

lesson, the planning process, their colleagues' comments, and their own learning. This 

reflective analysis of the teaching experience is graded and counts as 20% of the final 

course grade. 

The culminating reflective component of the course is the final Portfolio, a written 

presentation of the student's perceptions ofhislher own growth during the course, how 

they have changed in their perceptions and understandings of what teaching is all about. 

This assignment (see Appendix B) is meant to build on the considerable material that is 

contained within the students' field book; the various writing that was done, the 

observations, experiences, and conversations that have all had an effect on their learning. 

This piece becomes the focal point of a final portfolio with samples of other writings 
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chosen to support their statements. The portfolio also contains their own prediction or 

prescription for their future, what they want to know more about, what they hope to 

accomplish, where they hope to go from here. This portfolio is a major focus for the 

course, a high-stakes assignment worth 30% of the final grade. A more complete 

description of this assignment will be found in the section on Data Resources later in this 

chapter. 

Study Participants 

Identification and Recruitment 

The idea for this study took root as I noticed interesting differences and similarities 

in the final written pieces submitted by students, how some approached the assignment 

like a catalog of events, others like a menu of new terms and concepts. How some 

students used it as a platform to practice their educational rhetoric, others as a place to 

expound on how lovely it was going to be to finally be able to teach all those sweet, young 

children. I was surprised at the differences among the students; how non-reflective some 

students were, and how mature and thoughtful others were. And each semester I was 

reminded once again of how difficult and unsettling this assignment was to students more 

accustomed to being tested on definitive material and graded on a black and white, right 

or wrong scale. 

There has been no attempt to sample systematically or limit the participation in this 

study. As noted by Lincoln and Guba (1985), " ... the purpose of sampling will most often 

be to include as much information as possible, in all of its various ramifications and 



57 

constructions; hence, maximum variation sampling will usually be the sampling mode of 

choice" (pg. 201). It follows, then, that every student from my sections of Classroom 

Processes and Instruction should be invited to participate. Because the study began after 

two of the classes had ended, there were two different approaches used to recruit 

volunteers. When the study began, I was teaching this course for the third time. Both this 

group (group 3) and my fall semester class (group 4) were invited to participate in this 

study. In both instances, the project was briefly explained on the last day of class and 

student participation requested. Questionnaires were distributed and collected along with 

the portfolios from most of the students at that same time. Although I tried to make it 

very clear that there was no connection between their final grade and their voluntary 

participation, this possibility does need to be considered. It is very difficult to know what 

someone might consider to be subtle coercion. Every student in these classes volunteered 

to be a part of the study and completed the necessary questionnaire and consent form. 

The 50 students who had been in classes during the fall and spring semesters were 

all sent letters (see Appendix C) explaining the study, questionnaires, and consent forms. 

Although I still had some of their portfolios and reflective writing pieces, I did not have an 

adequate nor a broad enough sample. My intent was that the students would bring me 

their portfolios once they were back on campus for the new fall semester. After the start 

of the semester, I made telephone calls to students who had not responded. As a result, 

all students were personally contacted by me and invited to participate in the project. 

However, because the responses to my invitations resulted in what I would consider to be 
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a highly biased and stratified sample of interested (and high achieving) students, I have not 

included this rather specialized sample in this study. The study, therefore, is of the written 

portfolios of all students enrolled in the 1994 summer and fall semesters of my sections of 

Classroom Processes and Instruction. 

Characteristics of Participants 

The total population of two semester classes participated in the study, a total of 41 

students, which provided a rich and diverse mixture of ages, cultures, interests, and skills. 

Tables 1 and 2 display a summary of the following demographic information of these 

participants: Gender, age, ethnicity, entering grade point average, and major program. 

Other personal information regarding prior schooling, marital status, and number of 

children can be found in Appendix D. The total population included 11 males and 30 

females, with only two of the males as elementary majors. There were 21 elementary 

majors, 18 secondary majors, and two K-12 health majors. The classes contained a 

mixture of ethnic cultures: 15 Hispanic-American (one of whom was actually Italian, 

raised in South America), 25 Anglo-Americans (one of whom was of Greek heritage), and 

one Asian-American. Fifteen of the students were married and 13 had children of their 

own. Ages of the students ranged from 20 to 50 years. Although the individuals in the 

two classes were from diverse backgrounds, they were singular in their focus on and 

sincere interest in becoming teachers. 



Gender Age 

F 23 
F 23 
F 47 
F 23 
F 48 
F 21 
F 21 
M 43 
F 50 
F 23 
F 36 
M 21 
F 22 
M 34 
M 32 
M 43 
F 36 

Table 1 

Description of Students in Group 1 
Summer Semester, 1994 

Ethnicity Entering Grade 
Point Average 

Hisp 2.8 
Hisp 3.2 
Hisp 3 
Anglo 2.9 
Anglo 4 
Anglo 3.7 
Greek 3.2 
Hisp 2.8 
Hisp UK 
Hisp 2.8 
Anglo 3.1 
Anglo 3.2 
Other 3.3 
Anglo UK 
Anglo 3.02 
Hisp 3.5 
Hisp 3.78 
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Major Program 

Bilingual 
Elem Bilingual 
Elem 
Elem 
Elem 
Elem 
Elem 
Elem 
Elem 
Elem 
Music 
Music 
Sec - English 
Sec - English 
Sec - History 
Sec - Science 
Sec - Spanish 
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Table 2 

Description of Students in Group 2 
Fall Semester, 1994 

Gender Age Ethnicity Entering Grade Major Program 
Point Average 

F 24 Anglo 4.0 Elem 
F 21 Anglo 3.0 Elem 
F 26 Anglo 3.3 Elem 
F 23 Anglo 4.0 Elem 
F 23 Anglo 3.2 Elem 
M 25 Hisp 3.1 Elem 
F 22 Hisp 2.8 Elem 
F 20 Hisp 3.2 Elem 
F 31 Hisp 2.96 Elem 
F 22 Hisp 3.0 Elem 
F 42 Hisp 2.75 Elem-Bilingual 
F 42 Anglo 3.25 Health 
F 23 Anglo 2.9 Health 
M 23 Anglo 3.7 Sec - English 
M 28 Anglo 3.18 Sec - English 
F 45 Anglo 4.0 Sec - English 
F 22 Hisp 3.7 Sec - English 
F 21 Anglo 3.28 Sec -Math 
M 21 Anglo 3.6 Sec - Music 
F 20 Anglo 3.5 Sec - Music 
F 26 Anglo 3.1 Sec - Music 
F 34 Anglo UK Sec - Science 
M 20 Anglo 3.25 Sec - Spanish 
M 42 Anglo 3.2 Sec - Soc Stud 
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Personal Knowledge of Instructor 

Personal involvement of the researcher in the topic being studied is an important 

and foundational component of qualitative research. Lincoln and Guba (1985) discuss the 

uniquely qualifying characteristics of the human as the instrument of choice while stressing 

the importance of trustworthiness. Patton (1990) describes the role of the human in 

qualitative research emphasizing the concept of "empathic neutrality." By this he refers to 

an inherent " ... empirical basis for describing the perspectives of others while also 

legitimately reporting his or her own feelings, perceptions, experiences, and insights as 

part of the data. Empathy communicates interest in and caring about people, while 

neutrality means being non judgmental about what people say and do during data 

collection" (pg. 58). 

There is a level of knowledge and understanding about the students in this study 

that is imbedded in the personal knowledge and understandings I have developed over a 

semester of close and intense work with each of them. As the study developed I found 

myself recalling conversations that supported or enhanced the written statements being 

analyzed. There were many cases in which I believe the student learned more about 

teaching than was contained in their final portfolio piece. These considerations are salient 

in a discussion of the importance of writing proficiency in assessments of student 

development. Therefore, the personal perceptions of the researcher which become both 

part of the data and potential biases will be included in the discussion when appropriate. 

Data Resources 
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Since this is a study of a particular type of student writing, the primary resource 

for data is the reflective essay required of these students at the end of their semester 

coursework. Secondary data sources include information from questionnaires and 

academic files, course grades on various assignments, and the instructor's perceptions and 

understandings of course components and the students studied. 

Ouestionnaires 

Each participant completed a two page form designed to provide basic 

demographic information and personal information that might be pertinent. A copy of the 

questionnaire is found in Appendix E. This provided information that was useful relative 

to personal histories~ that is, age, prior educational histories, family obligations, and other 

factors affecting the amount of time and commitment afforded this course. 

File Data 

Other pertinent information about each participant such as address changes, ethnic 

classification, birthdates, prior education, and application scores was found via the 

university student information system and student files. 

Reflective Writings: The Portfolio 

The main piece of data for this study is the reflective essay constituting the final 

exam for the course. A major part of the final grade (30%) for this section of Classroom 

Processes and Instruction is in the final product, called a Portfolio, that students develop 

from their experiences and work. This Portfolio is supported by the accumulated contents 



of the students' field books; their observation logs, journal writing, homework, and 

personal projects. As stated in the portfolio assignment description: 

The Portfolio is a representation of how you changed in your views about 
teaching during and from this course - a picture of your own professional growth. 
It will be a statement of what you value and what you believe teaching to be. 
The Portfolio will include (but not be limited to) three basic parts: 

1. A thoughtful, thorough, and reflective personal statement of your growth; 
2. Documentation from your coursework to support your statements; 
3. A statement of your future directions for growth; a projection and a 
prescription. (Based on what you learned here, what areas will you choose to 
emphasize, which to learn more about?) 

For this reason, your attention to the Field Book is highly recommended. An 
analysis of all the material you collect during the course will provide strong 
support for how you feel you have changed and how much more you know about 
teaching. 
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Each student came to this final assignment with considerable writing experience, 

having written and received critical comments on at least ten Well Remembered Events. 

Expectations for the Portfolio assignment were clearly defined during class discussion and 

each student was given a copy of the grading sheet used in evaluating their portfolio (see 

Appendix B) two weeks prior to the end of the semester. 

While all 41 students submitted a final project for a grade, one student did not do 

part one, a written reflection of her growth, but submitted only her fieldbook. One other 

student who had a medical condition that required her to move elsewhere in the state 

completed her work independently. Although she did all that was required and was 

reflective and thoughtful about her learning process, the references she used were 

somewhat different from other students' and her portfolio structured a bit differently. It 

is, however, included in the data set. 
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The reflective writing piece that formed the core of each portfolio was separated 

from the supportive documentation pieces included in the original portfolio. Two copies 

of each reflective writing piece were made, one as a working copy and one as a clean copy 

kept on file in my university office. Each working copy was 3-hole punched and filed 

alphabetically in a section binder. Each student's paper was numbered with a system that 

identified the particular group, student, and page. For example, the fifth page of the third 

portfolio piece in the first semester group is 1.3.5 (group 1; participant 3; page 5). In this 

way, I am able to identifY and locate various coded excerpts efficiently and yet maintain a 

clear sense of the writer's contextual meanings. This system also helps to maintain 

anonymity as each student can be referred to with either a number or a pseudonym. Only 

the portfolios from semesters 3 and 4 are included in this study, constituting groups 1 and 

2. 

Analysis 

This research is guided by a specific paradigm or view of the world that involves 

studying what people do in their natural environment. Themes described by Patton (1990, 

pp. 39-62) help define and provide rationale for the study design and methodology. As 

can be seen from the study description, this is a naturalistic and inductive inquiry of 

information that emerges from the experiences of the people involved rather than from 

some premeditated manipulation of events or outcomes. Although narrow in its focus, the 

study is qualitative and holistic in that it will pay close attention to the imbeddedness of 

the data in the total experience (hence, the importance of the researcher-instructor to the 



6S 

final interpretation of data) and the voices of the participants themselves. From a 

theoretical perspective, the question being asked might be, "What is the structure and 

essence of experience of this phenomenon for these people?" which would place this study 

firmly in the phenomenological tradition of qualitative research. (See Patton, pp. 68-71) 

This perspective emphasizes the study of how people experience and describe things, or 

more specifically, how these students experience and describe their own growth during 

their work in this educational course. 

The analysis of student writings and the data that emerged was done through an 

inductive search for patterns guided by the research questions stated at the initiation of the 

study. There were two phases to the analysis process; analysis of the written portfolios to 

produce manageable data and analysis of the derived data to determine themes, patterns, 

and relationships. The units of analysis began at the individual level and then moved to 

various subgroups defined by categories and units. By focusing first on the individual I 

was able to build a conceptualization of each person's reflectivity and perception of their 

own learning, an understanding of what was learned and what was considered important, 

and to develop a system of categories for group comparisons. Once these were developed 

I was able to analyze the data across various subgroups as defined by participant 

similarities and differences. 

Given that this study did not begin with a theory or hypothesis to be proven but 

with questions about lived experiences, it followed and was guided by the processes 

described as grounded theory. According to Strauss and Corbin (1990), "A grounded 
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theory is one that is inductively derived from the study of the phenomenon it represents" 

(pg.23). Patton states that "Grounded theory depends on methods that take the 

researcher into and close to the real world so that the results and findings are 'grounded' 

in the empirical world" (pg. 67). All of which supports the analysis of my students' own 

writings which reflect back on their own experiences. 

An eclectic model of analysis based on an emergent design model described by 

Lincoln and Guba (1985) was used during this analysis process. That is, this was a 

generative process in which categories and codings evolved as the process developed. 

Reference was made to the various systems for coding and categorizing recommended by 

Ely, Anzul, Freidman, Garner, and Steinmetz (1991), Patton (I990), and Strauss and 

Corbin (1990). Other studies have been helpful in providing specific ideas for methods of 

organizing and viewing qualitative data. The system used by Bainer and Cantrell (1993), 

for example, with which they analyzed preservice teachers' written reflections based on 

reflective units was particularly useful for one level of analysis. The processes used for 

systematizing the comparing and contrasting of data were derived from the constant 

comparative methods of Strauss and Corbin (1990), from typologies of Patton (1990) and 

matrices of Miles and Huberman (1984) and Patton (1990). Other possibilities for schema 

for analyzing reflective thinking were found in research from the CITE program (Sparks

Langer, Simmons, Pasch, Colton, and Starko, 1990), Kitchener and King (I 981), and 

Ross (1989). 
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One stage of data collection was the development of a computer data base for all 

the information derived from the questionnaire and file search of all students who 

volunteered to participate. The data base contained 30 fields, a complete listing of which 

can be found in Appendix F. This data base was invaluable for the power it had to arrange 

and sort information, generate tables, and print out a variety of reports, labels, and lists. 

Once the 40 portfolios had been copied and organized, permissions had been 

received, and information typed into the database, the second stage of the study began. 

Each portfolio was examined through repeated readings using various techniques and 

lenses to extract individual meaning and identify patterns and themes. The process 

evolved through a number of phases which resulted in topical and thematic comparisons 

across the various subgroups that were identified. The following is a description of these 

various phases. 

Phase I: Course Components 

In these readings of the portfolios, a coding system that corresponded to the 

course components - assignments, activities, events - that students discussed was 

developed. (See listing of coded categories in Appendix G) The purpose was to identify 

what types of course experiences, events, or assignments students felt had affected their 

development as future teachers. This resulted in a complete coding system of all the 

course components that students implicated in their growth and change processes. Once 

coded, specific statements on each component mentioned were typed into a word 



processing file and identified by student number and page. The number of different 

students referencing each component was tallied and placed in a frequency table. 
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During the analysis of these data, 1 classified and organized the different 

components according to their instructive nature as defined by the goals of the course. 

Each was identified as being experiential, interactive, reflective, and/or traditional. For 

example, an assignment mentioned by 7 different students on school culture was classified 

as (E) experiential because it meant the students had to go out into the schools and 

neighborhoods in order to learn about the culture of the school, (I) interactive because it 

was a project students did in small, self chosen groups, and ( R) because it involved 

developing and communicating a deeper understanding of why a school is the way it is and 

why things are done the way they are. Classifying the different course components this 

way enabled me to group and regroup information in order to develop better 

understandings of what these students found to be influential in their learning to teach 

process. 

Phase II: Course Topics 

A similar system was used to identifY the topics that students mentioned in their 

writing. That is, what did students feel they learned the most about? This area was later 

found to be extremely complex and unproductive and was not continued to the data 

analysis stage. It was replaced by the analysis of exemplar portfolios as described below. 

Phase III: Individual Expression 
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Each portfolio was analyzed for the unique way students expressed themselves and 

the way they developed their response to the assignment directions. This involved 

consideration of their ability to communicate their thoughts, their level of reflectivity, and 

their own learning in written form. In this process key or representative statements of 

individual thoughts and ideas were extracted from each portfolio and typed into a word 

processing file. Researcher comments were attached to each statemet relative to the 

degree of expansion, explanation, or support the student provided and the amount of 

documentation provided. 

During this analysis process four classification systems were developed that helped 

to characterize the various approaches used by the students according to four different 

aspects of writing. These four classifications, perspective, mode, view, and writing level, 

are described below. 

Level 

The level of writing is an indicator of the strength of the validation each student 

provided to support their statements about themselves. The assignment was to show 

through their writing how they had changed, how they had grown during the semester's 

work relative to the "learning to teach" process. Levels became self-evident as students 

were compared as to the quality of their statements and the evidence provided to 

substantiate their claims. 

Level I students did not provide or support broad-based growth statements. There 

were few "I changed" or "I learned" statements with little or no documentation, 



explanation, analysis or support, and few connections to coursework. The writing of 

Level I students was often confusing, unfocused, disjointed, or contradictory. 
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Level II students showed awareness of changes that took place, could connect 

them to/with the course, and could explain and support at least some of them. Level II 

was broken down even further to separate those students at a more basic level from those 

who were more advanced. Level I1a students were those who made "I changed" 

statements with some supportive description and/or explanation, that is, at least minimal 

reference to areas of change or components affecting the change. Level lIb students 

provided mUltiple "I changed" statements that were supported with documentation and 

explanation and that had multiple connections and references to coursework. 

Level III students not only made multiple "I changed" statements that were 

supported with documentation, but expanded upon them and discussed the perceived 

meanings and significance of the changes. The advanced state of these writings provide 

indications that these are students who are aware of their own learning and the 

significance this holds for their future continued growth. 

Perspective 

There were basically two ways that students organized and reviewed their learning 

experiences. One way was by focusing on the various components, events, and activities 

of the class itself (coded C for Component) and considering what they learned while doing 

each. The second major approach was for students to consider their learning by focusing 

on the various topics or themes that were covered during the course (coded T for Theme), 



71 

such as classroom management or multiculturalism. Students who used the thematic 

approach referenced the various course components to document or explicate their 

learning progress. In a few cases, the approach used was a mixture of the two, or so 

inconsistent that it did not fit either model in which case it was coded M. For example, 

one student used her own journal writing to organize her portfolio, citing different class 

activities and assignments to address the themes she saw in her own reflections. 

Mode 

Another approach to the way we communicate or express ourselves in writing is 

the mode we use to discuss our topics. Mode might be considered as the particular form 

or variety of expression, the manner in which we represent what we know and what it 

means to us. Five modes of expression were identified during the analysis of these pieces: 

Impersonal modes 

D - Descriptive - writing that reports on growth by telling about experiences, 

events, topics, etc.; 

L - Declarative - statements expounding on topics learned during the course; 

A - Analytical - writing that examines course experiences for meaning (not 

necessarily to self); 



Personal modes 

R - Reflective - writing that considers the meaning of course experiences relative 

to self; 

N - Narrative - writing that anchors writing to lived experience with the use of 

quotes and stories. 

While these do represent slightly different approaches to expression, I found it is the 

combinations of modes writers use that indicate patterns and trends of thinking. 

View 
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The view that the writer takes is a window into who is of prime importance at this 

point in the life and education of the writer. Each of the portfolio pieces was categorized 

as to whether the course experiences were seen through the view ofhislher own self(E, 

for Ego), hislher future students (S, for Student), or broader sociaVcultural implications 

(C, for Culture). Students in group E indicated a concern for themselves and, in many 

cases, survival in this course or the teaching profession. Students in group S indicated the 

importance of what they learned in the course for the eventual effect it can have on their 

future students. In this we see an indication of understanding that what is learned here 

will make me better at helping others learn. Students in group C indicated that their major 

concern in the learning to teach process was to make a difference in society; that the skills 

learned here can help make a difference through our work with social and cultural groups 

in schools. In summary, the four analysis points and their codes are: 



Perspective 
C - Course Components 
T - Topicalffhematic 
M-Mixed 

Mode 
Impersonal: 
D - Descriptive 
L - Declarative 
A - Analytical 
Personal: 
R - Reflective 
N - Narrative 

Level 
I - Narrow, unsupported assertions 
ITa - Minimal statements, minimal support 
IIb - Change statements, some support 
ill - Multiple statements, well supported 

View 
E - Self 
S - Students 
C - Social/cultural 
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All information from this classification process was placed in a database file which 

allowed considerable manipulation of the data. A number of comparisons were made from 

the basis of the writing levels identified. Following this analysis process, four portfolios 

were chosen as exemplars of student writing, one from each of the four distinctive writing 

levels. These four portfolios then became the units of analysis for Phase IV. 

Phase IV: Growth and Change Statements of Exemplars 

The final phase involved readings and analysis of only the four exemplars identified 

in Phase III. The objective of this Phase was to identify and characterize each growth or 

change statement the student made. This was done by extracting individual "I learned ... " 

statements and by identifying the topics they discussed as representing their change. 

These units of data were then analyzed to identify patterns, similarities, and differences in 

the topics, the language, and the style they used to express themselves. 
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Presentation 

In the following discussion of findings and conclusions, care will be taken to treat 

students' work with respect and to protect the anonymity of participants. Quotations from 

students' writings will be indented and quoted without quotation marks. Each quotation 

will be followed by a specific student and page reference number contained within 

brackets. In an effort to maintain the dignity and meanings of these quotes they have been 

altered only to (1) remove references to accompanying documentation and (2) correct 

obvious typographical errors. Pseudonyms have been used for the discussion of the four 

exemplars in Phase III and IV. 



CHAPTER 4 

FINDINGS 
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This was a progressively evolving process of qualitative investigation with each 

data analysis step leading to the next. Therefore, this chapter will follow the study process 

through the various phases, demonstrating how the cumulative effect of the findings from 

each phase informed the following phase. It will move as outlined in Methodology, from 

the Phase I analysis of course structure, to the Phase m analysis of individual expression, 

and then to the Phase IV analysis of growth and change statements of four exemplar 

portfolios. Phase II, as noted in Methodology, will be incorporated into Phase IV. 

Phase I: Findings Related to Course Structure 

Early efforts to understand the content of the writings focused on identifying what 

components of the course experience the 41 students identified as affecting, in some 

manner, their growth or change. Analysis of student writings resulted in the identification 

of39 separate coded items. (See Appendix G.) These topics and the number of different 

students who referenced them are listed in Table 3. The numbers on the table do not 

account for multiple references by the same student, but only the number of different 

students who cited each component as having some effect on their learning. The four 

additional columns in Table 3 indicate my classification of the assignment as (E) 

experiential, (I) interactive, ( R) reflective, and/or (T) traditional. 
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Table 3 

Course Components; Frequency and Classification 

ASSIGNMENTS/ACTIVITIES Number of Percent of El 11 Rl Tl 
Students Total Students 

EXPERIENTIAL WORK 
PT - Peer Teaching 22 54 x x 
M - Mini-Lessons 8 20 x 
P - Presentations 5 12 x 

Total 35 

INTERACTIVE WORK 
C - Cases 11 27 x x 
CD - Class Discussions 8 20 x x 
Gp - Group Work 4 10 x 
ChP - Cohort Planning Project 4 10 x x 

Total 27 

REFLECTION AND FIELD WORK 
Obs - Observations 35 85 x x 
W - Well Remembered Events 28 68 x 
J - Journal writing 8 20 x 
W IR - Writing and reflecting 4 10 x 
Int - Interviews 2 5 x 
OL - Observation Logs 2 5 x 

Total 79 

DOCUMENTS - Course documents 
and traditional class exercises 
Tx - Text, readings 12 29 x 
T - Terms (from Arends, class) 8 20 x 
Ex - Exams 6 15 x x 
G - Guest speaker 4 10 x 
CN - Class Notes 3 7 x 
Q - Questions generated 3 7 x 
L - Lecture 2 5 x 
S - Syllabus 1 2 x 

1. E - Experiential; I - Interactive; R - Reflective; T - Traditional 
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Table 3, continued 

Course Components; Frequency and Classification 

ASSIGNMENTS/ACTMTIES Number Percentage El 11 Rl Tl 
of 

Students ................................................................................................ _ ...................................................................................................... 
OTHER 
Assignments 

Why I want to teach 13 32 x 
Personal Culture posters 7 17 x x 
School Culture 7 17 x x x 
#4 - on presentations 7 17 x 
SpaceWRE 6 15 x x 
Philosophy 4 10 x 
Other People's Children 3 7 x x 

Class Exercises 
Most memorable teacher 5 12 x 
Introductions 3 7 x 
Motivation 3 7 x 
What Wheel - management 3 7 x 
Learning Styles 2 5 x x 
ERIC research project 2 5 x 
Values 1 2 x 
Ideal Teacher 1 2 x 

Global references 
CI - This class 10 24 x 

1. E - Experiential; I - Interactive; R - Reflective; T - Traditional 
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Exercises that students cite as having powerful effects on their learning were those 

that involved reflective writing on what they were learning during the semester. This can 

be seen in Table 3 by combining separate references to Well Remembered Events (WREs), 

journal writing, and general comments about reflective writings. Although some of the 

references to WREs were about mastering the skill of writing according to this prescribed 

format, there were many references to how these weekly assignments formed the basis of 

reflecting on and understanding classroom events. The following comments demonstrate 

the effect that reflective writing had on many students' perceptions of the growth process. 

The WREs reflect my learning progression. In the short span of six weeks, I 
noticed a big change in my ability to reflect on the student-teacher relationship. 
After the fifth one, I was more focused on the significance and reflection of the 
events. [3.10.1]1 

WREs are a great tool for learning to observe, record and reflect. ... the reflective 
section of the WREs really got me going on how I felt about the different 
situations that arose in the classrooms I was observing. [3.2.5] 

It was through these that I finally began to see things through the eyes of the 
teacher and not the student. They also allowed me to make judgments on 
situations and ask myself questions like, "What if this were me? What would I 
do?" [3.7.2] 

Just the act of writing itself, whether a journal entry or an essay, is an enormously 
valuable tool in defining and clarifYing the thinking processes that we all go 
through. . .. journal entries and reflecting ... helped me to more fully understand 
what I was confronted with. . .. also helped to spark ideas and raise questions 
about teaching and what kind of teacher I might be. A very valuable element of 
this class. [3.2.4] 

1. All quotes from student writings will be referenced by the student number, in 
this case student 3.10, and the Portfolio page number, page 1. 



It was a combination of writings and thought reflection that makes the whole 
growing process what it is. [3.4.3] 

The writing assignments done in class were very reflective of our notion of 
education and educators. All these papers made me really think about who I was 
and who I wanted to be as an educator. [3.7.1] 
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These comments indicate that students came to recognize the value of reflection in the 

learning to teach process. Obviously the writing assignments were tightly bound to the 

classroom observations and provided one of the important forums for reflection and 

application of new ideas and concepts. Students were able to see their own growth 

through the ten required reflective papers (WREs); growth in their ability to organize their 

papers and in their ability to better see what was happening in the classroom. The mastery 

approach to writing WREs, that is, allowing students to rewrite their papers, also helped 

students to develop reflective habits and to see their own progress in the writing process. 

Some consideration should also be made of the link between the requirement to 

document their learning in this final reflection and the permanence of these written pieces. 

Having a written record can be a major factor in our ability to recall events. With this in 

mind, we might consider whether these reflective writing assignments were acting, like 

pictures in an old family photo album, as concrete and accessible reminders of other more 

transient memories. 

Second only to reflective writing assignments as influential components were the 

experiential activities. These are the assignments that allowed students to participate in 

actual teaching as seen in the references to Peer Teaching, Mini-lessons, and Presentation 
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assignments. It appears that the actual doing of the activity, the focused effort required of 

both the planning and the performance, the attention and feedback of their peers, and their 

personal reflections on the activity made these exercises memorable. 

Peer teaching was my chance to demonstrate what I have learned in this class and 
to get my feet wet for my future education classes that will require teaching 
lessons. Peer teaching was invaluable experience, I will remember it always. 
[4.1.5] 

The # 1 assignment that I got the most out of in this whole course was through 
my peer teaching presentation and those of my classmates ... [4.15.8] 

I wrote about my reflection regarding the experience of presenting a mini-lesson 
to the class. I think that what I find to be of value in this entry is not what I said, 
rather it is the fact that I began to reflect on my own teaching. [4.8.1] 

Prior to the peer teaching session I had some vague idea of the difficulty of 
planning but was not too worried about it. The peer teaching session quickly 
revealed this assumption to be invalid. This revelation has placed me in awe of 
the numerous hours that have gone into preparation for the lessons I have sat 
through in my lifetime. [3.14.1] 

I can see the progress I have made in this class. The presentations I did in the 
class really motivated me and the other students saw something in me that I never 
did. [3.1.2] 

The peer teaching activity was so beneficial to my growth experience that I have 
decided to video tape at least one of my class periods each year during my 
teaching days. [3.17.5] 

F or these students, the experiential activities provided the opportunity to practice their 

teaching skills and to analyze and reflect on the experience. While some students critiqued 

their teaching actions, others saw the exercise as a way to learn more about themselves as 

teachers. Nearly all students remarked on the peer teaching exercise as a dramatic way to 

learn about the importance and difficulty of planning lessons. It was the actual "doing" of 
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the lesson that made the readings and discussions about the importance of good planning a 

reality. 

Not surprisingly, the single course component most often mentioned by students as 

affecting their growth in learning about teaching is classroom observations (Observing). A 

total of35 different students (85%) made direct reference to observations in their 

discussions of the course work. The experience of actually being out in classrooms fonns 

the core around which most student comments about learning develop. It is the link that 

helps them make sense of their classwork, the place to apply and practice what they read 

about and discuss in university classes. The following excerpts demonstrate the 

importance these observation opportunities had for students. 

I must say that one of the most valuable and most enriching aspects of this whole 
course was being able to observe in classrooms at the level in which I may be 
teaching. I got so much out of just "observing." [4.15.4] 

I feel the most valuable asset to my growth this semester were my observations 
once a week. [4.1.1] 

Being in an actual classroom also helped me understand all these ideas, phrases 
and concepts. [3.l3.2] 

The observations helped to reinforce the learning going on in the classroom 
because I was able to physically see these tenns in action. [3.9.6] 

The field observations gave me a greater awareness of the teacher's role in the 
classroom management process. [3.10.1] 

The experience gave me new ideas, advice from the teachers, and [a view of] the 
teachers and students interacting with each other. As a teachers aide, I was too 
busy with the students to really get a good view of what goes on in the classroom 
without having to get involved. [4.2.5] 



Another important thing I learned from observing the teachers was that I had to 
try to envision myselfin some of these situations and consider what I might do if 
faced with similar circumstances. [4.23.1] 
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These comments reflect the course emphasis on having students act as observers in 

classrooms rather than as participants. By removing them from involvement with children, 

this assignment provided opportunities for these preservice teachers to see classrooms and 

teaching more objectively and from different perspectives. This more objective view of 

teaching was a very different experience for them, promoting the development and 

application of new conceptions of what teaching is about. 

Of the specific class assignments and activities, two were seen to be important as 

either reference points or change agents. The first assignment of the course was a short 

written piece on Why I Choose to Teach. This was mentioned by 13 students (32%) as a 

memorable marker for them to refer to at the end of the class to generate thoughts on 

whether they had changed during the semester relative to their own initial perspectives. 

Some students recognized their former naivete while others felt their original statement 

was still appropriate; some would approach the answer in a different way and others 

would simply add to it. 

.. .in her comments the question on my paper still remained, Why do you teach? 
It hit me. You might say I had a rude awakening to TTE 300. Why do I want to 
teach? After a few weeks of this class, I can really answer that question about 
why I want to teach a little better. [3.11.1] 

I now realize that it isn't enough to simply love [children]. I believe I was 
looking at teaching through rose colored glasses. I now realize that I am only a 
small piece of the puzzle. [3.13.1] 



I think my present response would focus more on why I want to make a 
difference in education and how I could do this. My first response was very basic 
and surface. [4.13.1] 

A lot of soul searching began with this statement. It required me to look into my 
past and to discover what I did best. [4.18.1] 

.. .1 don't feel as ifmy reasons have changed very much. I would add a couple 
more reasons though. [4.24.4] 
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The use of cases for analysis, discussion, and application of terms and concepts 

was mentioned by eleven different students (27%). Cases were important for the exercise 

they provided in viewing teaching through various perspectives and for the group 

discussions, interactive learning, and practice they provided. 

An invaluable tooL.for viewing different teachers and students in a variety of 
situations. I enjoyed drawing all sorts of conclusions. The thinking processes 
and debates that it sparked were well worth the time. The group dynamics in 
some of our discussions were truly astounding. [3.2.7] 

I can now look at a case study and analyze it from the different points of view, 
see the positive and negative, and make some sense out of why the teachers 
and/or students are behaving the ways they are. [3.4.2] 

The case studies we critiqued and analyzed in this class also taught me some 
things. ..how to look a little deeper than what was happening on the surface of a 
classroom situation. [3.13.2] 

... also gave me the chance to practice terminology and look at the positives and 
negatives of a classroom. .. .also gave me a chance to reflect upon them and see 
how they could relate to how I want to teach and what I can learn from these 
situations. [3.13.3] 

Most cases were done first in small groups for analysis and critique and then whole group 

sharing. For many, the most dramatic effects on students was from the peer interaction, 
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the challenges of different belief systems and the sharing of different perspectives. 

Without these social interactions, many of these students would not have considered the 

alternative possibilities in these teaching situations. And once again, the case discussions 

provided a place for students to apply newly learned concepts to real life situations. The 

opportunities provided by various course components for practice were an important 

theme throughout these discussions. 

In summary, it appears that the experiential and reflective aspects of this course 

were, at least for many students, powerful learning experiences. While the text readings 

and classroom discussions and lectures were important for introducing concepts, it was 

the many opportunities to apply and practice the ideas that these students remembered. 

There is a strong theme that they felt the various simulations were important in helping 

them develop better understanding of the real world of teaching. The question remains, 

however, whether this interactive and experiential approach is meaningful enough to have 

lasting effects on students. Only by following these students into their actual teaching 

experiences would we be able to determine whether the experiences were powerful 

enough to affect their own teaching. 

Phase III: Findings Related to Individual Expression 

Following the analysis of portfolios for references to course components and 

topics, each was analyzed for the style and quality of composition, or the individual 

student's personal means of expression. Four classification systems were developed 

during this process as described in Methodology. Following the classification of each 
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student's portfolio according to these four characteristics, the information was placed in a 

database file. The following five tables demonstrate the findings of each classification. In 

these tables, all the data are organized according to the writing level as described in Table 

4. This allows us to see the changes in patterns of expression as the level of writing 

advances. 

Classification of Writings 

Levels 

Students were assigned to a level depending on the quality of their writing 

according to the following criteria: Level I students did not provide or support broad

based growth statements. There were few "I changed" or "I learned" statements with 

little or no documentation, explanation, analysis or support, and few connections to 

coursework. Level IIa students were those who made "I changed" statements with some 

supportive description and/or explanation, that is, at least minimal reference to areas of 

change or components affecting the change. Level lIb students provided multiple "I 

changed" statements that were supported with documentation and explanation and that 

had multiple connections and references to coursework. Level ill students not only made 

multiple "I changed" statements that were supported with documentation, but expanded 

upon them and discussed the perceived meanings and significance of the changes. 

Table 4 shows the students listed according to the level of their writing. There 

were two outliers in these data. Student 4.18 was given the label of Level II with no 

subclassification. This student had completed her work off campus and off schedule and 

although her portfolio was Level II writing, it did not fit the criteria for documentation 



Table 4 
Student Writing Levels 

•• M •••• ~~~~~~~.L ... _.W.!!~..s .. ~y~t .... 
4.12 I 
4.17 I 
3.05 I 
3.01 I 
3.11 I 
3.03 I 
3.13 I 
4.18 II 
4.02 IIa 
4.10 IIa 
3.04 IIa 
3.07 IIa 
3.12 IIa 
4.23 IIa 
3.10 IIa 
4.20 IIa 
4.24 IIa 
4.16 IIa 
4.19 IIa 
4.05 IIa 
4.11 IIa 
3.15 IIa 
4.14 IIa 
3.02 lib 
3.06 lib 
4.15 lib 
3.08 lib 
4.06 lIb 
3.14 lib 
3.17 lib 
4.13 lib 
4.03 lib 
4.04 lib 
3.09 lib 
4.09 lib 
4.01 lIb 
4.21 III 
3.16 III 
4.08 III 
4.22 III 
4.07 x 

1. Level I - Unsupported assertions; Level IIa - Minimal statements; Level lib - Supported 
statements; Level III - Multiple, supported statements 
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that was set by reading the other in-class students' portfolios. Student 4.07, who is 

classified as "x," did not submit a written reflective piece to accompany her final 

assignment and therefore could not be rated or classified. From this table, it can be seen 

that there were writers at all levels, with the largest number of participants falling in the 

middle, in Levels IIa and lIb. 

Level and Perspective 

Table 5 adds the Perspectives coding to the table for Level and Student Number. 

Perspective describes the ways students organized and reviewed their learning 

experiences. One perspective was for students to focus on the various components, 

events, and activities of the class itself (coded C) and discuss what they learned while 

doing each. The second was for students to consider their learning by focusing on the 

various topics or themes that were covered during the course (coded T), such as 

classroom management or multiculturalism. Students who used the thematic approach 

referenced the various course components to document or explicate thei~ learning 

progress. In a few cases, the approach consisted of a unique focus or variation, or was so 

inconsistent that it did not fit either model. These were considered a mixed approach and 

coded M. 

From this analysis it can be seen that 16 students used course components in at 

least part of their portfolio, 23 used themes, and 7 used some unique approach. In some 

cases (see, for example student 3.01 or 4.08) the student did part of their portfolio using 

one organizational method and then changed to another. The hierarchical arrangement of 
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Table 5 
Student WritinS Level and Perspective 

Student Number Level Perspectivei 

4.12 I C 
4.17 I C 
3.05 I C 
3.01 I CIM 
3.11 I M 
3.03 I T 
3.13 I TIC 
~18 II C 
4.02 IIa C 
4.10 IIa C 
3.04 IIa C 
3.07 IIa C 
3.12 IIa CIT 
4.23 IIa M 
3.10 IIa M 
4.20 IIa T 
4.24 IIa T 
4.16 IIa T 
4.19 IIa T 
4.05 IIa T 
4.11 IIa T 
3.15 IIa T 
4.14 IIa T 
3.02 lib C 
3.06 lib C 
4.15 lib C 
3.08 lib CIM 
4.06 lib M 
3.14 lib T 
3.17 lib T 
4.13 lib T 
4.03 lib T 
4.04 lib T 
3.09 lib T 
4.09 lib T 
4.01 lib TIC 
4.21 III T 
3.16 III T 
4.08 III MIT 
4.22 III T 
4.07 x x 

1. (C) Course Components; (T) Themes and Topics; (M) Mixture 
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Table 5 demonstrates a shift in student perspectives from a stronger focus on Components 

by lower level writers to one on Topics and Themes by higher level writers. 

Level. Perspective. and Mode 

Table 6 adds the category of Mode to the analysis. Mode is a description of the 

way we communicate or express ourselves in writing. It might be considered as the 

particular form or variety of expression, the manner in which we represent what we know 

and what it means to us. Five different modes of expression were identified during the 

analysis of these pieces: 

Impersonal modes that are 

D - Descriptive - writing that reports on growth by telling about experiences, 

events, topics, etc.; 

L - Declarative - statements expounding on topics learned during the course; 

A - Analytical - writing that examines course experiences for meaning (not 

necessarily to self); 

Personal modes that are 

R - Reflective - writing that considers the meaning of course experiences relative 

to self; personal voice; 

N - Narrative - writing that anchors writing to lived experience with the use of 

quotes and stories, personal voice. 

Table 6 shows the wide variety of modes of expression used by these students. It also 

shows that the dominant mode changed from impersonal descriptive and declarative 
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Table 6 
Levels, PersEective, and Mode 

Student Number Level Mode Perspective 
4.12 I D C 
4.17 I D,L C 
3.0S I D,L C 
3.01 I D,L CIM 
3.11 I D,L M 
3.13 I D,L T 
3.03 I D,L TIC 
4.18 II R,N C 
4.24 lIa D C 
4.16 IIa D C 
3.12 IIa D C 
3.04 IIa D,L C 
4.23 IIa D,L crr 
4.20 IIa D,L M 
4.19 lIa D,L M 
3.07 IIa D,L T 
4.14 IIa D,R T 
4.02 lIa L T 
3.1S IIa L T 
3.10 IIa L T 
4.0S lIa L,R T 
4.11 lIa R,L T 
4.10 lIa R,N T 
3.02 lib A C 
4.04 lib D C 
4.13 lib D,N C 
3.14 lib D,R CIM 
4.01 lib D,R M 
4.09 lib D,R T 
4.06 lib N T 
3.06 lib R T 
3.17 lib R,D T 
3.08 lib R,D T 
4.03 lib R,D T 
4.1S lib R,D T 
3.09 lib R,N TIC 
4.22 III L,D,R T 
3.16 III N T 
4.21 III R,A Mff 
4.08 III R,A Mff 
4.07 x x x 

(D) Descriptive; (L) Declarative; (N) Narrative; (A) Analytical; (R ) Reflective 
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writing at the lower writing levels to more analytical and personal writing at the advanced 

writing levels. 

Level. Perspective. Mode. and View 

Table 7 adds a column for View to the prior categories. View indicates whether 

the student considered the various course experiences as affecting primarily his/her own 

self(E for Ego), as being important for or affecting his/her future students (S for Student), 

or as having broader sociaVcultural implications (C for Culture). Students in group E 

indicated a concern for themselves and, in many cases, survival in this course or the 

teaching profession. Students in group S indicated the importance of what they learned in 

the course for the eventual effect it can have on their future students. In this View is an 

indication of understanding that what is learned in this class will make this student better 

at helping others learn. Students in group C indicated that their major concern in the 

learning to teach process was to make a difference in society; that the skills learned here 

can help make a difference through a teacher's work with social and cultural groups in 

schools. 

Data in the View column of Table 7 gives an indication that the writing done by 

lower level writers was often focused on their own learning while the focus of more 

advanced level writers was on how the skills they were learning would affect their future 

students. There is a progression as we move through the Levels I, II and III, from (1) self 

to (2) self-and-student to (3) student-and-selfto (4) student-and-sociocultural concerns. 
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Table 7 
Level, Perspective, Mode, and View 

"'''~HH_. ______ U - . 
.... §.~4.~.~U~{~p.~~ ........ ~~Y..~J ...... .Y.~.~.~y. .......... p.~~~P.~~~y..~ ........ M.9.~~ ........ 

4.12 I E C D 
4.]7 I E C D,L 
3.05 I E C D,L 
3.01 I E CIM D,L 
3.11 I E,S M D,L 
3.13 I E, S TIC D,L 
3.03 I C T D,L 
4.18 II E C R,N 
4.02 lIa E C L 
4.10 IIa E C R,N 
3.04 IIa E C D,L 
4.23 lIa E M D,L 
4.20 lIa E T D,L 
4.24 IIa E T D 
4.16 lIa E T D 
4.19 IIa E T D,L 
3.07 IIa E,S C D,L 
3.12 lIa E,S CIT D 
4.05 lIa E,S T L,R 
4.1 ] IIa E,S T R,L 
3.15 lIa S T L 
4.14 lIa S,C T D,R 
3.10 IIa C M L 
3.02 lIb E C A 
4.06 lIb E M N 
3.14 IIb E T D,R 
3.17 lIb E, S T R,D 
3.06 lib E,S C R 
3.08 IIb E,S CIM R,D 
4.13 lIb E,S T D,N 
4.03 lIb E,S T R,D 
4.01 IIb E,S TIC D,R 
4.04 lIb S T D 
4.15 lIb S,E C R,D 
3.09 IIb S, E T R,N 
4.09 lIb S,C T D,R 
4.21 III S T R,A 
3.16 III S,C T N 
4.08 III S,C MIT R,A 
4.22 III S,C T L,D,R 
4.07 x x x x 

I. (E) Ego/Self: (S) Students; C) SocioCultural 
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Table 8 
Student Writing Arranged by Major, View, Level, and Perspective 

With Detno~£hic lnfonnation 
Num- Level Perspec- Mode View Ethnic Gender Major Age Degree 
ber tive ......................................................................................................................................................................................................................................................................................... 
3.01 I C/M D,L E Hisp F Elem 47 
4.17 I C D,L E Hisp F Elem 42 
3.05 I C D,L E Hisp F Elem 23 
4.02 IIa C L E Hisp F Elem 31 MA 
4.10 IIa C R.,N E Anglo F Elem 26 
4.16 IIa T D E Hisp F Elem 22 
4.06 IIb M R E Hisp F Elem 23 
3.17 IIb T D,N E,S Hisp F Elem 50 
3.13 I TIC D,L E,S Hisp F Elem '" _.:J BA 
3.12 IIa CIT D,L E, S Anglo F Elem , .... 

_.:J 

4.11 IIa T L E,S Anglo F Elem , ... 
_.:J 

3.07 IIa C D,L E,S Hisp F Elem 23 
4.13 lIb T R,D E,S Anglo F Elem 21 
3.06 lIb C N E,S Greek F Elem 21 
4.01 lIb TIC D,R E,S Hisp F Elem 20 
3.15 lIa T D,R S Anglo F Elem 48 BS 
4.04 lIb T D S Anglo F Elem 24 
3.09 lIb T R,D S,E Anglo F Elem 21 
4.14 IIa T L S,C Hisp M Elem 25 AAS 
4.08 III Ivtff R.,A S,C Anglo F Elem , ... 

_.:J MA 
3.03 I T D,L C Hisp M Elem 43 
3.08 lIb C/M R,D E,S Anglo F E/S -Music 36 
4.12 I C D E Anglo F E/S-Health 43 AA 
4.18 II C R,N E Anglo F S-Science 34 
4.20 IIa T D,L E Anglo M S-English 28 BS 
3.02 lIb C A E Anglo M S-English 34 BA 
3.14 lib T R,D E Asian F S-English 22 
3.11 I M D,L E,S Hisp F S-Spanish 36 
4.05 lIa T R,L E,S Anglo M S-Soc Stud 42 BS 
4.21 III T R,A S Anglo F S-English 45 
4.15 lIb C D,R S,E Hisp F S-English 22 
4.09 lIb T R.,N S,C Anglo M S-English 23 BA 
3.16 III T N S,C Anglo M S-History '" BS .:J_ 

4.22 III T L,D,R S,C Anglo M S-Spanish 20 
3.10 IIa M D C Hisp M S-Science 43 
4.07 x x x x Anglo F S-Math 21 AA 
4.24 IIa T D,L E Anglo F S -Health ?" _.:J 

4.23 IIa M D E Anglo F S -Music 26 
3.04 IIa C D,L E Anglo M S -Music 21 
4.19 lIa T L,R E Anglo M S -Music 21 

.... ~.:.g.~ .............. ~.~.~ ............... I ........ ~ .................. Q.-:..~ ..... _ ........ g~ ... §. .............. ~.s.!~ ............. _ ... __ y._ ..... _ ...... ~ .. :M~~_~.~_~Q .. __ ...... " ..... _ .. __ ....... 
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Table 8 brings all four categories together with basic demographic information on 

these students: ethnicity (column 6), gender (column 7), the student's major (column 8), 

their age (column 9), and prior educational degree (column 10). This table and the power 

of the database to reorganize data will provide a variety of ways to look at this 

information, to find patterns of similarities and differences and generate relationships for 

further consideration. 

Level I and Level III Writing Contrasted 

To compare the extremes I have extracted the files of Level I writers and Level III 

writers. (See Table 9.) A number of patterns are evident from this arrangement of data. 

While the majority of Level I writers were Hispanic elementary majors, the majority of 

Level III writers were Anglo secondary majors. Patterns can also be seen in the forms of 

expression used. While the Level I writers varied in the perspectives they took, all of the 

level III writers used thematic approaches. All seven of the Level I writers used more 

impersonal descriptive and declarative modes of expression while Level III writers showed 

a wider variety of modes and were strongly reflective. The View column shows there is 

also less of a focus on students in the writing at Level I writing than in Level III where 

there is less a focus on self. 
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Table 9 

Comparing Level I and Level ill Writers 

Student Level Perspec Mode View Ethnic Gender Major Age Degree 
Number tive 

4.12 I C D E Anglo F ElS 43 AA 
4.17 I C D,L E Hisp F E 42 
3.05 I C D,L E Hisp F E 23 
3.01 I CIM D,L E Hisp F E 47 
3.l1 I M D,L FJS Hisp F S 36 
3.03 I T D,L C Hisp M E 43 
3.13 I TIC D,L E/S Hisp F E 23 BA 

4.21 III T R,A S Anglo F S 45 
3.16 III T N SIC Anglo M S 32 BS 
4.08 III T R,A SIC Anglo F E 23 MA 
4.22 III T L, D, SIC Anglo M S 20 

R 

Taken this way, the information appears rather dramatic, but does need to be 

viewed with caution. While it is tempting to make assumptions about the concentration of 

Hispanic elementary majors in the lower level writers group, there are many factors that 

must be considered besides the obvious one ofethnicity. For example, the majority of 

these lower level writers (5 of the 7) are also older, non-traditional students and another 5 

of the 7 took this course during the summer. Although taking the course during the 

summer probably does not have anything to do with their writing ability, there may be 

reasons why so many local Hispanic majors choose to take this course in what might be 

considered a non-traditional time frame. In another arrangement of these data I will 

consider the differences between older and younger students and some of the reasons why 
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there may be more lower level writers in the older populations. Ethnicity, however, 

should not be totally set aside and will be considered in later discussions as questions that 

can lead to further studies. 

One of the more interesting considerations of this table is the fact that 3 of the 4 

Level ill writers were secondary majors. Again, the small population size prohibits any 

generalizations from this but does provide a forum for consideration of possible factors. 

Is there more attention to academic skill level in secondary academic majors than in 

elementary majors? Is there less concern for advanced writing skills in elementary majors 

(e.g. because they work with children at the beginning stages of writing)? And maybe the 

most important question of all: Does the writing level of elementary majors matter? I shall 

return to this discussion again, after considering more of the data from this phase of the 

analysis. 

Relationships of Writings 

For further consideration, we refer again to Table 8 in which the data are arranged 

first according to student major, then by View and then by Level. This separates the 

student population into three groups; 21 elementary majors, 18 secondary majors, and 2 

students who classified themselves as elementary/secondary majors in health and/or music. 

In this table some of the gender differences within and between majors becomes 

apparent. While there are only two males in the elementary group, there is an equal 

number of males and females in the secondary group. There is also a stronger presence of 

Hispanic students in the elementary group (57%) than in the secondary group (17%). This 
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information will be considered again as other factors are considered. The sorting by View 

was done to ascertain whether there were noticeable differences between the elementary 

and secondary majors in how and for whom they viewed their learning. Table 9 does not 

support any conclusion, indicating instead that View is more closely affiliated with writing 

level than with major program interests. 

In the next table (Table 10) we look at these data arranged according to the ages 

of the students. All ages are in reference to 1994 since that is the year in which this course 

was taught. The ages of these students at the time of this course ranged from 20 to 50, 

with both the median and the mode age being 23 and the mean age being 29. Based on 

the ages represented, there appear to be three distinct groups of students; 12 traditional 

students between the ages of 20 and 22, an older group of 15 non-traditional students 

above the age of30, and a middle group of 14 students whose regular baccalaureate 

program may have been interrupted or who are in the post-baccalaureate certification 

program. A comparison of the youngest and the oldest groups, while not meant to be a 

characterization of either their chronological or mental ages, does allow for some general 

observations. Table 11 displays the number of students at the different writing levels for 

the youngest and the oldest age groups. 
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Table 10 
Student WritinS and DemoS!aEhics Arransed Accordin~ to A~e 

Num Level Persp Mode View Ethnic Gender Major Age Degree 
ber ......................................................................................................................................................................................................................................... 
3.l7 lib T D,N E, S Hisp F E 50 
3.l5 lIa T D,R S Anglo F E 48 BS 
3.01 I CIM D,L E Hisp F E 47 
4.21 III T R,A S Anglo F S 45 
4.l2 I C D E Anglo F FlS 43 AA 
3.03 I T D,L C Hisp M E 43 
3.l0 lIa M D C Hisp M S 43 
4.05 lIa T R,L E, S Anglo M S 42 BS 
4.17 I C D,L E Hisp F E 42 
3.08 lib CIM R,D E,S Anglo F FlS 36 
3.11 I M D,L E, S Hisp/Ital F S 36 
4.18 II C R,N E Anglo F S 34 
3.02 lib C A E Anglo M S 34 BA 
3.16 III T N S, C Anglo M S 32 BS 
4.02 lIa C L E Hisp F E 31 MA 
4.20 lIa T D,L E Anglo M S 28 BS 
4.10 lIa C R,N E Anglo F E 26 
4.23 IIa M D E Anglo F S 26 
4.14 IIa T L S,C Hisp M E 25 AAS 
4.04 lib T D S Anglo F E 24 
3.12 IIa crr D,L E, S Anglo F E 23 
4.11 lIa T L E,S Anglo F E 23 
4.24 lIa T D,L E Anglo F S 23 
4.09 lib T R,N S,C Anglo M S 23 BA 
4.08 III Mff R,A S, C Anglo F E 23 MA 
3.05 I C D,L E Hisp F E 23 
3.13 I TIC D,L E, S Hisp F E 23 BA 
3.07 IIa C D,L E,S Hisp F E 23 
4.06 lIb M R E Hisp F E 23 
3.14 lIb T R,D E Asian F S 22 
4.16 IIa T D E Hisp F E 22 
4.15 lIb C D,R S,E Hisp F S 22 
3.04 IIa C D,L E Anglo M S 21 
4.19 IIa T L,R E Anglo M S 21 
4.13 lib T R,D E, S Anglo F E 21 
3.09 lib T R,D S, E Anglo F E 21 
4.07 x x x x Anglo F S 21 AA 
3.06 lib C N E, S Greek F E 21 
4.03 lIb T D,R E,S Anglo F S 20 
4.22 III T L,D,R S, C Anglo M S 20 
4.01 lIb TIC D,R E, S Hisp F E 20 .... 
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Table 11 
Writing Levels Within the Oldest and Youngest Groups 

Level I Levellla Levelllb Levellli Other 

Younger Number 0 3 7 1 1 
Students 
(22 or Percent 0% 25% 58% 8% 8% 

younger) 

Older Number 5 4 3 2 1 
Students 
(30 or Percent 33% 27% 20% 13% 7% 
older) 

From this it can be seen that the "younger" group contains a greater percentage of 

the more capable Level lIb writers while the "older" group is more evenly balanced but 

has a greater percentage of writers in the lower Levels, I and IIa. This continues the 

discussion from the previous table since the Hispanic population is nearly equal in both the 

younger and older age groups. So, instead of focusing on cultural aspects of the student 

population in considering writing levels, we could consider age as an important factor. 

Although these data are not robust enough to generate theory, a number of suppositions 

might be considered. It may be, for example, that younger students are closer to their 

college writing experiences and therefore more practiced while older students have been 

away from higher level writing assignments for some time. It is also possible that 

schooling for people over 30 did not include as much writing as has been expected in more 

recent years. Further examination of other factors such as gender, ethnicity or program 
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major, provide no discernible patterns that add further insight to this issue of age. The 

fact remains, however, that 71% of Level I writers do occur within the "older" group. 

The Written Expression of Four Exemplars 

Identification of Exemplars 

Following this analysis process, four portfolios were chosen from the population as 

representatives of typical writing at each Level. Excerpts from these portfolios will help 

to demonstrate the differences among the different writing levels relative to perspective, 

mode, and view of writing. These same four portfolios were also used during Phase IV of 

the study to investigate the content and language used by writers to express their growth 

and learning process. These four portfolios were carefully chosen to (1) represent their 

respective writing levels and (2) to allow me to raise certain issues and questions that have 

emerged during this analysis process. These portfolios are representative of the diversity 

of responses in style, approach, technique, and organization. They represent different use 

of language and the development of different ideas, concepts, and views of learning. 

Table 12 provides summary information on each of the exemplar portfolio writers. 

Table 12 
Comparison of Exemplars 

Num. Level Persp. Mode View Ethnic Gen. Major DOB Deg. 
3.05 I C D,L E Hisp F E 1971 
4.05 IIa T R,L E,S Anglo M S 1952 BS 
4.15 lIb C D,R S, E Hisp F S 1972 
4.08 III T R,A S,C AnSlo F E 1971 MA 
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As Table 12 demonstrates, two of the writers organized their writing around the 

course components, two of them around a thematic approach. A number of different 

modes of expression are represented, from descriptive and declarative (Level I) to 

reflective and analytical (Level ill). The views represented in these portfolios change 

from a focus on self (Levell) to a focus on students and sociocultural effects (Level III). 

Two of these students are Hispanic and two are Anglo. This will allow me to contrast 

writing differences and similarities related to cultural issues. There is one male student in 

this group which correlates with the percentage of males in the population. There are two 

elementary and two secondary majors which allows me to explore concerns relative to 

different program majors. The ages of these students are fairly constant with the one 

exception of an "older," non-traditional male writer. These ages, combination with the 

advanced degrees represented here by two students, provide another area for 

consideration during the Phase IV analysis. 

Level I is represented by Celia, a young Hispanic woman who was both raised and 

educated in the city. In fact, she graduated (1989) from a high school in the same 

neighborhood where she did her observing for this class. Her family owned a small local 

business located in the Hispanic neighborhood where she grew up. Celia attended a local 

community college before transferring to the University and applying to the College of 

Education. Her entrance GPA was 2.6. Celia's only prior experience with children was 

from baby-sitting and volunteering at local day care and community centers. 
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Level ITa is represented by Bruce, an older student who had recently decided that 

teaching was what he wanted to do with the rest of his life. Bruce was a 1970 graduate of 

an Ohio city high school. He had attended five different colleges following his graduation 

from high school, attaining at least one bachelor's degree and considerable experiences in 

a variety of fields. Bruce claimed considerable travel experience in the United States, 

Europe, Spain, Australia. At the time of his coursework, he was coaching a girls' soccer 

team for a local middle school, had tutored adults for a local literacy organization, and 

been substitute teaching in the city schools. He entered the College of Education with a 

3.7 GPA. 

The Level lIb writer, Rena, was another Hispanic woman, similar in age to Celia, 

but very different in life experiences. Through Rena's family connections, she had been 

educated in both Mexico and the United States, graduating from a local high school in 

1989 and then attending a local community college before transferring to the University. 

The child of a local professional, Rena had been fortunate enough to travel in Europe, 

Israel, and Central America. She came to the College of Education with experience 

working with children as a teacher's aide in a local elementary school and a GP A of 3.9. 

The last exemplar was another young woman, the only elementary major in Level 

III, who was chosen partly because of her writing and partly because of the contrast she 

presents to the other students. Margie was an Anglo woman from a large northeastern 

city who graduated in 1989 from an inner city high school. She was getting her teaching 

credentials at the University while completing her master's degree in Language, Reading, 



and Culture. Margie came to the program with a GPA of 4.0 and some experience 

volunteering in a local third grade classroom. 

Contrasting the Written Expression of Four Exemplars 
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The following section will contrast the four different levels of writing in each of 

the areas, perspective, mode, and view, using the four selected portfolios, Celia (Level I), 

Bruce (Level lIa), Rena (Levelllb), and Margie (Level ill), as exemplars of typical 

writing. This will show the considerable variation that appeared in the different Levels 

and the progression of sophistication from Level I to Level III. 

Perspective. 

Course Components. Celia was a Level I writer who organized her portfolio 

around the pattern and events of the course itself. In her 3-page portfolio she covered 

four topics: Beginning thoughts on entering the class~ observing the teacher, the school, 

and class activities~ thoughts on A Memorable Teacher~ and case studies. 

Rena was a Level lib writer who also organized her portfolio around the various 

course components but who provided considerably more information in each section. Her 

eleven single-spaced typewritten pages were organized around seven course components: 

Class Notes~ Field Log; Vocabulary; WREs~ Peer Teaching~ Homework~ and Teaching 

Ideas. Within each section Rena selected memorable and meaningful events and lessons 

for comment and discussion. Thus she not only covered more topics, but thought more 

deeply about the meaning of each one. While this was a systematic approach which may 



have simplified the actual organization of the portfolio, it may have impeded a more 

holistic conceptualization of the learning experience. 
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Thematic. Bruce, a Level ITa writer, used a more thematic approach to the 

organization of his portfolio. Although he does discuss individual Well Remembered 

Events (WREs) as learning experiences, his approach is more about the concept learned 

than about the assignment itself. In his 6-page portfolio there are 17 different concepts 

considered. Obviously, there is not a great deal of discussion about each. This might be 

seen as a case of trying to cover too many ideas without identifying their interconnections 

or providing meaningful discussion of any. In fact, the reason Bruce is placed at Level IIa 

is that there is little expansion or documentation of the many topics considered. There 

were thematic writers at higher levels who were able to generalize their experiences into 

more inclusive thematic statements and provide more in-depth discussion of the concepts 

and ideas they identified as most meaningful. 

Mixedrrhematic. There were a few people who did not follow either the 

components or the thematic pattern but who went their own way. Although none of these 

writers was totally "mixed" in their approach, Margie, a Level ill writer, did provide an 

example in the beginning of her portfolio. She began by using her journal entries as the 

organizing feature, discussing various entries in light of the concept or the meaning they 

had for her own teaching practices. In her reflections on Journal Responses to University 

Based TTE 300 Classes, Margie covered 12 different topics in 7 pages, each topic 

expanded and supported with documentation. In her 4-page section on Journal Reflection 
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To Field Observations she considered her own growth during the semester using her field 

journal as documentation. The final section of 13 pages, however, is organized in a highly 

thematic manner as she describes her own growth process through the topics of classroom 

management, diversity, planning, outside readings, and terminology. 

Mode. 

Descriptive. In Celia's Level I portfolio we see an example of the Descriptive 

mode of expression. In this the student tells about the experience rather than explaining or 

demonstrating the meaning or significance of what she had learned. There is little or no 

expansion of the statements made and very little of the personal meaning or significance of 

the experience to the student's future teaching practices. 

The teacher I had the opportunity to observe was a great person. She helped me 
understand different teaching strategies. The teacher also gave me the 
opportunity to teach two or three small lessons and then go back and observe the 
children to see if they understood what I had just taught. These experiences were 
deeply gratified because I now understand how much easier it is to teach children 
instead of peers. The only other experience of teaching for me had been teaching 
peers that acted like children in different grade levels. It's much easier and less 
stressful to teach children. [3.5.2] 

It can be seen that very little is really shared about what this student learned or in what 

meaningful ways her thinking about teaching changed. She does not provide information 

about the "teaching strategies" that were shared or what was learned about them. We are 

left to wonder what she learned while teaching the classroom lessons and what she missed 

in order to come to the conclusion that teaching children is "easier and less stressful." 

Declarative. Bruce's Level ITa portfolio provides an example ofa Declarative 

mode of expression, another style of telling. Students who communicate in a declarative 



mode expound on topics they have encountered, sharing their new knowledge or 

foundational beliefs. 

For beginning teachers, classroom management creates anxiety. We are 
concerned that the class will get out of control. We view it as thirty against one. 
But it really is not them against me. If given a chance to expose your caring 
personality, these kids can be won over. But they do need some direction. 
Classroom rules and procedures can provide that structure. The list in my notes 
will be referred to often as I set up my first class. [4.5.6] 

In this example, the student has taken on an authoritative, all inclusive voice 
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("we") that avoids a personal commitment. Rather than writing about the development of 

his own personal beliefs, he relies on third person statements and homilies. The only 

personal statement is his projection that he will refer to "his list" as he begins to teach. 

There is no way for me to determine whether these comments represent beliefs that 

evolved or changed as a result of this class. In fact, there is strong indication that what he 

gained during the class was confirmation of and support for his prior beliefs. 

Reflective. Rena's (Level lIb) portfolio provides examples of both Descriptive 

and Reflective modes of expression. While she does describe events or assignments, she 

also opens the door into herself, personalizing the experiences by reflecting on what 

meaning it held for her in the learning to teach process. 

I enjoyed reading these case studies in class with the rest of my classmates 
because we were able to collaborate together and look at these studies in 
different perspectives. "The In-School Dropouts" case study made an impression 
on me because I know that I will have to deal with this every day when I become 
a high school teacher. Starting now, I have to really think and meditate as how I 
can avoid this "dropping out" phenomenon from happening in my classroom or at 
least diminish it to a certain degree. In-school dropouts really concern me and I 
know that us educators have a lot to do with who students take on this attitude. 
I'm going to do my best to be open-minded and sensitive to the needs and 



interests of my students so that my class can be interesting and useful for them. 
This case study really made me reflect. I appreciate that. [4.15.2] 

Although this student is telling us about what she learned, she is expanding on that 

statement, making it personal, and applying it to her future self-as-teacher. 
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Analytical. Margie's (LevelllI) portfolio is an example of both Reflective and 

Analytical modes of expression.. There is much less emphasis on describing the event and 

much more on considering what was learned from carefully studying its component parts. 

The analytical student was able to look at an event from various perspectives. The 

reflective student was also able to personalize the findings of their analysis, to reflect on 

the meanings they held for their own growth in the learning to teach process. 

On 9/15/94 I wrote about my personal motivation and then I connected this to 
that of my future students. For myself, I was always rewarded for all of my 
successes. My failures were treated as learning experiences, my family helped me 
to find solutions which would be beneficial. I have always done my best to 
succeed and achieve. In my journal I continued to consider the fact that many of 
my future students may have grown up in homes where their successes were 
ignored and their failures were intensified. I posited that these students may then 
shy away from challenges for fear of reprisal for failure. As I continued to reflect 
I realized that it is my job as a teacher to make sure that all of my students get 
the opportunity to experience success. Therefore, I need to facilitate experiences 
that are varied. More importantly, I need to communicate to my students about 
the nature of success. That is that they need to put forth effort in all of their 
endeavors. As an educator I need to praise their effort and process! [4.8.2] 

This student demonstrates an analytical mode in the analysis of her own experiences 

relative to motivation or personal drive. She considers how the lives and motivations of 

her future students may be different from her own. She then projects this thinking into her 

own future teaching in specific ways. 
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It is difficult in some instances to demonstrate view in one short selection. It is the 

character of the writing that develops throughout the entire portfolio that determines the 

view. However, in each students' writing, there is a main theme of who is the primary 

focus, self or student. 

Ego/Self. - Celia (Levell) makes very few references to her future students, and 

provides no indication of how what she learned during the semester will affect the quality 

of the learning experiences she will provide for children. This is all about Celia and how 

she remembered the experiences she had in this class. The implications are that this may 

have been an important learning experience for Celia, but that she is not yet able to project 

herself into the role of a teacher who learns for the sake of her students. 

Self and Student. Bruce (Level ITa) begins his portfolio with a brief commentary 

about his decision to change careers that shows a concern for the sociocultural aspects of 

teaching. 

I decided to change careers and become a teacher because I feared for today's 
youth. I wish to have an impact on making children's lives safer and better. 
[4.5.1] 

In other places he mentions his concerns for and attention to society's children: 

Apathy and lethargy runs rampant with today's youth. Peer pressure can be seen 
as driving this. [4.5.2] 

And in others, he puts himself in the role of the person who actually touches children's 

lives: 

Kids are kids. As a teacher I will need to view their actions on many different 
levels. [4.5.4] 
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However, although students are noted and mentioned, the main purpose of the learning 

that took place in this semester's class appears to be for Bruce rather than for his future 

students. The dominant theme throughout his writing is about how these experiences 

helped him to make better sense out of his own learning. Although he is very aware of the 

purpose of these learning experiences, his newness into the field and back into college life 

may command more attention at this point. 

Student. Rena's (Level lIb) view of the purpose of all this learning is that of 

herself as a teacher of children. Although her focus is on herself, she sees herself as 

someone interacting with and affecting children; that is her identity, her primary interest in 

learning is to be a better teacher. Elsewhere she states her goals: 

I just hope I don't forget what it feels like to be a student and what I as a student 
think would be the best teacher for me and my classmates. [4.15.2] 

As a teacher, I want to inspire and make an impact on my students. I want to 
help them become critical thinkers and aware citizens of the world around them 
through their own eyes. I want to be remembered by my students and be a good 
role model for them, too. [4.15.10] 

Margie's (Level III) writing is entirely focused on the students she will be 

teaching. Everything she learned is explained and expanded by demonstrating its eventual 

effect on children, through Margie the teacher. As the passage cited previously in the 

discussion of Mode demonstrates, her reflections of classroom exercises, assignments, 

discussions, and experiences are on how this is helping her to better help students. 

Elsewhere she states: 

[Selfas learner] I was able to view myself as a learner. I realized that I 
valued cooperative learning experiences. I enjoyed the fact that I was an active 
participant. I grew from this revelation, in that, if! could enjoy 



active/cooperative learning then perhaps my students would too. I was able to 
make the realization that as an educator, many of my experiences will transform 
me and effect my teaching. In this case, a cooperative activity in TTE 300 
caused me to reflect on my own learning style. From this, I was able to connect 
my feelings to that of my future students and my own ideals as a future educator. 
[4.8.1] 

[Reflection from motivation discussion/exercise] I wrote about my personal 
motivation and then I connected this to that of my future students. ... As I 
continued to reflect I realized that it is my job as a teacher to make sure that all 
of my students get the opportunity to experience success. [4.8.2] 
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Throughout her writing, Margie is focused on the purpose of her being here and of her 

future work with children. 

SocioCultural. The implications of our teaching on the future of society, on the 

moral and ethical decisions that will be made by our students was not a strong theme in 

any of these 40 portfolios. Two students were coded "e" because their writing was 

heavily focused on teaching as affecting the Hispanic community. Both of these students 

were older Hispanic males, strongly family oriented and affiliated with their community. 

Although there were subtle implications for sociocultural considerations in other students' 

writings (see Bruce, above), the focus of most was on either themselves, their future as a 

teacher, or their future students, not on society as a whole. 

If! were to relate this to Van Manen's levels of deliberative rationality (Van 

Manen, 1977) I would state that only a few of these students had reached the higher levels 

of reflectivity (see Zeichner and Liston, 1987). However, in light of the directions given 

for this assignment (Reflect on your own growth during this course), this is a difficult 

comparison to make. Also, knowing these students as I do, I would venture that they did 
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not achieve that level during this class but that they came to this course already at a 

particular level and developed their perceptions and view from where they already were. 

This course is only one piece of a complex and interwoven set of experiences that will 

assist the students in their process of becoming what they will be and in developing their 

higher levels of thinking. 

Phase IV: Growth and Change 

What are the different ways that students express their growth and learning? 

The Language of Learning 

Responses to this reflective assignment with its implicit expectation that students 

would not only review the course content but would consider their own experiences as 

learners was - and continues to be - a major undertaking for the students. As Bruce stated 

in his introduction: 

This is a huge topic to tackle. To reflect back on a semester's work and ascertain 
what knowledge has been gained is monumental. Having said all that, I will 
attempt to complete the assignment. [4.5.1] 

It can be seen from the previous discussion of the differences in the written 

expression of the four exemplars, there was considerable variation within this population. 

These differences become even more noticeable when the writing is considered for its 

content and its meaning. In this analysis, I looked at the language of expression, the 

words and sentences that students used to produce the images of their growth. 

Some of the writing consisted of direct statements of what they learned. 

Sometimes these direct statements were accompanied with an example or a discussion that 
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connected it to coursework or described its meaning to the student. Sometimes, however, 

statements were made without explanation or support, leaving the reader to wonder about 

the intrinsic meaning to the student's life. Indirect statements of learning are more 

difficult to identify in simple codes or single word identifiers. What was learned was 

alluded to or included in more sophisticated discussions which indicated that significant 

learning had taken place. 

Students' direct statements of their own learning were seen as falling into one of 

three different categories. 

(1) Direct "I learned ... " statements indicated a knowledge transmission model. While not 

all such statements used those particular words, each implied a technical rather than 

reflective learning experience. From Bruce and Rena's writing: 

I learned new and more effective ways to implement good classroom 
management without being defensive and raising voices. [4.15.1] 

I now have a familiarity with these words and find that I definitely look for them 
as I view teaching styles. [4.5.4] 

Fonning a variation of this were the "I am now able to ... " statements which implied not 

only the learning of but the application of knowledge or the development of skills. For 

example, from Celia and Bruce: 

I also learned how to observe another teacher with different perspectives and see 
through a teacher's set of eyes. [3.5.3] 

My time management skills are much better here at the end of the semester but 
they are no where near where they should be. [4.5.1] 
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(2) Direct "I now realize ... " statements indicated a revelation, the understanding of 

something not understood before. These statements are more transformative than 

technical, indicating the effect of experiences on perceptions. Examples from Margie and 

Bruce: 

I am really proud of this entry because it shows that I have grown to realize that I 
must examine my own effectiveness as a teacher when I see that my students are 
experiencing difficulties. [4.8.5] 

Specifically, I realized that many of our children experience a great deal of 
cultural shame during their school years. I never gave this occurrence adequate 
thought until I heard personal stories that both saddened and touched me. 
[4.8.15] 

As I worked on my lesson plan I discovered how difficult teaching is. It has not 
diswayed [sic] me but rather has given me a healthier realism as to what lies 
ahead. [4.5.6] 

TTE 300 has shown me that teaching will be the hardest job that I ever 
undertake. [4.5.1] 

(3) Direct "Made me think ... " statements referred to experiences that promoted 

independent and reflective thinking. Although sometimes made in reference to decisions 

that had been made, these statements often indicated learning in process, the beginning of 

a voyage rather than the landing. Examples from Rena and Margie: 

When you gave us the lecture on authoritarian, democratic, and laissez faire 
leadership you made me think even deeper about what type of leader I'm going 
to be in my classroom. [4.15.2] 

This case study really made me reflect. I appreciate that. [4.15.2] 

The cultural maps helped me to reflect on my own culture. However, it also 
helped me to expand vision towards the cultural backgrounds of my peers in TTE 
300. [4.8.15] 
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Indirect statements tend to be complex, inferring learning without defining it. That 

is, what, exactly, has been learned is not easily identified. For example, in Margie's self-

critique there are indications that much more than the topics mentioned has been learned. 

In this [journal] entry my only discussion included that of transitioning. The 
inclusion of issues of time, planning and motivation would have created a much 
richer reflection and allowed for a greater impact on my future teaching. [4.8.10] 

It would be unfair to classify this as an example of her learning about only those topics 

mentioned (transitioning, time, planning, motivation) when what may be of more 

importance is her ability to critique her own work in light of new knowledge about 

teaching and learning. Other examples of indirect statements are those that require the 

reader to infer learning from a student's use of newly acquired vocabulary. 

As stated in my journal, I was clearly in the survival stage of my "learning to 
teach" process. For me, it was perfectly natural for my concerns to be in this 
area. [4.8.12] 

Although she doesn't directly cite any adult stage theories, she demonstrates her ability to 

take the infonnation learned during class and apply it to herself and her own learning 

progress. 

What Was Learned 

An attempt to identify what students claimed to have learned or changed their 

thinking about was complicated by the extremely different approaches used to express 

their experience. This was not a simple assignment that required they list "Three areas of 

greatest growth or change," but an open ended opportunity for them to explore the 

meaning of this course within their own lives. For some students, this was a chance to see 
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real teachers in real classrooms from something other than a student perspective. For 

others it was more an experience of self actualization. Taking these two extremes as my 

framework and the four exemplars as my sample, I found both repeating patterns and 

unique individuality. There are two aspects of learning in these portfolios: Learning about 

teaching and learning about self. 

Learning About Teaching 

Three of the four exemplar students mentioned either directly or indirectly learning 

specific teaching techniques, tips, ideas, or strategies from the teachers they observed or 

from our own classwork. While the more advanced level writers were able to extrapolate 

such techniques to a more theoretical level, this was not often evident in lower level 

writers. In fact, Celia's (Level I) statements quoted in the discussion of descriptive 

writing were unsupported allegations that she did learn about different teaching strategies, 

but not what they were or what she learned about them. Bruce, (Level ITa) on the other 

hand, comments on a number of specific techniques he picked up both in his observations 

and in our classwork. In this selection he describes learning a teaching technique from his 

peers in class: 

There were two class sessions which were very memorable. The first was when 
some of my peers presented a lesson dealing with terminology. They used 
"Jeopardy" as the format for the class. They pitted the K-5 school teachers 
against the 6-12 teachers. I was amazed at how well this approach worked. 
Competition definitely got us all interested and motivated! It pointed out to me 
how effective games can be to generate learning. It seems that games reach 
across all ages. [4.5.3] 
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This is an example of a teaching idea that he was taking at face value and transferring 

intact to his own classroom teaching. In other instances, Bruce shows that he is able to 

observe a teaching moment and develop it to a more generalizable level. 

The direction of this class has made me view all of my instructors in a much 
different light. I look at them to ascertain effectiveness of teaching techniques. 
A second class ofTTE 300 comes to mind. We were to read a case study and 
then act it out. Lois asked for volunteers. She was met with no response. The 
lethargy of the class was very obvious. No interplay was going to take place 
with this format. So, Lois allowed some wait time to transpire but then she 
realized that plan #2 would have to go into effect. Lois subtly shifted gears and 
assigned us roles. This may have been a minor adjustment, but I saw it as major; 
it pointed out to me that teachers have to be flexible and willing to dump one 
idea and proceed with another. [4.5.3-4] 

It is interesting to me that while I remember this incident, I did not discuss it with the 

class, as I occasionally did to "talk out" a teaching dilemma. For some reason, unique to 

Bruce, what was a common place teaching event to many was a memorable moment for 

him. 

Rena (Level lIb) was strongly focused on the specific tips and ideas she learned 

from her observations and coursework, even dedicating one section of her final project to 

"Teaching Ideas." 

If there's a special gem in this whole portfolio, it's got to be this section. From 
about the beginning of this semester, I got the motivation from this class to start 
collecting and writing down teaching ideas for my future use for teaching. The 
ideas I have written down are from all the classes I have had this semester, from 
the school I work at, from the teachers I observed, from the peer presentations I 
listened to, and from ideas that just pop into my head. [4.15.11] 

This reflects her review of the semester, as a collection of events and ideas that she can 

take "as is" into her very own classroom. 
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On the other hand, there is no direct reference to what techniques Margie (Level 

III) filed away for her later direct usage. Consider, for example the reference to learning 

specific ideas in this selection: 

Upon entering TTE 300 I had a strong desire to learn about classroom 
management - and learn I did! Over the course of the semester I became 
equipped with strategies and techniques to effectively deal with management. 
My knowledge base greatly expanded. [4.8.12] 

She does not, however, focus on the specifics of what she learned, but discusses, instead, 

her growth and learning experiences. The above paragraph is expanded with her 

explanation. 

In fact, I took extensive notes on this chapter of Arends. Furthermore, I even 
signed up to present a mini-lesson that dealt with an aspect of classroom 
management: Rules and Procedures. Moreover, My first five WRE's focused on 
classroom management issues. These issues included: Expectations, overlapping, 
transitioning, signaling and withitness. In some ways I am proud of the fact that I 
concentrated on an issue that greatly concerned me as a future teacher. I 
educated myself about classroom management and then something exciting 
occurred. Around the time of our sixth WRE I began to focus my classroom 
observations on issues other than "classroom management." I was personally 
ready to move my concentration away from issues of management and branch 
out. [4.8.12] 

Margie represents those students who recognize the topics and themes of the class 

but who see them for the role they play in their own growth rather than as isolated 

"teaching tips" to be carried in their "teacher's bag of tricks." This will be discussed 

further in the following section of what students learned about themselves. 

Besides discussing the various specific teaching techniques they saw during the 

course, students made reference to a number of different topics covered by the syllabus. 

The only topic that appeared in each of the portfolios was that of culture or 
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multiculturalism, a major theme throughout the course. Other topic mentioned by the four 

exemplars are outlined in Table 13. 

Table 13 
Topics Referenced by Exemplars 

Celia Bruce Rena Margie 
.................. (b~y~.U2 ................................. (b~y~L!!~2 ..... _._ ................. _.~v~!.!Th2.. ............................. ~~y~!J.!D .............. .. 

Culture Culture Multiculturalism Diversityl 
Multiculturalism 

Leadership Leadership 

Assessment Assessment 

Classroom Space Classroom Space 

Preparation & Planning 
Planning 

Time (ALT)I Time (ALT) 

Classroom Classroom 
Management Management 

Cooperative Learning 

1. AL T - Academic Learning Time 

Given that all students covered the same syllabus, the same topics in this class, this 

information would appear to indicate the power of students' own preconceptions, beliefs, 

values, styles, and abilities to influence what each learns. No two people focused on the 

same topics, and no two people discussed learning about or from the same topic in the 

same way. 



119 

Learning About Self 

Although the main theme for this written assignment was on teaching, there was 

considerable attention to what and how students came to know more about themselves. 

Considerations of this topic also varied from the very concrete to the more conceptual. 

Examples of the more specific and concrete include reflections on how the course had 

helped to develop specific personal skills. For example, Bruce (Level IJa) shared how the 

coursework helped him with his public speaking. 

One skill that kept me away from this profession for so long is that of public 
speaking. On the first day of class, we had to introduce another individual to the 
class. Fortunately for me, I was able to compose my thoughts over the weekend. 
Preparation allowed me to lessen my anxiety. My introduction of [student] was 
a beginning along the road of developing ease with public speaking. The course 
structure continually reinforced this skill. I am still dealing with my 
uncomfortableness but strongly feel that I have made great strides. [4.5.1] 

Bruce also discusses how the class discussions helped him with his own time management 

after being away from the student role for so long. Two other self-awareness themes 

mentioned by Bruce related to issues he felt he needed to know more about. Both areas 

had to do with skills he hoped to develop, managing multiple students' needs and fairly 

assessing student progress. 

At some point, the attention that a teacher spends individually with one child will 
be detrimental to the rest of the class. I will need to learn how to recognize that 
occurrence. [4.5.4] 

A big part ofteaching will be assessment of one's students. I had a difficult time 
with this and I feel I will continue to have problems with this. Why do we need 
to say this is an A student? This is a B student? etc. If assessment is only done 
via grades then I feel we create a competitive arena that is not healthy for all. 
Other means (i.e. portfolios) are entering the educational picture which is good. 
I will need to stay attuned to new ways - I will strive to not become static. 
[4.5.5.] 
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Other than these, Bruce's statements about his own learning are focused on specific 

educational topics and what he learned about them. 

Neither Celia nor Rena discussed what they learned about themselves but focused 

primarily on what they learned about teaching and teachers. From many of Rena's (Level 

lIb) references, we can infer her own reflections and self-knowledge, but she does not 

discuss them as such. It would appear that these students take as primary importance the 

topic of teaching, not of self. There were, however, discussions that indicated awareness 

of self improvement. Celia did note that she was better able to observe in classrooms and 

see "through a teacher's eyes" and that she understood her own culture better having seen 

how other, non-Hispanic classmates described and responded to it. 

I also learned how to observe another teacher with different perspectives and see 
through a teacher's set of eyes. [3.5.3] 

I found out more, by the infonnation that the other groups presented on the 
school culture background because they had an outside perspective on my 
neighborhood. This helped me understand what other people perceive my 
culture to be. [3.5.1] 

Both of these were simple, direct statements that were not expanded or explained further. 

Rena indicates her self-awareness in the summative statements of her introduction and in 

general references throughout the paper of how different activities and events "made her 

think." 

I also learned not to be so critical, negative-minded, and judgmental of teachers, 
myself, and others. [4.15.1] 

Overall, I have begun to realize the responsibility I have in my hands in taking on 
the role of an educator. [4.15.1] 



When you gave us the lecture on authoritarian, democratic, and laissez faire 
leadership you made me think even deeper about what type ofleader I'm going 
to be in my classroom. I have decided that I'm going to be a conglomeration of 
all three because I think that each even - each circumstance - demands each of 
these at times. I can't see myself being one or the other. I think I'd be most 
effective being a little bit of each. [4.15.2] 

While this is indicative of "learning in progress," it does show awareness of self and 
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willingness to personalize the learning experience. What was surprisingly missing in these 

three portfolios was conscious reference to the metacognitive aspects of learning, 

something found only in the most advanced levels of writing. 

The dramatic contrasts to these concrete views oflearning and self appear in the 

Level III writers who were much more reflective of themselves as changed agents. 

Margie's portfolio is an extensive exploration of her own growth in understanding that 

occurred around and through the various topics and activities of this class. She is very 

conscious of her own thinking, taking a metacognitive view of the entire TTE 300 learning 

experience. The following is only one of her many entries in which she shows how she 

analyzes and reflects on her experiences and recognizes her own growth. 

In my entry from 9/22/94 I wrote about my own role as a participant in a 
cooperative activity. In this particular instance I took the leadership role. My 
entry reflected my concern that I may have led the direction of the group without 
allowing for any say from the other members. I continued to say that I did not 
feel that I stifled their contributions. I also pointed out that the comfort level was 
inviting. However, I wished that I had been more encouraging of the quieter 
members participation. This reflection was significant for me, in that, I had 
grown in terms of the depth of my self-evaluation. This evaluation was balanced, 
That is, I was able to identify the positive points, as well as, those that were 
negative. Also, I was reflecting on the process. [4.8.2-3] 
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Every topic of Margie's piece was discussed in relationship to her own personal growth 

process, her self awareness and evaluations, her personal realizations, the active 

participation leading to her metacognitive processing. And always, how they relate in 

some way to her eventual work as a teacher with students of her own. 

In summary, both the manner of expression and the considerations of what 

students learned vary considerably from student to student and level to level. While some 

referenced only the technical aspects of learning to teach, others explicate their own 

learning that took place within the structure of the course experiences. There appears to 

be a direct relationship between the writer's level of expression and the complexity of the 

descriptions of growth and learning 

Chapter Summary 

The use of three different approaches to the study of reflective writings of 

preservice students has produced a notable amount of information relative to early stages 

of the learning to teach process. In Phase I an attempt was made to determine what 

course components were remembered and cited by students as being influential in their 

learning and growth process. That is, what activities, assignments, or exercises did they 

remember as being effective for their own learning. The variety in the responses 

demonstrates that students perceive their course experiences very differently. However, a 

few definite patterns did emerge. 

Not surprisingly, the time spent in actual elementary and high school classrooms 

observing teachers and students at work was the most consistently mentioned activity. 
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This was followed by frequent references to the importance that reflective writing held in 

students' recollections of important learning activities. Not only did they remember 

having to write the Well Remembered Events and journals, but they commented on how 

powerful the writing was in their own learning process. The third most frequently cited 

class components were the various experiential activities that involved participation in a 

teaching event. Taken together, these self reports would appear to support a closely 

linked learning experience that provides opportunities for students to (1) apply new 

concepts and knowledge through observing and doing and (2) to reflect on the meanings 

such new information and experiences hold for them. 

Information from Phase II was set aside and later applied to the findings from 

Phase IV. In Phase III, each portfolio was analyzed for style and quality of expression. 

The results of this analysis showed considerable variations in the levels, perspectives, 

modes, and views taken by these students. Comparisons of the writing of students at 

different levels shows a progression in all areas. Organization of writing moved from a 

simpler component approach to a more complex thematic perspective. Modes of writing 

changed from the impersonal descriptive and declarative styles to more personal reflective 

and narrative forms. The view taken by these preservice students of the learning process 

changed from that of learning for self to a more complex and inclusive view of learning for 

the purpose of affecting their future students. Examples of these and other patterns were 

explored through the writings of four exemplars chosen from the population. 
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A number of other patterns and relationships emerged from various arrangements 

of this data which contrasted the different writing levels with other information about the 

writers, these students. The data show that there were more older students, more 

Hispanic students, and more elementary students in the lower level writers' group than in 

the advanced group. While there is no attempt here to generalize this information to a 

broader popUlation, there are a number of issues and questions raised by these findings 

which will be considered in the discussion chapter that follows. 

Four exemplar portfolios were analyzed to determine the ways that students 

express their growth and learning. The patterns of pre service student development, from 

concrete to abstract, from simple to complex, continue within the content as well as the 

style of their writing. There were two aspects to the content of the learning that took 

place: learning about teaching and learning about self. The portfolios showed a 

progression from direct reference to the teaching skills and techniques that were learned to 

acknowledgment that different class activities made them think about different aspects of 

teaching. While some students saw this class as an opportunity to begin to learn teaching 

techniques, others used these same techniques and ideas to help them develop broader 

understandings of teaching. While some students endeavored to fill a "bag of teaching 

tips" others were engrossed in the metacognitive act of learning about learning. 

The next chapter will review and discuss the meanings derived from this 

information and the implications these findings hold for the field of teacher education. 

Each Phase will be considered separately, with further considerations of specific issues 
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relating to developmental stage theory, writing, and the factors of age, ethnicity, and 

program major. I will also explore both the questions that have been raised which suggest 

further study ofthe learning-to-teach process and recommendations for teacher education 

programs. 



CHAPTERS 

DISCUSSION 
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The following discussion considers the implications from each of the separate 

analyses of the data and generates a "gestalt" of the entire study process. These 

conclusions reflect the active participant role of the researcher in this qualitative approach 

and the personal meanings derived from research on one's own practice. Overall, there 

appear to be two different aspects to this learning process, what students learned about 

teaching and what they learned about themselves. It is these two perspectives that inform 

the early phases of the learning to teach process. 

Phase I: Course Components 

In the Phase I analysis of students' reflections on their learning to teach process, 

there was considerable emphasis on both the application and the reflection components of 

this course. Through their observations, the peer teaching and mini-lesson experiences, 

and the reflective writing assignments students were able to practice with new ideas, new 

terms, and new concepts. For example, following a text assignment on Kounin's video 

case studies and in-class activities using Kounin desist terms, students were able to identify 

and observe actual instances of "with-it-ness" or "overlapping" during their classroom 

observations. They then sat in class discussions with their peers and shared such stories, 

listened to other students describe their experiences, discussed and debated the 

appropriateness or value of such teaching behaviors. All of this was brought together and 
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reinforced with weekly reflective writing which was shared with the instructor, responded 

to, and returned. When asked in the portfolio assignment to discuss what they learned 

during the semester, they remembered the "doing" activities that made textbook terms and 

ambiguous concepts come to life in context. 

The consistent attention given by the majority of students to reflective writing is 

particularly important when we consider the resistance students have to such course 

expectations. Reflective writing is not an easy task, especially when shared with a course 

instructor who reads and responds to every piece. The fact that so many students saw the 

act of reflection as important indicates a heightened awareness of the importance of active 

student involvement in the learning process, of thinking over memorization, of 

participation over passivity. 

These findings lend support to the design of this course, a design that links 

readings and classroom discussions with experiential opportunities and reflection. 

Although there is some dispute as to the value offield experiences (Applegate, 1986; 

Buchmann and SchwilIe, 1983; Feiman-Nemser and Buchmann, 1986; Zeichner, 1980) 

and simulation exercises (Copeland, 1975; Cruickshank et al., 1981; Cutler, 1989; Gore, 

1987) in the early stages of the learning to teach process, this study affirms the value of 

both classroom observation and peer teaching experiences. However, the complexity of 

the learning that takes place in real-life situations precludes the possibility of fail-safe 

instruction as indicated by Celia's comments on teaching. Such potential for 

misinterpretation obviates the inclusion of reflection, discussion, and personal feedback 
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following each experience. Students cannot be expected to make rational connections or 

generate complex new understandings by applying their limited preconceptions to totally 

different concepts in unfamiliar ways. That is, new knowledge must be linked, in some 

way, to prior knowledge. 

What students do make of these experiences is powerfully influenced by their own 

past experiences. In this way all learning is seen to be uniquely constructed through each 

students' personal history (Applegate, 1987; Feiman-Nemser and Buchmann, 1986; 

Knowles and Holt-Reynolds, 1991) and the preconceptions they have about teaching 

(Feiman-Nemser, 1983; Weinstein, 1989; Zeichner, 1986). The mixture ofcuItures that 

existed in these student groups made for energetic group discussions, challenging and 

expanding each students' personal prior knowledge and cultural stereotypes. 

Taken together these components create a spiral effect that associates the 

application or observation of new information, reflection, and discussion with the 

generation of new ideas, new concepts, new understandings. These newly constructed 

concepts then go through another cycle of application, reflection, and discussion to 

generate still more new understandings. Taken in this way, it is easy to see why students 

identify the experiential and reflective components of their course work as being the most 

influential in their learning-to-teach process. It is new knowledge in living form, it is being 

able to place oneself in the real world, to see visions of one's future that matters most. 

Thus good learning theory is reinforced in the learning processes of these teachers-to-be. 

Phase III: Patterns of Written Expression 
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The analysis of data in Phase m enables us to see these students in a variety of 

different ways. Through the different categories and arrangements we see progressions in 

the ways students communicate, think, learn, and apply their knowledge. This information 

serves to make us more aware of the differences that exist in what we might otherwise 

believe to be a homogeneous group of students; those special people who aspire to be 

teachers, to work with the youth of our society. This information causes us to think about 

the different ages, ethnicities, and programs of our preservice students. It helps us to be 

more aware of the different ways people construct meaning from experiences, the 

perspectives they take, the view they hold of the learning process, the modes they use to 

express themselves. This was a valuable exercise in heightened awareness of the 

differences that exist that can inform program and course development processes. Three 

main areas of further consideration evolved out of this phase of the study: the role of 

developmental stage theory in pre service instruction, the implications for age, ethnicity, 

and program major on the learning to teach process, and issues related to the place and 

value of writing as important program components. 

Developmental Stage Theories 

The analysis of Phase III produced an interwoven web of levels and stages that at 

first would appear to support a developmental stage theory oflearning. There is, 

however, no information here to prove or disprove that students progress from their 

present level to the next higher. There is no way to know from this study whether these 

students will continue to learn from and respond to their world as they do now or whether 
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they will develop more sophisticated means. What it did confirm is that there are people 

in our preservice program at very different levels or stages and that they take very 

different meanings from educative experiences. Perry's (1970) suggestion of the term 

"position" rather than stage or level may be more appropriate and helpful in understanding 

the growth patterns of pre service teachers. The variety of different "positions" identified 

here supports the work of Bird, Anderson, Sullivan, & Swidler (I993) which 

demonstrated that the results of a course designed to encourage thinking and 

experimentation with new knowledge cannot be prescribed by the instructor. We are 

reminded of the futility of prescribing specific knowledge or behavioral outcomes for the 

learning-to-teach process. Not only does everyone come to the program with very 

different personal histories, but each learns something truly unique from experience and 

communicates what they learned in individual and disparate ways. 

Although this study does not provide enough long-range information to support 

developmental stage theories, there are enough comparisons between writers at different 

levels for us to consider the implications they may hold for teacher education. For 

example, based on the writing in the portfolios, there appears to be good evidence that 

Celia had quite a different learning experience than did Margie. Applying information 

from Thies-Sprinthall & Sprinthall (1987), we might consider Celia as being in the 

adolescent stages of self-identity. She sees teaching as being represented by the teacher, 

remembers her own schooling through memories of favorite teachers, and considers the 

making of new friends to be major parts of her learning-to-teach experience. Poor writing 
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skills aside, her notable memories of this semester's experiences are far from the 

conceptual understandings intended in the course goals. While Celia incorporates these 

experiences into her maturation process, older students with more life experiences and 

maturity may be better able to apply the experiences to furthering their understandings. 

Different levels, stages, positions might well be considered in the analysis of 

research findings that indicate negative effects for field experiences and simulation. 

Researchers should be encouraged to consider why such activities are sometimes less than 

effective and to look more closely at the individuals within the populations. Korthagen 

(1985), for example, noted that his program, which was designed specifically to promote 

reflectivity in students, was more effective for those who already had a reflective attitude. 

This corresponds well with findings presented here relative to the variations in students' 

approaches to the learning experience. 

Development of reflectivity is also represented in these various levels of written 

expression. In the lower level writers of this study there is evidence that supports the 

Kitchener & King (1981) model of reflective judgment, including the limited and! or 

distorted viewpoints of writers at Levels I and IIa to the more comprehensive and 

integrative applications of information and experience in Levels lIb and III. Similarly, 

these writing levels support assertions that only students at more mature levels provide 

evidence for their statements (Harrington, 1995; King, Wood, & Mines, 1990; Kuhn, 

1992). This is clearly seen in the assignment of student writings to various levels which 

are specifically based on evidence and expansion of ideas and statements. Burden's 
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(1990) three stages, idealism, self, student, may be particularly applicable to some of these 

writers. Celia may represent the beginning stage of idealism in her inability to see into the 

teaching act any deeper than the surface performance. Likewise, the change in View that 

is seen in these portfolios represents a movement from self to student which would further 

support Burden's (1990) and Fuller's (1969) proposals. 

Figure 1 is offered as a summary of the students' characterization of their own 

learning. Students referred to their own learning in such different ways as a memorable 

event, as serving their personal improvement, or for the eventual effect on future students. 

This is demonstrated in the way students consider the consequences of their learning: "I 

enjoyed doing .... "; "I am a better person" or "I have grown"; "Because I know more, I 

can now be a better teacher and have a more profound effect on my students." These 

students do demonstrate a series, if not a progression, of different "positions," stages, or 

levels of learning. 

Learning 

Figure 1 

The Learning Staircase 

.. .for the eventual effect on future students 

... for personal improvement I 
I 

... as a memorable event 
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Figure 1, continued 

The Learning Staircase 

Students' concepts of their learning: 

I "Because I know more, I can now be a 
I better teacher and have a more 

_______ -11 profound effect on my students." 
I "I am a better person" 
I "I have grown" 
I 

"I enjoyed doing .... " 

While level I writers such as Celia did learn during the course, Margie and others 

at the more advanced levels gave evidence that they were able to grow. The dilemma this 

presents is whether the Celias of our programs are able to grow enough during the two or 

three semesters that remain before student teaching to become the reflective teachers we 

seek, and what we might do to help the process along. Suggestions such as the 2-track, 

differentiated learning program proposed by Thies-Sprinthall & Sprinthall (1987) may 

appear to address the issues revealed in this study with lower level writers. However, this 

program proposal represents a narrow and positivistic approach to education, 

inappropriate in a constructivist environment. The course in this study (and others, I 

suspect) become part of the developmental process for all students and every student 

starts somewhere. It would be a mistake to isolate and consolidate all these Level I 

students in order to teach them about teaching. It would remove these less mature 
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students from the powerful influences and insights of peer interactions, the effects of high 

expectations, the role modeling available within a diverse group. Such a tracking system 

presupposes that we can effectively identify students' developmental levels and that we 

know what students at different levels need in order to become the teachers we seek. 

Other suggestions from researchers working with preservice teacher education 

programs are less structured and more attentive to individual differences. Zulich, Bean, 

and Herrick (1992) support Burden (1990) in suggesting that opportunities be provided 

for students to "examine their own autobiographies in relation to stages of teacher 

development" (Zulich, Bean, and Herrick, 1992, pg. 358). There is a recognition of the 

need for students to better understand themselves and to understand that there appear to 

be stages of development that all teachers go through. While my own course encouraged 

reflective consideration of self, it did not include opportunities for students to consider the 

stages or phases of development that experienced teachers have gone through. Such a 

discussion might be a good expansion of our brief introduction to adult stage theories. 

Factors of Age. Ethnicity. and Program Major 

The analysis in Phase m showed that the older populations (over 29 years old) 

contained more of the lower level writers and the majority of lower level writers were both 

Hispanic and elementary majors. A number of possibilities exist relative to the age of the 

better writers. It is likely that younger students who are continuing their program have 

been doing more writing than someone who is older and returning to school after being 

away to raise a family or otherwise employed in a non-academic field. It is also possible 
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that these older writers have not had the same educational experience as younger students 

relative to the teaching of writing and that reflective and critical writing is a very new 

expectation for them. This may also be a factor in the College of Education entrance 

criteria which award credit for life experiences. While older students with lower grade 

point averages can gain access to the program assisted by their volunteering, coaching, 

and leadership experiences, younger students often rely on their high grade point average 

for access. Thus we have an older population with broad experiences working with 

children and a younger population with stronger and more recent "schooling" skills. 

Not only age, but the relationships among writing ability, ethnicity, and program 

major may also be a consequence of the student application and acceptance process of this 

University. It is a goal of this College of Education to affect the number of minority and 

bilingual teachers in the schools. The application process and entrance criteria benefit 

those with bilingual skills or life experiences with minority cultures. Therefore, it is 

possible - and likely - that Hispanic students with weaker writing skills are in classes with 

Anglo students with higher grade point averages and stronger academic skills. This 

conclusion is compounded by this and other research that indicates that secondary 

students also tend to have stronger academic skills (Book and Freeman, 1986). Other 

studies indicating that secondary majors are more concerned with their academic discipline 

and less concerned with students is not supported by this study's findings. The greater 

number of elementary majors who were lower level writers does, however, give us cause 
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school classrooms. 

Writing to Learn 
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Because students' written words are the source ofinformation for this study, 

consideration must be given to the process of writing. These portfolio pieces are essays 

and the purpose of an essay is to make a point, or in this case, to convince another person 

that substantive learning has taken place. Essays are like arguments in that assertions are 

made and evidence is provided as testimony (see Lytle & Cochran-Smith, 1990). These 

particular essays were designed to be recollections or reflections on experiences and 

definitive, supported statements of personal growth. While some students claimed they 

had changed but didn't substantiate their assertions with evidence, others described 

extensive reflective considerations of their growth and change during the semester as well 

as providing explanation and documentation. It is possible that the openendedness of the 

portfolio assignment may have caused less competent writers to rely on references to 

concrete issues and specific skills while allowing considerable freedom to advanced writers 

to explore concepts of their own learning. While this indicates that less competent writers 

would benefit from a more structured approach, it does not bode well for our goal of 

providing independent and self directed teachers for our schools. 

The obvious question that arises is whether such personal writing is a valid 

representation of a student's learning. As Williams (1989) reminds us, it is an error to 

think that good minds will always produce good writing. We might also question whether 
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a student's ability to write and communicate through writing is representative of their 

future success as a teacher. Neither of these questions can be answered from this study. I 

can only consider the importance of writing to the educative process as I understand it and 

available evidence that relates writing to learning. Zamel (1982) claimed that writing is a 

tool for learning, a way to learn about organizing and integrating ideas and knowledge. 

Langer and Applebee (1987) claim " ... to improve the teaching of writing, particularly in 

the context of academic tasks, is also to improve the quality of thinking required of school 

children" (pg. 3). Teaching is the art of communication, of helping others acquire the 

skills, orientations, and inclinations to be active participants in our world. Therefore, it 

follows that if teaching is based on the art and skill of communication, then writing must 

be one of its primary goals. 

The high incidence of Hispanic writers in the lower writing levels, Level I and 

Level IIa, generates a number of questions about the cultural and linguistic implications of 

writing and reflectivity. While data were not collected during this study to support 

conclusions about the nature of second-language writing, there is warrant for further study 

into just this issue. Such recommendations will be discussed in later sections of this 

chapter. 

Separate from the cultural and linguistic concerns about the writing abilities of 

these students is a concern for the weakness shown in the use of the essay fonn of writing 

(see Heath, 1987). Even after writing ten or more structured assignments during the 

semester which required students to support their assertions with evidence, many of these 
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final written assignments contained unsupported, poorly explained statements. Even after 

a semester of discussion with these students, where the most often repeated questions 

from me were, "Explain what you mean by ... " or "How did you know ... ?" many of these 

students still did not understand the need to substantiate their assertions, the implications 

of "Demonstrate that you know ... ," the meaning of "Support with evidence." They lack 

an understanding of the essay form of writing as well as the importance of the ability to 

demonstrate competence. This brings us back once again to developmental stage studies 

that indicate the ability to defend or support a statement is a higher level skill (Kitchener 

and King, 1981; King, Wood, and Mines, 1990; Kuhn, 1992). 

Phase IV: Statements of Growth and Change 

Throughout this study there have been repeating examples of the contrast between 

technical approaches to the leaming-to-teach process and conceptual approaches to 

learning about teaching. For example, the way students viewed their learning relative to 

the tasks accomplished appear to fall into one of three categories: As tasks to be 

accomplished, as vehicles for learning about teaching, or as opportunities for self 

improvement. The effects are demonstrated by contrasting the extremes. While some 

students in this study achieved feelings of accomplishment from mastering the writing of 

Well Remembered Events, others reflected on the writing assignments and the opportunity 

they provided for their own growth and learning processes. The lower level writers 

remain focused on the task while advanced level writers use the task in developing their 

understanding of the process and implications oflearning. 
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Similarly, the analysis of students' perceptions of their own learning ranged from 

direct reference to the learning of specific skills to indirect and reflective discussions of the 

process oflearning. Students at Level I appear to approach the course believing "To be a 

better teacher I need to know lots of teaching techniques" while students at Level III 

approached the course believing "To be a better teacher I need to understand the process 

of learning." There is a shift from "knowing" to "understanding," from acquiring new 

skills to generating new knowledge. There is a distinct difference between those who 

focus on learning new information and those who use this new information to come to 

better understandings of themselves and of learning. These findings demonstrate the 

importance of teacher educators acknowledging the differences in what and how students 

learn about teaching. They also lead to many other questions about the longer range 

implications for teaching and link us, once again, to considerations of the developmental 

stages of learning. 

Other Conceptual Issues 

Qualitative research involves the researcher in the research process beyond the 

analysis of deconstructed data. In this study, the researcher played an active role in the 

generation of the information that was eventually analyzed. Because of the design of the 

study, this research could only have been done by me. It was my personal knowledge of 

the assignments, activities, events of the class, my personal familiarity with students, my 

empathetic understanding of all components and interactions that helped develop a 

meaningful analysis. I recognize that my presence may have affected what students 
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learned, what they claim they learned, and how they express themselves. As Knowles and 

Holt-Reynolds (1991, pg. 110) stated, " ... preservice teachers often reflect salient features 

of the intersection of our personal histories and pedagogy." It is my presence and 

participation that makes this particular study definitively qualitative and personally unique. 

This personal familiarity was particularly important in the awareness of student 

"impression management" (perry, 1970) techniques. Not only did I know these students 

fairly well, but they also knew me. They were very aware of what I valued and therefore, 

what generated good grades in this course. The propensity of students to offer what the 

instructor wants, of "stu denting" was often an issue (see Feiman-Nemser, McDiarmid, 

Melnick, and Parker, 1989, pg. 18). I made many marginal notations indicating questions 

of whether what was being written was truly representative of the student's beliefs or an 

instance of "student in g." Although this represents a potential for bias in the research, my 

personal knowledge of the students and familiarity with their writing helped alleviate its 

impact. This was also one of the issues taken into account in the choosing of the four 

exemplars. These portfolios were very representative of the person doing the writing and 

did not represent what I would consider to be "studenting" persona. 

The enduring question of change continues to exist: Does this study reflect 

changes in students during this early stage of the learning to teach process? Or, more 

importantly, can teacher education truly be transformative? Issues preventing a clear 

answer to these questions include the factors of self-reporting, issues of studenting, and 

concerns about writing skills. The major concern that remains for me is that in some 
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instances this course experience appeared to solidifY and strengthen fonner beliefs rather 

than open them to further analysis or consideration. Although not all preconceptions are 

misconceptions, all prior conceptions about teaching would benefit from critical reflection. 

In many instances, students related that their beliefs had not changed but had been made 

stronger. I can only hope that this strengthening was a result of critical analysis rather 

than a simple accumulation of supporting evidence. 

Recommendations for Future Research and Teacher Education 

Future Research 

The way of education and of research is to generate more of itself; to learn is to 

seek to learn more, to research is to discover more questions. In this sense, this study has 

been most successful. Each revelation, each discovery has exposed more that is unknown 

and led to even more questions. This research outlines three major areas for further study: 

The need for long range studies of early learning experiences, studies of the various issues 

pertaining to writing, and further considerations of developmental stage theories. 

These written reflections of early experiences in the domain of teacher education 

open the door to other ways oflooking at later preservice teacher education experiences. 

For example, is there carry-over from what was learned in this early work and what is 

learned during student teaching? Do these experiences affect the way students learn later 

in the program. Are these students more conscious of their own learning as a result of this 

experience? Are they independent and reflective learners during their own teaching? Do 

they promote thoughtful learning in their students? More importantly, do these 
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experiences have an effect on the type of teacher these students become? Asking such 

questions and following students through a long-range study would help us to make more 

substantive connections between early learning experiences and their effect on classroom 

teaching. 

Writing is an important component of our social expectations for students at all 

levels. Concerns that are raised in this study about the writing ability of some preservice 

teachers generate further concerns about their ability to teach. This is a serious issue that 

deserves more consideration. Studies of the differences between younger and older 

writers could provide important information relative to the importance of life experiences, 

grade point averages, prior education and eventual classroom effects of teachers. 

The lack of information available through this study disallows any considerations 

of the impact that second language issues might have had on students' writing. However, 

the issue is raised with the high incidence of lower level Hispanic writers and suggests that 

further research is needed to clearly identify whether second language learning is a factor 

in the writing and the reflectivity of preservice students. Although this study did not 

investigate writing from the aspect of second language learners, questions were raised that 

led to a review of appropriate literature. Two of the issues considered in the literature on 

linguistic and cultural issues in writing are whether second language writers encounter 

more challenges in the mechanics of communicating through writing in English and 

whether the Hispanic culture governs, in some way, the inclination to write in impersonal, 

declarative modes. 
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A number of researchers (Connor and Kaplan, 1987; Jones and Tetroe, 1987, 

Moragne e Silva, 1988; Perl, 1979; Raimes, 1985; Williams, 1989; Zamel, 1982) have 

studied and explicated the complexity involved in writing in a second language. In her 

study of the mechanics of writing with unskilled ESL students, Perl (1985) found that the 

students ignored the reader, writing instead from a very egocentric point of view. She 

also found that doing the task was more important to them than getting the point across or 

communicating with a reader. The reasons have to do with the complexity of the skill 

involved in writing, the factor of language conversion, and the effects of culture on 

linguistic interpretations. For example, Connor and Kaplan (1987) claim that composing 

is a learned skill and when writing takes place without composing, the result is largely 

transcribed speech rather than coherent essay. Jones and Tetroe (1987) ascribe some of 

the difficulties of second language writing to the amount of cognitive space taken up by 

both the composing and the translation processes. When the language is weak, space is 

dedicated to translation rather than composing; when the language is strong, the written 

product is a result of writing skill. 

Proper and skilled writing aside, there remains a concern about the content of 

many of these essays in their lack of substantive assertions and evidence. Many of the 

lower level writers are in what Bereiter & Scardamalia (1987) term the "knowledge 

telling" phase of writing rather than the "knowledge transforming" stage. There is some 

evidence (Williams, 1989; also Langer, 1987; Sternberg, 1987) that such writing may be 

culturally bound and more representative of cultural values than personal style. 
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The issue of cultural and linguistic factors in students' writing becomes a greater 

concern in the education of teachers because of their future role in the educating of 

children. It is highly questionable whether any students, and especially children learning to 

speak English, should be taught reading and writing by adults who are themselves 

struggling with or lacking those skills. While we consciously promote the recruitment of 

people from all cultures and encourage the participation of non-traditional students, we 

must attend to issues of competency and skill levels. These concerns fit well with research 

agendas on second language learners in both bilingual and ESL programs. Given the 

existing research and the importance of this issue, further research on the writing and 

reflectivity of all weak and second language writers would be a valuable addition to 

teacher education literature. Long range studies that follow these students through their 

college program and their first three years of teaching would provide valuable insights into 

what effects, if any, such deficits have on children in classrooms. 

Research and adult learning theories abound with ways to define the "stages" of 

our development. From the specific approaches of andragogy to the definitive levels of 

reflective judgment or moral development, adults (not unlike children) have been analyzed, 

sorted, classified, and arranged in a variety of hierarchical systems. Taken all together, 

these different conceptions can help us to better understand the complexity of the learning 

that actually does take place. There is, however rather weak evidence that each of these 

represents "developmental" stages, that is, stages each progresses through while ascending 

some adult achievement staircase. Long-range research following preservice teachers 
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from these early stages of the learning-to-teach process through and into their life-long 

professional learning stages could significantly enrich this research base. Do these people 

pass through the various stages? Or do they touch on different "stages" as they move 

through an idiosyncratic growth process? Are some adults simply more reflective than 

others? If so, do they learn differently, pass through different stages, learn different 

information, evolve into different types of teachers? What are the cultural effects on 

students' learning stages? Are there differences in "stages" that relate to cultural 

histories? There is much work yet to be done to investigate and open the door wider on 

our use and application of stage theories to diverse adult populations. 

Teacher Education Program Development 

Teacher education programs have moved away from early positivist attention to 

the learning of specific skills to a more constructivist approach emphasizing the 

complexity of teaching and the importance of individual understanding and decision 

making. This study, however, indicates that many students have not made a similar shift. 

Most preservice teachers come to teacher education to learn the techniques they will need 

in order to teach others as they have been taught (Feiman-Nemser et.al., 1989; Grossman, 

1991; Perry and Rog, 1992; Weinstein, 1989). Part of the purpose of introductory level 

courses is to help students understand the futility of their search for specific skills, to help 

them begin to construct a view of teaching that is more realistic, to empower them to find 

answers of their own. This study suggests a number of factors that impact on these early 

learning-to-teach experiences. 
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The single most dramatic finding in this study was the diversity represented in the 

thinking and writing of these students. No two students saw the same event the same 

way, came to the same conclusions about situations, applied the same reasoning, or 

expressed themselves the same way. The importance of prior conceptions, the power of 

our personal histories, the impact of our cultural roots and beginnings were repeatedly 

demonstrated in this teaching situation. This was true, not only in the written portfolios, 

but throughout the course discussions and activities. Feinman-Nemser et aI. (1989), 

Knowles and Holt-Reynolds (1991), and Weinstein (1989) remind us of the importance of 

attending to the students' own prior conceptions and personal histories. Experience with 

these students and in this situation points out the importance of having students investigate 

their own prior conceptions, their own "cultures," and to share those among the entire 

group. The activities that enabled students to learn about and from others' stories were 

frequently mentioned as being important in the learning process. The social bonds and 

respectful climate that developed throughout this course grew as a result of the similarities 

that were discovered and the differences that were shared. The familiarities that develop 

in this diverse mixture of ethnicities and life styles were important to the students' 

development of an appreciation for diversity in classrooms and the values each individual 

brings to a learning environment. 

In attempting to deal with these differences in a classroom, the inclination is to 

group and classify students in order to simplify our teaching strategies and grading 

responsibilities. In this study there appears to be a continuum of learning about teaching 
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that ranges from the technical to the conceptual. However, I am not convinced that by 

providing the "right" type of experiences and structure we could tum the student who 

views learning to teach as a technical assignment into one who understands the conceptual 

foundations of the processes of learning. This study suggests that we do not have enough 

infonnation to prescribe a developmental process that will cause these adults to make such 

a predetennined transfonnation. It does suggest that attention should be paid to entrance 

criteria that encourage the participation of students who have strong literacy skills, for it 

was these higher level writers who were more analytical and reflective about their learning 

process. Because writing is a core educational and learning skill and such an important 

part of the learning-to-teach process, setting high standards for writing competency could 

be a long tenn benefit. An alternative to raising writing standards would be to provide 

additional support and practice for lower level writers such as remedial courses, graduate 

assistant tutors, or peer writing groups. There is some indication here that improving 

writing skills can also help students develop higher level analytical and reflective thinking 

skills. 

Although this study does not provide infonnation about the results of these 

different levels of thinking about teaching, there is good reason to believe that a reflective 

and metacognitive view is a more comprehensive and thoughtful approach to teaching. 

This is the type of teacher we would like to have in our schools, the type of person who 

seeks to understand teaching rather than just "doing" teaching. Teacher education cannot 

provide definitive answers. The best we can do is to assist the preservice teachers to 
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develop their own problem solving skills and orientations. This study supports other such 

suggestions for teacher education programs (see Feiman-Nemser, 1990, 1983; Griffin, 

1986; Hatton and Smith, 1995; Ross, 1990; Valli, 1990; Zeichner and Teitelbaum, 1982) 

and adult education (Diamond, 1991; Merriam, 1993; Mezirow, 1991) that pursue the 

goal of the self directed learner, emancipated thinker, poser of questions and seeker of 

understanding. 

Given the diversity of students and the complexity of our objective, teacher 

education programs must be structured accordingly, with multiple and eclectic avenues for 

learning. Attention must be paid to the importance of practice. Ifwe value reflectivity, 

we must provide opportunities for practice, for reflectivity is not a naturally occurring 

attribute in many of these students. To this end, teacher education programs would do 

well to incorporate the four components: Role models of reflective teaching and learning, 

opportunities to apply and practice new information, interaction among participants, and 

personalized and thoughtful responses to students' writing. Such a design would provide 

the support needed t.o address some of the miseducative concerns relative to field and 

simulation experiences raised by recent researchers in the field. Further, there is an 

educative responsibility to make this process explicit and familiar to students in order to 

help them to develop the independent learning skills that will continue past the college 

classroom, to make it a way of learning, a professional and lifelong habit. This study 

demonstrates a model that provides all four components and all four are supported by the 

findings of this study: Interactive learning, including small group, partner, and large group 
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discussions and sharing; role modeling; opportunities for application including observing, 

peer teaching, and case studies; and shared reflective writing with thoughtful teacher 

responses. Figure 3 presents this in a model: a continuously moving line connects all four 

components in a "circle" ofleaming, from new information to application to reflection to 

sharing and the generation of new understanding. 

Figure 2 
A Learning Cycle 
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This study set out to determine the similarities and differences in the ways students 

perceive their own learning, in what they attribute their learning to, and how they describe 

their learning in reflective writing. It became an exploration of the importance of 

reflection and the unique and individualistic way each of us makes meaning from 
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experience. Its findings support earlier research and theories of the importance of prior 

conceptions and personal histories to learning. The results demonstrate two different 

approaches students take in viewing their own learning in the learning-to-teach process: 

As a technical endeavor (learning to) or a conceptual experience (learning about). A 

number of issues are raised relating to the importance of writing and the significance of 

writing abilities. And underlying it all were the issues surrounding the relationships that 

evolved into fairly well defined stage differences in the learning and communicating 

abilities of preservice students. 

The study ends with a firmer personal belief in the value of experiential, 

interactive, and reflective experiences for learning and in the importance and power of 

writing for learning, thinking, and communication. I have also identified a number of new 

and perplexing questions about the teacher education process. Can technically oriented 

students become conceptual, reflective, and metacognitive thinkers and teachers? Or, do 

technical students become technical teachers? What can be done to help poorly skilled 

writers become competent in the English written form of communication and learning? 

How will the eventual classroom teaching of these lower level writers differ from that of 

the advanced level writers? 

As anyone who has gone through this "trial by fire" knows, the doing of research 

is a powerful learning experience, not only for the information gained from the study but 

what one learns about one's self. This is an exercise in independent learning, application 

and expansion of prior learning, of self discipline and scheduling, of determining and 
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setting personal priorities. There are two issues relating to the doing of this study that 

stand out. The first was my own realization of the difficulty of actually doing qualitative 

research. Contrary to every published study, to every article and every conference 

discussion, in spite of Wolcott's many warnings, the fact is that qualitative research is a 

precarious enterprise. Qualitative data does not succumb easily to clean slices with the 

analytical knife. Conclusions do not flow easily from filtered, sifted, and sorted pieces of 

data. There is no secure feeling that all the pieces fit and the picture is clear. The picture 

that does eventually emerge from qualitative data is more like the 3-dimensional computer 

graphic that requires the right mind-set to see, and even when seen is ethereal, difficult to 

hold, but so different and so very wonderful to capture. 

The second issue relates to the ancient adage, you never step in the same river 

twice. These two semester courses, although structured and taught with the same syllabus, 

the same activities, even the same field sites, were so very different. I came to realize that 

they, as every class I teach, have to be different as long as I take my cues from the 

students themselves. While we cover the topics in the syllabus, much of what is actually 

learned, as well as the approach that is used, is generated during discussions and from the 

personal stories of the participants. In this I come full circle, for the discussion of 

uniqueness leads us to consider again the importance of prior experience and 

preconceptions and the very personal nature of learning. In spite of our ponderous 

educational objectives, our curriculum goals, our basic skills and concepts, or scope and 

sequence, you never really do step in the same river twice. 
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APPENDIX A 

The College of Education Program Review outlines the requirements and sequence 

of courses for all students seeking a Bachelor of Arts in Education. Pages 155 through 

157 include the Program Review forms for both elementary and secondary majors used for 

both traditional and non-traditional students. 



COLLEGE OF EDUCATION 

Bachelor of Arts in Education (BAE) Name 

Program Review for Elementary Education IDIf 
(1991·1993.1993· I 995 Calalogs) [J Bilingual Option 

GtNERALEDUCADON 

Basic Skills and Pro6cicncics' 

A Freshman Composition (6) 

B. Malhematics (3) 

C. Second Language (0· 16) 

D. Sludy Areas" 

A. Tradiuons &. CullUrC5 (9) I) 
LiS! I (3) 2) 
LiS! 2 (6) 2) 

B Biological and Physical 
Sciences (8) (Two courses 
wluch inch.1e laharalOry _) 

C 1ncbvidua1s. Societics. and 
Instirutions (9) 

D Arts (3) &. LilCr.rure (3) An. 
Lil 

U.S. ConstirutiOll requiremenl 
AZ COIISUrution requiremenl 
(Bolh required for sraduation) 
• Tnnsfcr IlUCimti _ rewnc ...... "(One ""luirod caunc rocwin& an .-. cIw 
CJI cdWcity .... be odocODd rr- DIlly ..... A.o,C,CJlD) 

18'UNI academic cOIIcernration: __ 

2B2mliIQ~A1. EDJ!""D~ 
.l!mim::lal 

TT£300 CIIrm Pros 4 Jnst (4) 

EDUC3SO Scbool in America (3) 

EDP301 ChiJd DeveJopmcnI (3) 

LRC480 CbiIdreD's Lil (3) 

MATH 301 Uod Elan Malb (4) 

Lab SciCDCe (4) 

Fine Arts Coolall (6) 

Fine Arts Mclbads (3) 

EXSS351 PE Methods (2) 

Smitaar 

TT£322 LA&.Ccmm(3)" 

TT£323 Rdng 4 Decoding (3) 

TT£394A Reading Prael (I) 

TT£324 Scicoce &. IUaIlb (3) 

TT£326 MaIh 4 Tccb (3) 

TT£327 Soc Sci 4 Mulu:ull (3) 

EBoFFSc;12~A1.l!mI.OPMENT &EMESTEB 

TT£493A SlUdcnl Teaching (12) 

TT£496C Pr'*IDiDar(I) 

SER30IA Mainslreaa:oins (2) 
TOlaI uuiufor degree (125 min.) 
(41 UppIf dMIian uoiu nquind) 

visor and inlClld 10 com Je\C Ihc~ IS 0UIliIICd. I udcmaad It II. .. I have rcvicwcd lbc above PIOIlfIlll wilb my ad P 1 pouIbWl)' 
10_1 mlnbnum doareerequlremcau aDd all prerequblt.couneworkaDdlbalaD)'dnIalIoD rl"lllllibeabovepnllnmudaequeace 
or couna may caull a delay La myprot-ed lraduatloa date. llulow It II m)' ra~llbWt)' 10 bep the otnceol'Stlldalt ud C ..... r 
Scn-Iea Inrormed or In)' chaD I" La my propoHd Pnllnmol' .Iud),. 

EduoaUOll Advisor Dole SbldcDI 
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READ YOUR CATALOG! Students ore responsible for rcquiremcnls as lisIcd under the calalog in which they plan 10 [Ulduatc. Calalogs 
ore available in the ASUA Bookstore. The CoUege of EdllCltioo foUows the IIIIIC J!CIlCI'al cdllCllioo rcquiremcnts as the CoUese of AN 
r.nd Sciences. A copy oflk!2kliDl>.the advising guide thaI oullincs gcnera1 cdIIClIion COIII1CS.1DIY be purcbucd in the Bookstore. 

Mathorn.t,": Theprogrmnrequires the canpletioo of • minimum ofsix (6) _1IIIi1S in ID!1bc:malics iDcIudinsM!lh30I. Uodcntmding 
Elemenwy Mathematics (4); Math 117 or M!Ih 122 ore oppropriotcprerequisilesto M!Ih 30 \. MaIh 301 is the prerequisite 10 TI'E326 (math 
methods) StudenlS who have canpleted appropri!lc prerequisite COInCWOCk for MaIh 301 at IDOIher iDsIibJtioo must confer with c.cutly 
in !he MllhcmaticsDepanmenl bcforcenro1linginMalh 301 (MathcmaticsDcpartmcnI,MalhBuilding. Room 108.621-6892or6893). SIudcots 
who may need prerequisite coursework or who have talccn their math more !han three yean previously must lake the MaIh ReadiDcss Test 
(conlglthe TcstinS Center. Old Main, Room 223. 621-7589) 

~: It is required thaI stUdcnlS intcrcstcd in Elemenwy EdIICltion choose one f_-llllil coune from each of the foUowing groups: 

Ufo Sciences Gmun: 
Ecology &; Evolutionary Biology 
Microbiology &; lmmWlOlogy 
Molccular &; CeUular Biology 
Planl Science 
Bolany 

E'nbSdsnmG!'O\!p: 
Astronomy 
Atmospheric Science 
Gcosrapby &; Regional Developmenl 
Geosciences 
Planewy Sciences 
Soil and Water Sciences 
Hydrology and Water RCSOID'CCS 

Physk.1 Sdsnm Gmup: 
CbemiStry 
Pbysics 

'ndMdu .... Sotlot!ts •• nd 'n,tltutlons (lSI). The CoUege offidUCIlionrequirescoursework orc:xamino1ionsin U.S. andArizoaaconstillllioos. 
This requiremenl may be mel in one of three ways: 

Political Science 102 (3) (U .5. Constitution) III!I Political Science 130 (3)(AZ Constitution) (or equivalenl counes). 
or 

Successful completion of the two Slite examinations in U.S and Arizona constitutions. (lbc froat desk bas information 
on the exams) 

or 
Successful completion of Political Science 112 (National and Slite constitutions) from 
fronl desk has additional information on this option). 

Couununily College. (lbc 

Completion of Pol 1021Dl1130 or Political Science 11211 Conununily Collge will also meet pan of the lSI rcquircmcol for College of 
Educalion SlUdents The successliJl complelion of this requiremenl is p.rt or you, doarce. Students who have not met !his rcquircmcol 
will not graduate 0' be o\lllble ror to.cho, certlf\c:.tlon until the requiremenl is met. 

Ans .nd Utoratu'!. An additional requirement for Elcmenwy EdllCltion stUdents is the ccmpletioo ofDiDc (9) acmcstcr IllliIS offiDc arIS 
contenl and three (3) semester unilS offine arIS methods (dance. theater IllS, music. or visua1 arIS). Sec the fine Arts RequiremenlS sbcet 
for further mformation. 

Upl!!r-prvlstnn Wrltlnl-Prolklensy Ellrn CUDWPE): The UDWPE isrcquired for all students at the Uaivcrsity. TbiJexmJ sbou\d betalccn 
after the completion of the six IllliIS of freshman Composition and 40 acmcstcr IllliIS of cancwcrk. AlIhougb!his exmJ .-1 DOl be 
succcssfu\ly completed prior 10 adraission 10 the CoUege of EdllCltion. proof of regilll'atioo for the exam must be provided as pan of your 
application 10 the College SUCCClsrutcompletlon oftbe.lIm,o, reqUIred mntdlallon,l!Il!!1 be complettd prlo,to .DroIImtDlla Edue 
350, Schoo\ln& In Amerle. The College of EdllCltion requires satisfaclOly completion of Engl397aas remcdiatioo for an UnsatisflClOly 
score on the UDWPE 

Srqumcto!Prpf ... !onalEduc.tIonCOu ...... ork: Completlonofcou_rkllsttdUDcltrIbeJUDlorYcarpro(ealloaaJcduc:atloa~ 
b requIred berore.aroUln,latb.StalorYea,counea. TTE300bspeclrally.prerequbllttoTTE322.J27udllsouldbetalwadurin, 
tbe n"tsemato, In tb. CoI\fIe. AD COU"ework lath. prortlslonal sequ.nce b prerequblle to .tudellt teadaID,. TIM lIDaI _to" 
reremel to u tbe pror ... loaal Dev.lopmeal Stmater,con.bllOrTTE493A(Studelll T eacblD&>,SER lOlA (Malal1reamlD&>,ud TTE 
496C (prooemlll.,j. Tbb semeat., requl ..... fuD d.y, fuD weekcommltmenL 
•••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• 
'Tnnsfcr SlUdenIS may need 10 confer wilh the r=pcctive ICIdc:mic RJll'CSClltalivcs: 
A. freshman English Ollice. Modem Languages Bldg .• Room 380. 621·5423 
B. Math Dept. Math Bldg .• Room 108.621-6892 or 62 1-6893. To sign up for the Math RcadincssTcst, Call 621-7589. Testing Ccatcr. Old 
Main.Room223. 
C. Second language - ICC appropriate language dcpanment For vaifying Canpctcocy in languages DOl currmlly taUj!blalThe Uaivcrsily 

contact: Dr. We Sciences Bldg .• South. Rm. 553.621-8257. _ ....... 
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COLLEGE OF EDUCATION 

Bachelor's Degree (BAE or BSE) in Education NmIc-------------
Program Review for Secondary Education mil: ____________ _ 
(\991. 1993. 1993· I 995 CaJaIogs) c Bilingual Opuoo 

GENERAL EDUCATION 

L Buk Skills ud ProIIclcncle. • 

A. Freshman Composiuoo (6) 

a Mathematics (3) 

C. Second Language (0· 16) 

n Siudy Arus" 

A. Traditions and Cultures (9) 
List I (3) 
List 2 (6) 

B. BiolOgical and Physical 
Sciences (8) (T "" coune. 
v.I>i'" include Ishonlory ..oocl 

C. Indhidual •• Societies. and 
Instituuons (9) 

1)----2) ___ _ 

2) ___ _ 

D. Arts (3) and LilCf.lure (3) Arts 
Lil 

" TraNf" SlIIdcnb ... PIle 3. 
""Qnc reqwcd counc fo"""" on ccndct. class, ncc:. 

or elllnieioy WI be sdoclCd Cram SlUdy .,... A. C. 01 D 

U.S. Constilution requiremcnl 
AZ Constitution requiremcnl 
(Rcquind for andualionl 

PROFESSIONAL mUCATION 

Jpnloryrer 

Couna for MIJor ud M!Dor (_ .......... ) 

FDUC3SON 

FDP 310 

TTE300 

Schooling in America (3) 

Lcamiog in Schools (3) 

CIsnnPros. & 1nsIr. (4) 

$enlorysar 

Couna for MIJor .. MlDor ( __ ........ ) 

_ ____ Special Melhods (3·9)·· 

TTE 394B Inlcmship (\) 
(IDUSI be IIkaI concummIy wilh 1DCIbods) 

LRC435 Lila'acy in MullCuIl Sch (3) ____ _ 

PROFESSIONAL DEVELOPMENT SWEml\ 

TTE493B 

TTE496C 

SER301B 

Studenl Teaching (12) 

Proseminar( I) 

Mainstrwning (2) 

Total unilS for dep (l2S min.) 
(42 uPI""odiYisiaa win requindl 

IIWrilina anphuis coune. Succasful ccmplclioa of Ihc UDWP£ is • 
required 1!fD'CCjUisi1e. 
11500 anachod _ 

I have reviewed !he lbove program wi!h my advisor and inlend 10 complele !he counework U oullined. I a.d.ntud II 10 my 
mpoNlbUItYlomeslmlnlmumd.,reerequlrcmenUandaUprerequbllCcouncwomandlbalu),dC"lallonrrom\bcabovepl'Olram 
and ICqU.bCC of counca may caUIC a dtllY In my propos.d lraduallon datc.1 knowll 11 m)' rtlpoIIIlbUII)'tokoql tbeOmceorStudcal 
and ClrecrSe ... loellnrormed of any ehan&tlln my proposed prolram orlludy. 

Educalion Advisor D.le Siudeni Dlie 
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APPENDIXB 

The same course syllabus was used for both semesters ofTTE 300: Classroom 

Processes and Instruction, with adjustments made for dates and timelines. Included here is 

the syllabus for the summer session (group 1) which includes the sequence of course 

topics, a copy of the assignment sheet used during the fall, 1994 semester course, and the 

grading sheet for the final written assignment, the Portfolio. 



TIE 300: CLASSROOM PROCESSES AND INSTRUCTION 
SUMMER, 1994 

Instructor: Lois Gould 
Office: Education 703 Phone: 621-3799 

Office hours by appointment 

COURSE DESCRIPTION 
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This course provides an introduction to the processes associated with teaching in classrooms. 
Content is organized around five major strands: 

Observing in classrooms; 
Instruction; 
Working in schools. 

Classroom management; 
Planning and clinical reasoning; 

Infused elements of the course include: applications offindings from research on teaching, 
understanding culture and language differences, working with special students, and dealing with 
substance abuse. A laboratory component incorporating cases, simulations, and teaching sessions 
is integrated into the course. In addition, directed field experience is required. 

OBJECTIVES 

Classroom Processes and Instruction is a generic methods course built from the research on 
classroom management, teaching strategies, and the planning of school work for pupils. The 
overall purpose of the course is to enable students to (a) know and be able to use the standard 
practices of the profession in the areas of classroom management and effective teaching; and (b) 
have the knowledge structures and planning strategies necessary to recognize major classroom 
dilemmas and problems and to construct adequate solutions to these problems. 

TEXT 
Arends; Learning To Teach, 3rd ed. McGraw Hill, 1994. 

COURSE FORMAT 
The "lecture" section of the course will meet once a week for 2 1/2 hours on Monday, Wednesday, 
and Friday mornings, from 9:00-11:30. Students will also be involved in field work in local 
schools two days each week for 2 112 hours each day. 

ABSENTEE POLICY 

All components of this course are interdependent. Students are encouraged to attend all session 
each week. For each session missed after three (3) absences, the student's final grade is lowered by 
five points. Students must notify individual schools for absences on Field Work days. 
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CODE OF ACADEMIC INTEGRI1Y 

Integrity is expected of every student in all academic work. The guiding principle of academic 
integrity is that a student's submitted work must be the student's own. Conduct prohibited by the 
Code consists of all forms of academic dishonesty. 

ASSIGNMENTS 

Students will be expected to complete specified written and oral assignments for laboratory, 
lecture, and field components of the course. These assignments, which will be discussed in more 
detail in class, will constitute a significant portion of the course grade. The final grade will also 
include a mid-term exam as well as an end of the semester portfolio. See class "Assignments" 
sheet. 



TIE 300: CLASSROOM PROCESSES AND INSTRUCTION 
SUMMER, 1994 

Classwork 

1) May 16 - Overview and Introduction 

May 17 - Introduction to Field work 
Read Appendix #3 (pp. 499-507) 

Library (10:15) - Room 315 

Syllabus 

2) May 18 - Nature of Teaching - Meet at Rose Elementary School 
Assignment - Read Chapter I; Case Studies 

Prepare Assignment # 1 
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Thursday, May 19 - Field 1 

3) May 20 - Learning Environments 
Assignment - Read Chapt 4 (first half); Chapt 5 (first half) 

Read article by Dr. Evans 
Prepare assignment #2 

4) May 23 - Management 
Assignment - Read Chapter 6 (first half); Chapter 4 (second half) 

Prepare assignment #3 
Prepare WRE #1 

5) May 25 - Managing Learning Environments 
Assignment - Read Case Studies 

Prepare assignments #4 and #5 

6) May 27 - Motivation 
Assignment - Read Chapter 6 (second half) 

Prepare assigrunent #6 
Prepare WRE #2 

Tuesday, May 24 - Field 2 

Thursday, May 26 - Field 3 

Tuesday, May 31 - Field 4 



Classwork 

7) June 1 - Time and Space 
Assignment - Read Chapter 3; Chapter 5 (second halt) 

Prepare WRE #3 

Thursday, June 2 - Field 5 

8) June 3 - Review; The Complex Classroom (Chapters 3, 4, 5, 6) 
Assignment - Review chapters 

Read Case Study -

9) June 6 - Planning 
Assignment - Read Chapter 2 

Read Case Study -
Prepare WRE #4 

10) June 8 - Midterm - Planning II 
Assignment - Prepare for Midterm 

II) June 10 -Assessment 
Assignment - Read Chapter 7 

Prepare WRE #5 

Tuesday, June 7 - Field 6 

Thursday, June 9 - Field 7 

12) June 13 - Review - The Work of Teaching; Planning and Assessment 
Assignment - Cohort Planning Project 

13) June 15 - Models of Teaching I - Presentation 
Assignment - Chapter 8 

Peer Teaching 
Prepare WRE #6 

Tuesday, June 14 - Field 8 
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Thursday, June 16 - Field 9 

14) June 17 - Models of Teaching II - Concept Teaching 
Assignment - Chapter 9 

Peer Teaching 
WRE#7 



Classwork 

15) June 20 - Models of Teaching III - Direct Instruction 
Assignment - Chapter 10 

Peer Teaching 

16) June 22 - Models of Teaching IV - Cooperative Learning 
Assignment - Chapter 11 

Peer Teaching 
WRE#8 

17) June 24 - Models of Teaching V - Inquiry Teaching 
Assignment - Chapter 12 

Peer Teaching 
WRE#9 

18) June 27 - Models of Teaching VI - Classroom Discussion 
Assignment - Chapter 13 

Peer Teaching 

19) June 29 - Models of Teaching Review 
Assignment 

WRE#IO 

20) July 1 - School As Workplace 
Assignment - Chapter 14 

Prepare assignment #9 
Last Date for WREs 

July - 4 HAPPy 4TH OF JULY! !##**'! 

21) July 5 - That First Year 
Assignment - Chapter 15 

22) July 6 - Review and Portfolios 

23) July 7 - Portfolios 
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Labs 

Tuesday, June 21 - Field 10 

Thursday, June 23 - Field 11 

Tuesday, June 28 - Field 12 

Thursday, June 30 - Field 13 



TTE 300: CLASSROOM PROCESSES AND INSTRUCTION 
ASSIGNMENTS 

Fall, 1994 

Assignment: INOUIRY 

A. Focus on Ourselves 

1. Why I choose to teach. 
A written piece, 1 - 2 typed pages 

2. Who I am. 
Cultural Presentations of who I am, where I come from, why I am what I am. 
A visual presentation to be shared with classmates 

3. What is good teaching? 
A statement - written or visual - of what makes up good teaching. A symbol 
of what you hope to be. 

4. Philosophy of Education 
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A short (halfpage) statement that represents and concisely states what you believe 
in, what do you stand for, what is teaching, what is learning .... 
An evolving statement that will change as you continue in your learning about 
teaching. 

B. Focus on Others 

5. Journal responses to the presentations from Part I 
A reflective journal piece on each of the three presentations (Discovering 
Ourselves). What did you learn about other people and about yourself that affects 
the "learning to teach" process? 

6. Other People's Children 
A review of a journal article on the children in our schools - with the help of ERIC. 
Be sure to include a section explaining what you gained from the article, how it 
can be helpful to you in your learning to teach process. 

7. Up Close and Personal 
A small-group (team) investigation into the culture of our field experience schools: 
To learn as much as possible about the culture of and the people within these 
schools. To be presented to classmates. Possibilities include posters, panel 
discussions, videos, songs, skits, poetry.... Presentation not to exceed 10 minutes. 
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c. Focus on Teaching 

8. Mini-Lesson Sign up for date 
Small group presentations to the full class on material from one of Arends chapters 
2 - 7. These are short exercises meant to reinforce some topic of interest in the 
individual chapters. Each group will decide with the instructor what specific topic 
and methodology to use. Suggestions for presentation include diagrams, skits, 
music, games, video ... (anything except lecture!) 

9. Peer Teaching - Laboratory exercise Sign up for date 
Each student will teach one 30 minute lesson to classmates on some topic from 
Arends chapters 8 - 15. Each presentation will be videotaped. Grades will be 
determined by your documentation and analysis. Documentation for the lesson 
should include (but not be limited to): 

a. The lesson plan used; 
b. Journal entries about the process of preparing to teach; and 
c. Reflections following the lesson, viewing the video tape, and reading 

peer comments. 

10. Field Book On Going 
See attached sheet for a discussion of the field book assignment. 

Assessment - There will be weekly assignments which will provide you with constant 
feedback either from the instructor or your peers. There will be midterm 
conferences focused on your field book to assess progress and a final project based 
on your collected works. Grades will be based on your field book work, 
participation, peer teaching self-analysis, and final project. 

Assignment Policy - Late assignments will be accepted with the permission of the 
instructor. Generally speaking, you have one week to make up assignments missed 
due to absences. Otherwise, the earned grade may be dropped one letter grade for 
each week an assignment is late. 



PORTFOLIO ASSESSMENT 
TTE 300 - L. Gould 
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Your portfolio is to contain the following three components: 

1. A personal statement of your growth during this course that is 
thoughtful, thorough, and reflective. 

2. Documentation of these statements clearly and logically presented. 
3. A personal statement of your personal future directions; a projection 

and a prescription. 

Evaluation of Portfolios will be according to the following criteria: 

25% Presentation and Professionalism 

0---------------------------------------------------25 
Lack of organization, An impressive presentation I 
proofing, or aesthetics. Clean, correct, logically 
Is this a role model organized. Represents an 
for a future professional? education professional. 

25% Scope and quantity 

0---------.. --------------------------.. -.. -.. -------25 
Little or no documentation. Considerable material. A wide 
Few perspectives. Narrow variety of perspectives. A 

broad 
focus. view of learning to teach. 

50% Quality of Product 

0---- -.. --------------------------.------------- --50 
Evidence of considerable 
work and effort. Thoughtful, 
comprehensive, thorough. 

Little evidence of effort 
or work. Descriptive, 
non-analytical writing. 
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APPENDIX C 

LETTER TO PARTICIPANTS 

Dear 

I hope this letter finds you well and still enthusiastic about your interest in teaching. I am in the 
process of working on my dissertation and would like to have you join me as a research participant. I am 
analyzing the student reflections that were done for the end-of-the-semester portfolio assignment in an 
effort to learn more about the reflective and metacognitive processes of how we learn to teach. It is 
important that I get a wide sample of these portfolios, those from students who felt 'ITE300 was a great 
learning experience as well as those who did not, those who enjoyed the class and those who did not. 
Your response to the course is not the issue, only how you reflected on this as a learning experience. 

I sincerely hope you will be interested in being a part of this research. If so, I will need only a 
small bit of your time to do three things: 

1. Sign the enclosed permission/consent form which gives me permission to use your end-of-the
year self analysis statement and have access to your COE student files; 

2. Bring or send me your "portfolio" so I can make a copy if I don't already have one; (If you 
mail it to me, I will reimburse you for any costs.) 

3. Complete the attached questionnaire. 

The form allows you to request that your identity be protected throughout this research with the 
use of a pseudonym. Permission to access your files will allow me to review the application process and 
obtain more background information about our pre-service students. I am anticipating using the 
information from the questionnaire to help identify patterns or themes that relate to students' histories, 
programs, prior experiences, education, etc. Your papers and all this information will be used exclusively 
by me and for only this one research project. Any further use of this information will necessitate another 
permission form. 

I do hope you will agree to join me in this project by becoming a member of this study. If you 
have any questions at all, please call me at home (750-9319) or come see me at school (Educ. 703 or 621-
3799). If I don't see you on campus I will call to see if you are willing to be a participant in the study and 
arrange to get your portfolio. I look forward to hearing from you before the end of August. 

Sincerely, 

Lois Gould, M.Ed. 
Ph.D. candidate 
University of Arizona 
College of Education 



APPENDIX D 
TABLE 14 

DEMOGRAPHICS OF PARTICIPANTS 
.~ ......... ~_._ ......... _~ _______ .*" __ ~ __ ~ ••• _ .. _~_. ___ ... _ ........... -. ... _ .. _ ... ___ ._ ... _"" .... _ ..... _ ..... _~ __ A'"""" ___ --._ ....... 

Semester Gender Major Prior Education Ethnicity GPA Marital Children Date 
Status (Ages) of 

Birth ................................................................................................................................................................. 
3 F Bilingual Hisp 2.8 S no 1971 
3 F Elem AA-Pima Hisp 3.2 S no 1971 
3 F Elem Pima Hisp 3 M 19,24,27,28 1947 
3 F Elem 5th yr. at UA Anglo 2.9 S no 1971 
3 F Elem BS - Marketing Anglo 4 M 24,22 1946 
3 F Elem Anglo 3.7 S - no 
3 F Elem Greek 3.2 S no 1973 
3 M Elem Pima (1978) Hisp 2.8 M 2,10,11.14,15,18 1951 
3 F Elem Hisp UK M 21,26,28 1944 
3 F Elem BA- Span Hisp 2.8 S no 1971 
3 F Music 1 00+ credits Anglo 3.1 D 7,10,12 1958 
3 M Music 3yrs.UA Anglo 3.2 S no 1973 
3 F Sec - Eng 4 yrs at UA Other 3.3 M no 1972 
3 M Sec - Eng BA-NYU Anglo UK S no 1960 
3 M Sec - History BS- BusAdm Anglo 3.02 M no 1962 
3 M Sec - Science Cochise Col Hisp 3.5 M 14, 17 1951 
3 F Sec - Spanish Elem tchr - SA Hisp 3.78 M 10,13,16,17 1958 
4 F Elem 5 yrs. Pima Anglo 4.0 S no 1970 
4 F Elem 4 yrs. UA Anglo 3.0 S no 1973 
4 F Elem Undergrad, UA Anglo 3.3 S no 1968 

-" 

4 F Elem MA-LRC Anglo 4.0 M no 1971 m 
4 F Elem undergrad, UA Anglo 3.2 S 1 1971 



TABLE 14, continued 

DEMOGRAPHICS OF PARTICIPANTS 
• ____ • __ h _______ .. _ ..... _~ __ 'o _______ 

Semester Gender Major Prior Education Ethnicity GPA Marital Children Date 
Status (Ages) of 

Birth ................................................................................................................................................................ 

4 M Elem AAS - Business Hisp 3.1 S no 1969 
4 F Elem 4 yrs UA Hisp 2.8 S no 1972 
4 F Elem 2 yrs comm coli Hisp 3.2 S no 1974 
4 F Elem Pima- 3 yrs Hisp 2.96 M 13,21 1963 
4 F Elem Pima - 3 yrs Hisp 3.0 S no 1972 
4 F Elem-Biling Undergrad UA Hisp 2.75 M 17 1952 
4 F Health AA - Nursing Anglo 3.25 M 14,21,29,31 ]952 
4 F Health 4 yrs. UA Anglo 2.9 S no 1971 
4 M Sec - English BA-Eng Anglo 3.7 S no 1971 
4 M Sec - English BS Anglo 3.18 M no 1966 
4 F Sec - English Undergrad UA Anglo 4.0 M 23,24,26 1949 
4 F Sec - English Pima Hisp 3.7 X no 1972 
4 F Sec - Math AA - Business Anglo 3.28 S 2 yr old 1973 
4 M Sec - Music Anglo 3.6 S no 1973 
4 F Sec - Music Undergrad UA Anglo 3.5 S no 1974 
4 F Sec - Music Pima Anglo 3.1 S no 1968 
4 F Sec - Science Anglo UK X 1960 
4 M Sec - Spanish Undergrad UA Anglo 3.25 S no 1974 
4 M Sec - Soc Stud 2 BS degrees Anglo 3.2 S no 1952 ..... 

m 
--.J 
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APPENDIX E 

PARTICIPANT QUESTIONNAIRE 

Please complete the following with Information relative to you at the time you were taking TIE 
300: Classroom Processes and Instruction. 

Name: _____________________________________________________ __ 

AddresslTelephone Corrections: ________________________________ _ 

1. Your major ________________ _ Your minor ________ _ 

2. Previous college experience [i.e. previous degree, or years of accumulated credits] 

3. Courses (and instructors) being taken at the same time as TIE 300: 

4. Field observation site(s) during TTE 300 ________________ _ 
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At the time you took TTE 300, what was your: 

5. Cumulative grade average? _____ _ 6. Marital status _______ _ 

7. Children? [Yes] [No] If yes, their ages at that time? ___________ _ 

8. Other extenuating circumstances that may have had an Impact on your work during the time 
you were taking TTE 300. 

9. Please add any other comments or special requests that you would like to make below. Many 
thanks for your participation and assistance in this study. 
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EDUCATIONAL RESEARCH 

PERMISSION FORM 

I, ,give permission 
to Lois Gould to use my TIE 300 self analysis (portfolio) in her research on teacher 
education and for possible quotation in publication. If any of my writing is selected for 
use in publication, I request that my name [be used] [not be used]. (circle one) 

signature date 

I give Lois Gould permission to access my student file in the College of Education 
for the explicit purpose of obtaining further data to be used in this study. 

signature date 

I am interested in the outcome of this research and would like to be sent a 
report of the results. 

(I'd be pleased to send you a summary report. Be sure I have your address.) 
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AppendixF 

Data Base Fields for Groups 1 and 2 

1. First name 
2. Last name 
3. Semester enrolled 
4. Gender 
5. Street address 
6. City 
7. State 
8. Zip code 
9. Telephone number 
10. Major program 
11. Minor concentration 
12. Previous college experience 
13. Other college experience 
14. Course taken during this semester-I 
15. Course taken during this semester - 2 
16. Course taken during this semester - 3 
17. Course taken during this semester - 4 
18. Field site 1 
19. Field site 2 
20. Field site 3 
21. Current grade point average 
22. Marital status 
23. Children, ages 
24. Ethnicity 
25. Birthdate 
26. Other extenuating circumstances impacting on their semester's work - 1 
27. Other extenuating circumstances impacting on their semester's work - 2 
28. Other extenuating circumstances impacting on their semester's work - 3 
29. Other comments - 1 
30. Other comments - 2 



A-Why 
A-Post 
A-Cui 
A4 
A-OPC 
A-Space 
C 
CD 
CEx 
ExI 
ExMM 
ExWW 
ExV 
ExLS 
ExIT 
ExM 
CN 
ChP 
ERIC 
Ex 
G 
Gp 
I 
Int 
J 
L 
M 
Obs 
Phil 
PT 
P 
Q 
S 
T 
Tx 
W 
WIR 
Inc 
Cl 

Appendix G 

Codes Used in Phase I Analysis 

Assignment: Why I want to teach 
Assignment: Personal Culture posters 
Assignment: School Culture 
Assignment: #4 - on presentations 
Assignment: Other People's Children 
Assignment: Space WRE 
Cases 
Class Discussions 
Class Exercises 
Class Exercise - Introductions 
Class Exercise - Most memorable teacher 
Class Exercise - What Wheel 
Class Exercise - Values 
Class Exercise - Learning Styles 
Class Exercise - Ideal Teacher 
Class Exercise - Motivation 
Class Notes 
Cohort Planning Project 
ERIC Research Project 
Exams 
Guest Speaker 
Group Work 
Instructor 
Interviews 
Journal writing 
Lecture 
Mini-Lessons 
Observations 
Philosophy 
Peer Teaching 
Presentations 
Questions 
Syllabus 
Terms (from text, class) 
Text, readings 
Well Remembered Events 
Writing and Reflection 
Inclusive comments 
This class 
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