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ABSTRACT
This study focuses on the development of practical knowledge during
student teaching. Five student teachers participated in a seminar setting with
the researcher. Dialogues of experiences and concerns were generated within
the seminars in an open forum format. The transcripted dialogues from this
smaIl community of learners were combined with fieldnotes from classroom
observations and interviews with the student teachers throughout the
semester long placement.
Growth in practical knowledge was observed using four indicators of
change to analyze the seminar transcripts as well as evidences of enactment
by observation with the classrooms. Changes in the following areas were

observed: perceptions, regarded actions, perspectives, and metaphors.
Findings revealed that practical knowledge is an integrated enactment of
personal biography with formal knowledge and opportunities for learning
provided by the student teaching experience. All student teachers showed
some change. However, the student teacher who had the most opportunity to
enact her beliefs and her developing sense of pedagogical content knowledge
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showed the highest level of self-conscious awareness of issues and concerns
of teaching. This student teacher evidenced the most growth of practical
knowledge as she integrated her growing skills with her beliefs.
The study serves as partial evidence of the need to consider what
factors in student teaching placements and supervision encourage or inhibit
reflective practice and the development of practical knowledge.
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CHAPTER ONE

THE PROBLEM
Introduction
The purpose of this research project was to examine the acquisition of
practical knowledge on the part of five preservice students during their
student teaching experience. The learning to teach literature has been rapidly
expanding. Much of this literature focuses on the inservice teachers'
acquisition of practical knowledge and preservice teachers' conceptual change
process. Included in this mix are descriptions and investigations of teachers'
beliefs and how these influence what is learned, and eventwilly what is taught
and how it is taught. Formal knowledge, that learned through research and
course work has also been descnbed, studied and related to both preservice
teachers' course work and inservice teachers' professional development.
Current scholarship in teacher education focuses on the acquisition of
fonnal and practical knowledge. Formal knowledge is that body of evidence,
facts and truths gained through research and scientific method. Its truth
claims are warranted and this knowledge may be generalized across contexts

(Fenstermacher, 1994). Practical knowledge is thought of as being gained
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through personal experience and is extremely context bound to its particulars.
Practical knowledge may hold true for a classroom, for a group of individuals,
at a specific point in time. Practical knowledge does not usually contribute to
a general, professional knowledge base in the same way that formal
knowledge does. However, practical knowledge is situated within the realm
of the classroom and it does play an important role in learning to teach
(Clandinin and Connelly,1987).
Because practical knowledge is gained only through experience,
research on the acquisition of practical knowledge has focused on beginning
and inservice teachers. However, student teachers also are experiencing
classroom teaching and may be gaining practical knowledge. This study
focusses on practical knowledge as acquired during student teaching.

Ptu:pose of this study

This study has a henneneutic focus on the understandings that student
teachers make of their classroom practical experiences as revealed in seminar
conversations throughout the semester. As the university supervisor of five
participating student teachers and as the researcher, I bring to this study an
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underlying belief in dialogue as a critical piece in any learning. The
conversations of practice that took place during the seminar meetings over the
semester offer the beginnings of an external dialogue that is hoped to be
internalized by each beginning teacher. Richardson & Fenstermacher (1992)
noted that Vygotskyian approaches to learning emphasize the role of dialogue
in enabling learners to construct culturally-based meanings. The
conversations of practice held during the student teacher seminars were
attempts to cultivate such reflection and to open a window on the personal
student teaching experiences of the five participants. Having student teachers
talk their thinking provided a communal forum of thinkers who shared their

experiences. These five student teachers comprised a community of learners
who, with varying degrees of success, transformed themselves over a
semester from students to beginning teachers. Their conversations reflected
their changing perspectives. Their identification of problems and victories
catalogued their developing awarenesses. The sharing of these experiences in
a dialogue format made the process of change a social phenomenon. Each
participant shared experiences and opinions with the group. The analysis of
the data associated with these dialogues is different from the other research
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studies which have focused on student writing, i.e. student journals, well
remembered events.
Learning to be a teacher is a social phenomenon as each student learns
to negotiate the role within the classroom, with the students, with the
cooperating teacher, with the school, with the parents and with the university.
It is the belief of this researcher that the conversations of practice held during
the seminar meetings best reflected the social nature of this learning. The
concern here is with the student teachers' learning as revealed by their
expressions of practice. These social dialogues serve as discourse which sets
the conditions of interpretation of events and the position of self within the
community. Something is always said in relation to the community.
Conversations were also held between the researcher and the student
teachers on a one-on-one basis during pre-observation conferences and postobservation feedback sessions. Interviews with each student teacher were
taped and transcribed to try to get at the prior experiences, beliefs, and
knowledge that these student teachers brought with them to their student
teaching placements.
Education has been described as a normative, ethical enterprise
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Education has been described as a normative, ethical enterprise
(Fenstermacher, 1986). Classroom teachers are being asked to be reflective,
self-aware educators who utilize research findings in their pedagogy. Do we
know enough about the learning to teach experience to put together programs
to support this development? There is a need for the development of a greater
understanding of the student teaching experience and what. it means to learn
how to teach (Guyton and McIntyre, 1990). This study documented the
understandings of the individuals and the social construction of meaning as
they developed during the semester of student teaching.
QuestionlProblem
How do student teachers learn to become teachers, constructing the
beginnings of personal practical knowledge from their practicum
experiences?
1. How do the understandings of teaching change for student teachers
as they progress through their student teaching experience?
1.01. What images, metaphors, and perspectives do they use?
1.02. What topics/subjects do they choose to express?
2. Is there evidence ofIinks between the formal knowledge learned in
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the initial teacher preparation course work and these student teachers'
discussions of knowledge of practice gained during student teaching?
3. Are there evidences of shared understandings constructed by this
seminar ~oup?
3.01. What is the evolutionary history of the major topics/subjects
developed within the seminars?
3.02 .. Is there a connection between the major themes and the
concluding teacher images expressed by the participants?
4. Is there any evidence of the development of practical knowledge
during the student teaching semester as observed conjointly in the classro~m
observations and seminar dialogues?

Significance/Contributions
Investigations of student teachers' thinking about teaching are an
important component of research on learning to teach (Borko, Lalik, &
Tomchin, 1987). Many teacher education programs are based on what is
known from the teacher effectiveness research tradition. This is data
collected and conclusions drawn about how experienced teachers teach. This
may not be appropriate information to drive preservice programs. Research
in the expert/novice tradition, for example, indicates that there are qualitative
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is considered vital to experts may not be held in much regard by novices.
Results from this study adds to our knowledge about how student teachers
begin to acquire practical knowledge of teaching as they operationaIize their
conceptions of teaching. These results shed some light on current practices of
initial teacher preparation programs. Student teachers are "scrambling" to put
their ideas and beliefs into practice and to'become teachers, i.e. create their
own identity as teachers. A particular kind of culture shock, the culture of the
classroom has been noted by some researchers (Britzman, 1991; Zeichner &
Tabachnick, 1985) as strongly affecting beginning teachers. This particular
study, because of its emphasis on peer dialogue, surfaced common
problemmatics of the experience, student interpretations of them, and possible
solutions or suggestions for focus issues for teaching programs of study. The
opportunities for peer dialogue gave this research project more opportunities
to look at self-selected areas of concern or feelings of success.
Also, central to the student teaching experience are questions relative
to why some student teachers do well and others are not successful. This
study includes a student who was not as successful as the other student
teachers in the group. Comparisons of dialogues, images and concerns as well
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as classroom observations revealed possible indicators that could be
addressed earlier in the teacher education program.

,

. f
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CHAPTER TWO
LITERATURE REVIEW .
Introduction
What do teachers lrnow and how is that lrnowledge acquired?
"Multiple realities, voices, and discourses conjoin and clash in the process of
coming to lrnow" (Britzman, 1991, p. 27).
Lanier and Little (1986) made note of the fact that teacher education
has been the object of continual investigation since the end of World War I.
They quote Silberman, director of the Ca..~egie Study of Education of
Educators. "Since 1920, in fact, ten major studies of teacher education have
been published...in addition the National Society for the Study of Education,
the American Association of Colleges for Teacher Education, the John
Dewey Society, and the Association for Student Teaching have each devoted
one or more of their annual yearbooks to the question" (Lanier& Little, 1986,
p.527). The question has proved enduring. Much of the research that has
been done was situated in the discipline of psychology. Today, more and
more of the research reflects the disciplines of sociology, anthropology,
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history, philosophy, and political science. Prevalent funding patterns, which
often represent political agendas, coupled with research paradigms held for a
time as "truth" have ensured that slightly different questions have been asked,
with different focuses and different answers. Researchers have brought
different perspectives and research agendas to their studies. Some of these
will be examined to situate this study in the research context.
This literature review explores the nature of the term "knowledge" as
used in the learning to teach literature and describes the hermeneutic studies
that examine the acquisition of knowledge.
The hermeneutic perspective is segmented into sub-sections of
research on teacher belief, personal practical knowledge, and the teacher as
reflective practitioner.
The student teaching component of the initial teacher preparation
program was the focus of this study and a separate section examines some of
the studies done on this particular component. Dialogue was a critical piece
of the study's exploration of individual and group understandings and some of
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the groundwork research is included in this review. The intent is to give
perspectives on the use of this tool in teacher research as well as grounding
the choice of this method in this study. The chapter is brought to a close with
the exploration of the over-arching theme throughout the learning to teach
research. This theme is concerned with knowledge and questions of what it
is, what knowledge teachers have and how they hold it, and how researchers
make justified claims that teachers have knowledge. This was a central theme
for this research of student teachers' understandings and how they change.
Competing Conceptions In Learning to Teach
Richardson-Koehler (1985) illuminated two competing conceptions of
teacher education from the research studies that she examined. One is that
teacher education ought to prepare teachers to change and improve
education. The other conception is that teacher education programs should
be based on research findings concerning the skills, behaviors, and
knowledge exhibited by effective, experienced teachers.
Doyle (1977) pointed out the narrow view of the first conception. The
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conception of novice teachers as change agents does not accommodate the
effects of the environment of the school. It is this ecology, along with the
cooperating teacher behaviors that is more powerful than any of the initial
teacher preparation course work that precedes student teaching. Doyle also
noted that, in fact, it is likely that radically different behaviors would have
low ecological congruence and would be very difficult to implement
successfully .
The problem with the second conception of basing teacher education
programs on research findings, is that these findings tend to be more useful
for the "expert" population than novice teachers. Borko and Niles (1985)
found that beginning and experienced teachers have very different needs with
respect to planning and information needed. Beginning teachers think quite
differently about students, content, and instruction. In other words, programs
based solely on the skills,.behaviors, and knowledge of effective, experienced
teachers would not meet the needs of the student teacher or novice teacher.
Knowledge
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"A recurrent theme throughout almost all of the studies on learning to
teach is the question" of what teacher knowledge -is. What do teachers "know
and how is that knowledge held? Who voices this knowledge? Thechanging perspectives of researchers highlight different definitions of teacher
knowledge. Different voices emerge as holders and makers of this
knowledge. Some voices are legitimized and others are silenced by the
perspective of who are the holders of the "real knowledge", the "fonnal
knowledge", or the "practical knowledge", or even the folklore and common
sense knowledge. Knowledge is an underlying, dominant theme in almost
every study. How it is investigated, interpreted and generalized is very
different and hints at the complexity of practice and research. Fenstennacher
and Richardson (1993) observe that "if knowledge is defined in one way
rather than another, teachers may know considerably more, or less, than we
suppose they do" (p.10l).
Fenstennacher and Richardson (1993) maintain that all insights,
attitudes, intuitions, understandings, skills and capabilities held by teachers
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are not necessarily knowledge. They make the case for a reasonable criterion
to base a claim of knowledge ..Fenstermacher and Richardson note that there
are a number of types of knowledge and that epistemologists, philosophers
who study the theoIY~ nature and scope ofknowledge~ differ on how many:
types there might be. Fenstennacher and Richardson focus on fonnal
knowledge and practical knowledge. Formal knowledge is propositional
knowledge~

theoretical, scientific knowledge which can be predictive and

may be held as "knowledge that". Formal knowledge is nomothetic (lawlike)
and is equally true for most cases under specified conditions (Fenstennacher,
1994). Schon (1983) used the tenn technical rationality to describe the
commonly held conception of the application of conventional social science
to the day-to-day enactment of professional practice. Schon put forward the
view that the knowledge held and used by professionals is not grounded in
research-based theoIY~ but is rather the much more messy~ ill-defined
knowledge of practice.
Practical knowledge is also technical knowledge or craft knowledge
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and is often "knowledge of how to" and in teaching this knowledge is often
held in a below meta-conscious, tacit level. The distinction between'
"knowing that" and "knowing how" is not always clear because of the
argument in some instances that the "knowledge that" is used in the
enactment of the "knowing how".
However, it is the fonnal knowledge, the "knowledge that" which has
a privileged position in Western Civilization. The tenn episteme refers to
knowing· something, having information or expressing information
propositionally (Fenstennacher & Richardson, 1993). This is fonnal
knowledge, the product of scientific method. Knowledge claims must be
supported by grounds, justified evidence and not beliefs. To know something
is to be warranted and to hold a 'Justified true belief'. There are specific
conditions that must be met if claims to knowledge are to succeed.
Knowledge in epistemology is IiInited to warranted premises. Issues in
epistemology are over the particulars of what constitutes a defensible
justification. In this discipline there is no question that justification is

27

required.
It is at this point that the question of what is the distinction between

knowledge and belief can be examined. Fenstermacher and Richardson
(1993) point out that "one can hold beliefs in the absence of any standards of
truth or justification, but that one cannot be said to know in the absence of
these standards" (p.l07). Student teachers bring beliefs about teaching to
their student teaching experience. The development of standards of truth and
justification are needed to transform some of these beliefs into knowledge.
The interaction of experience and formal knowledge through self-aware
reflection may ·provide opportunities for the development of this knowledge.
Practical knowledge was referred to by the Greeks as techne and has
not had the power or value in western society that episteme has. Knowledge
claims in this domain come from thoughtful observation, appraisal of
performance, and collaboration between researcher and practitioner. There
has not been established an accepted set of conditions for justification for
claims of practical knowledge. The implications of a belief wrongly or
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mistakenly held by a teacher results in a self-deception. This potential for
error, the falling short of some level of competent perfonnance, the resulting
deception is not a source of truth. Justification for practical knowing would
potentially articulate the belief or knowledge claim and give opportunities for
public scrutiny. The absence ofjustification reduces knowledge to belief,
opinion, or point of view.
Discourses centered in these domains of knowledge tend to be
illustrative of their bases for knowledge claims (Fenstermacher, 1994). Rdiscourse (formal knowledge) is technical, abstract and concerned with
methods of inquiry. The language used in this discourse generally seeks
objectivity with fe~ value considerations. The bulk of this discourse is in
formal, written fonn, with a goal of a finished published form. P-discourse
(practical knowledge) focuses on human action situated in context-specific
settings, i.e. individual classrooms or schools. The focus of this P-discourse
is on the messiness, the uniqueness, and the conflicting values present in
practice. This discourse is most often expressed orally without conscious
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reflection on the discourse itself
Is it possible for the language and focus of R-discourse to portray the
knowledge held in practice? It may happen that the researcher makes a claim
about what teachers know. This knowledge may be held tacitly in practice
and not articulated in P-discourse. How can the researcher prove that the
teacher hold this knowledge? .
Fenstennacher (1994) examines ways to bring these two discourse into
closer proximity. He-draws on Shulman's work-concerning teacher
knowledge. His proposal includes a number of different kinds of teacher
knowledge from P and R discourses, formal knowledge and practical
knowledge, as well as general and situational. It is acknowledged that
teachers can generate Formal Knowledge. Fenstermacher (1994) notes
Doyle's (1990) bridge that "analytic knowledge, that is knowledge that is
lifted up from but not stripped of its particulars" is useful to teachers"
(Fenstermacher, 1994, p.16). However, Fenstermacher concludes that Rdiscourse is evolving and he urges the development of new verifications ai1d

30

justifications without the tight strictures of the positivists ~ world view;
. '. Fenstennacher (1994) explores phronesis~ practical reasoning~ a
deliberative reflection on the relationship between means and ends. He
suggests that practical reasoning could be used for the demands for epistemic
warrant~

or justification with P-discourse. Fenstermacher maintains that the

provision of reasons can make actions sensible and reasonable to both the
actor and the observer (researcher). This is a minimal form of warrant for
practical action. When an action can be shown to be the reasonable thing to
do, the obvious thing to do~ or the only thing that could be done under the
circumstances, the claim of practical knowledge has epistemic merit.
Practical reasoning may allow for the investigation into the moral aspects of
action as well as an action can be examined in the light offair, right, or the
best of a number of poor alternatives.
The process of probing for practical reasoning uncovers tacit practical
knowledge held by the practitioner. This transforms the quality of this
knowledge to a level of awareness that makes reflective consideration
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possible.
Kagan (1992) highlights another issue of knowledge that is important
to this .study; She defines professional growth as changes· over time in the
behavior, knowledge, images, beliefs -or perceptions ofnovice teachers.
Professional grow-ill for the student teacher involves the acquisition of
knowledge of pupils, the use of this knowledge to reconstruct their images of
themselves as teachers, and the development ofstandard procedural routines
integrating classroom management and instruction. Therefore, growth for
these student teachers is both behavioral and conceptual. Kagan noted that
novices needed to possess clear images of themselves as teachers before
growth could occur. She identified 5 components of growth:
1. Increase in metacognition;
2. Acquisition of knowledge about pupils;
3. ShL.4t in attention (focus) from self to design of instruction to pupil
learning;
4. Development of standard procedures;
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5. Growth in problem solving skills.

". :.'

Novices begin to be able to detennine which aspects of problem
solving repertoires can be generalized across contexts. The question of what
is held as knowledge by student teachers, teachers, and teacher educators has
everything to do with what is presented in a learning opportunity, what is
experienced, and what is learned. The five student teachers in this study
reveal in their conversations what they attended to in their experiences and
what they learned from it. The issue of professional growth points to another
underlying theme throughout this study, growth and change for the
development of better teachers and teaching.
Pedagogical Content Knowledge

Shulman's work (1986) is an important piece in the changing
perspectives of researchers and teacher educators. Shulman identified a
missing piece in the study of teaching: the role of subject matter. The key
question of his study is how expert students become novice teachers.
Shulman looked at how content knowledge and pedagogy intersect. Shulman
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defined content knowledge as knowledge that a teacher holds about the
subject taught. Pedagogical content knowledge is lmowledge about how to
represent content so that students can learn it. Pedagogical content
knowledge is contained within the capacity of a teacher to transform content
knowledge into a learning opportunity and experience for students. Curricular
knowledge is a mindful awareness of how each piece of content fits within a
sequence of events, an ordering of the content knowledge presented.
Shulman then analyzed teacher knowledge and said that this comes in three
forms: propositional knowledge, case knowledge, and strategic knowledge.
He advocated the use of cases in teacher education because not only are they
richly described events, but they efficiently and effectively hold more than
one form of knowledge.
Shulman (1987) and his students and colleagues studied teacher
education students as they learned to teach as well as veteran teachers. The
basic question of his study had to do with, what do teachers know that
informs the way they teach? He described teacher lmowledge as falling into 7
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categories: 1) content knowledge, 2) general pedagogical knowledge, 3)
curriculum knowledge, 4) pedagogical content knowledge, 5) knowledge of
learners, 6) knowledge of educational contexts, and 7) lmowledge of
educational ends, purposes, values, and their philosophical and historical
grounds.
Shulman wrote that sources of the lmowledge base for teaching
included: 1) scholarship in content disciplines, 2) materials and settings of
education, 3) research on various aspects of the educational endeavor, and 4)
wisdom of practice. He set a research agenda calling for a focus on the
practicallmowledge of teachers and the establishment of case literature.
Shulman articulated a model of teaching that he called pedagogical reasoning
and action. He detailed a six stage model of pedagogical reasoning and
action. This is a spiraling process that begins with the teacher's understanding
of the ideas to be taught, transforming the ideas into repr~sentations uniquely
adapted to student, then teaching the material, next reflecting on that
teaching, and finally, reaching a new level of comprehension.
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Teacher education must become the responsibility of the entire
university according to Shulman. Shulman called for teaching reform and
launched a change· in research. He advocated more attention to investigating
teacher knowledge, especially subject matter/content knowledge.
Pedagogical content knowledge and subject matter knowledge studies
proliferated and are still areas of interest and concern as researchers examine
the different knowledge demands of different disciplines.
Yinger (1987) took issue with the separation by Shulman (1986) of
pedagogical content knowledge about subject matter and pedagogical
knowledge of teaching. These two types of knowledge, according to Yinger,
are intertwined and embedded in patterns for action. Skilled performance is
composed of holistic thought-action patterns. Improvisational action is
composed during and in response to action. A performance is composed of
patterns providing pathways for action. Yinger charged that the social
sciences had made researchers comfortable describing action "apart from the
actor" (Yinger, 1987, p. 76). Knowing and being is closely wrapped up in
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acting. Perrormance, to Yinger, is only understood in relation to the actor
and the situation..
Hermeneutic Perspectives
Hermeneutics has to do with understanding the way in which
participants make sense of what is happening to them in an event, situation,
or context. Researchers who hold a hermeneutic perspective view learning to
teach as not merely a matter of applying decontextualized skills or of
mirroring predetermined images or set prescriptions. "It is a time when one's
past, present, and future are set in dynamic tension. Learning to teach, like
teaching itself, is always the process of becoming: a time offormation and
transformation, of scrutiny into what one is doing and who one can become"
(Britzman, 1991, p. 8). The image here is ofconstructivisim; the student
teacher re-constructs the student-self into the teacher-self.
Teacher Beliefs
Beliefs are "thought of as psychologically-held understandings,
premises or propositions about the world that are thought to be true"
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(Richardson, 1995, p.6-4). Richardson notes Goodenough's description of
beliefs as propositions that are held to be true and are accepted as guides for
assessing the future, making decisions, and passing judgements.
Recent investigations have explored novice teachers' beliefs about
teaching and their developing knowledge from an interpretive, critical stance
(Fox, 1993). Research has shifted from a focus on behavior for the purposes
of prediction to a hermeneutic focus on understandings. Richardson (1994)
points out that the significant changes in the research on the practice of
teaching are illustrative of changes in perspectives on power, voice, the
nature of knowledge as well as research methodology. Detailed case analyses
which feature the voices of teacher candidates, student teachers, and first
year teachers have recently taken the center stage of research. Within this
paradigm, the experience of learning to teach is seen as a social negotiation,
not as an individu~ problem of behavior. This social negotiation is context
determined (Britzman, 1991).
Beliefs are formed from personal experience as well as knowledge and
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what we believe is true. Initial perspectives about teacher, formed as
students, shape beliefs that students bring with them to initial teacher
preparation programs. In the same manner as noted by Richardson's (1994)
explanation. of beliefs used as propositions, initial teacher preparation
students use their beliefs. Entering students hold strong beliefs that learning
to teach can only be accomplished through experience. (Richardson-Koehler,
1985). Are some student teaching experiences· and contexts more conducive
to belief examination and transformation into knowledge? .
Grossman (1991) investigated how students could be moved beyond
the perspective of students to an awareness of the issues of teaching. This
study focused on students in an initial teacher preparation class as the
instructor tried to engage the students in thinking about the kinds of planning
and decision making teachers must engage in. She recommended the use of
case studies of exemplars of practice so that "images of the possible" would
be available to pre-service teachers. Teacher beliefs were seen as integral to
the learning to teach process.
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This was not such a new idea. Lortie (1975) had noted that everyone
serves an '!apprenticeship of observation" in teaching. By the time a person
has entered teacher education, that person has spent approximately 13,000
hours observing teachers. Lortie pointed out that this observation time is not
passive but is charged by the relations of power operating in compulsory
contexts. The story of learning to teach begins with these early learning
experiences. Mass public education has made the teaching profession one of
the most familiar in this culture. It is taken for granted that everyone knows
what a teacher is and does. Students bring to their teacher education courses
their own educational biographies. Small wonder that some world views and
orientations as well as cultural myths are so persistent. Issues of pedagogy
do not enter into a student's view of the teacher's work (Britzman, 1991).
Student beliefs about teaching do not acknowledge a need for pedagogical
issues.
This informal apprenticeship of students highlights one of the
challenges of teacher education and learning to teach. At many points in the
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coursework of initial teacher preparation courses, a "need to know"
disposition. is lacking in the students. Richardson (1985) referred to this as a
feed-forward problem. Students are presented with information before they
have a question about it. In many cases, these questions are not likely to be
asked until the students are in their student teaching and first year of teaching
situations. This phenomenon also includes learning resistance. Course
content is not seen as relevant or important. Later claims are made that this
same content was not provided. Student beliefs about what teaching is and
what kinds of knowledge teachers need are as central in the need to know
disposition as the actual classroom experience as a teacher that eventually
helps remediate the problem.
While claims can be made that knowledge has always been at the heart
of teaching and teacher education research, Shulman did launch a new search
fOt: teacher knowledge and a knowledge base for the profession. This time,
knowledge was not the sole child of clinical psychologists and behaviorists.
Competing voices concerning who makes knowledge, who holds knowledge,
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and how knowledge is used joined the research conversation.
Research on practice has shifted toward the hermeneutic purpose of
understanding how teachers make sense of teaching and learning. Questions
of power and control permutate into considerations of who creates,
constructs or reconstructs knowledge about teaching practice (Richardson,
1994). Research is constructed by practitioners, researchers, andjoint
collaborations of both.
Richardson (in press-a) maintains that for the most part, practitioner
research is practical inquiry that focuses on the immediate, situational and
context-bound needs of individual teachers as they examine and try to
improve their practice. The motivation for this research is different from that
of the researcher who wants to gain understandings that can be generalized
across teaching contexts. Products of practical inquiry research done by
practitioners may be changes in practice or simply deeper understandings of
an event or process. There is seldom any intent in this type of research to
generalize or expand the results to add to the knowledge base of the

42

profession .
... Issues of voice are raised when researchers translate the voices of
teachers when publishing their findings. Giddens (1976) points out the
double hermeneutic in social science research which may be related to
research on teaching practice. The first hermeneutic is the conception of
reality as constructed by the teacher. The second hermeneutic is the
reconstruction of that meaning into new frames by the researcher.
Collaboration models of research stress ·the mutual reconstruction process
that is agreed upon by both the practitioner and the researcher (i.e. Connelly
and Clandinin, 1990).
Cochran-Smith and Lytle (1990) claim that the ways in which student
teachers understand themselves as teachers are in fact the student teachers'
theories of teaching. They recommend that teacher educators should
acknowledge and then build on student teachers' existing theories of
teaching. Yinger's earlier research (1977) supported this in drawing a direct
connection between teachers' interpretations of their experiences and the
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subsequent decisions and judgements that they make. He argued that it was
important to·study how teachers make sense of their world.

,... '

Britzman (1991) wrote that knowledge about teaching and perceptions
of themselves as teachers are constructed from their experiences and the
influence of those within .their context. ·The student teacher's development of
identity as a teacher is "contingent in that it is always positioned in relation to
history, desires, and circumstances"(p.25). There is agreement here that
student teacher perceptions are mediated by their history and beliefs.
Personal Practical Knowledge
Concerns with the question, "What do teachers know?", central to the
personal practical knowledge research perspective, were begun by Elbaz
(1983) when she studied "Sarah", a high school teacher. This focus on how a
teacher knows or understands a classroom situation has been expanded by
Connelly and Clandinin (1987). The focus ~1:hiQ this p~rspective is on the
personal understandings teachers have of their work, their daily work
including those concerns that are not considered problematic or defined as

44

dilemmas. Practical rationality, a key element within this perspective, is
viewed as different from technical rationality; knowledge held in practice is
fundamentally different from knowledge held in theory. Technical rationality
seeks generalizations about the nature of things (Fenstermacher, 1994).
Practical rationality is experiential and evolves out of individual and unique
circumstances and contexts. Practical rationality is also composed of a
professional's personal history and their intentions and purposes.
Researchers who hold this perspective argue that technical rationality ignores
practical knowledge and the personal intentions of teachers. The knowledge
base for teaching is held as much by teachers as it is by researchers.
Research methodology for researchers of personal practical knowledge
generally use intensive case studies or intensive self-analyses. The images,
metaphors and tacit theories that teachers hold and use to make sense of their
experience are at the heart of the inquiry into personal practical knowledge.
Elbaz (1983), in her case study ofa high school teacher, identified
three levels of generality in the organization of practical knowledge. The first
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level consists of the rules of practice. This level is fairly straightforward.
Rules of practice define actions to be taken in particular situations when
purposes are clear. The second level is composed of practical principles.
Practical principles are broader statements for use in reflecting upon
situations and selecting from among practices those specific ones which
might best apply to particular situations. The third level consists of
normative images which are general orienting frameworks. Teacher beliefs,
values, needs, even biography combine here as the teacher forms images of
how teaching should be. It is at this level that formal and theoretical
knowledge combines with experience and folklore. The emphasis of this
study was on the characteristics of teacher knowledge, not the specific items
in the knowledge base itself. Elbaz found that the teacher she studied did not
hold knowledge as theory or empirical propositions. This teacher knew how
to carry out instructional tasks, resolve conflicts, connect goals to plans and
then to performance. These were the components of this teacher's practical
knowledge.
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The work of Clandinin and Connelly concentrates on specific teaching
episodes in a teacher's classroom and on the personal practical knowledge
defined as an account of how the teacher knows this situation. For these
researchers, practical rules and principles, routines, rituals, habits, rhythms,
and images contain the essence of practice. Image is especially important as
a type of knowledge that utilizes the past and present experience. "An image
is a way of organizing and reorganizing past experience. It embodies a
person's experience, finds expression in practice, and is the perspective from
which new experience is taken." (Clandinin, 1986). Teacher thinking is
experiential understanding. Images are conceptions that teachers have of their
work that explain decisions made and actions taken.
Clandinin (1993) wrote that "teacher knowledge is experiential,
embodied knowledge that is constructed and reconstructed as we live out our
lives" (p.218). She views teaching as an ongoinRinquiry. Teaching is seen
as a narrative inquiry into self, children, classrooms and the ways all the
participants make sense of the subject matter and contexts. This view
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accommodates the complexity of practice. Clandinin turns the question of
what should be included, i.e. skills and strategies that must be learned, in a
professional knowledge base for teacher education into the question of what
kind of situations can support the narrative inquiries of student teachers,
classroom teachers, and university teachers.
This process of inquis"'j as a part of teaching, an ongoing inquiry
throughout a teacher's life, changes the old transmission models of teacher
education. Clandinin claims that the notion of teaching as something that can
be demonstrated and transferred, modeled and imitated is not valid. The
ideas of expert and novice dissolve in the very personal issues of context and
personal history that are at the heart of the inquiry process. Connelly and
Clandinin (1990, p.l2) wrote, "What is at stake is less a matter of working
theories and ideologies and more a question of the place of research in the
improvement of practice and ofho~ researchers and practitioners may
productively relate to one another." The use of image as well as narrative
and story are attempts by these researchers to avoid the researcher filter of
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external theories and constructs on the personal practical knowledge of
teachers (Fenstermacher, 1994).

...

Research methodology involves the preparation of narrative accounts
of field notes and interviews. The, narrative accounts are written in the first
person as letters from the researcher to the teacher as a way of beginning the
conversation of the developing notions of the teacher's personal practical
thinking. Researcher and teacher collaborate to uncover a teacher's personal
philosophy of teaching as well as the historical, personal, and professional
experience that the teacher uses to reconstruct narrative unities.
The personal practical knowledge research does not separate
knowledge from the knower. Questions change in this framework from how
teachers learn a defined body of knowledge about practice to how do settings
affect the development of personal perspectives. This should not negate the
possibility that there are in fact some generalizable funds of knowledge about
teaching that teachers know and that enables them to teach within their
settings.
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Reflective Practitioners
John Dewey wrote aboutrefiection in the 1930's. The reflective
professional perspective focuses teacher preparation on the reflective
capacities ·of observation, analysis, interpretation and decision making. The
heart of this perspective is action or problem solving. Schon (1983) noted that
professionals engage in problem setting; a process in which those items of
focus are named and the context is.framed. Framing and reframing of
problems or situations is an important part in becoming reflective. The
generalities of technical rationality are mediated by the reflection-in-action of
professionals who bring their experiences and mindful awareness of contexts
to the uniqueness of the problem situation. Teachers, as professionals should
be able to think critically about their work. The professional knowledge base
includes personal knowledge, craft knowledge of skilled practitioners, and
propositional knowledge from classroom research and from the social and
behavioral sciences. Teaching skills and research results are not seen as
prescriptive but as embedded in a conceptual framework that teachers are
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cognizant of and self-conscious of as they decide when to use different skills.
Competencies for teachers in-this theme include inquiry skills as well as
classroom behaviors. Research studies that use this perspective feature
narrative descriptions and feedback formats.
Munby and Russell (1989) are also concerned with teachers' practical
knowledge and its discovery through the examination of metaphors teachers'
use. These researchers cite Schon's work (1983) as a basis for their own.
They have examined the notions of nonpropositional knowiedge which are
not easily expressed as rules or prescriptions. Their studies have focused on
.the changes over time of the metaphors used by preservice~ beginning and
experienced teachers concerning their practical knowledge about instruction~
curriculum~

and students as learners. Metaphors are seen as a powerful lens

to uncover how teachers frame and solve classroom problems. Munby and
Russell accept Schon's notion of a problem solving emphasis.
Russell and Johnston (1988) studied four teachers. Their focus was on
how these teachers reframed the events of their practice and acted used these
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new understandings in subsequent teaching events. These images of teaching,
expressed as metaphors (ex.- conduit metaphor of teaching) seemed to be the
determining factor for whether the teachers learned from their experiences.
These investigators have found that there are patterns of development in
teachers' awareness of practice events. Beginning teachers are aware of the
strategies with which they are comfortable. With more experience, they
refine these strategies. At the next level, teachers become attentive to
students' reactions, question puzzling situations and start to reframe their view
of their practice. This is the "reflection-in-action" as put forward by Schon. It
is through this process that practice changes, although teachers might not
always be able to express their reframed view in a formal, analytical manner.
Student Teaching Studies
Recent research on teacher education seems to indicate that student
teaching is the most salient and memorable experience provided by teacher
education programs (Griffin, I 986,1989). Formal lessons on classroom
management strategies are often forgotten while knowledge gained in student
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teaching settings are remembered for years. This important piece of teacher
education has also been researched and explored in a number of ways.
Yee (1969) found that the primary influence on the student teachers'
instructional style is the cooperating teacher. Olson and Carter (1989) found a
wide range of differences between cooperating teachers' abilities to
communicate knowledge about teaching. Thirty-six cooperating teachers
participated in the study. The results seem to suggest that the placement of
student teachers with cooperating teachers is largely responsible for
determine the substance, quality, and opportunities for learning offered by the
student teaching experience.
Zeichner and Tabachnick (1981) focused on the commonly accepted
belief that colleges and universities influenced their education students to hold
more liberal, progressive views towards education and that these views
shifted when the students :went i!Ito student teaching. Classrooms and in
service experiences tend to make the new teachers more conservative and
traditional. These researchers cited Bartholomew's work (1976, cited in
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Zeichner and Tabachnick, 1981) to argue the .point that universities are just as
traditional as: the schools in regards to practice. Liberal language is
encouraged, but practices are separate from theory and the emphasis in
teaching methods is on transmission of approved views and information.
Students are expected to demonstrate mastery of this chosen body of
knowledge. Drawing on the work ofPopkewitz (1979, as cited in Zeichner
and Tabachnick, 1981), these authors note that the university joins public
schools in promoting a view of knowledge which is essentially conservative
and supportive of the existing social system. Zeichner and Tabachnick
(1981) and Tabachnick, Densmore, Adler and Egan's work, (1982) is
illustrative of this. The analysis of student teaching in these studies disclosed
official university statements which encouraged students to develop and
experiment with styles and methods of teaching while at the same time
delivering the message to.thesestudents that they must fit as smoothly as
possible into the ongoing practices which th~y found in the schools.
University supervisors were accomplices in their emphasis on techniques of
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teaching. The emphasis was on how things were to be done without asking
students to .consider what was to be done and why. The conclusions were
that university effects are not washed out by experience, and'in fact, those
conservative, traditional tendencies are strengthened by the student teaching
experiences. In a later study, (1985), Zeichner and Tabachnick examined
four beginning teachers' development of teaching perspectives in a two-year
longitudinal study. They found that loss ofideaIism is not at} inevitable result
of induction into teaching. The implications are that the efforts to inculcate
change within the teaching profession by fonnal teacher preparation programs
has chances for success.
In another study, Tabachnick and Zeichner (1984) refuted Lortie's

claims concerning the primacy of the teaching models internalized during the
thousands of hours that students spend as pupils in classrooms. They claimed
that few researchers have actually examined what takes place during the
experience itself and how professional life is interpreted and acted upon as
students participate. Tabachnick and Zeichner took issue with those studies
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that con~entrated on teacher ideologies, a connected set of systematically
related beliefs and ideas about what are felt to be the essentials of teaching.
They claimed that there is no direct correspondence between teacher
ideologies, which exist at a fairly high level of abstraction, and the
perspectives that guide daily classroom practice. Reviewing those studies
that have examined the impact of student teaching on the development of
teacher perspectives, these researchers made the claim that student teaching
contributes to the development of practical perspectives; where what works in
the short run to get the class through the required lesson in a quiet and orderly
manner becomes the major criterion for evaluating a teaching activity or
method. Tabachnick and Zeichner's study consisted of Teacher Belief
Inventories, biographical histories, classroom teaching observations and
interviews of 13 elementary student teachers. Three of the five interviews
included questions to clarify the observed lessons. The student teachers
articulated their intentions for the lessons and how they gave meaning to their
actions, after the fact. The researchers identified 18 dilemmas, a situation or
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event that pulled the student teachers in contradictory directions by
conflicting appeals within each dilemma. Each of the student's characteristic
way of resolving each dilemma was detennined through analysis of the
interview and observational data. Teaching perspectives were defined
according to students' dominant modes of resolving the 18 dilemmas of
teaching. Results from this study are especially interesting because the data
collected did not indicate that student teaching resulted in a homogenization
of teacher perspectives. Students came into the experience with different
teaching perspectives and significant differences remained at the end of the
semester. In other words, student teaching did not significantly alter the
substance of the teaching perspectives of the 13 students in this study. For
the most part, students became more proficient in expressing and more
skillful in implementing the perspectives that they possessed in less
developed forms at the beginning of the semest~r. The dominant tre)1d was
for teaching perspectives to develop and grow in a direction consistent with
the "latent culture" that students brought to the experience. Latent culture is
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Lortie's concept of the early apprenticeship of observation in classrooms that
students undergo. Tabachnick and Zeichner's study supports the position of
Lortie (1975) that student teaching plays little part in altering the course set
by anticipatory socialization. At the same time, these researchers challenge
Lortie's concept that student teacher biography is the key factor in the student
teaching experience. The classroom actions of student teachers are a result of
a continual interplay between the intentions of individuals and institutional
constraints. Tabachnick and Zeichner believe that student teacher
socialization is a more negotiated and interactive process that is influenced by
what the student teacher brings to it but not totally determiiled by it. The
ecology of the environment is an important factor in the student teaching
expenence.
Questions remain about where the developing knowledge of student
teachers come from. Concerns about initial teacher program effective.ness
have surfaced in a number of student teaching studies. Griffin (1983) found
that student teachers' feedback during interviews revealed little connection
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with pedagogical content knowledge taught in their initial teacher preparation
courses. Further, there was little evidence of consideration of research on
teaching and learning. Student teacher responses were context specific and
particularistic.
Dialogue for understanding
Richardson & Fenstennacher (1992) noted that dialogue may be
critical to the development of individual and group dispositions toward
reflection and change. Our essence as humans may lie in the fact that we are
dialogical and that our reality is in our language. Richardson &
Fenstennacher (1992) wrote that dialogue is also construed as a necessary
social process that organizes and develops beliefs and creates social meaning.

It is through the process of fonnulating words that ideas and meanings are
given social actuality and are confinned or changed by the ongoing dialogue.
"Dialogue is a phenomenon of discourse .. responsive to context and
changing purposes ... Dialogue is a particular kind of pedagogical
communicative relation: a conversational interaction directed intentionally
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toward teaching and learning. "(Burbules, p. 7, x, 1993) Burbules explains that
there are four distinct types of dialogue which he calls; dialogue as inquiry,
dialogue as conversation, dialogue as debate, and dialogue as instruction.
The points of difference between the types have to do with their assumptions
·about knowledge, their degree of acceptance of alternative points of view, the
amounts of competition and competitiveness involved in the dialogue, and the
kind and degree of authority they generate. The goal of dialogical teaching
and learning is the mutual development of understanding through a process of
shared inquiry.
Dialogue involves two or more participants. It requires a context of
open participation by any of its partners and it is guided by a spirit of
discovery so that the typical tone of a dialogue is exploratory and
interrogative. This activity is directed toward discovery and new
understanding which stands to improve the knowledge, insight, or sensitivity
of its participants. Dialogue "represents a continuous, developmental
communicative interchange through which we stand to gain a fuller
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apprehension of the world, ourselves, and one another." (Burbules,1993,
p. 8) It requires a commitment to the process of communication, a
perseverance to reach some meaningful understandings or negotiated
agreements among the participants. It is within this context of dialogue that
the roles of teacher and learner are constantly exchanged and shared.
Concerns within the process are not solely focused on providing new
information but with reaching an explicit understanding of how knowledge is
made. Opportunities are provided for all participants to become learners, to
construct their own understandings, to change their minds, decide on
alternative courses of actions or redefinitions of priorities. The spirit of
dialogue is a comfortableness in holding many points of view in suspension,
along with a primary interest in the construction of common meaning.
Cochran-Smith (1990) suggests the need for dialogue to develop
shared understandings and interpretations of teaching through a group
discussion process she calls "interpretive inquiry". Foucault (1972, as cited in
Burbules, 1993) directly stated that "discourses create knowledge." The act
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of writing or spe~g creates knowledge. This knowledge can change belief
and practice.
Richardson and Fenstennacher (1992), while writing about practical
argument and the role of the "other", make the claim that dialogue leads to
greater understanding for the individual and shared understanding for the
group. The focus of the dialogue is on issues of mutual interest to the
participants. All participants share the roles of teacher and learner.
Richardson and Fenstennacher (1992) point out that it is through dialogue
that the "other" in a practical argument relationship seeks to become clear
about teacher understandings of actions. Through the dialogue the other
assists the teacher to formalize and examine the premises that are related to
the action. Oral dialogue is useful in surfacing beliefs that might be quite
unconsciously held. Contradictions among premises and practices are
revealed. The later introduction of alternative premises :begins a process of
reconstructing the practical argument. As a result of this reconstruction, the
teacher may experience a change of perspective and choose to take different
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actions when a similar situation occurs in the future. This is not only a model
of change, it is a model of learning.
Vasquez-Levy (1993) wrote that.dialogue in her study went beyond
conversation and became a necessary tool for deriving meaning and enabling
her participants to engage in reflection, rediscovering beliefs, clarifying their
complexity and exploring meanings. A precondition of these dialogues was a
context of openness to differences, mutual respect, faithful listening and
responsiveness. Dialogue became a process that enabled participants in this
study to change their beliefs and make change in their practices as they
reconstructed their practical arguments.
This reconstructing theme is echoed by Johnston (1994) who
concluded from her case studies of student teachers that "student teaching
should be a process of reconstructing visions of practice. " (p.81) She is also
an advocate of the use of dialogue. She cites Gitlin's (1990) preconditions for
dialogue: all participants see the discourse as important and have a say in
detennining its course. Participants mutually construct understandings of the
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subject being discussed. Johnston notes that the dialogue must include more
than the traditional emphasis on the technical aspects of teaching. The focus
must be on the developing practicallmowledge of the student teachers. This
puts a frame around the student teachers' images of teaching. Student
teachers become engaged in reconstructing those images as the "problematic
nature of teaching brings inconsistencies and contradictions to light" (p. 81).
Images of teaching become the basis for the dialogue.
Clandinin (1986) wrote about the link between experience and image.
She noted that in therapeutic literature "image" is seen as a central concept.
Image accounts for the flow of thought as a person interacts with an ever
changing environment. Image functions as a mediator between the
unconscious and conscious levels of being. "What is known at the
unconscious level finds expression in a person's thought and action through a
person's images" (p.17). Clandinin links this concept of image with personal
practical knowledge. Memory of experiences recorded in images requires
reconstructive processes. Memory of experiences becomes perceptual
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infonnation that is re-organized and transfonned. By its nature it is selective
and incomplete. Clandinin redefines the concept of image as a dynamic and
.constructive link between experience and the more traditional view of image.
She views image as a central construct for understanding a teacher's personal
practical knowledge. This knowledge is linked to past experiences and to
ongoing praxis (practice).
Clandinin conceives of personal practical knowledge as experiential,
value-laden, purposeful and oriented to practice. This knowledge is tentative
and subject to change. It is here that practice and theory are linked. Practice
is theory in action. Changes in theory are driven by the "shifting exigencies
of the practical world" (1986, p.20). Praxis changes theory. The development
of this personal practical knowledge is of special interest to this study as it is
revealed through dialogue.
Dialogue, reconstruction of images, and personal practical knowledge
are also found in Elbaz's (1991) concept of narrative structures. She makes
the point that teacher knowledge, in its own tenns, is ordered by story and is
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best understood in this way.
Carter (1993) affinns that story is at the center of the constructive
process of building models of the causal structure of events. "To understand
thinking, then, it is necessary to find the story that structures an individual's
model or theory of events" (p.7). Johnston's (1994) work supports this
constructive claim that student teaching should be a process of reconstructing
visions of practice using dialogue. It is this dialogue that brings the images,
stories, and models to light.
Cazden (1986) quoted Douglas Barnes, "speech unites the cognitive
and the social ... speech makes available to reflection the processes by which
they relate new knowledge to old" (p.432). Cazden's chapter in the Handbook
of Research on Teachiug focused on classroom discourse, but many of the
constructs are equally valid in small group, seminar discussions. The field of
ethnography of communication, researched since the 1960's, has contributed
the following assumptions and constructs.
"Activities have participation structures with rights and obligations for
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participation. Contextualization cues are the verbal and nonverbal cues that
signal how utterances are to be understood, and inferencing is required for
conversational comprehension. Rules for participation are implicit, conveyed
and learned through interaction itself
Meaning is context specific. All instances of a behavior are not
functionally equivalent, and messages can serve multiple functions.
Frames of reference are developed over time and guide individual
participation. Frame clashes result from differences in perception developed
in past interactional experiences." (Cazden, 1986, p. 434)
Context is the situation as the speaker finds it before speaking. It is the
rules for speaking in such a context to which the speaker's utterances must be
appropriate. However, speaking can change the context. Events and
participation structures are important concepts within context. The construct
of participation structure refers to the rights and obligations of participants
with respect to who can say what, when and to whom.
Burbules (1993) quoted Bakhtin, "language is fundamentally
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dialogical" (p.ll). Language is used and created by speaking with others and
carries nuances and meanings created by other speakers and other times.
"Finding our voice we inevitably hear the echoes of others" (Burbules,1993,
p.ll). Dialogue is also related to capacity for thought, especially problem
solving. Drawing on Vygotsky's work (1978, 1986) language precedes
thought. Ratiocinative capacities are formed by the internalization of
communicative interactions that are experienced very early in life. The
external dialogue with other is internalized within ourselves. It is the belief of
this researcher that this process does not end with early childhood, but
continues and can be illustrated by the process ofleaming to teach.
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CHAPTER THREE
METHOD
Introduction
Purpose of the study
This study was undertaken to illustrate and analyze the process of
learning to teach of five student teachers within the student teaching setting
in conjunction with a reflective dialogue within a community of learners. It
is these five student teachers' understandings of the development and changes
in their own beliefs and practices and the resulting growth of practical
knowledge that is the focal point of this study. This is conjointly a study of
individual understandings and professional growth, and communal growth
through dialogue. I looked for instantiations of learning as a social
phenomenon. Guiding questions during the research were formulated as a
result of my own personal practical knowledge. My previous work with in
service teachers, my background as an elementary school teacher, as well as
my course work and readings all contribute to the perspectives which I
brought to this work. Concepts such as Piaget's disequilibrium, Vygotsky's
zone of proximal development and internalization, cognitive schema theory,
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and Bruner's narrative structures are linked with language development.
Verbal language, dialogue, facilitates and enhances the development of
images and concepts as well as sharing information. Dialogue enables a
social construction of learning. I used a pragmatics of discourse theoretical
orientation as a part of the data analysis.
Question/Problem

How do student teachers learn to become teachers, constructing the
beginnings of personal practical knowledge from their practicum
experiences?
1. How do the understandings of teaching change for student teachers
as they progress through their student teaching experience?
1.01. What images, metaphors, and perspectives do they use?
1.02. What topics/subjects do they choose to express?
2. Is there evidence oflinks between the formal knowledge learned in
the initial teacher preparation course work and these student teachers'
discussions of knowledge of practice gained during student teaching?
3. Are there evidences of shared understandings constructed by this
seminar group?
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3.01. What is the evolutionary history of the major topics/subjects
developed within the seminars?
3.02. Is there a connection between the major themes and the
concluding teacher images expressed by the participants?
4. Is there any evidence of the development of practical knowledge
during the student teaching semester as observed conjointly in the classroom
observations and seminar dialogues?
Case studies of five student teachers and analysis of seminar
transcripts were developed to address these questions.
QJIalitatiye Rationale
Learning to teach is not a single event. It is an ongoing, continual
process. For the individual engaged in the process it is a reconstruction of
self as well as an evolution of discovery and integration.
The method of research for this study faIls within the boundaries of
qualitative inquiry (Erickson, 1986). Qualitative research seeks an
understanding of human experience. Case study data was collected to
understand the participant's experience, from their perspective, by grounding
the data in the contexts of the personal. Qualitative research notes what is
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happening in key episodes or testimonies and represents this with
interpretations as narratives or stories. These narratives are used to allow the
reader access to an-experiential understanding of the case. This study
includes five instrumental case studies of learning to teach. These case
studies are instrumental because the issues and questions were framed by the
researcher going into the study and were held as the foci for the data
collection. Each case offers its own unique story on this common theme of
learning to teach. The inclusions of data from the seminar dialogues relates
the individual experiences to the shared, collective experiences and
negotiated understandings that resulted from this community.
Generalizations from case studies are at odds with the nature of the
uniqueness of the case. The importance is in coming to know the particularity
of the case. However, analyzing the transcripts from the communal seminar
setting illuminated the public nature of the learning to teach experience.
Erickson (1986) notes that in the interpretation of the data within qualitative
studies, assertions are made, rather than findings. The researcher frames the
data and its interpretation and ultimately offers a personal view. Thick
descriptions, experiential understandings, and multiple realities all require an
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ongoing, interpretive role of the researcher. This is not a process of proving
a cause-and-effect explanation. The epistomological orientation of
qualitative research is existential and constructivist. The emphasis on
interpretation demands subjectivity as an essential element of understanding.
Perceived understanding on the part of the researcher can in fact be
misunderstanding and misperception. Collaboration with participants to
check and re-check interpretations played a part in keeping the·interpretation
"honest". Triangulation of data· within this study was used in conjunction·
with the classroom observations through feedback-interviews with
cooperating teachers.
Connelly and Clandinin's (1990) concept of a teaching act as a
narrative-in-action is used as an important lens to examine the narratives of
these student teachers. Student teacher narratives are constructions that give
meanings to events and define the experience. How student teachers
understand the context and evolution of their practices determines the agency
they see within the context (Britzman, 1991). The struggle of the part
student, part teacher to educate others while they are learning themselves
came through in these student teacher dialogues. This search for meaning is
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interpretive, constructivist and critical. The oral, -social, group nature of this
study-sets important boundaries and possibilities for this process. It is the
social nature of learning, the social construction of meanings, the support that
a peer group can offer and the multiple visions that dialogue within a learning
community afford that offer opportunities for getting a closer, more intimate
glimpse of the understandings that these participants construct for
themselves.
Many studies use data obtained from reflective journals, student
writings are done in isolation. The learning community does not benefit from
individual writings unless they are shared. I chose the process of collecting
data from the group dialogues and conversations because of held beliefs

about the social construction of knowledge and a hypothesis that student
teachers would talk about more issues than they would write about. A
dialogue about student teaching issues by student teachers would reveal more
about their understandings of their experiences than a written paper that
would focus on one or at most, two events or issues. The group process is_
closer to the lived experience in the classroom that is also socially negotiated
and mediated by these student teachers. Dialogue also gives opportunities
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for development and growth of knowledge. Dialogue is a tool for learning
and a window on its development.
Pra2IDatics of Discourse
Kreckel (1981) defines pragmatics as the science of language use. A
set of universal pragmatics has been suggested. Philosophers such as Grice
and Habermas (as reported in Kreckel, 1981) have examined 'conversational
maxims', 'validity claims', and 'principles of normal rational agenthood'.
Coversational "maxims" that are reasonably held to be true seem to be
general assumptions about a speaker and what is said. A speaker making a
conversational contribution implies that he is telling the truth (quality), tells
the listener all he/she needs to know and no more (quantity), says things that
are relevant (relation), and uses speech clearly and unambiguously (manner).
Habermas (cited in Kreckel, 1981), brings a sociological perspective to
the speech action. Speech action relies on four consensual presuppositions:
1) the speaker's claim that his contribution is true, 2) that his utterance is
comprehensible, 3) that his expression of intentions is truthful, and 4) that his
utterance is right or appropriate in relation to the recognized normative
context.
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Allwood (as cited in Kreckel, 1981, p. 14) further analyzes the notion
of truthfulness into 7 principles which hold true if there are no disturbing
factors present.
1. Typical human beings are normal rational agents.

2. The intentionally controllable behavior of an agent is intentional and

purposeful.
3. The actions of an agent are not performance against hislher own

will.
4. The actions of a normal agent are motivated.
5. Normal agents do not act so as to decrease their pleasure or increase
their pain.
6. The actions of a rational agent are selected so as to provide the most
adequate and efficient way of achieving the purpose for which
they are intended.
7. The actions of a rational agent are performed only ifhe thinks it is
possible to achieve their intended purpose.
These maxims, claims, and principles have not been universally
accepted. Linguistically oriented anthropologists have noted that what is told
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and what is withheld is context dependent, including goal specific variables.
Further critical assessments make it clear that these universals cannot hold
true if the speaker does not "know their own mind". Further, the notion of
normal rational agenthood within Allwood's scheme may be a "sub-culture
dependent of white, male, middle-class academics of the "First
World. ""(Kreckle, 1981 , p.16). However, these frames offer a beginning
vantage point to begin to consider pieces of conversation and dialogue.
Another tool for analyzing dialogue comes from empirical pragmatics
(Kreckel, 1981). The three main concerns of this theoretical construct are:
1. Accounting for conditions under which an utterance will either be
accepted or rejected by the speakers
2. Fonnulating the principles which must be satisfied for an utterance
to be successful
3. Making clear how an acceptable and successful utterance is
connected with the structure or interpretation of the discourse.
A systematic analysis of the "situation" which includes the setting and
the purpose as well as the participants was undertaken to frame the context
of the seminar meetings. Context is an inseparable piece of qualitative data
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and the following quote reveals its link to dialogue and conversation.
"A statement, spoken in real life, is never detached
from the situation in which it has been uttered. For each
verbal statement by a human being has the aim and function
of expressing some thought or feeling actual at that moment
and in that situation, and necessary for some reason or other
to be known to another person or persons - in order either to
serve purposes of common action or to establish ties of
purely social communication... In each case, therefore,
utterance and situation is indispensable for the
understanding of the words. Exactly as in the reality of
spoken or written languages, a word without linguistic
context is a mere figment and stands for nothing by itself, so
in the reality of a spoken living tongue, the utterance has no
meaning except in the context of situation" (Malinowski as
quoted in Kreckel, 1981, p.19).
This context dependence is echoed by Halliday (quoted in
Kreckel,1981, p.19) "All language functions in context of situation ... :'. From
a linguistic and a constructivist point of view, the data in this study was
analyzed to search for situational factors that impacted what was discussed.
Contextual consideration was also provided by cultural prerequisites
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for speech. (Kreckel, 1981) This theoretical construct has to do with speech
signals encoding the purposes of speech to achieve particular socially
recognized goals in terms of socially constituted role relations. Speech is
organized as an elaborate system of types of discourse events in a way that is
similar to the game format described by Burbules (1993). This construct can
work only through agreed upon signals which pre-suppose common personal
histories of experience, sometimes cultural experiences or negotiated
agreements by the participants. The personal history of experiences of the
listener predisposes himlher to take up certain kiDds of information and to
ignore others. While listening has often been viewed as a passive role, in
discourse analysis, the listener, or audience, plays a very active part in how
and what is said in a conversation or dialogue.
Setting
In the sections that follow, I first give some general facts about the

student teaching program that the five student teachers were involved in, the
seminar settings and format for the conversations, and then information on
the subject student teachers. Descriptions of methods of collecting data and
then the processes used in analyzing the data will then be provided. It is the
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intent of this chapter to place this study within a research framework.
Student Teaching Pr0iUam
All student teachers were completing their initial teacher preparation
program from a large university in the southwestern part of the U.S. Their
student teaching assignments, with me as their supervisor, were somewhat
randomly made in the fall, 1993. All five were young women between the
ages of 20 and 21. The initial teacher preparation program at this university
has a number of teacher educators who are leading lights in the field. There
is a significant emphasis within the program on reflective thinking about
practice and the perspective of teaching as a complex, social activity.
Students are admitted to the program during their junior year or as post-bac
students. There is some considerable competition for entrance as the number
of applicants exceeds the number of slots available. The usual progression is
through introductory courses with field work included, to methods courses
which lead to the student teaching placement. Research findings and
practices are included in the formal course work.
Efforts are made by the student teaching placement office to try to
match up the needs of the students and the cooperating teachers. The
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numbers of student teacher placements complicates the process and "luck of
the draw" can occur. Student teaching takes a full semester, 15 weeks, with
continuing course work on campus for the first four weeks of the semester.
The course work is a 2 credit course on main streaming and students were
required to attend this on Mondays and Tuesdays, 11:00-3:00. Students
attended this course for a total of 8 sessions. Three all-day Saturday
professional development seminars were held during this first half as well for
I credit. The proseminars were developed around themes of classroom
management, school and society, and assessment issues. The organization of
presentations resembled a conference format. Students chose from a list of
presenters which workshop they attended in the morning and the afternoon.
In addition, bi-weekly seminar meetings were held. These were
attended by the university supervisors and their student teachers. These
seminars were opportunities to touch base as a group, continue the
coordination of the experience through the university, and to provide
additional instruction or information as needed. Planning and writing
competencies were assessed with the assignment of integrated unit plans,
which were due on October 4. Program requirements stipulated that student
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teachers must assume primary responsibility for planning, preparing
materials, and instructing assigned classes for at least 4 weeks. University
supervisors were required to observe student teachers in their classrooms on
a minimum bi-weekly basis with more observations occurring ifnecessary.
Each observation lasted from 30 minutes to an hour. EvelY student teacher
was observed a minimum of 6 times. One student teacher was observed 11
times over the semester.
Seminars
Seven seminars were held during the fall, 1993 semester. Five of these
were audio-taped and transcribed l . Each of the seminars was conducted with
the same protocol. The researcher asked about feedback from the latest
proseminar. The student teachers commented briefly on the seminars and the
relation of issues raised in the proseminars and their experiences in their
classrooms. Other issues of concern were raised by the participants and
discussed. The researcher asked what was good teaching, what did it look
like and participants responded to this question. The participants were
IThe first seminar was not taped because signed pennission slips/agreements to participate in
the study had not been obtained. At the third seminar equipment mal-function resulted in a blank
tape.
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required at each seminar to share, orally, a well remembered event (Carter,
1992). Questions and feedback from other participants, as well as the
researcher, were encouraged. Each seminar lasted a minimum of an hour
with a few running another halfhour longer.
Six people made up the discourse community of the seminar meetings.
There were five student teacher participants and one supervisor/researcher
participant. We each were active participants in the seminars. No one sat
through any seminar without saying anything, without contributing to the
dialogue. One student teacher, Jessica, only made it to two of the taped
seminars. She came to the second and then the last seminar. She came the
least and talked the most. Each of us played a role during the seminars and
these changed over the semester. I began as the stimulator, interrogator,
listener, responder, researcher and floor gate-keeper. As these students
became teachers and became members in this unique seminar community,
my role changed. My role of listener grew as my role of interrogator and
responder lessened. Other participants started asking questions and
responding to other participants. These student teachers began talking to one
another instead of directing what they had to say to me as their exclusive
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focus. Their roles changed from students to beginning teachers and their
perceptions of who held knowledge changed. In most cases, these students
began seeing themselves and each other as knowledgeable. They listened to
one another and began to question each other.
The Student Teachers
All :five student teachers were female and elementary education
majors. Two of these young women were native to the city of the university.
Two others grew up in other cities in the same state and one student moved
from the east in her senior year in high school. Three of the student teachers
were placed at the same inner-city elementary school. One was placed on
the far southwest side of the city and the fifth was placed in a private,
religious-affiliated school.
Jessica, blonde, blue-eyed and very attractive, had moved to the west
in her senior year in high school. She often contrasted the classroom
experiences she had as a student back east with the classroom experiences
she was having during student teaching. Her minor was science. She had
marked 10 activities on her information sheet that she would be willing to
help or participate in at her school. Jessica's demeanor portrayed lots of
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enthusiasm. Her hobbies included dancing and sports activities. Her
experiences had included being a life-guard, pool manager, swim team coach,
and peer advisor at the College of Education. Jessica's initial beliefwas that
all children have the ability to learn and that it was up to the teacher to find
the method that makes learning possible for all students. Jessica was placed
in a 4th grade classroom at Milton, an inner-city elementary school. The
demographics at the school included a large percentage of multiply
handicapped, partially main streamed students. There was also a great deal
of ethnic diversity at this school with Hispanic, Afro-American, Asian, and
native American populations present. Jessica noted concerns on several
occasions that she had never experienced these cultures before and she
struggled to diffuse the racial tensions she felt within her environment.
Jessica's cooperating teacher had taught for 7 years and was an active faculty
member in committees and work for the school. Jessica was married the last
Saturday during student teaching.
Kathy had grown up in a large city in the same state as the university.
Her minor was fine arts. She had long, red hair and a casual to unkept air.
She had marked only 3 activities that she would be willing to help or
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participate in. Her hobbies included writing, reading, drawing, and quilting.
Kathy was quiet and intense. When she spoke, it was as if words burst from
her. Her demeanor tended to be withdrawn and her movements seemed
tentative. Her focus points were the social and emotional well-being of
children and that children should learn "naturally". Kathy's previous
experience with children was as a teacher's aide at a summer camp program
for gifted children. Kathy was placed at the same school as Jessica, Milton.
Kathy's teacher had taught for over 15 years and most of that time was spent
in the 1st grade room that Kathy came to.
Mary grew up in a city much smaller than the university city, within
the same state. Mary dressed in off-beat styles (i.e. combat boots and long
skirted dresses) that seemed to emphasize her positive, up-beat personality.
Mary's minor was French. She said she was interested in working with
young children (3-6 years old). Her previous experience with children
included work at pre-schools as well as parks and recreation summer
programs. Her hobbies included bicycling, ballet, painting, reading, and
indoor gardening. Mary seemed to reflect easily and well. She had a
vivacious personality with a well developed sense of responsibility. She was
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married the summer prior to beginning her student teaching. Mary's
philosophy of education on her personnel form is an example of her
thoughtful, careful articulation.
"I think teaching should be focused on learning. A
classroom should be as child-centered as possible. I
believe that experiences should be authentic, making
learning relevant to students' lives. I think that learning is
a shared process - that I have just as much to learn from
students as they have to learn from me. "
Mary was placed in a kindergarten classroom with a teacher of 20 plus
years of experience. She was the third student teacher placed at Milton.
Jane was a native of the same city as the university. Her minor was
music. Jane was also a very attractive young woman. She was a very verbal
participant in the seminar conversations. Her student teaching placement .
was at a private, religious affiliated school. Jane had worked as an aide at
this school since 1988 and the placement had been worked out much earlier
in the spring. Jane was the only one of the group who had had previous
experience, previous history with her cooperating teacher. Jane's statement
of her hobbies was concise: sports and music (including the university
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marching band). Her educational philosophy was equally as brief She noted
that she planned to use the semester as a learning experience and that she
valued the opportunity to work with and learn from an experienced
elementary teacher. Jane had been married for about a year before beginning
student teaching.
Linda was a native of the same city as the university. She was
bilingual and Spanish was her minor, as well as a part of her Hispanic
heritage. Her personality was outgoing and enthusiastic. Linda also enjoyed
music (playing the guitar and piano) as well as volleyball, arts and crafts and
reading romance novels as her hobbies. She had previous experience from
1989 to 1993 as a YMCA counselor as well as a volleyball coach and a
religious education teacher. The schools that she had attended as a child had
a high percentage of Hispanic students. She was placed in Camino
Elementary School with the same demographic profile. Her classroom was a
5th grade classroom with an experienced teacher who had just changed grade
levels: 3rd to 5th. Linda noted that she disagreed with traditional classroom
settings. She advocated the use of cooperative learning type environments
where students could use hands-on approaches to explore ideas and solve
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problems. Linda firmly believed that teachers should create risk-free
environments in their classrooms.
University Supervisor as Researcher
My role in the study was an active one of "participant observer"
(Spradley, 1980). As the university's coordinating link between the college of
Education program and the site based experience, I observed the student
teachers in their classrooms, wrote out comments on these observations for
the student teachers, conducted interviews and feedback sessions, wrote midterm and final evaluations, and facilitated the seminars.
The seminars proved to be a balancing act for me. I set the format for
discussions centering around what is good teaching and well remembered
events (Carter, 1993). However, as a researcher, I did not want to coerce
dialogue. Within the two key topic areas, (definitions of good teaching and
well-remembered events) the student teachers freely chose those areas of
interest or specific instances that they wanted to discuss. This was not a
leaderless group meeting, yet the interplay and dynamics of the conversation
changed constantly depending on the topic under discussion. "Studenting"
was surely a factor in some responses, yet the fluidity of the discussions and
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the passions engendered as these novice teachers related their lived
experiences and questioned much of what they had been taught about
teaching bespoke an honesty and critical reflection on their own practice. I
found that there were some times when I wanted to step into the conversation
with a "right" answer, when I did not want to leave a dilemma of practice
unresolved. I felt a conflict between my role of university supervisor and the
responsibilities that I had to continue these student teachers' education and
my role of researcher and the issues of finding out what sense and
understandings these student teachers were making of their experiences. The
point here for me was to find out what understandings they reached and
hopefully, the process they used to reach them. The point was not to impose
my own understandings on them, or to order their experience to my agendas.
As the study unfolded, it became apparent that many of the same issues were

re-visited, cast in new light with resulting new knowledge added to the
collective wisdom of the group.
Data Collection
Data collection began the first day the student teachers met with the
researcher. Personnel sheets were :filled out by the students and given to the
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researcher as part of program requirements. The participation agreements
were handed out and returned at the next meeting. Notes were taken by the
researcher about the events of this first meeting. Data was collected
throughout this semester from classroom observations~ taped interviews with
student teachers for biography backgroun~ field notes on pre- and postobservation conferences~ interviews for the purposes of triangulation of data
with cooperating teachers~ phone conversations and taped seminar meetings.
All tapes were transcribed.
Student teacher seminars~ as described in the setting section~ were held
every other week in the researcher's office at the university. At these
sessions~

the first half of the time was spent on student generated discussion

of student teaching issues and experiences. This was an opportunity for
experiences and self-selected needs to be discussed as a group with feedback
from peers as well as the researcher. The second half of the session was
initiated by the researcher. This second half centered around the consistent
prompt, "What does good teaching look like?" Student to student interaction
was encouraged. This discussion session was always followed by the final
segment. This was the sharing of one well-remembered event (Carter~ 1992)
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from the last two weeks of teaching by each student teacher.
The procedures used by the researcher during the seminar sessions
were infOlmal with the intention of encouraging meaning making by
collaboration as individual narratives were listened to and issues discussed.
Transcriptions for the purposes of data analysis were made from the tapes of
these seminars.
Data was also collected in the form of field notes and copies of written
evaluative feed-back to student teachers after classroom observations. For all
but one student teacher this involved bi-weekly observations. Kathy
experienced considerable challenges and difficulties and weekly classroom
observations were done for 6 weeks. Field notes were also maintained by the
researcher after interviews with cooperating teachers, phone calls, and feedback sessions with student teachers.
Taped interviews of the student teachers were transcribed and
analyzed for salient biographical features, beliefs, and prior experiences.
Data Analysis
Data were "keyed" in on the four large questions that focused on
how these student teachers understood their own process of learning to
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teach. However, there were instances of the categories not being so
neat. Kathy had said,
"When Linda talked about the problems with getting the
students' attention, I thought, yeah ..I know what you mean. And
I borrowed her idea of the red piece of paper on the board. It
works and I learned a new signal for my students."
This bit of narrative was said at a post-conference interview and
indicated a transfer of ideas from the seminar setting to this student teacher's
classroom. Here is a piece of understanding and appreciation for non-verbal
signaling systems. This was a shared understanding from Linda to Kathy.
Further analysis of data proved that there are some understandings that map
one to one, or one to three while others, especially the broader, bigger
concept items seem to map to all participants. In addition, there were some
references that were oblique to the researcher and during analysis, these
proved the most problematic.
Initial categories for data analysis were suggested by Louden (1991)
and included: 1)Personal - biographical data, tying incident to previous
experience. 2)Problematic - an instructional dilemma, how to effectively
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teach something. 3) Critical interest - critiquing the social structure in which
the teacher operates. 4) Technical- control issues, procedural issues that
lead to a development of predictive rules, inclusive of systems for material
and student movement.
These were modified after areas of concern and topics emerged from
the data. A majority of the discourses centered on technical issues and this
was further analyzed as classroom management, work system, and
instructional issues. There were not any specific instances of student
teachers within this study critiquing the social structure in which they found
themselves. Mary, Jessica, and Linda reflected on some critical issues
relating to parent-child-school relationships. These were very singular
instances. Personal biography was coded for as well as crisis/dilemma issues.
Discourse analysis categories began with a breaking down of units of
speech as speech acts. A speech act was determined to be one uninterrupted
oral communication. If another participant started speaking, the first speech
act was concluded and a second one, by another speaker was begun. Speech
acts were then coded by topic.
The next level of analysis was by the speaker. Who introduced what
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topic? For what purposes is a topic introduced? Who speaks the most? Who
speaks the least? To whom are speech acts directed? Does this change over
the course of the semester? Is there any evidence for incorporation of
knowledge from other participanf s speech acts? Is course content tied into
the dialogue discussions? What role does fonnal knowledge play?
Classroom observation notes were analyzed to check for any matches
between stated beliefs or knowledge and actual practice, as well as change or
growth in professional knowledge.
Categories and Units of Arialysis
Categories and Units of Analysis
Speech Acts
Definition - A speech act was determined to be one uninterrupted oral
communication.

1. Nwllber & # Lines:

per semmar

per participant

(Number of speech acts and number of lines of typed transcript per
speech act)
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2. Function:Questions

Clarifying Questions

illustrations Supporting Statements

3. Directionality:

Responses

Initiations

(person - who was the target)

4. Received Speech Acts:

(Number received by each participant)

5. Perspective:

Student

Outsider

Teacher

6. Topic/Subject: (content of speech act)
7. Growth of PK: Change in perception - new understanding to
already noticed phenomenon
Change in regarded actions - now seeing other actions
as significant
Change in perspective - viewing phenomenon as a
teacher instead of a student, outsider
Change in metaphor - change in metaphors used when
speaking about teaching, teachers, classrooms, and
students.

# Lines - Number of transcripted lines of dialogue per seminar
Table 1. Categories and units used for analyzing and coding seminar
transcripts.
All of the taped seminars were transcribed and each transcription line

96

was numbered within each seminar transcription. To begin to explore the
dynamics of the seminar discourse, some vocabulary and teImS used need to
be clarified. A speech act is a linguistic characterization of the basic or
minimal units of linguistic communication (Searle, 1992). For the purposes
of this study an individual speech act begins with the first utterance of a
single speaker and continues through with no interruption from another
speaker to the last, utterance from this same speaker. This is one speech act
unit. Throughout the seminar dialogues, all but one of the speech acts
engendered at least aminimaI context ofan uptake (McNamara, 1994), a
response of some kind directed at the initial speaker, with a reply back to the
speaker who responded to the uptake. This context involves three separate
speech acts as illustrated below:
Mary:

"Well, it was only the second day r d done that

opening exercise so I was nervous anyways, but to have
someone in the room ... I was just hoping... we have, we have
this, that class has four trouble makers in there and.. " (Speech
Act 1)
Researcher: "They're like little corks (laughs). You did it so
smoothly. You kept them moving, you kept them kind of on
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. target which was not easy. (Laughs) There~s lots of socialization
going on." (Speech Act 2)
Mary:

"Yeah~

that class is really .. animated." (Speech Act

3)

Usually the context of each speech act was embedded in many more
than just three speech acts as a topic was discussed in a back and forth
movement among all the participants.
Analyzing the number of speech acts per seminar (Table 1, p.94) and
then analyzing the number of speech acts of each participant within each
seminar gave some insights as to how much participants were initiating
speech acts, but it did not give the complete picture as to who was
dominating or controlling the dialogue. The next unit of analysis was the
number of lines of typed transcript a speech act contained. One word on one
line counted as a whole line so the measure is a rough measure but was
considered to work well enough to discover patterns of discourse among the
participants.
Speech acts were also analyzed as to the function that the act played in
the discourse. Categories included Questions, Clarifying Questions,
Responses, Illustrations, Supporting Statements, and Initiations. Questions
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were those acts that requested initial information from speakers. Clarifying
questions were those that asked a speaker to explain or add more detail to
what they had already said. Responses were short answers to questions.
illustrations were longer responses, as well as more elaboration on a topic
that had already been introduced. Supporting statements were made to
another speaker relative to something that the other speaker had said.
Initiations were specific instances of the introduction of a new topic in the
dialogue.
Speech acts were further analyzed and coded for directionality. Who
was the speaker directing the speech act to? Sometimes the directionality of
the speech act was quite clear. Other instances however were much more
difficult, much more subjective. A speaker who was giving a supporting
statement to a speech act made by another participant could be said to be
speaking to the initial speaker but this was not always the case, sometimes
the speaker was talking to the whole group and sharing their experience as it
related to the initiating speech act. When in doubt, I double coded those acts
with both the initial speaker and the group as the targets of directionality.
McNamara (1994) noted that social distance between participants can be
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determined on an assessment of the frequency of interaction and previous
patterns of interaction between parties to the act. "The closer the
participants, the more intimate their knowledge of each other, the lesser
social distance between them" (McNamara, 1994, p.l08). It must be
acknowledged that the assumption that the more speech act interactions
between participants yields a perception of more social closeness must be
bounded by the context, in this case the seminar setting. It is not the intent of
this study to make claims or even inquire into the social patterns or
friendships that mayor may not have developed as a result of the seminar
experience. It is the intent of this study to examine, in detail the interactions
of the participants within the dialogic community of the seminar. The
frequency of received speech acts is an indicator of some interest or regard
on the part of the participants directing the speech act. The intent behind the
interest or regard may be as contrasting as perceptions of competence or
perceptions of incompetence and the resulting speech acts sometimes reflect
the solicitation of opinion or advice or the giving of advice to "fix" the
perceived incompetence. The frequency of received speech acts was
measured to ascertain a rating of regard by the group. The directionality of
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speech acts was measured to obtain indicators of who was doing the talking
to whom, who was regarding whom.
All of the speech acts were analyzed for content. (See Table 8, p.l03
and Appendix A ) This analysis began to answer the sub-questions: 1. How
do the understandings of teaching change for student teachers as they
progress through their student teaching experience? and the sub-set question
1.02. What topics/subjects do they choose to express. A map of change was
constructed for the seminar community and for individuals through this data
analysis. For purposes of comparison and manageability, data was coded into
general subjects when possible. Some of these general subjects included:
management, student behavior, routines, diagnosis and assessment,
characteristics of students, classroom climate, communication, parents,
feedback, identity, authority, and relations. A spreadsheet listing does not
give the sense of the topics as they developed. This section includes a
summary of the main topics discussed at each seminar. As the
researcher/facilitator of the seminars I did on three occasions specifically
direct the content of the dialogues. At the first seminar I asked the group
about what they had learned about classroom management. During the
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November seminar I asked how it was going in their classrooms and then
asked the group what did pacing mean to them now. At the December
seminar I asked what advice did they have for new student teachers. At every
seminar I opened the discussion up to any topic of their choice and then gave
the following prompts: ~'What is good teaching? What does it look like?"
(At the September seminar I also asked, "What makes a good teacher?") and
"Do you have a well-remembered event?" These particular prompts were
chosen to focus the participants on issues of teaching and to allow them to
self-select what they considered important from their own experiences. They
did in fact draw from their classroom experiences to illustrate their answers.
The well-remembered event prompt was especially effective in giving
these student teachers opportunities to discuss issues of particular salience to
them with the group. I accepted without negative comment any answers to
the what is good teaching prompt. I wanted to cultivate a climate of
acceptance and give these students opportunities to hear their different
perspectives, not just my own interpretations of the right answers.
In addressing the main question of the study and the sub-question 1.01

concerning the images, metaphors and perspectives that the student teachers
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used to express their own understandings, speech acts were coded for
perspective, the perspective taken by the speaker as Outsider, Student, or
Teacher. This was another measure of change over the semester.
To address the main question of the study about the growth of
practical knowledge and the sub-question 1.02 which referred to student
teacher choice of topics and subjects, observations of classroom practice and
the content of each speech act was analyzed for topic and growth of practical
knowledge (See Table 8, p. 103 ~d Table 9, p.). Topic in this case is
synonymous with subject of the speech act. Growth of practical knowledge
was viewed as a composite of complex, inter-dependent indicators. Growth
of practical knowledge was signaled by statements of a change in perception,
change in regarded actions, change in perspective and finally, changes in
metaphors used by participants when they spoke about teaching, teachers,
classrooms, and students. These changes indicated an integration of beliefs,
fonnal knowledge and enactment within the student teachers' classrooms. In
addition to the over-arching question of the study concerning the construction
of practical knowledge, sub-questions 1. How do the understandings of
teaching change for student teachers as they progress through their student
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teaching experience?, 1.01. What images~ metaphors, and perspectives do
they use?, 1.02. What topics/subjects do they chose to express? and 3.01.
What is the evolutionary history of the major topics/subjects developed
within the seminars? were addressed by using this particular data analysis.

Topics

Criteria:

Seminar
Aug. 31

- Self-selected by participants
- Discussed by 2 or more participants during a single seminar

Classroom management

Sept. 7

Classroom management
Positive Reinforcement
(Initiation of: Teacher Authoritylldentity, Formal K vs.
Reality, Characteristics of students, and Teacher-student
relations)

Oct. 9

Communication - with coop. teacher, students, family,
ParentslFamily Influences
Teacher Authoritylldentity
Viork Systems
Classroom Management
Characteristics of Students
Pedagogical Content Knowledge
Certification
Phasing-in and out

Nov. 4

Dec. 7
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Teacher Authoritylldentity
Teacher-Student Relations
Characteristics of Students
Formal knowledge vs. reality of classroom
Cooperating Teachers
Planning & Pedagogical Content Knowledge
Suggestions for ITP program changes
Table 8. Listing of topics analyzed from seminar transcripts.
Metaphor Analysis
All transcribed or recorded speech events were analyzed for metaphors
of teaching or students. These metaphors were mapped to each student
teacher to observe changes in the image and understandings of the student
teacher. This analysis was specifically used to address the main question of
the study as well as to identify images and metaphors used by these student
teachers to answer question 1.01.
"Metaphors structure our thinking, our understanding of events, and
consequently our behavior" (Lakoff and Johnson, 1980, p.12 ) Metaphors
can serve as windows on the development of teaching perspectives and
changes in those understandings. The work of Russell, Munby, Spafford,
and Johnston (1988) as well as Tobin (1989) point to the use of metaphors to
conceptualize teaching roles, and to the changes in practice that can result
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from changing the metaphors that teachers use. Tobin (1989) found that
drawing a teacher's attention to a metaphor they were using and then
providing another metaphor instituted change in practice. It is this
researcher's contention that the metaphors changed in this study as the
student teachers gained deeper and richer understandings of teaching. Using
metaphors of teaching and learning provides another lens to begin looking at
teacher growth and change.
"The cognitive force of metaphor comes, not from providing new
information about the world, rather from a re-conceptualization of
information that is already available to us. Information which is not
articulated and conceptualized is of little cognitive importance. Metaphor is
a primary way in which we accommodate and assimilate information and
experience to our conceptual organization of the world. In particular, it is the
primary way we accommodate new experience. Hence, it is at the source of
our capacity to learn and at the center of our creative thought. In the process
of accommodation and assimilation through metaphor, we gain a needed
epistemic access to the metaphorical referenf' (Kittay, 1987, p. 39).
Metaphor is a linguistic model of a concept. A metaphor is a mode of
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achieving insight as a metaphor can serve as a model of a domain. "The
model belongs to the rationale of the theory" (Cooper, 1986, p. 18). Cooper
notes that metaphors are primarily employed to help people understand
abstract and difficult notions. The key notion in seeing metaphor as cognitive
is the recognition that in metaphor, two concepts are operative at the same
time with a tension between them. The meaning of a metaphor comes from
the interplay of its two concepts. Concepts are not free-floating, but "emerge
from the articulation of a domain by a set of contrasts and affinities available
in an expressive medium" (Kittay, 1987, p. 15). For the purposes of this
study, the expressive medium is the spoken word, the speech act.
Kittay (1987) illustrated the pervasiveness of metaphor. "We cannot
get through three sentences of ordinarY, fluid discourse without the use of
metaphor.. We think increasingly by means of metaphors that we profess not
to be relying on. The metaphors we are avoiding steer our thoughts as much
as those we accept" (0.13).
Metaphors also function in discourse to "cultivate an intimacy among
speakers and serves to draw people closer towards one another." (Cooper,
1986, p. 40) Metaphors tend to be negotiated within a culture, within a
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community. This phenomena played out in the seminar context in this study.
Metaphors were interpreted by this researcher within the figurative speech
used by the student teachers.
All speech acts were coded for changes in perception. Changes in
perception indicated new understandings of previously noticed classroom
phenomenon. This analysis specifically addressed question 1. How do the
understandings of teaching change for student teachers as they progress
through their student teaching experience.
All speech acts were analyzed for links between fonnal knowledge
learned in course work and practical applications in their classrooms. Subquestion 2 was specifically addressed in this analysis.
Expressed themes and images were coded by participant to map the
changes over the semester and to search for the answer to sub-question 3.02,
Is there a connection between the major themes and the concluding teacher
images expressed by the participants? This mapping technique in
conjunction with field notes from classroom observations, gave data relative
to sub-question 4. Is there any evidence of the development of practical
knowledge during the student teaching semester as observed conjointly in the
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classroom observations and seminar dialogues?
An analysis of each speech act~ searching for student teacher
identification of teacher/student behaviors that are newly perceived as
significant was done to identify change and growth in teacher perspectives
and practical knowledge.
Sub-question 2. Is there evidence oflinks between formal knowledge
learned in the initial teacher preparation course work and these student
teachers' discussions of knowledge of practice gained during student
teaching? was addressed by data analysis of seminar and interview transcripts
coding for specific references to prior course work by the student teachers.
This was unsolicited and operationalized by student teacher choice.
More SuccessfullLess Successful Student Teacher

Kagan's (1992) 5 components of professional growth were adapted to
examine growth in the student teachers participating in this study. Kagan's
(1992) criteria have been criticized for too much emphasis on procedural
routines (Grossman, 1992) and this researcher disagrees with Kagan's
conclusions that beginning and novice teachers do not need and will not use
theoretical foundations. However, her components offer one scale to
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measure growth during student teaching. I add to this list of five
components, pedagogical content knowledge. This is missing from Kagan's
model and is essential to instruction from the design and planning stage to the
implementation. Kagan may assert that this is included in her third
component but it is this researcher's belief that it's development is an
important indicator of teacher knowledge and growth and warrants its own
category component.
1. Increase in metacognition - awareness of what is known
2. Acquisition of knowledge about pupils.- as learners as well as
individuals and as part of a group (class)
3. A shift in the focus of attention : a)self b)instruction design
c)pupillearning
4. Development of standard procedures. - management issues that free
up cognitive space to help teachers engage in problem solving
and reflection.
5. Growth in problem solving skills. - evidenced by self-selection
within well- remembered events as these invariable involve

decision making in a dilemma.
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6. Growth of pedagogical content knowledge - awareness of the
interrelationship between content, planning, management,
instruction, student behavior, and student learning.
These six components were used as a conceptual format to analyze the
professional growth of the student teachers in this study and as a set of
indicators to analyze observation fieid notes' for evidences of practical
knowledge. Practical knowledge development is seen as an integration of this
knowledge in action. Images from student teacher metaphors analyzed from
the seminar transcripts were also used to find instances of metacognitive
development, reflection, perception and organization of teaching knowledge.
Johnston (1992) noted that images were defined by their explanatory
qualities and their ability to organize the student teachers' lrnowledge within
her study. Johnston pointed out that these images usually emerged from the
data as short phrases. This turned out to be the case for this study and the
images and metaphors expressed by these five student teachers were
important clues to the developmental changes in their understandings of what
it means to teach and what good teaching is. Changes in these
understandings were observed in all five student teachers.
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CHAPTER FOUR
FINDINGS
"Studying teacher thought without observing teaching performance
shows change in thought processes but not how these changes are reflected
in teaching processes. Studying teacher performance without a verbal
explanation does not show the teacher's depth of understanding" (Lidstone &
Hollingsworth, 1990, p.4).
Case Studies

(Questions 1,2,3, and 4)
These case studies put the following sections concerning the group
dynamics of the seminars and the data analysis of the dialogues within a
frame of context for each student teacher. In order to understand the
individual perspectives that these student teachers brought with them to the
seminars it is imperative to know what was happening in their classrooms,
how they were performing and what challenges they were facing. The case
studies chronicle the changes in perspective, understanding and dilemmas of
these five student teachers. Data for these case studies were collected from
the observation field notes, seminar dialogues, and interviews.
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Jane
Jane is pretty young woman with light brown hair and a quiet but
competent air about her. She had lived in the same city as the university all
her life. She had attended a local-community college and then transferred to
the university to begin her work in elementary education.

Jane~s

minor was

music. She played in the university marching band and had considered
becoming a music teacher. Jane decided that she wanted a more general
certification first and to go back for the music certification later if she still
wanted to do that.
Jane was the only student teacher who knew her cooperating teacher
before being placed with her. Jane had worked as an aide for over three
years at the private church school where she did her student teaching. Jane
had requested Kate and her second grade classroom and an agreement was
reached with the university student placement office. In many ways, Jane had
less ambiguities to deal with than the other student teachers. Jane went into
her student teaching with an agreement with the school principal that when
she got her certificate for teaching, she would immediately take on a half time
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position in the same' classroom she student taught in. Kate, her cooperating
teacher, would then work halftime in this same classroom and halftime in the
position of a special educator, testing students from all grade levels and doing
remediation work.
Jane had also worked with the youth group at the school for the last
four years. She brought an enormous amount of context specific experience
and information to her student teaching placement. She had spent the last four
years actively involved with children.
Jane was the first one at the August 31, seminar. She had missed the
pro-seminar on classroom management that the university had held the
Saturday earlier. Classroom management was the early focus of the dialogue
within the seminar that day. Jane discussed how her cooperating teacher,
Kate, had carefully taught classroom rules and procedures to her students.
She emphasized the careful communication and then practice of accepted
routines and procedures. Jane was already using the possessive pronoun
"we" when talking about her experiences. She illustrated her teacher's
strategies and methods by talking about individual children. This was to be
a consistent focus for Jane over the semester. She focused exclusively on
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male students with behavior problems or learning difficulties. She would talk
about what the system in place was and then describe how it worked when
one of these boys would not follow it. One of her other focuses also emerged
during this seminar. Jane often talked about how her cooperating teacher
assessed and diagnosed her students to decide what skillievel~ they had and
if they had any impediments or missing skills that needed remediation. Kate

had just completed a summer institute on diagnosis and remediation.
When Linda, another student teacher, said that she could not see what
the management system was in the class she had just begun observing in, Jane
talked about her classroom. Jane explained in depth that most of the things
that were taught on the first day was procedural stuff; like learning how to
line up at the door, pushing in chairs, learning how to walk to classrooms.
Later on in the seminar, Jane gave a detailed explanation of the morning
routine that was used to start the day. There was no vagueness or hesitation in
her explanation of how her class came in, what and where the work was
waiting for them or how attendance was taken. These routines had apparently
been taught and practiced by Jane as well.
Jane's well remembered event for this first seminar concerned the
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behavior of a boy who had been diagnosed as attention deficit. Jane
remembered very clearly the way he played with the arms of a coat-rack
behind him during time-out when there wasn't anything else around to play
with. She watched him for most of the time out and he was not still.
I observed in Jane's classroom for the first time on September 2, 1993.
The classroom was bright with many windows. There were 4 octagon tables
and chairs, an ffiM clone computer, lots of cupboards and counters, as well as
a reading area with bean bags on the floor next to low book shelves brimming
with books. There were posters and signs all over the classroom. It was a
cheerful place. One sign was a small banner placed directly above the front
chalkboard. It said, 'God is watching you.'
It looked like some kind of work period was going on. Twenty four
students were engaged with worksheets. After about fifteen minutes the
cooperating teacher, Kate, told the students to freeze and raise their hands.
She gave them very quiet and precise instructions about their work. The
students returned to their worksheets. Jane was sitting at one of the octagonal
tables, working with the students there. The room was absolutely quiet. Not
one student got out of their chair or talked to another child at their table. Jane
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continued working with the same group. After forty-five minutes, during
which time the students had moved on to another worksheet in their packet, I
conferenced briefly with Kate.
Jane was Kate's first student teacher. She had known and worked with
Jane since the beginning oflast year. Kate said that Jane had fit into her class
very smoothly and that things are going well.
September 7, was the second seminar meeting. Jane focused on topics
of the classroom management, positiveness with management, modifying
student behavior with short term goals, and teacher decisions. She articulated
for the group the general rule about giving a child four positive comments if a
negative comment was given to them. When I asked the group the question,
can you tell me what good teaching is, and then followed it up with how do
you facilitate that, Jane answered:
Jane: "In my classroom, (laughs) it's through classroom
management. I mean the kids .. Well at a private school it's a
little different, because there's a, I would say kind of the morals
are a little different, are expected a little differently through the
whole school." ( Sept. 7, Seminar transcript, p. 10)
Jane's well remembered event for this seminar was about watching
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Kate change her mind after she had asked a boy to pull a behavior ticket for
his misbehavior. Jane was impressed that Kate would re-think the scenario
over later and then go back and talk to the boy and tell him to put the ticket
back. Jane wondered aloud if she would do something like that.
Jane was the quietest at this seminar. She offered no suggestions for
Jessica's racial dilemma (described in Jessica's case study) other than to
suggest that some classroom rules might be effective.
On Sept. 17, I returned to Jane's classroom. I had coordinated this

with Jane and was on time to see her set up and teach a reading lesson. The
class had just returned from PE and recess. It was an early out day for them
for their "G_ Run", a fund raising activity that took a week to do. The
students came into the room quietly and waited for instructions from Kate,
who directed them into reading groups. Jane taught a reading group of five
boys and two girls on the floor near the reading shelves. Students read aloud
in a round-robin fonnat. Jane gave positive feedback to each reader. They
used a 2/1 basal text from Riverside. This series had many sight word
challenges for this group. One student used an index card with a line sized
hole cut out of it for a reading aide. I noticed that Jane used both visual and
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verbal behavior cues. She modeled enthusiasm, wannth and politeness. All
of the members in her group were on task and responded well to Jane. Jane
asked some critical thinking questions that required the students to make
inferences from the text they had just read and her students responded with
thoughtful answers. Jane did not interrupt the lesson flow to give a behavior
desist to one boy who started shifting his seat on the floor and looking
around. She quickly reached out and touched him gently on the arm. His
restless behavior stopped and the group's attention was not directed to the
boy or the exchange.
While this reading lesson was going on, Kate was working with the
rest of the class on a language arts activity. This activity was not completed
when Jane's lesson concluded. There were a few extra minutes and her
students sensed this. Jane then spent those extra minutes coaching
appropriate behaviors. I noted that having some extension activities on hand
such as asking students to identify any interesting vocabulary words they
noticed in the selection or reading a short poem that related in some way to
the reading lesson or theme already present in the classroom might have
helped this odd few minutes.
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I observed Jane teach a math lesson on September 27. The class had
returned from the library, as quietly as usual. Jane began a review lesson,
"Who knows what number I'm counting by?" She used a chart to reinforce
the verbal task. Kate arrived in the middle of this. She had been out of town
at a conference until just then. There was a substitute in the room and after
touching base with Kate, immediately left. Jane gave positive reinforcements
and showed a warm sense of humor during this lesson. She called on
volunteers and continued the review until she was sure that everyone was
following the procedure. Then, Jane directed the students' attention to the
number line that she had laid down on the rug with masking tape. She
modeled counting by two's and stepping along the number line on only the
even numbers. Then she called on the eager volunteers to model counting by
2's, 3's, 4's etc. by stepping only on the appropriate numbers, literally
walking the number line. The number line task was a big hit with the
students.
Jane used proximity, touch, and verbal reminders for the identified
ADD student. The flow of this lesson was very well managed, including the
transition sequence of moving students from their seats to the active task
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engagement. Kate commented that Jane was doing very well. I noticed that
Kate and Jane conferred quickly and easily. A teamwork approach was
developing in this classroom.
A week later~ October 4, I observed Jane begin the day and do the
opening procedures. It was a Monday. Jane called students up to the front
of the room and assigned them jobs for the week. Seatwork was already
posted on a sign on the board. Students automatically went and got the
English and Math worksheet pages from the side bookcase shelves. After
these worksheets were finished and handed in, students copied a Bible verse
from a dry erase sign on the board. There was the sound of very quiet
talking. Jane took the attendance by looking and circulating around the
room. She didn't call out a name or ask a question. After she finished this,
Jane went to the front board and put a green "Go" sign on the board. There
was a "whisper voice" on the handle.

Jane~s

apple bulletin board was

already up to begin her integrated unit. She was the first student teacher to
hand hers in. At 8:47 she instructed the students to put their seat work away.
She led the class in the pledge of allegiance and then the singing of "My
Country Tis of Thee". Kate noted that Jane had taken over full time
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responsibilities for teaching and was doing well. All of my subsequent observations in this classroom showed this same orderly progression of
carefully planned lessons within a highly controlled classroom. I couldn't see
any change in the work or management system of this class. Likewise, there
was no obvious change in student behaviors. I picked up and graded Jane's
apple unit on this day. It was vel)' thorough and vel)' well organized. I
returned during the lunch hour to return the unit and to tape an interview with
Jane.
Jane had decided to go into teaching after volunteering and working
with a little boy in a second grade classroom at a public elemental}' school.
When I asked Jane what was the best way to teach students she answered:
Jane: "The way each one learns."
Researcher: "Great answer. What does that mean?"
Jane: "Well, I think each year you can vary the approach, but I
mean even with this class there are modifications that have to
be made, sometimes including special modifications for specific
students have to be made, modifications for each child, even if

if s, urn, not just academic but for behavioral things to reward
more frequently, to reward his behavior for being good." (Jane,
Interview transcript, p. 4)
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1 told Jane that she had a well developed sense of classroom flow,
lesson flow, as well as a well developed sense of the classroom
management system that was already in place in this classroom. 1 added that
she used it very well. Then 1 asked her how she got to this point.
Jane: "1 watched her (Kate) last semester and ah became
familiar with this and ah, from the time 1 came in here from the
first day, gosh, 1 don't know. I was given, Kate had given me
the, she was running the class but 1 was also involved in .. If
there were problems that 1 saw I guess, in the discipline part, so
they'd know from the beginning." (Jane, Interview transcript,
p.5)

Jane described in detail how she and her cooperative teacher
communicated, planned lessons and worked together. Jane's coop, Kate
verbalized a great deal about teaching and specifically how to do things in
the classroom. Jane said that she appreciated the information and the
feedback she received from Kate.
October 9 was the third seminar meeting. At this seminar, Jane's focus
was predominantly on issues of communication with students, parents, and
cooperating teachers. She strongly urged Linda to openly communicate to
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her class about the drug incident that had happened in her class. Jane cited
an example from her school and the misinterpretations students made when a
suspension was not publicly talked about. Her well remembered event
focused on a little boy, diagnosed as ADHD (Attention Deficit, Hyperactive
Disordered), who's parents were in the hospital. His mother was in a mental
hospital and his father had a heart attack. Jane was surprised that his
classroom behavior improved dramatically and that he self-chose to sit by
himself at a desk, to have his own space.
Issues of identity and authority came up at this seminar, now that most
of the student teachers were assuming full responsibilities in the classroom.
Jane commented:
Jane: "It seems like now, now that I'm teaching a little more
consistently. I feel like I'm not in the power struggle any more.
I'm finally getting, like I guess what the teachers went through
the first two or three days of school establishing their authority.
I had to go t..lrroug.h that Ii1ce in the middle of the , three or four
weeks later....there was that little awkward time that yeah,
that's exactly what it felt like. A little time of gosh, everything
that she established for herself, those same kids who struggled
with her. I felt so bad, they were going through the same thing
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with me. They were pushing me, you know? 'What are you
going to let me do?' (Laughs) But now it's getting much easier,
they know. They know what I'll let them do and what I won't
let them do so its much more comfortable teaching now, I think,
instead of worrying about what those guys are going to do to
you next... I feel more comfortable like watching her teach, I
feel how comfortable she is and I feel more that way too. (Oct.
9, Seminar transcript, p. 30-31)
November 1, Kate, Jane and I met after school to go over Jane's midtenn evaluation. Kate's only written comments were at the bottom stating
that, "Jane has made a very good start. She is well on her way toward
becoming a fine teacher." Jane's midterm scores reflected the work she had
put in so far. She had been teaching her unit for her four full weeks already.
Neither Kate nor I could see any area that Jane had any problems or
difficul!ies with. Kate noted that Jane's grade level subject knowledge was
in the process of developing.
There was a music program at Jane's school the night of November 4.
This was the night of the third seminar meeting. Jane had told me a week
ahead of time that she simply could not make the seminar, she was playing in
the program for the school.
Later in November, I observed Jane teach another reading class. She
played a taped recording of "A Sister for Debbie". Students followed along
in their books. This is the Marie Carbo method. The taped reading was
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done at a slower speed so that the students could follow along by running
their finger under the words as they are read out loud. At times, the students
laugh aloud as they appreciate the humor in the story. Halfway through the
story, Jane stopped the tape and had the students read aloud what the tape
has already gone over. There seemed to be 100% on-task behavior in this
classroom. At the post-observation conference, Jane said she liked to do a
taped reading about once a week because of the support it gave to all
students without singling any out. She said that there were two students who
were struggling to read and she knew the whole class would enjoy it.
December 1. Jane was the first final evaluation that I scheduled.
Jane, Kate and I met again after the students left. Jane has received all 3's in
all areas. (3 - student teacher meets this criterion regularly and with

noteworthy proficiency). In addition to glowing comments in each
component category, Kate has written near the bottom, "Jane has been ajoy
to work with." This evaluation was a celebration of a job well done. Kate
left to go to a faculty meeting. Jane noted that she intended to finally begin
the phasing out starting the next day. She had taught in the full time role for
almost two months. Jane said that she is ready for student teaching to be
over and to get her certificate and get paid for what she is doing.
December 7, was the last seminar meeting. Jane shared the mood of
celebration with most of the others. Topics such as the process of phasing in
and phasing out, characteristics of the students, overviews of the whole
student teaching process as well as programmatic suggestions dominated this

126

seminar and Jane's dialogue.
When I asked Jane what is good teaching she said,
Jane: "Meeting the needs of each individual, probably.
They're all very different... I don't know, that's just what 1.
Working with each individual to help them grow, I mean,
there's so many different things like with kids specifically that
I've learned about. Specific goals with special kids and
helping them be successful. And, that's about it.." (Dec. 7,
Seminar transcript, p. 5)
Jane had never engaged in any negative criticism of her cooperating
teacher. She didn't at this seminar either, but she did note that finding her
identity was awkward when she was introduced as someone who was
practicing teaching.
Jane: " ... I know on my cousin's class door it said something
like that, welcome to her teacher then her name's class. Both of
their names were there. It was my teacher's first student teacher
and she did an incredible job and I'm really happy with the end
result. That waS just one thing that was hard cause then the
parents would ask what I was doing there. One kid, his mom
called me, well, he would go home and they'd tease me about
being an "almost teacher" to them, which isn't the best thing to
have established in their minds as "almost teacher" is teaching
you .... But she did give me the reins in the discipline area... that
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she would back me up to the students. And which I really
appreciated because I, I, didn't have to wony so much ifl was
right or wrong, I could do it and she would talk to me later if it
was a problem ... I appreciate the way she gave me those reins
and I would ask for that as being important from the beginning.
But also to be introduced as a teacher, even though you are
learning." (Dec. 7, Seminar transcript, p. 50-51)
Later on in the seminar, just moments from the end, Jane confessed
that her biggest fear going into student teaching was classroom management.
Jane: " ... I felt like I could teach but I was afraid of classroom
management and once my teacher established that, it really
was easy walking into that; her system and I feel pretty
comfortable with that. I've substituted in music a couple of
times this semester and just, urn, walking in and helping out
and taking a group of kids after school. It's so different than
before. I've learned so much." (Dec. 7, Seminar transcript, p.
59)
Earlier Jane had said that the hardest thing about student teaching
was finding out that you could be a teacher and yet still have to walk in
someone else's shoes. Jane voiced the feelings of most of the other
participants when she said,
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Jane: " ... There's a lot of things I would, not that were wrong,
but because of my own personality I think I would do different.
So, by the end, you're kind of ready, I think I was ready to just
be done. I was ready to walk into something I could do. I'm
ready to do something. (Cheers)" (Dec. 7, Seminar Transcript
p.8)

Jessica
Jessica is extremely pretty, in a fair haired, doll-like way. She
spoke quite a bit at this first meeting and seemed positively charged
with enthusiasm. Jessica wasn't afraid to talk and this never
changed. Jessica had been placed at Milton elementary, an inner city
school with a very diverse ethnically mixed population. Kathy and
Mary were also placed at this school in different grade levels.

Jessica had grown up in a small town in the east. Her family
had moved to a large city in the west during her senior year of highschoo1. Jessica maintained dw-=.wg subsequent seminar dialogues,
post-observation conferences, and interviews that she had known that
she wanted to be a teacher early in life. In fact, she claimed that she
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was born to be a teacher and that those people who are, have to be
good at it.
Jessica had some previous experience working with children.
She was a swim coach during a summer job. She noted on her
personnel fonn a brief synopsis of her teaching outlook.
"My outlook is basically that all children have the ability to
learn and as a teacher it is up to me to find the method that makes
learning possible for all of my students. I think this is possible if you
try hard to make every lesson fun and interesting, and if you gear all

your lessons to all of the different types of learners."
Jessica was missing at the first seminar, six days later, August
31. When I called her she said that she was so sony, she had simply
forgotten all about it. Two days later I went to her classroom for the
first time to observe. I had met her cooperating teacher at the
cooperating teachers meeting on August 25. Sandy seemed as
enthusiastic as Jessica. She said that she had never had a student
teacher before but she was looking forward to the experience. She
said she knew that Jessica was going to bring lots of new ideas into
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her classroom.
On September 2, Jessica was seated on a stool in front of the
class when I walked in. She had a math text book in her lap and she
was reading word problems to the class and teaching strategies to the
class for the solutions. Sandy, the coop was working with a small
group of children in the back of the room. The room was furnished
with seven tables. Children were sitting at five of these tables.
Jessica waited after each problem to give the class time to work on
the solutions, she walked around the room, stopping at different
tables to monitor progress, answer questions, and offer help. She
returned to her stool to calIon volunteers to state their solution and
explain how they reached it. Then she read the next problem,
highlighted the key words and information that the students should
focus on and began her circulation around the room again. Jessica
was an active participant in this classroom.
The room had the work sound of children talking quietly
together to accomplish the assigned task. I noted that the room was a
colorful, stimulating environment. There were lots of math, science,
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reading, and social studies resource materials around the room. Their
walls were covered with posters, pictures and signs that reinforced
positive behaviors and classroom rules. There were rats and
hamsters in the room, classroom pets. A chart with stickers noted
some kind of progress of groups. Asking the coop teacher about this
I found out that this was part of her management system. When
Sandy gave a direction, she would occasionally award the first table
to comply with that direction a sticker on the chart. The table to get
to ten stickers first, got ice cream treats at lunch. Sandy remarked
that the publicness of the chart reinforced positive, cooperative
behaviors. The atmosphere in this classroom radiated wannth and
respect. These students were enthusiastic fourth graders but there
was also a persuasive and pervasive work ethic in the signs around
the classroom and the performance of the children. Procedures
concerning classroom movement (drinks and pencil sharpening etc.)
had been taught earlier. There was no disruptions from these
students leaving their seats. Jessica's math problem solving lesson
went smoothly from start to finish.
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I conferenced briefly with Sandy. She pointed out again that
this was her first student teacher so she did not have a model to judge
by, but Jessica seemed to be doingjust great. She was pleased at
how well Jessica was fitting into her routine. I was impressed with
how quickly this coop had started giving Jessica lessons to teach and
how well Jessica was doing with it.
The next seminar, Sept. 7, was only five days later. Jessica
was there. She spoke more than any other participant. Her main
topics were racism within her classroom, positive behavior cues,
issues of authority, and the energy demands of teaching. Jessica's
discourse about the problems of racism in her class was impassioned
and compelling. She began with,
Jessica:

"The thing I noticed that urn, I don't know if it is

fitting right now (laughs) but it is something that I noticed at
.our. school as far as urn talking about discipline and how you
handle problems. Urn, In 4th grade, I don't know about your
grade, but we're, all the 4th grade classes are having a real
problem with, with racism. Which, at that school, I don't
know how it happeas.-because I'm the only white, we're the
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only white people at the school practically, you know. And
they are just you know, the backs are racists against the
Hispanics and the Hispanics are racists against the Asians, I
mean there's there's bad, they're calling each other names,
getting into fights over it. And it's not the 5th graders, it's not
the 3rd graders. It's the 4th graders. And I mean, I mean,
what can you do? I mean you can't, if you give them detention
they're not going to learn. It's not going to change. I mean,
obviously they're hearing this at home. You can't call the
parents because, I mean, I know it wasn't condoned by my
parents and so I am not racist as a result of that. But if, it,
parents are talking that way at home ah, what kind of effect do
you expect to have if they're hearing that every day? And you
have them for six hours a day... " (Sept. 7, Seminar Transcript,
p.12)
Jessica described specific incidents that she had observed in her
classroom as well as patterns of friendship and playground activities that her
coop had pointed out to her.
Jessica told us about growing up in a town where there was one black
family and one family from India. She maintained that her high-school class
was made up of2,OOO students and only one of these was not white.
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Jessica went on to say,
Jessica: "I grew up in an environment which just promotes
racism you mow. And I'm still not that way. And I can't
understand it, you know. What do you say to a student that,
that all the way to the core of their being hates this person
because of the color of their skin? What can you say? I have
no idea how to handle this." (Sept. 7, Seminar Transcript, p.
13-14)
I invited the other seminar participants to explore this problem and
each one talked to the issue of racism and what could be done with students
to promote acceptance of other races. Mary and Kathy, placed at the same
school, remarked that they had not seen any signs of what Jessica was
describing. I had observed in three classrooms as well as in the library and
the office. It was a vel)' racially diverse school.
As the participants explored possible solutions, curricular issues as
well as ethical issues of punishing people for the way they think were
-

...

.

.

discussed. Jessica talked about an jnclusion activity that her cooperating
teacher tried. She noted that its positive, bonding effects lasted about five
minutes. Kathy suggested a global curriculum might teach the positive

135

valuing and respect that Jessica was looking for. Jessica did not question
Kathy about this suggestion. Jessica generalized and hypothesized about the
interaction between older brothers and sisters and the younger siblings in 4th
grade.
Jessica:

"Most times, most brothers and sisters are pretty

close in age, you know, like within a couple or three or four
years. So, I think by the time they're in fourth grade their
older brother, sisters, cousins, whatever are like in junior high
and getting into gangs and they bring that home to their little
brothers and sisters ... " (Sept. 7, Seminar Transcript p. 28)
Jessica developed this as a possible cause as to why the trouble was
isolated at her grade level, these children have the brothers and sisters in
junior high.
When the subject under discussion was changed to what is good
teaching, Jessica elaborated on the concept of with-itness with an emphasis
on using positive cues.
Jessica:

"When you catch them, use their names in

a positive way .... With-itness to me is when you're explaining
something and you see someone not paying attention and
you'll say, "Okay Suzie, don't you agree with what I just
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said? ... They know that you know that they're talking but you
haven't embarrassed them or belittled them in any way. You
know and they feel like they better pay attention or she's
gonna call on them again, you know ... " (Sept. 7, Seminar
Transcript, p. 32-33)
Jessica was initiating a topic with this sequence that was to be
repeated time after time at every seminar. The topic was positiveness and it
was discussed in terms of positive behavior reinforcements, positive
classroom management, positive expectations,and positive communication
with students and parents. Jane told about a general rule at her school,
Jane: " ... at our school we have, the general idea is if you have
to give a negative remark, you like to give four positive
remarks to the same child.. "
Jessica:

"For every negative you give."

Jessica interrupted Jane's speech act to finish the sentence for her.
This seems to be a well known cliche, or truism for these student teachers.
Kathy contributed that she had heard other teachers talking about it.
Jessica's response was an automatic, litany like response to Jane's stimulus.
Kathy quickly added her bid to having knowledge of it as well. Is this one of
the "lights" that student teachers live by? (Buchmann,1987)
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Jessica continued with more generalizations. She interrupted Mary
who was speaking about her kindergartners' morning procedures when they
came in the door.
Jessica:

"Routines. You have to be very consistent with

kindergarten and first grade, very consistent. " (Sept. 7, Seminar
Transcript, p. 40)
Mary continued as if she had not been interrupted. Jessica generalized
again during that seminar in another exchange with Mary.
Jessica:

"It's hard for me to change the way that I handle

discipline problems from the way that they were handled when I
was in school."
Mary:
Jessica:

"I'm with you. Exactly."
"It's really hard because we never had positive

reinforcement. "
Mary:
Jessica:

"Right."

"And sometimes I just, ya know, I just see myself

starting to do what one of my teachers would've done and I
have to think. 'That's wrong! That's wrong! Remember how
hurt you were." (Sept. 7, Seminar Transcript, p. 45)
Couched around the generalization about never having had any
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positive reinforcement, Jessica introduced a powerful issue into the seminar
dialogue. At one time or another, all of the student teachers talked about
some of the effects of their previous experiences when they were in school
and the impact those experiences had on their attempts to find their teacher
identities.
Jessica did not make it to the next two seminar meetings. She called
in sick for the one in October and then had a meeting conflict for the
November 4 seminar. Jessica had spoken at the September 7 seminar about
how exhausted she was every day from teaching. Jessica found out at the
beginning of October that she was pregnant.
On September 15, about a week after the seminar I was back in

Jessica's classroom to observe. Jessica was again teaching a math lesson.
She was using the overhead in a whole group instruction. She asked
students to identify the value of the money transparencies that she placed on
the overhead. Jessica used a set, check for understanding and then clear
instructions for the task (a model like the Essential Elements of Instruction).
Sandy circulated to different tables. The students worked in partners.
Jessica moved on to the next task. She read money amounts from the
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teacher's manual. Students were to write down how much money was in
each problem using addition or subtractions operations to find the answers.
All children were intent on this. This lesson showed a progression in the
level of difficulty and abstractness. Jessica showed a good handling of
materials, good modeling techniques and a sense of pacing.
Jessica moved to one table then back to the overhead. She circulated
to two more groups to quietly cue behavior. She separated one student from
his group when she had to go back and speak to him a second time. Sandy
immediately went over and talked to this student. Jessica wrote the
homework assignment on the board. I reviewed her lesson plans. They
were thorough, well planned scripts. I noted that she had improvised on the
plan somewhat as time and pacing interacted in the enactment. She took a
little longer on the verbal problem part than she had planned. She easily
accommodated this change. Jessica made a follow-up worksheet for the
next day's lesson on making change. My only suggestions to Jessica were
to circulate more around the room and to check for understanding on the
first problems with more than just those students with their hands up. It's
easy to lose students right at the beginning. I spoke with the cooperating
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teacher before leaving. Sandy expressed a high level of satisfaction with
Jessica~s

work.

Exactly two weeks later~ Sept. 29, I was back in Jessica's classroom.
I watched her do the opening activities. Jessica showed strong
organizational skills and a very good sense of the pacing needs in her
classroom. She had put some effort into her planning to make it flow and it
showed. Her lesson sequence had been well thought out as she moved from
the DOL lesson to the language arts lesson that followed. Jessica seemed to
be developing a "teacher sense" about managing the work system in that
classroom. Student response to her cues and lesson development was
excellent. There was no evidence of an open ended task design or
opportunities for higher order thinking skills in her lessons that morning.
However, ambiguity was low and task engagement was high. Sandy
informed me that she had turned over the spelling, math and reading lessons
over to Jessica and that she was very pleased with how Jessica was
handling these.
I interviewed Jessica after the observation de-briefing. When I asked
Jessica when did she know that she wanted to be a teacher, she replied:

141

Jessica:

"I can remember my fifth grade teacher. Mrs.

S_. She kept telling me that she knew I was going to be a
teacher, that I was so good at it. 1 helped her grade papers and
1 loved doing it. She had me help out with a low reading
group. 1 would sit with them and have them read the story
aloud. 1 think 1 knew in fifth grade that 1 might be a teacher. 1
never really had to think about it too much ..." (Sept. 29
Interview Transcript, p. 1)
This is a strong and vivid memory for her. Jessica talked a little
further into the interview about how important it is that a teacher knows her
students, what their abilities are and it's important that a teacher knows how
to teach something more than one way. Jessica pointed out that some kids
just don't get it the first time and need to be re-taught in a different way.
She showed a growing awareness of students as learners and the necessity
of varying instruction to accommodate the needs of individual learners.
When 1 asked her to think about why she thought she was doing such a
good job with classroom management Jessica said,
Jessica:

"I think some people were meant to teach and
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some people weren't. I mean, a lot of this is common sense,
really, if you think about it. I've been a little surprised and
pleased with how well the students have responded. My coop
helped a lot by putting my name on the door as teacher in that
room. I think that helped a lot." (Sept. 29, Interview
Transcript, p. 3)
Jessica talked about lesson planning and how her cooperating teacher
was structuring her phase-in to full responsibilities. She reported that lesson
planning was getting easier for her because Sandy required her to write
them and checked them over before she taught them. When I asked Jessica

if she had taught a lesson yet that took longer or was just a bomb, she
replied,
Jessica:

"No, not yet. I have taught one that took twice as

long as I thought it would. I thought it would be a 20 minute
lesson and it turned out to be an hour. That was in math, on
measurement, adding feet and inches. That took a long time!"
Researcher:

"Did you stop, did you change the lesson,

improvise?"
Jessica:

"No, I just kept on. It was one of Sandy's lessons

and she said we had to cover it so I just took them all the way
through it." (Sept. 29, Interview transcript, p. 6)
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Jessica was not at the October 9, seminar. She told me when I called
that she thought that she had the flu ,and was going to go to the doctor.
I did a quick observation in Jessica's room on October 12. I picked
up her unit and took it to the library to read over and grade. She had done a
good job of setting out the lesson plans, organizing the activities in a logical
sequential manner, and incorporating lots of materials and details in the unit.
It was a week late. After I had graded her unit, I took it back to her

classroom and watched her do the introductory lesson for it. She built up
student enthusiasm by telling them about what some of the activities were
going to be. She invited student buy-in by asking students what their
favorite dinosaurs were. The lesson went smoothly. I did not see Sandy
that day.
October 27 I observed Jessica teaching a social studies lesson. She
had the students read paragraphs out of the textbook aloud. She stopped in
the middle of this activity and talked to them about how the material that
they were covering was part of the fourth grade curriculum and so it was
important for them to know so they had better pay attention. There was
some slight restlessness on the part of a couple of students. Jessica added
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that they could have a double homework assignment and the munnur of
other conversations stopped.

Jessic~

Sandy; and I met after school and

went over Jessica's mid-term evaluation. Sandy wrote under the
management component:
"Jessica has wonderful management and control. She also
communicates effectively and appropriately with parents. "
Under the personal characteristics section Sandy wrote:
"Very appropriate and professional. She has made a
reputation for herself at the site as being very capable."
Under the instruction component Sandy wrote:
"An ability and need to meet the needs of all students needs

comes with practice and experience. I would recommend over
planning at this point in Jessica's career since she is still
developing a feel for how far to push students and the overall
outcomes of 4th grade that are desired."
On November 3, I observed Jessica give a spelling test and group
grade it again and then transition into a sustained silent reading activity
(SSR). Jessica was doing a terrific job in this classroom. I was observing
today to touch base. Once again, Jessica's classroom was a very quiet
room doing the spelling test and then going over the words. The transition
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into the reading activity was accomplished with a minimum of fuss. This
looked like a well practiced work system. Jessica pulled one student out
into the hall to talk with her. I had not detected any misbehavior. Jessica's
Dinosaur unit was in evidence in the challenging spelling list, signs in the
room and the display in the hall.
Jessica was not at the November seminar. When I called her, she
explained that she had gone to her doctor and had found out that she was
pregnant. She said, "No big deal, that'll just mean we'll have to move the
wedding date up from June to December. But still, you know, I haven't
been feeling very well."
On November 15, I observed Jessica again. Jessica was setting the
assignment for some language arts seat work. She assigned them 3 pages in
a grammar packet of worksheets. The students begin the assignment.
Jessica goes over and adds a #6- "Read Silently'" to the written directions
on the board. Jessica circled the room and talks to a few students quietly.
Sandy was nowhere to be seen again. This looked like a very well run
classroom. As I left the classroom, I saw Sandy in the hall. She asked me
if I had time for a conference. We went to the teacher's lounge and Sandy
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informed me that Jessica has been absent twice in the last two weeks and
the last time, last Friday, she did not call her or leave lesson plans. This is
the second week when Jessica is teaching full time and teaching her unit. .
Sandy expressed her feelings of disappointment and sense of being taken
advantage of She noted that this was not professional behavior. Sandy
said that Jessica had been coming in without lesson plans and she didn't
"wing it" very well. Sandy voiced her concern that Jessica had lost her
focus, the baby and the wedding were now Jessica's top priorities. She
asked me to help re-direct Jessica. I went back into the classroom and
made plans for another observation and lunch meeting with her on
Thursday.
That next Thursday, November 18, I observed Jessica teaching a
science lesson on the classification of animals. This was another guided
read aloud and discussion from the text. The lesson went as smoothly as the
other lessons that I had observed.
During our lunch conference, Jessica insisted that she had been sick.
She was very surprised to hear from me that she would be expected to leave
lesson plans for her cooperating teacher.
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"After all,-it's her classroom!" (Field notes - Jessica, pg. 3)
Jessica said that Sandy had been rather picky and nasty lately. I
talked to Jessica about professional responsibilities and that they are part of
being a teacher. I pressed upon her the importance of calling her
cooperating teacher immediately if she thought she was going to be absent
and to have lesson plans to drop off at school. I told Jessica that everyone
involved appreciated the added stresses of her -situation, but even the
minimum requirements of student teaching required her full attention,
responsibility, and professionalism.
Jessica said that her cooperative hadn't been as much support as she
should have been. Jessica claimed that the principal had suggested to Sandy
that she get a student teacher for this fall semester so she could devote more
time to committee work that involved writing a proposal for an excellent
school award. Jessica said that Sandy had spent more time on her
committees than she had with her. I remembered that Jessica had not been
at the seminar in October when the group discussed the communication
patterns they had with their cooperating teachers and whether they found
that there was enough available time to talk with their coops to meet their
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needs.
I dropped by Jessica's classroom infonnally two more times. I would
observe for about ten minutes and touch base with her. She finished up her
four week full time stint a few days after our lunch meeting. She had begun
phasing out. Sandy looked less stressed.
Jessica, Sandy and I met for Jessica's final evaluation on December
7. Sandy had check marked all 3's in every category. 3's meant - student
teacher meets this criterion regularly and with noteworthy proficiency. The
only 2 was in adjust instruction to meet individual needs; A 2 meant student teacher meets this criterion routinely, appropriately, and
competently. Sandy wrote a note by this item, the only words she wrote on
the fonn, "This will improve as time and experience pennit "
Jessica's wedding had been the previous Saturday, December 4. A
number of things in her life had now been completed and taken care of.
Jessica did show up for the last seminar on December 7. Jessica was
extremely verbal once again. Jessica focused on issues of phasing-in and
out, of teaching full time in her classroom, saying goodbye to her students,
and relations with students, as well as suggestions for new student teachers

149

and an overview of her educational experience. Jessica had a new name
and had officially passed student teaching. She was exultant at this meeting.
Her comments were those of a happy young woman who feels she has come
through an ordeal and accomplished something.
The group had been discussing their experiences of having students
angry with them. Jessica brought up issues of student-teacher
communication and relations as they intersected with the enactment of the
curriculum.
Jessica:

"Have you ever tried to maintain this like level of

decorum of what you should say and what you shouldn't say
and finally one day I just lost my patience because they were
saying something about like this was right at the beginning
when I took over. Like we have a really good class but they
were still challenging me. Even if it was just a little bit, it was
like the whole class. I finally said, ' You know, it's not like I
have nothing better to do with my nights than sit around and
,

...

-

-

..

-..

.

.

'..'

.

think -hmmm, how am I going to just ruin my kids' day.'
Sandy was sitting there and I looked up and I thought, 'She's
going to be so mad.' She was just laughing. I said, 'I really
like you guys. I am not sitting at home planning up ways just
to ruin your life. I have to teach certain things. My boss, the
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Superintendent, the district says I have to teach these things. I
know it's boring but we have to do chapter 11 in the social
studies book whether you like it or not. You can fight me and
it can take three weeks or we can do it in one week.' I said.
'It's up to you. Read the chapter and answer these questions.'
I had been going over it and trying to make it fun. I thought,
'God, cut me a small break here.' But it just, just, they're old
enough, you can say stuff like that to them and they're not
going to think, 'She's losing it!' (Laughter) 'Do you really
think I have time to dream up awful things for you? I'm
planning my wedding, come on!"(December 7, Seminar
Transcript, p.36)
Jessica responded to my question of what advice would she offer to a
new student teacher with two of suggestions for student teachers and then
critiques and suggestions for the initial teacher preparation program at the
university. Jessica's first suggestion for student teachers echoed her coop
teacher's written comments on her mid-term.
Jessica:

"Over plan. (Laughs) Plan for two hours if you're

teaching one. So that kids that finish their work in a half an
hour have something to do. Especially I don't know, like you
guys always have a lot, but kindergartners always have a lot of
different things that they could be doing, but you know like, if
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you're in the upper grades, you usually have certain times· that
you do certain things. And if you don't have enough planned,
they're like, 'what am I supposed to do?' during math. I
couldn't very well tell them to do a crossword puzzle or
something. I had to really learn to Over plan and I'm really
good at it now. I'm always running out of time but at first
definitely over plan. That's good advice for any teacher."
(Dec. 7, Seminar Transcript, p. 47)
Jessica revealed a growth of practical knowledge in this discourse.
This speech act also illustrates her frequent tendency to generalize as she
has generalized about the situation in kindergarten (which she has never
taught) and how work is organized and what is appropriate work in the
upper grades. Her assertion that this is good advice for any teacher is her
own judgement on the value of her contribution. Jessica was feeling
confident, successful.
Jessica's other piece of advice for student teachers was to learn some
fun and interesting things to do on the computer. She said that her class had

computers two hours a week and she mostly had them re-write stories and
do a program called 'Folding Boxes'.
Jessica's critique of the course work she had taken at the university

152

also contained generalizations. Her dialogue revealed a certain amount of
ambiguity in her assessment of the applicability of the knowledge that she
learned in her course work and the knowledge that she needed to know to
teach in the classroom. Earlier on in the seminar, Jessica had made a
positive statement about her cooperating teacher wanting her in the
classroom because Sandy had not taken any course work in years and she
knew Jessica was "coming out with brand new techniques and brand new
theories.~'

(Dec. 7, Seminar Transcript, p. 54) These comments contrast with

Jessica's remarks made towards the end of the seminar.
Jessica:

"Something I would say and I don ~t know if this

really is advice, but I was so scared coming into student
teaching. I mean, I felt confident of my education but it~ s so
much theory and there's no, at this university at least, doesn't
really prepare you for being in the classroom. You know, like
you were saying our block. I went one, one day a week you
know,. and Ijust don~t feellike.one.day a weekat a school
prepares you for .. ~'
Mary:

"Sitting in the back!"

Jessica:

"Sitting in the back teaching one math lesson or

something, you know,

doesn~t

prepare you for being a teacher.
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'Cause when you student teach, you're a teacher. You know,
and I just, I always had this attitude, like I just always thought
that every teacher out there knew so much more than me. Was
so much more competent than me. That I was just, I had so far
to go in my student teaching. But when I got there I found out
that every teacher has their own insecurities and I knew so
much more than I thought I did and there's things you know
that you don't even realize you know. You know, you're

'

standing mere,wow! I'm a pretty good teacher. Look at this
classroom management, you know and yo~ hear it, Dr. D_
was talking about you know. And you just, remember that

.

"

class? I mean I was just like, blah, blah, blah, blah, you know.
(Laughter) This class is so long and I'm taking all these notes
and I wish we had a student teaching semester in our
sophomore year and one at the end of your senior year.
Because if like, or like even if you like" only a couple of days a
week. .. " (December 7, Seminar transcript, p. 57 & 58)

Jessica commented further on that she wished she had listened better,
impiying that her course work had indeed supplied some information that
was valuable to the lived experience in the classroom.
Jessica:

"Cause I've just noticed it a couple of times,

like, something will happen and I'll think, I know we've talked
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about this and I know we did but I can't remember what you're
supposed to do. And I think, I wish I had known during all
these classes that I should have been listening to these, 'cause a
lot of what professors talk about, you're never going to need to
know, but there's so many things that I remember that I wish I
would've lis~ened to. So I guess it's like, I guess I'm basically
saying don't doubt yourself that much, or don't doubt your
ability because there's a lot ofthirigs that you will have
absorbed at the university. And plus, you know, a good
majority of the people that are teachers, are teachers because
they've always wanted to be and they know they're going to be
good at it, and there's like; these are just people that are gonna
excel. It's like instinctual for them, you know (laughs) I mean,
I've been a teacher since I was born. You know, it's a.. And so
I just wish I hadn't given myself so much anxiety... I kept
thinking, God, I've really got them snowed. It took me such a
long time to realize that there's not that much, those other
people don't have this like secret meeting where teachers go
and they learn all this vast infonnation. You know. Like I'd
walk into this class and I'd be like how does this teacher know
all this stuff about this war? I don't know, I don't even
remember when this war was fought, you know? But it's
because they sat up the night before and read their lesson plans
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and read the chapter and that's how they know. It's not like
these teachers are walking encyclopedias. They read the lesson
plans~

you know. And so~ I was just really nervous about a lot

of things and I wouldjust say~ don't be so nervous, don't doubt
yourself. Wait till you get there. If you get there and you fall
on your face then worry. (Laughs). " (Dec. 7, Seminar
Transcript, p. 59-61)
Here was Jessica~s vision, her understanding of teaching. She
concluded the seminar with a metaphorical statement that to her student
teaching was really like planting a lo~ o~ seeds for what was going to make
her a 'great teacher' . Student teaching for Jessica was a gardening, a
cultivating experience.
Kathy
Kathy is a young woman with long, auburn hair and just a dusting of
freckles across her nose. Kathy had grown up in a large city in the southwest.
I noted Kathy's few tentative comments, her withdrawn demeanor and her
facial expressions. at the first student teacher. orientation meeting. I wasn't
sure if she looked startled or frightened. I made a note to be sure to get into
her classroom early to see how she interacted with the students. Kathy had a
kind of wind-blown, unkempt look about her. It wasn't that there were any
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dirty clothes or questionable odors. It simply looked like Kathy had

haphazardly thrown some clothes on and had blown her long hair dry by
rolling down a car window. This general effect wasn't helped by her selfconscious, awkward movements. Kathy had some previous experience
working with children as a teacher's aide for a smaIl group of gifted children
in a summer school program.
Kathy was completing her last semester of course work. She was to
graduate in December with a major in elementary education and a minor in
fine arts. She wrote about her teaching outlook in her personnel form that she
had filled out for student teaching in March. "I believe that the
social/emotional climate ofa classroom is important not only for a child's
personal growth, but for his/heF academic growth as well. Children are not
likely to learn when in an environment where they do not feel safe or
respected. I think: that children should be allowed to learn in the classroom in
the same manner as they do naturally - through a series of approximations. I
like what I have seen of whole language and have some interest in language
experience."
Kathy had been placed at Milton Elementary in a first grade classroom.
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Ginette was her cooperating teacher. She had been teaching at this grade
level for 15 years at the same school. She had 18 years of teaching
experience. Jessica and Mary, were also placed at Milton. This school had a
very diverse, ethnically mixed population. It also had a large program of
active main streaming of multiply handicapped children. Students with
different backgrounds and different needs was more the nonn for Milton,
rather than the unusual. Kathy had grown up in a fashionably wealthy
enclave. I wondered as I learned more about her background, how she would
relate to these children of low socio-economic status.
I was surprised when Kathy did not show up at our first seminar on
August 3]. I knew that she had to be in the building because it was also a
main streaming class day. I called her later that evening and she said that she
had completely forgotten, there was just so much on her mind.
Two days later, on September 2, I observed in Kathy's first grade
classroom. This was a large classroom with twelve tables placed around it
leaving an open area in the middle. There was wall to wall carpeting and
Kathy was working with a student on the floor. I noticed there was a lot of
material around the room placed on or near the floor. Twenty-seven students
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were busily engage, all over the room, working at different activities. I
started to notice that the students were beginning to raise their voices.
Almost as soon as I noticed this, the cooperating teacher, Ginette, went over
and flicked the lights. Student voices subsided immediately. Kathy began
circulating around the room, talking with different students. I noticed she was
using their names. It became clearer to me what was going on. There were
six tasks printed on the chalkboard. These students were engaged in
seatwork and were working their way through the six items at various work
tables throughout the room. One item told the students to draw two sets of
three items and to color them green. I noticed a lot of color and number
words in these six tasks. After a while, the cooperating teacher began singing
a song. This was apparently a signal that seatwork was over. The students
stopped what they had been working on and started singing with Ginette
while they came to the open section in the middle of the room and sat down.

Gi.llette invited Kathy to come up in front of the group, next to an easel.
Kathy began a language-arts lesson. She called on students to volunteer
sentences for a story while she wrote them down. Kathy wrote and read the
sentences back with lots of enthusiasm and voice inflection. The students
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responded and a very satisfying story emerged from the cooperative efforts.
Kathy maintained the students' attention and they were eager to volunteer
their sentences. I was pleased. I felt some real relief that Kathy was not so
shy or tentative in front of her class.
I conferenced with Ginette after the observation. She said that she was
looking forward to having Kathy in her room .. Gillette had previous
experiences with several student teachers. She said that they always brought
wonderful, new ideas. She expressed some concerns about Kathi s quiet
personality, hoping Kathy would be less shy with the students. I noted that
the language arts activity had gone very well.
At the second seminar, Sept. 15, I asked the group what good teaching
was. Kathy answered:
Kathy:

"Responding to what is actually there in your

classroom instead of what you expected to find in the classroom
or what you think should be in that classroom." (Sept. 7,
Seminar Transcrip~ p. 9)
Kathy referred to this reality versus expectations theme at every
seminar and at many of our one-on-one conferences. This was a focal point
for Kathy. Student teaching and her classroom were not what she had
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thought they were going to be. .
Kathy expressed surprise when Jessica raised issues of racism at their
school. Kathy's suggestions centered on curricular solutions, purchasing
global curriculums to address the problem in Jessica's classroom. I
nominated her classroom as the most racially diverse of anyone in the
seminar group. Kathy disagreed and noted that her class must have a
smaller minority class than some of the others. She explained to the rest of
the group that half of her class was minorities from three different groups
and three multiply-handicapped students were being main streamed in her
classroom. She had not seen any of the problems Jessica was describing in
her classroom. Kathy used the possessive pronoun, 'my' throughout this
seminar to describe the classroom. Kathy had worked in her classroom
over 3 weeks and she felt a part of it and perceived some ownership of it.
When I asked Kathy what she thought makes a good teacher, she
responded:
Kathy:

"Well, I was just thinking along the lines of the

positive attitude because when I was hearing .. Jessica talk I was
thinking in my classroom, these are first graders and there's so
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much going on. But, urn, sometimes I feel like it is too
negative. And I'm just, because it's like every minute
somebody is being told not, not to do something that they're
doing and...But it's very hard when you have these very, very
squirrelly and hyperactive little people. -It's hard when they're
that young and they're hyper and they're doing ... a thousand
people, it seems like, are doing a thousand things at the same
time and we have a child who .. Rocked back in his chair and
squashed another child's finger on either Thursday or Friday, so
urn, it, it's so hard to maintain the positiveness while keeping
order and that's just the way it is .... Sometimes it's very hard to
keep, to translate all the things that we're hearing about
positiveness in some situations, in some situations where there's
a total group and you're in front of it and there's a bunch of
things going on out there in that group." (Sept. 7, Seminar
Transcript, p. 33-35, excerpted)
With this dialogue, Kathy tapped into a topic that was pervasive for
every student teacher. Maintaining the positive for communication, for
management, for children and for parents was a theme that lasted the whole
semester. Kathy discussed a little later in the seminar how she had learned
from the school psychologist to set small, short term goals for students with
behavior problems to positive behavior reinforcement. Kathy battled, as did
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the others, with the translation about the importance of positive messages they
were getting from the university to the enactment in their classroom
expe~ences.

She talked about seeking out a student on the playground,

specifically looking to find him doing something good. She wanted the
opportunity to give him some positive feedback. Instead, she found him
fighting. Kathy noted her frustration in working with this child. She said that
she did not know what angle to take. Her other well remembered event
concerned a communication issue between herself and her cooperating
teacher. Kathy believed her cooperating teacher had misinterpreted what a
student was saying. Kathy spoke in a loud voice, full of emotion as she related
this well remembered event.

When I asked her if she had gone back to talk

to her cooperating teacher about this she said no. Kathy commented that she
had taken it on a very deep level and the teacher didn't take it that way. Kathy
said that sometimes the kids were very insightful and some of the issues were
bothering her. These issues of interpretation, communication and judgements
about her cooperating teacher were to remain unsolved issues for Kathy during
her student teaching experience.
A week later, Sept. 15, I was in Kathy's room observing. There was
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center work going on at the different tables. Kathy was working with a small
group of students. She moved from table to table. Math, reading, language
arts, and art activities were going on.. A couple of students approached Kathy

for some kind of conflict resolution. She led the negotiation by asking
questions of the students. A resolution was reached, apparently satisfactory to
all parties. Kathy stood up .and told the students to line up for recess in a loud
clear voice. They immediately stopped what they were doing and got into line
at the door. Kathy led them out. Ginette had been working quietly over some
papers in the comer. I conferenced with her while Kathy was out on break
duty. Ginette expressed great surprise at what she called Kathy's lack of
awareness of common sense and logic sense in lesson presentation. She said
that she asked Kathy, ~'Didn't you think this throughT' Now she required
Kathy to write lesson plans to accommodate those little details. She said that
overall, she enjoyed working with Kathy and that she was brilliant and so
creative. Gillette said that she told Kathy that the university is sometimes not
real world and that when it comes to management, there are twenty-seven
other children in the class not just that one. She advised Kathy that if she
wanted to focus on just that one, perhaps she should go into special education.
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Ginette said that she had noticed that Kathy teaches to the very bright, plans
lessons for them, teaches directly to them, and then works with them with her
back to the rest of the class.
I interviewed Kathy after school that day. Kathy told me that she had
always wanted to be a teacher, had never wanted to be anything else. I asked
her to think about what was it that made her want to be a teacher. Kathy
answered:
Kathy: "Maybe it was when I was a kid I used to think about
when I was a teacher I was going to·do things a lot differently.·
That sort of a goal I set for myself, you know, that I was going
to do things that other teachers didn't do in their classrooms. I
really liked school. I've worked with children in a summer
program and they can do so much." (Kathy, Interview
transcript, p. 1)
One of t.1}e thi'lgs that su..rprised me during this interview was the
discovery that Kathy did not own a car or have a driver's license. Her main
fonn of transportation to school was by way of the city bus system. She said
that sometimes her cooperating teacher came by the donn and picked her up.
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The bus route meant that Kathy had to transfer to a second bus to get to
Milton. She had to catch the first bus at 6:30 in order to get to school by
7:30. Just getting to school was a challenge for Kathy.
When I asked Kathy about where her ideas about curriculum came
from, she talked about observing in a whole language K-3 school. She said
that this was where she had really wanted her student placement to be at and
had been very disappointed that it wasn '.t. "I would love to work in a school
like that." (Kathy, Interview, p.4).1 asked Kathy to describe how she put
together a teaching idea. Kathy answered,
Kathy:

"I, urn, I go to the hl>rary and get as many books

as 1 can find on the subject and then I spread them all out on the
floor and 1 start digging in. Then 1 make notes to myself. My
floor gets covered with pieces of paper. Sometimes I lose some
under my bed and then I don't find it again until a month or so
later. Then 1 put all these notes in a folder. I keep a box and
put all that stuff into it. 1 have active boxes I'm using right now
and I have old boxes with lots of ideas I'm not using. It's real
messy."
Researcher:

"I see. Your coop mentioned your box and

papers falling out of it."
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Kathy:
~st

"(Laughs) Yeah, her eyes got real.big when she

saw my box, but it's what I work out oC' (Kathy,

Interview transcript, p. 5)
Ginette had mentioned the box to me as an example of how
disorganized Kathy was. Ginette said that Kathy would go dig in her box for
things and never find them and leave papers that had fallen out of it all over
for Ginette to pick up.
At this interview, Kathy describe her integrated unit to me on
environmental issties~ This was not to be the unit that she handed in. Her
emphasis was on the interconnectedness of the world. She envisioned her
class building their own economies and tracing relationships with other
countries and ours. When I asked her if she thought her first graders were
ready for this she assured me that it was very concrete for them because it
was all around them in their world. She added,
Kathy:

"That's why school is so boring. Nobody

ever teaches real stuffin the classroom. There's too much
stuff we have to teach because somebody put it in the
curriculum, somebody wrote that stuff and it doesn't mean
anything." (Kathy, Interview transcript, p.7)
I expected Kathy to talk about how it was going in the classroom and
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to give me her point of view of some of the discussions that Ginette had
reported,to me. Kathy never said a word. I took a few minutes before she
went back to her classroom to talk about the importance of planning and
organization. I urged her to put more effort into her lesson plans, that these
would help her get the instruction down smoother.
Two weeks later on September 28, 1 observed in Kathy's·room again.
Kathy was reading a picture story book outloud. The class was sitting on
the rug in the middle, clear area. For the:most part, students listened to
Kathy when she read the story, but when she stopped to ask questions, they
broke into loud conversations. Kathy's voice got louder and shriller. J _
and F__ were not only verbal - they were getting up from their seats. The
whole class was enthusiastic, but there were escalating disruptive comments
and conversations. One child kept telling the story ahead. Kathy spoke
quietly to L_. He shrugged his shoulders at her. Katbybegan a story
about wolves and eventually got most of the class's attention. They were
interested in this. Kathy gave some positive strokes, "I like how you're
sitting quietly and listening." However, for the most part, interruptions were
constant. Kathy tried stopping the reading and having the students stand up

168

and stretch. The class used this excuse to exaggerate their movements and
be very silly.
Kathy quickly transitioned the activity into a lesson involving writing
a story sentence. She used C_' s name and tied the lesson into a desire of
his. This not only got C_' s attention but it got the whole class's attention
as well. I note that C_ is perceived by the other students as some kind .of
leader. This was a good move on Kathy's part. However, Kathy needed
some more classroom management strategies. Her credibility was not
established. Her lesson planning should have included pacing and the
enactment should have included a vigilant awareness of student
involvement. Kathy needed some provisions in the lesson if less than half
of the class was engaged. After modeling the lesson with C_ Kathy passed
out paper to have everyone write a sentence they remembered from the wolf
story. She gave directions. I could not hear above the loud talking of the
students. Kathy kept taL1cing anyway. Students began drawing on L~e
papers. Kathy stood and looked discouraged. I first conferenced with
Ginette. She was very upset. She noted that this was a student teacher who
was in trouble. She had had a parent complain to the office about Kathy
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after observing in the classroom. Kathy did not present herself
professionally (i.e.wrinkled, ill matched outfits and hair not combed)..
Ginette said that she didn't conduct herself well with children or parents
and lacked common sense awarenesses in the classroom; Ginette noted
that Kathy had great ideas that might work with older children, but Kathy
did not seem to be able to put together plans to teach young children. She
said that even though she has required them, Kathy rarely had lesson plans.
Ginette said that Kathy's organizational skills were non-existent, that she
had to constantly pick up after Kathy in the classroom, it was like having
another student in the room. Ginette said that Kathy couldn't seem to get
materials organized and to have them ready in a sequential, useable way for
teaching a lesson.
I conferenced with Kathy about writing out lesson plans, using some
of the management systems her teacher already had in place, as well as
never giving directions for a task when students are not listening, and I
urged her to work on her organization of materials. I made a date to return
in two days for another observation.
On September 30 I came back again to observe Kathy teaching a
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math lesson. I could hear Kathy's voice calling to the class from a few
doors away, down the hall. When I walked through the door, Ginette
walked out. Kathy had the students in their seats. She was at the easel and
was having some difficulty with a number line she was trying to manipulate
and move around. The lesson seemed to be number order as she asked
students what would come after

and what would be in front of it, etc.

The class was restless and shufiling when I walked in the door. This spread
and the movement and student conversations increased. I notice R__
and Ch_ _ were having a race across the middle of the room. (I counted 4
exchanges) Ch_ would run across to R_' s chair and R_ ran to Ch_' s
chair. Back and forth. Kathy finally talked to Ch_ about running. He
turned away from her and went back to his seat. Kathy shrugged and threw
up her hands. Kathy continued with her question and answer fonnat. J _
went to the drinking fountain and set up diversionary activities. Kathy
stopped her lesson, picked J _ up and told her she would have detention if
there was any more misbehavior. Kathy sat her down on the rug. L_ and
F_ began a poking fight while this was going on. The noise level was
escalating. This class could be heard halfway down the hall, a long hall.
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Kathy said, "R_ohas been sitting and working and we're gonna do
something real special." She moved her number line off the easel and took
R_ up there and wrote the sentence - "I like rainbows." Some of the other
children began shouting R_'s name above the din. They knew he wasn't
working. Kathy spoke in a shout through the whole observation time.
1 conferenced with Kathy after school. 1 spoke to Kathy about issues
of planning, classroom management and control, professional dress and
demeanor. She cried through much of the conference. She spoke for over
20 minutes about the unit she was planning.. She did not agree that she was
0

having a bad time. Kathy looked stressed but she refused to acknowledge
this. Ginette joined us and reinforced the points 1 had made. 1 lined out a
contract that is used by the university when a student teacher is not doing
well and needs extra instructional support. Part of the contract included
reading a text on classroom management. We talked about the negative
impact that this experience was having on the class and the responsibilities
we ail had not to let this happen.
1 went to the university and worked with the student teaching office
to draw up the contract for Kathy. 1 met with Kathy and her cooperating
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teacher on October 1, to go over the requirements. I had specified three
general areas targeted for improvement: lesson planning, classroom
management, and professional appearance. These goals needed to be
accomplished by November 4 for Kathy to remain in the student teaching
program. A schedule of observations was set up for October 8, October 13,
and then October 20. At each of those observations I would be looking in
particular for those items specified in the observation program. Reports on
chapters of readings assigned in the management manual, which I brought
with me, were also due on the observation dates. Written on the form and
repeated verbally was the statement, "The form has been designed to
provide you with the most support possible to help you think through some
critical issues as you put together your lessons. A lesson form was included
in the contract package. I told Kathy that I was sure that she could do this,

that I was here to help her do it. However, the classroom was out of control
and was not only not a learning envi..ronment, it was dangerous for children.
She would be pulled from student teaching rather than let this continue.
Kathy was more composed during this conference than she had been the day
before. She discussed the change in her unit plan to a more appropriate one
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for first graders .. The contract was signed by Ginette, Kathy and myself.
A week later I was back in Kathy's room. I arrived to find a:fifth
grade class just leaving. It was a buddy reading program. There was lots of
movement and talking in quiet voices. This class was under control.
Ginette left the room immediately..Kathy began a reading lesson. She
demonstrated several strategies to get the class centered. After cuing three
boys, she got the class to buy into the Horton book (Horton Hears a Who).
Kathy demanded appropriate behavior by her use of cues, questioning
strategies, and her choice of content. Kathy gave F_ explicit feedback
about his behavior and this made a difference in his behavior. He was the
only serious problem that day. He and L_ were not a good combination.

If F _ had been under control, the other children would have had a better
awareness of appropriate behavior. I noted to Kathy that L_ and F_
should be separated because they were feeding off one another and this
spread to the rest of t..lte class. Kathy moved two students to effect better
behavior and she eventually did place L_ by himself
I wrote on the contract, "There are improvements in management and
a cuing system is in evidence. Children are responding to these cues.
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Problematic students should be separated. F_ makes power bids for
control."
October 13, I was back in Kathy's class again. Another reading
lesson was in progress when I walked in. I noticed that Kathy was now
insisting that these first graders raise their hands. That helped the
discussion level a great deal. Kathy was also using a book to record names
in when students use inappropriate behaviors. She stopped Ch_ _ and
C_' s misbehavior very effectively by telling them she was taking two
minutes off of their play time. A child called out that they didn't care.
There was still the noise of constant conversations but now it was a low,
background hum. L_ got in a kickfight with another child. Kathy used an
inclusion technique to restore order. She did get the class in their seats, all
at the same time. This was the first time I have seen her be able to do this.
She directed Ch_ _ to pass out paper. Then, I was surprised to see Kathy
use the coyote sign to quiet the class. I had never seen her use this before
and she wasn't at last Saturday's seminar when Linda brought it up. Kathy
gave clear instructions to the class about a writing task. She then asked a
child to tell her what the directions were. Kathy circulated around the
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room, checking on student work. I noted on the contract, "Karen's reading
lesson plan was well thought out. Disruptions and engagement objective
needs more work." Thinking back on the last lesson I had observed, I
realized that Kathy had made some major changes. Her appearance had
undergone some changes as well. Her hair was brushed and tied back from
her face. She was wearing an outfit that went together.
I spoke to Kathy after the observation. She had talked to Mary,
across the hall in the kindergarten room about the seminar she had missed.
Mary had told her about the coyote sign. I congratulated Kathy on her

progress.
A week later, on October 20, I was back to observe Kathy start the
day. She was taking attendance as I walked in the room. She led the class
in counting to 20 in Spanish. Then she gave clear, calm directions to the

students to go and sit on the rug. She put a piece of red construction paper
on the board, got a book and read a story. She related the publishing date to
the students' ages. This was seizing a teachable moment about time. I
watched Kathy monitor the class's attention as she read. The class was
attending to her. She used her voice modulation effectively. R_ started
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to play with another student, Kathy immediately talked to him quietly and
had him sit next to her. Kathy used nonverbal as well as verbal cues for
behavior. Student response was great. Kathy's desist to R_ was done
immediately. She didn't wait for him to escalate. Kathy used very good
questioning strategies to promote connections and higher level thinking.
The transitions from one activity to another were somewhat noisy but these
children were in much better control. Kathy had some difficulties when she
chose different students to lead singing Spanish songs. She called out
student names and desists and the class quieted. Once again, she moved
F_ from a problematic situation. The last transition, into a sight word

lesson went much smoother.
My notes on the contract for this observation were: "Kathy shows
marked improvement at this observation. She has met all four objectives.
She is actively correcting misbehavior and providing more learning
opportunities for everyone. Rug behavior is problematic still. "
Ginette and I conference later in the library. She reports that there
are communication problems between her and Kathy. She said that Kathy
does not like or listen to suggestions or criticisms and Kathy has responded
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spitefully and resentfully. Ginette.stated that Kathy had put the class into
an enemy category. The students were the antagonists. She said that twice
in the past week Kathy has left the whole class unattended to run after a
child who ran out of the room. A parent walked in on one of those times
and went straight to the principal again. I pointed out that there had been
some positive changes; the classroom was not so badly out of control and
Kathy was looking much more professional.
I called Kathy that evening to talk about her progress. We discussed
appropriate procedures if a child runs out of a classroom. When I asked
Kathy how things were going, Kathy responded that it was fine, just fine.
The next week, October 27, I observed during center work time.
There was a lot of activity and a lot of noise. Kathy circulated constantly.
A higher number of students were engaged at the center tasks than before
but there was still about a third of the class who seemed to think that this
was a free for all. Kathy used the lights to cue the noise level. L_' s
behavior was a problem. Kathy kept after him and gained compliance.
Then L_ burst into loud sobs and blamed J_. Kathy then shut down the
centers by telling the students to go to their seat. l\s she stood and called
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out names, most of the class sat. Kathy called on students to show what
they did during center work. She then called the students to sit on the rug.
Some directions were given too quickly and some students looked confused.
Kathy talked to the class about their behavior during center work. B_
tormented J _ ~uring the transition to line up for recess and J _ retaliated
and chased him. Kathy stepped in and intervened. Kathy used the lights to
get the class's attention and then told the class to go to the rug. She kept
the class in during recess for their behavior. The class hecame much
quieter. Kathy was now teaching full time. She had all of the teaching
responsibility.
Once again, I conferenced with Ginette in the library. She saw the
adversarial stance as having gotten stronger. She wondered aloud if Kathy
liked children. She was sure she didn't like these. ·Ginette admitted that
she was looking forward to the end of this student teaching experience. She
cOJIl..mented on the strained atmosphere in the car when she picked Kathy up
to go to school. There was mix-up over a day Kathy took off to go home
and visit with her parents.
On October 29, I met with Kathy and Ginette to go over her mid-tenn
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evaluation. Ginette gave Kathy high marks in the knowledge· component.
The planning component was almost all 2's and Ginette wrote: "Kathy needs
to continue to work in this area, at this grade level and in our class. Even
though the classroom is directed with whole language and centers it does
require constant monitoring and very planned activities in order to make it
run smoothly. These activities must be age and grade appropriate."
The management component was mostly 1IS, student teacher meets
this criterion seldom and/or ineffectively. Ginette wrote: "Kathy is
progressing in this area, however, Kathy needs to learn how to assert herself
- take charge of the situation in a positive way and follow-through on what
is being said. Kathy seems overwhelmed at times and frustrated - never
loose perspective - you are in charge and you set the tone of the classroom.
Introspection on yourself should be done on your own time, not in front of
the class."
The personal characteristics component was also a difficult area for
Kathy. She was graded at mostly 1's and 2's. Again, Ginette wrote: "Kathy
has difficulty in some of these areas. Kathy has a difficult time
communicating. Teaching is a people - person career where communication
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goes on· all the time. She needs to work on the skill of communicating with
co-workers, parents, and peers, as well as her students. Kathy needs to
work on presenting a more confident image through body language." The
three of us talked about each component and made some suggestions.
Kathy said little.
The next week I was observing again.· It was November 3. I watched
Kathy doing the opening again. Kathy did a good job of giving behavior
cues to this class. Attendance was a noisy process but Kathy had the
students answer in Spanish which turned it into a learning/practice time for
her students. There was much better control on the rug. Kathy did a very
good job of drawing students into the story she was reading. The transition
into centers was not smooth or quiet. Kathy gave thorough explanations of
the centers. This took too long for these students' attention spans. The
writing center was very creative, very well designed. J_ and C_
deveioped a game centered on J_' s bracelet. Kathy removed C from the
center and timed him out on the rug. J_ found another boy to play the
bracelet game with. Student behavior during centers was still a challenge.
Kathy made it to the next seminar meeting on November 4. She
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answered my question of what is good teaching with:
Kathy:

. "Having had lots of interesting experiences urn,

it's a balancing act and that's really true and you (researcher)
more know where I'm coming from on this from some of the
things' we've ta1ked about but it's that way really everywhere
in, in life. I mean (pause, sigh), we come out of teaching with
al~

these ideals and it's amazing when you get there how many

of them conflict. I mean, and I have talked with you a lot about
all the ideals that are sometimes in opposition with each other
and good teaching somehow is, is balancing those difl"'erent.."
Researcher:
Kathy:

"How do you know when it's in balance? .. "
"Well, I, you look, look at the general atmosphere

of the class, but then, you also have to look at the children, at,
every extreme somehow and I think, I think it is never, is never
needing everything, when it's in balance the atmosphere as a
whole is good and there's no person on any angle who is
suffering, I guess you'd say." (Nov. 4 Seminar Transcript, p. 9)
Kathy further added that good teaching was seizing the moments for
teaching as well as knowing where everyone was at and having a sense of
that. When I asked what pacing meant to her she responded that behavior was
the biggest issue in pacing.
Kathy:

" ... For one thing, if you get too caught up in
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behavior, that drags the lesson further and loses the attention of
other kids ..." (Nov. 4, Seminar Transcript, p. 23)
Kathy related a successful reading lesson she had taught for her well
remembered event. When I asked her about the behavior and reactions of
some of the specific children in her room who tended to behave
inappropriately, Kathy could not remember what they were doing as she read
the book.
Kathy said the only speech act that was ignored in the seminar
sessions. Mary and Linda were talking about their bone lessons and projects
for Halloween. Kathy announced that her class had a bone center up and
were starting to talk about their bones. Mary continued discussing
kindergartners and bones.
November 19, I was back in Kathy's classroom. I observed while
center work was going on and then went with the class to the library. Kathy
used the lights to signal a clean-up tLme and offered a reward for the fastest
and best job. After their session in the library, Kathy got the class back into
the classroom. She didn't wait long enough for the class to get settled. She
began a show and tell activity before half the class was in their seats. This
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proved diflk:dt. About a third of the class was busy talking and throwing
things ..
I conferenced with Ginette. Ginette was now eager to get her class
back. She said she was in sympathy with her students. Kathy wanted to
teach individual children or small groups of three to four students. Ginette
said that Kathy did not want to accommodate or deal with the average or
slow student. I took Kathy to observe in other classrooms, in other schools,
the last week of November.
December 1, I had another conference with Ginette in the library. She
was almost frantic and not pleased about Kathy's progress in student
teaching. We agreed that Kathy was fine with a small group of children. We
conferred about the final evaluation and reached agreement. There were no
letters of recommendation for this student teacher and I wrote in a
recommendation that if she decided to stay in the field of education, she
should work with small groups. This last evaluation would be more of a
counseling out session. It was a pass, if the form had had such a provision, it
would be a low pass. Kathy did meet the requirements of the contract I had
written up. I have learned that these written agreements can be a two edged
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sword.
At the final evaluation conference, I summarized the comments of the
semester. I told Kathy that she should consider going into some specialized
area of education to work with small groups of children. Kathy burst into
tears and sobbed at this meeting. She said over and over, that she was born
to be a teacher and that she knew she was going to be really good at it. I
urged her to teach in a small group setting then for a year or two, such as a
pre-school where the curricular demands were not stringent and she could
learn how to have fun with children and improve her management skills.
Kathy sobbed. I asked her what part of the evaluation was a surprise to her.
Instruction and management were almost all 1's and 2's. She had worked
hard. She had improved, but the final analysis was that she still was not at a
consistent 2 or 3 level on these issues. I wondered what grade Kathy
thought she should have earned. I asked and she did not reply.
The next day was the last seminar. Dec. 7 all of the participants
showed up. I had been by no means certain that Kathy would. Her final
evaluation was completed and she was done with student teaching. She
came to the seminar and seemed to share the celebration mood of the group.
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She engaged in slightly fewer speech acts compared to the previous two
seminars she had attended, but she spoke many more lines of dialogue.
Kathy had things to share about her experiences. She discussed with the rest
of the participants the mechanics and feel of the phasing in and phasing out
of taking over her classroom. One of Kathy' s persistent themes over the
whole semester, justice and fairness in relations, emerged from her dialogue.
At one point Kathy reflected:
Kathy:

" ... and I was thinking how teaching is the one

experience, where your relationships are entirely determined by
a sense ofjustice. I mean, every other relationship your, your
feelings come into it. You can like, you can dislike, you have
the leeway..." (Dec. 7, Seminar Transcript, p. 18)
When I asked Kathy for a well remembered event, the focal point of
her narration was centered on a students charges that she was unfair in her
treatment of him. L_ had often been discussed by Kathy and had often been
referred to by me in my observation notes.' Kathy Spoke a long tiine about
this child during this seminar and reflected on her relationship as it developed
with him over the semester. The following dialogue piece seems to
summarize the heart of the issue for Kathy.
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Kathy:

" ...but there was, I just felt like, I couldn't get

through. I pondered what I did to make him feel like I, had it.
against him because he obviously felt that somebody else was
getting away with something that he wasn't getting away with.
And he felt upset and I think it stems back to him and F_ at
the beginning of the year and I would step in between the two of
them. You know, F_ would tell, ifl would tell L_ something,
F_ would say, you know, on purpose, 'Don't do that L_!' or
I would give L_ a direction and F_ would be standing there
whispering a contrary direction to L_ and with my interactions
between F_ and L_ I think I built up some anger there. Plus, I
was harder on L_. I mean, F_ was basically so bad and so
awful off the wall, that I wouldn't, I wouldn't get after him for
everything. I guess L_ built up then the feeling F_ does this, I
can't do this, she's mad at me.. When it finally came out, he
was the challenge through the semester." (Dec. 7, Seminar
transcript, p. 38)
Here was Kathy's final judgement. In her perception it wasn't the
other children that she had such difficulties with. It was L

who was the

ultimate challenge. L_ was challenging her self-perceptions of fairness and
justice. She was beginning to question whether she was in fact fair to L_
and was able to see that through his eyes, perhaps she was not.
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Kathy was able to talk about student characteristics when other
participants were focusing on this topic. However, her focus was devoted to
the extreme behaviors and those children who had been placed on
medication for hyperactivity. Kathy did not talk about any average children
in her class.
Kathy responded quickly to my question about what thoughts did she
have for a brand new student teacher. She stressed that a student teacher
should not step in too quickly.
Kathy:

" ... But you know, from the moment I started doing

activities, my focus was not on watching anymore. My focus
was then on, was, or what I was doing wrong. I mean, from that
point on my concentration was on that instead of you know,
what's going on. And that is a mistake ..." (Dec. 7, Seminar
Transcript, p. 56)
Linda
Linda is a young woman of Hispanic heritage, a first generation
American. She is the first in her family to complete a degree program from a
college. Linda takes herself and her work seriously, though she has a ready,
easy laugh about herself and the situations she found herself in. Linda has a
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warm personality in one-on-one encounters but she tended to be quiet and
reserved in the group seminars. She spoke the most about herself and her
classroom experiences at the two seminars where there were only four
participants instead of the usual six. The semester of her student teaching
was her last semester of her program. She was to graduate with a major in
elementary education and a minor in Spanish.
Linda's student placement was in a working class neighborhood
school. The population within the school and within her 5th grade classroom
was over 900/0 Hispanic. This was not her first placement. She had spent two
weeks observing a 1-2-3 combination classroom taught by two teachers. This
was also a lower socio-economic school with a predominantly Hispanic
population. Linda decided after observing for two weeks that this multi-age
grouping with two cooperating teachers was overwhelming to her. Her final
placement seemed problematic as well. Her cooperating teacher expressed
doubts as to whether this was the best placement for Linda, since she (the
cooperating teacher) had just changed from 3rd grade to 5th grade. "But
Linda needs a placement and she's welcome to be here. We'll work it out
together." was this veteran teacher's comments when I first went out to meet
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her on Sept. 3. Rachel had taught for over 18 years.
Linda revealed her vision of education and her sense of mission
through statements she wrote on her personnel form, and spoken dialogue
during post observation conferences, and an interview conducted on
September 27, about midway through her student teaching experience. Linda
had written just prior to beginning student teaching, "I feel strongly against
teaching in a traditional classroom setting. I believe that students will have a
better learning experience in a cooperative learning type environment where
they can use language and hands-on approaches to explore ideas and solve
problems. I also believe that teachers can learn a lot from just listening to
their students. Therefore, it is crucial that teachers create a risk-free
environment in their classroom." During the interview, Linda explained what
a 'traditional classroom setting' meant to her.
" ... The thing is that I think, urn, well see, first of all, 1 went to
Catholic school so when I think back to grade school and I
think about the kind ofleaming that I, 1 did not like that kind of
learning. And looking back at that 'cause it was a very strict
environment, urn, you know I was in 5th grade and 1 was
comparing, God, when I was in 5th grade I would get my, my,
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my hand slapped if I did that, any kind of thing like that. And
you know it was very strict and I was, that was not a great
learning environment." (Sept. 27-Interview, pg. 12)
Linda went on to explain how surprised she was to observe in other
classrooms and see the differences in those classrooms from the ones she
experienced growing up.
It was during the post-observation conference, October 4, 1993, that

Linda talked about why she had gone into teaching and why she had
specifically asked to be placed in a bilingual classroom. We were talking
about her required integrated unit, the colonization of America. She said that
she had chosen this topic because traditionally her people, those of Hispanic
heritage, were left out of this unit in social studies text. To prove her point,
she told me that she was not able to find any materials on this topic written
in Spanish through the district's resource center. Linda said this confirmed

her motivation to translate the materials she found for her students and her
goal was to not have these students feel as left out of the picture as she had.
She said that made her feel weird as a child and she wanted to bring the
richness of this topic to the students in her bilingual classroom. She wanted
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to give them the clear message that they too were part of the American story.
.Linda included the story of Spain's colonization of America with the
traditional coverage of the east coast colonies .. (Field notes - Linda, pg. 2)
Linda talked simply and sincerely about this commitment to an education of
valuing and worth for students of the community she had grown up in.
Linda's student teaching placement was not an easy one. Her
cooperating teacher brought many years of experience teaching younger
children to bear on this classroom. It was not a perfect fit and adjustments to
the management and work systems were made as the year progressed.
Rachel, the coop., noted on several occasions that this pa...~cular class had
that special, interactive chemistry that had given them an extremely negative
reputation for behavior since they were in kindergarten. I checked with the
school principal about this and received confirmation that this class had
indeed a reputation for being difficult to handle. Linda's challenge was to
find her center as a teacher, find what worked with this class to motivate
them to want to learn, to provide appropriate learning opportunities for them,
all the while constructing the supporting management system in conjunction
with her coop. There was no cushion for Linda to sit back on, an already

192

intact, proven by experience, grade level appropriate management system.
She was the only one of the five student teachers who faced this struggle, so
much like that first induction year of a new teacher. She did, of course, have
the support of her cooperating teacher, but this was to be a struggle for both
of them.
Linda remained an "outside observer" in her classroom longer than the
other student teachers. Most likely this was because these other students
had two to three weeks more of observing in their classrooms. They had
actively helped their teachers to set up their classrooms for the beginning of
school. Linda did not begin in her classroom until after school had been in
session for two weeks. The first seminar meeting was on a Tuesday, August
31. Linda had observed in her classroom for the first time, the Friday before.
Monday and Tuesday she was participating in the mainstreaming class at the
university. She expressed some confusion about the routines and
management issues within this classroom.
In all of her comments during this seminar, Linda referred to her coop.
Teacher always as "the teacher". This is certainly understandable. Linda
has not yet bonded with either her teacher or her classroom. Her
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perspectives as an outside observer contrast strongly with Mary's and Jane's
who use pronouns such as "We" and "our" denoting a sense of belonging
and ownership.
The next Friday, Sept. 3, I observed in Linda's classr!)om. I met her
coop teacher for the first.time. Linda had not been officially placed with
Rachel until after the cooperating teachers' orientation meeting. I entered
the classroom at 9:00. It was a large classroom with lots of activities going
on. Students seemed to be engaged in some kind of Lit. Study activity,
writing words on 3 x 5 index cards with different trade books open on their
table top, others writing on sheets of paper, and five students working at a
Mac and Apple II clone computers made this a room of purposeful activity.
One side of the classroom was an accordion divider panel with a folding
chalkboard on it. This divider panel was open about 3 feet. The other room
was very sparsely furnished with a few desks and chairs placed around it.
Linda infonned me later that this was the "dungeon" and it was considered a
privilege by students to be allowed to work in this area.
I noted a large, colorful container of math manipulatives on a counter
as well as lots of shelves and books, easily accessible to the students. Ajob
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chart was hung on one wall and wooden sticks (tongue depressors) with
students' names written on them, were filed in various pockets, announcing .
jobs. Students sat at 8 tables placed close together in the first classroom.
There were little open cubby boxes attached under the tables, much like the
storage area of desks. Four students sat at each table, with a couple of tables
only having 3 at them. All thirty students were present that day. There was a
good work noise level in this room, a busy, low hum. The various signs
posting classroom rules and affirming comments about appropriate behavior
and the obvious work ethic in place seemed to indicate an established
understanding of acceptable behavior and expectations. I watched Linda
move around the classroom. Various students called to her, "Miss_---.:>
Miss

!" There was a flower on her desk, off to the side. She later

confirmed what I suspected~ a child had brought this flower in to her. Linda
seemed well on her way to fitting in.

Rachel~

Linda's cooperating teacher,

said that so far, she had asked Linda to observe and circulate around the
room during work periods. She said that she would be adding
responsibilities gradually.
The next week, on Sept. 7, was another seminar. Linda noted that she
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didn't feel any nervousness about me being in her classroom because she
hadn't taken over any of the responsibilities yet. However, Linda's language
does show some change when asked to comment on Jessica's concerns
about racism, Linda says,
Linda:

"Right. Well, um, do you want me to talk about

my class or? "
Researcher:
Linda:

"Whatever.. "
"It's different, urn, I'm in a 5th grade classroom

and they're predominantly Hispanic. "( Sept. 7 seminar

transcript, p. 21)
Linda used the pronoun "my" for the first time. In the rest of this
particular segment, Linda referred to this as "the class". Linda was just
beginning to feel a tentative belonging in this classroom.
It was in this seminar that Linda addressed the question of what makes

a good teacher using the term "with-it-ness."
Linda:
Researcher:
Linda:

"I'm thinking ofthe term With-if-ness. "
"Yeah! Yeah!" (Excifed)
"(laughs) The teacher just has to know what all
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the kids are doing, andjust a/ways be aware ofwhat 'sgoing .
on in the classroom because without that (laughs) forget it..
You're not gonna, you know.. "(Sept. 7 seminar transcript, p.
31)

This segment of dialogue shows Linda's developing awareness or
appreciation of the demands of knowing what is happening in a classroom.
Her observations in her 5th grade classroom as well as her life experiences
have cued Linda into the importance of this concept of with-it-ness. Linda
had a name for this concept because of the formal knowledge taught in the
TTE 300 class she took. She acknowledged this when I asked her where she
learned about the term with-it-ness. As she answered my question, the group
answered with her, almost as a Greek chorus, with the instructor's name.
Linda linked this instructor's name with a methods course, but the group
corrected her. Others noted that the concept was re-introduced in the block
for methods.
It was also at this seminar, Sept. 7, that Linda brought up the issue of

teacher/student relations. This was the first time this topic was introduced
and it was later to be returned to over the course of the seminars. By the
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final seminar, it was a major theme that had been initiated for discussion by
every participant except Jane. Linda's introduction was part of her oral wellremembered event. She spoke about feeling uncomfortable with a girl in the
class who demanded her exclusive time and attention as if she were a buddy.
Jane asked Linda if she has begun teaching yet and when Linda responded
that she hadn't, Jane offered the suggestion that this buddy thing would
resolve once Linda began assuming responsibilities in the classroom.
I observed Linda a few weeks later. It was Sept. 27, a Monday. I
arrived in the class at 8:20 to catch the ending of the opening routines. Linda
signaled the class to begin their projects. They were reading survival books
in their language arts unit. There were many projects; posters and dioramas,
in various stages of production. Linda was circulating among all of the
groups, questioning, listening, and giving directions. Linda seemed to sense
movement, turned around and re-directed a group of three students at the
door engaged in horseplay (pushing each other, posturing, threatening). The
students listened to her directions and dispersed. Linda had made gains on
her transition from observer to participant in this classroom. Talking with
Rachel revealed that Linda had assumed the opening routine, some math
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activities, and the spelling curriculum. Rachel said that she is. please with
Linda's progress and especially appreciated her calm manner.
I conducted a taped interview at the post-observation conference. We
spoke together in the teacher's lounge. Linda talked about the difficulties
she had had doing the opening for the first time the Friday before. She was
not aware of all of the different jobs and instead of directing the students to
the responsible students, she tried to do it all herself. I noticed that now
'we' was the preferred pronoun in her discourse. Linda commented that this
morning's opening went much smoother because she now knew who was
responsible for what. I asked about her schedules, her classroom routines
and she explained the line-up in general and then added,
Linda:

" ... They come back at 12:30. It's math and then

the last halfhour or so is just for catching up work and that's
basically what it is all week. Unless of course, something
happens or we, we plan on extendi..Ylg an activity. (Laughs) It
just depends on the kids. Right now they're working on their
projects and they're doing really well. Then we'll extend it. It
just depends on what their, on their behavior and if they're, you
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if they're engaged in it. You know, it's pretty flexible in

that sense. That's how we judge what we're gonna do next."
(Interview, Sept. 27, p. 5)
Linda described a work system and a curriculum that was sensitive to
the immediate context of the students. To work, this required a well
developed sense of what was happening in the room, what the students were
doing, and an intuitive feel for what the climate was to predict with some
accuracy what would happen next, to know whether to continue with the
activity or to change to another one before off-task behaviors began to take
over. Linda's cooperative teacher must have been scaffolding this, but
Linda's relation of with-it-ness to good teaching had a framework within her
classroom. This work system would not function without with-it-ness. This
was the opposite of a rigid, programmed curriculum dictated by the clock.
When Linda described her Catholic school experiences, her present 5th
grade classroom seemed to be the less rigid, more child sensitive
environment she was looking for. She acknowledged that her past
experiences presented some conflicts with this.
Researcher:"

.. When I walk in that room it does not feel
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like the old, traditional classroom from the early 60's or 50's. It
doesn~t.

Linda:

Those-kids are not all nailed to their seats.~~
"And that~ s something I have to get a little used to

too. Because since I've been brought up in that kind of
learning~ um~

you know~ when kids are working~ you know, you

think, a good classroom looks like when they~re all together and

they're quiet, you know (laughs) and that's not necessarily true.
There~s

such a thing as good talking in the classroom and you

know, that's a key and you have to look out for that." (Sept. 27,
Interview transcript, p. 14)
Linda acknowledged the struggle with the classroom model she grew
up with and her stated beliefs of students having a better learning experience
in a cooperative learning type environment, a non-traditional classroom. She
talked at length during this interview about the difficulties in monitoring
student behaviors in a multi-task enviJonment that occasionally encompassed
the classroom~ the dungeon~ the hallway and outdoors, just outside the
classroom all at the same time. Linda admitted the risks involved with this
and said,
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Linda: " ...And I like the dungeon but for myself, I think r d like
to be able to see everybody. Iffcan see everybody, then I'm
alright. But to have kids work independently, that's kind of

hard." (Sept. 27, Interview transcrip~ p. 18)
This topic of seeing became a major theme for Linda through her
whole student teaching experience. Her first mention of this was at the first
seminar where she said that she was unable to see the management system
in her classroom. I wondered as I watched Linda struggle to bring order to
and make sense of her experience if the theme of seeing for her grew out of
her sense of being out of control of these students, as well as her own sense
of inadequacy of ever being able to see everything, all the time. Perhaps the
metaphor for Linda was that good teaching is being supennan with x-ray
eyes. Given the conditions I was not surprised. I made suggestions for
visibility and accountability.
Linda was able to describe in detail the management strategies in use
in the classroom. The colored construction paper posted on the board as
well as a purple book for students to record their own behavior logs were
evidences of the attempt to put more responsibility back on these s~dents to
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be responsible for their own behavior and to keep them accountable. It was
clear that she was now aware of what management system her cooperating
teacher had in place.
I returned to Linda's classroom a week later. It was Oct. 4, another
Monday. I came after lunch and Linda was teaching math. When I first
walked in, a "cashier" was handing out J-Mart bucks, token economy
reward system for cleaning up around their desks. Linda moved to the
board and placed a sheet of red construction paper on it. The class
immediately settled down when they saw this. Linda began her lesson by
using a couple of letters of the alphabet and asking the students questions
about whether they can discover if those letters are symmetrical, and if they
are, where are the lines of symmetry. Linda picked a volunteer recorder
who recorded information on the chalkboard. Rachel was in the room, she
moved around and talked individually to the students. Linda continued her
lesson and did a good job of regulating the discussion. There was lots of
enthusiasm in this classroom. Linda used effective cues for appropriate
behaviors. She gave a hand signal that was a new one on me but the
students recognized it and became immediately quiet when she did it. She
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assigned the'practice task to groups' who completed it amid lots of talking.
After about 15 minutes, Linda changed the ·reporting out procedure and
directed one person from each group to go up to the board and report out
what they had found about the other letters of the alphabet.
Changing her mind, re-giving the directions showed some
improvisation, flexibility. It also showed awareness of the increase in
restlessness of the class when she was calling on just one person at a time.
At the post-observation conference, Linda noted that this lesson was part
of the 5th grade math curriculum and she had taught it because she felt
that the class would do well with the small group, hands on practice task,
and because it taught some spatial relations that she would be referring
back to when she taught geometry. Through this discussion and the
ensuing discussion about her integrated uni~ Linda showed a concern and
value for pedagogical content knowledge.
October 9, the n~xt Saturday was another pro-seminar Saturday.
We met as a seminar group through the lunch hour. Linda's first speech
act reflected the change in her perspective and role in her classroom.
Linda:

"We've got some students in 5th grade who don't
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show up so regularly as well. So, we also have a problem. I
don't lrnow, I don't lrnow what to do about that. We don't
want them to think it's ok, but urn, even if it, it's really weird
and I was taking attendance an urn, you lrnow, I was looking, I
was asking my students about a student and the teacher said,
'Oh, so and so always misses Monday, you lrnow". (laughs)
Yeah, it's a thing, it's the thing for them always to miss
Monday or urn, she's always tardy too. So that's the thing."
(October 9, Seminar transcript, p. 5)
This was Linda's contribution to Mary's discussion about parents not
bringing their kindergartners to school. I noticed that Linda began the
speech act with a very strong ownership sense, 'we've got some 5th
graders' and she was asking 'my students about a student'. Her coop
teacher is still 'the teacher' which may indicate that at this point, in Linda's
perception, authority is still held by the coop teacher in this classroom and
there are not yet two teachers sharing this authority.
In response to my group question of how it was going, what surprises

did the participants find in planning and teaching, Linda told the group about
the lesson on symmetry I had observed. She pointed out how excited these
students were with this lesson and her reaction of frustration,
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Linda: " ... We had kids who were so excited and every time I
asked, 'who did thisT

~d the

same.hands, the same groups
;

every time and instead ofjust raising their hands, they were
'Me!' 'Mel' all this excitement, all this excitement in the
classroom and it was really hard because of, you were just, you
lrnow, what will I do? I just want to strangle this kid right now!
Shut up! And this is all going on in the back of your mind and
you're wondering, how am I going to handle this? (Laughter)
and so am, .." (October 9, Seminartranscriptpg. 20-21)
This particular piece of one of Linda's speech acts summarizes her
student teaching experience from this time forward. Linda was being
challenged to re-examine her beliefs about non-traditional, cooperative
learning classrooms and without compromising these beliefs, to begin to
impose order onto what easily turned into chaotic environments. Linda
wanted these exciting learning situations, but she struggled for the sense of
order.
Linda talked to tlie group about changing her lesson in mid-enactment
to accommodate the needs of her students for a faster pace. She celebrated a
successful strategy she had used for gaining some control.
Linda:

"It was just really hard. It was just. There were a
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lot of times I said, 'Quiet' and finally I did this thing. Do you
remember the coyote sign? And it works, for two seconds
(laughs). They start talking. But I'll tell you, the next day, as
soon as they walk in and I do this number (makes the sign) and
they all knew what it was and you know, that was good and so,
cause 1... one thing that does not work is 'shhh, shhh'. It's just
cause it's still noise and I hate to keep saying 'Quiet. Quiet
down class.' I hate to. I just use this sign and it's been
working."

Mcuy:

"I forgot all about that (coyote sign). That's good."

(October 9, 1993, Seminar Transcript, p. 22)
I observed a social studies lesson on explorers and their
accomplishments in Linda's classroom on October 22. This had been an
assignment done in teams of two. Students had worksheets (grids) on
which they had written down the explorers they were assigned to research.
They wrote down what the explorer did, when they did it, and the
significance of their act. Each group gave an oral presentation of their
findings. Linda placed the red construction paper on the board before the
presentations. This lesson went pretty smoothly, students were interested
and attended to the presentations. Students occasionally asked clarifying
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questions of presenters and make notes on their own papers. Linda was
very calm and seemed very comfortable when she let the students in the
classroom at 8:00 and did the opening activities. Rachel expressed
concerns with consistency and follow through on Linda~s part. She pointed
out that the class was testing her and that Linda was going to have to learn
to follow through in order to establish her credibility. I did not observe
anything to substantiate Rachel~s concerns that morning but I resolved to
come back in a few days.
Three days later~ October 25~ I was back in Linda~s class. This time
students were finishing up Halloween cards to their kindergarten pals.
There was lots of student movement around the room~ lots of talking and I
did observe several students keeping an eye on Linda and engaging in
questionable behaviors. After about fifteen minutes~ Linda cued her
students with the coyote sign. She handed out her bones worksheet. She
gave directions to cut out the bones~ paste the skeleton together a'1d then
label the bones. She put a green piece of construction paper on the board
and the students immediately began cutting out the skeleton. Students
worked on this task for 40 minutes. There were varying levels of
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concentration, but high task engagement. Linda put up a red piece of
construction paper and made the coyote sign. The room was quiet within
moments and students looked up to where Linda was standing by a
chalkboard. She explained that she knew that most of them were not yet
finished, but the next activity was the Halloween Bone poem, so that when
they finished the skeleton, they should hand it in and begin work on this
poem. She showed the class the poetry forms that they were to pick up
from her desk after they turned in their skeletons. After asking if there were
any questions, Linda walked over to a table of students who were overcome
with giggles. She spoke very calmly to them. Band students returned at
this point. Linda called on and encouraged other children to share
directions for the skeleton and bone poem. Two parent helpers circulated as
did Linda and Rachel. I observed a number of individual students engaging
in off-task behaviors as they kept their eyes on the adults ''working'' the
room. I noticed that one table was consistently talking tirough t,e whole
lesson but they did not escalate in noise levels or move onto other
inappropriate behaviors. Linda achieved a very careful orchestration of a
small group activity.
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Linda, Rachel and I shared a lunch meeting for Linda's mid-term
evaluation. Rachel had written and now voiced her concerns about
management and instruction as it relates to management. Rachel's written
comments noted that "She (Linda) is gradually becoming more assertive in
following through with rewards/consequences system. Development of
'eyes in the back of the head' and an intuitive sense of what's happening in
the classroom take time." Linda's metaphor of good teaching as seeing was
being reinforced by Rachel. We concurred that Linda was learning valuable
lessons· about management and realistic work expectations for these
students.
At the next seminar meeting a week later, Nov. 4, 1993 Linda
repeated her conception of good teaching is being able to see. She added
flexibility and follow through to her definition.
Linda: "What's good teaching? Ab, definitely being prepared,
being able to be flexible, urn. Being able to handle any issues
or anything that just goes away from your plan. That's what I
have to do, this week definitely. But urn, just being able to
see. I mean, I know before I mentioned about having with-itness but just really being able to have eyes that just see
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everything thaf s going on in your classroom and urn, following
through also. That's good teaching too.~' (Nov. 4, Seminar
Transcript, p. 1)
Linda had been teaching full time this week. She brought her focuses
and understandings to her definition of what good teaching was. These
understandings had been shaped by her experiences within her classroom
and the comments of her cooperating teacher and myself Linda was
actively synthesizing her experience. It is possible that Linda was
"studenting~'

here. She may have concluded that she understood what my

definition of good teaching was from her mid-term evaluation and
conference and in response to my question, supplied the items that had been
discussed at the conference.
Linda talked quite bit at this seminar. She gave examples from her
classroom of being prepared, being flexible, using follow through with
students, implementing accountability systems and determining grading
criteria. Linda was grappling with the basics of her work system. Later on
in the seminar she responded to the question I asked the group about what
pacmgwas.
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"Linda: " ... ,Um, I mean you're teaching, something, I don't
know, it's just the way you're going to carty it out, depending
on what the students are doing, whether or not they like this
activity, how's it going, and ifnot, what are you going to do,.
it's just trying to set up the lesson you know.. "
She continued..
"Urn, also just basically their behavior too. (Laughs) I just,
it's just like I said, it's been really rough for me but um, we've
had, I've found myself doing a lot more disciplining than
anything else this week and urn, you know, it's funny when
you're writing your unit and stuff, you see it in your head how
you want it to go and it's great on paper but actually doing it is
something different. And, um (laughs) so I had to, I've had to
change things because obviously it would not work with this
group, you know. And it's not what this group needs so ... "
(Nov. 4, Seminar Transcript, p. 16-17)
This segment of dialogue showed some of Linda's growing
understanding of the interconnectedness between classroom management
issues, planning, enactment and flexibility motivated by student impact
upon the lesson. She was moving into an awareness of the importance of
content and task design and it's two way dimensionality. She recognized
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earlier, when she was planning her unit, that the way tasks are structured
allows for differing student participation. Her teaching experiences of this
first week of full time teaching, as well as her skeleton lesson of the last
week, made her appreciate the impact of student behavior on the planned
lesson. These are critical lessons that lead to the development of practical
knowledge. Linda spent the rest of her student teaching experience working
on two interconnected areas: 1) classroom management; and 2) trying to
fine tune task designs with content to maximize student engagement with
the content. In working through these issues she began to critically think
about her students as learners and their characteristics.
Linda:

"Urn, I guess a lot of it had to do with just their

interests and exactly what I was expecting them to do. Urn,
you know, my group is very noisy and you know doing a KWL
(What do you know? What do you want to know? What have .
you learned?) When you have a whole group discussion and
you try to do things like that. It's not going to work with this
group, you know. And I figured that out really fast. (Laughs)
So, I gotta stop that. They need more hands on kinds of things.
Urn, less teacher taIk, you know, just more here's what we're
gonna do and just let them go at it, hands on. That's just what
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they like and thafs what I've seen..... They're more
productive that way' cause if s really hard. You just can't talk
too long with these kids. Their attention span is just real
short." (Nov. 4, Seminar Transcript, p. 17-18)
Linda related some of her frustrations to the group in her well
remembered event. She talked about coming in the first day she introduced
her unit with high expectations for student interest and involvement. She
encountered students who did not want to participate in large group
discussions or work in pre-assigned teams because of negative, public putdowns by other students. Linda blamed this on the students' immaturity.
Mary was the only student teacher to offer a response to Linda during her
narration (six pages of transcript). Mary described her high-school social
studies teacher who began throwing candy at students who answered
questions. Linda neither responded to this suggestion or tried it in her
classroom.
This November 4 seminar revealed the growing distance between
Linda's student teaching experience and that of the other four student
teachers. The focus issues that were central to Linda's struggles were barely
perceived by some and were minor issues for the rest. Kathy should have
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and probably did recognize the control and management issues but she had
not made the connections between student behavior~ task designs and
content. The other three student teachers had adopted the already existing
and well functioning work systems that their cooperating teachers had set up
in their classrooms. Management was not an issue for these student teachers
as they followed set procedures~ proscribed curriculum~ and text book
lessons.
The last two observations, November 10, and November 22, revealed
Linda's continuing struggles to engage her students in meaningful ways with
content. The last seminar was held on December 7, 1993. Linda chose as
her well remembered event a parent conference incident centering on the
progress reports she had sent home on students who were failing a subject.
Linda celebrated her success with a parent who had a reputation in the
school for being extremely difficult. She had all of her documentation of the
student's work and her grade book on hand for this conference. When Linda
discussed the specific work assignments missing and corroborated this with
questions to the student, the mother became supportive of Linda. Linda
related,
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Linda: " .. So, anyhow, as a well remembered event, rm
thinking about how important it is to get parents in the
classroom to see what you're doing and just keep them
informed in that sense and dealing with children .... It just went
really well. He's pulled through and he's turning in work
now." (December 7, Seminar transcript, p. 32-33)
Jessica was able to relate this to a parent phone call she had had.
This was the only exchange, only point of connection that Linda
experienced with another student teacher during this seminar. Linda only
spoke to one other issue during the seminar. She responded to my question
about what advice the group would give to a new student teacher.
Linda:

"My advice would be that during the first um,

four weeks or so ofphasing in, my advice for them would be
to really get to know the class. Um. Really know your students
so you can plan accordingly. Their level, what they like to do,
stufflike that. Thatwouldjust make sure, just 'cause I know
from my own experience, like I told you. My class can do
certain things like group work. It's really hard to do large
group work and get them settled down to work that way, just
because they're easily distracted Just being able to know
your students really weiland know what's going to work for
you. " (December 7, Seminar Transcript, p.49)
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No· other participant spoke directly to Linda at that seminar and she
did not contribute anything else to the discussion. Everyone else had had
their final evaluation and perhaps some of their volubleness was a release
mechanism, a celebration that for them, the experience was over and they
had passed. Linda's final evaluation conference had been scheduled for
December 9 because of the activities going on at her school. She may very
well not have felt the same sense of closure that the others were
expenencmg.
Linda's final evaluation reflected the classroom management
challenges. Linda scored the highest in the planning category. Rachel and I
both recognized Linda's growth in this area. Her instruction category
indicators were also high except in those two areas specifically impacted by
student behavior; i.e. implements lesson plans effectively and maximizes
student participation. Linda maintained a positive attitude with a difficult
class. She reflected at the final evaluation conference that she had learned a
great deal and was eager to begin work in her own classroom. She was the
first student to bring the forms for the letter of recommendation and pressed
me for a twenty-four hour turn around time so she could apply for a mid-
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year position that had.opened up. Linda was eager to continue her growth
as a teacher.
Mary
Mary is a very attractive young woman with bouncing dark hair

cropped at an angle. I noticed immediately the irrepressible smile. I was to
learn that there were times when Mary was on the quiet side~ but she was
never shy. Mary always seemed to have reserves of positive energy. She
was the only one ()f the five student teachers who worked at a part-time job
while she student taught. She worked at-a·public school site~ doing after
school care. She had worked the SUJ11...mer before at a pre-school and before
that at a parks and recreation program. These jobs had given Mary lots of
experience with children.
Mary had grown up in a small town in the same state as the

university. She wrote on her student teacher personnel form in regards to
her teaching outlook: "I think teaching should be focused on learning. A
classroom should be as child-centered as possible. I believe that
experiences should be authentic~ making learning relevant to students~ lives.
217
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I think that learning is a shared process - that I have just as much to learn
from students as they have to learn from me.~'
Mary~s

major was elementary education.with a minor in French.

Mary had been placed in a kindergarten classroom at Milton Elementary,
the same inner-city school with a high ethnic diversity that Jessica and
Kathy had been assigned to. Her cooperating teacher, Diane had been
teaching over twenty years.
At our first seminar meeting, August 31, Mary discussed some of the
issues from the classroom management pro-seminar that the student
teachers had attended on the Saturday before. Mary spoke about her
classroom in tenns of behavior:
Mary:

"We don't have a lot of behavioral problems at

all. We've been, we've been just really astounded by the fact
that we don't have very many problems. We have a couple of
little squirrely ones, but other than that, I mean they walk in
lines, they sit t.1}ere they turn when you're taL.1dng to t.1tem, they
all look the same way, I, .. We really .. We have one girl that's
like a bad girl and she like really reveled in being a bad girl
and we~re deciding what to do about her. But other than that,
we don't really have an serious problems, I think. (August 31,
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Seminartranscript,p.6) ,
Mary's choice of language is illuminating. It wasn't simply that she
hasn't seen any problems, it was "We don't have a lot of behavioral
problems at all .." Again, it was not a matter of her cooperating teacher,
Diane deciding what to do about this bad girl, Mary told us that "we're
deciding what to do about her." Mary's statements reflected not only
ownership and feeling a part of this class, but also a sense of responsibility
and joint decision making.
Mary outlined her cooperating teacher's management system. She
noted that there were only a few basic rules such as keeping hands and feet
to yourself. Mary emphasized that these kindergarten students just needed
to be reminded gently and in a general way, without calling out individual
children's names because the rules applied to everyone.
Mary:

'''Cause if one is doing it, then you know, in

another minute, five more are going to any ways so the rule
applies to everyone. I think that works really well. They don't
feel like they're being singled out. "(Aug. 31, Seminar
transcript, p. 11)
Mary described the opening routine in her classroom in minute detail
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from the first moment that the students walked through the door.. She talked
about another management technique ofDiane~ s. Her cooperating teacher
would start singing and in just a few seconds, the children would
automatically join in with her. Mary found this technique "cute~'.
I introduced the concept of well-remembered events and asked the
group to share one with us. Mary was the first volunteer. She talked at
length about a student who was trying to cut out an apple shape with a pair
of scissors. He did not know how to use a pair of scissors. Mary was
struck with the inabilities of the age level, claiming that they couldn ~t do
anything at that age. In the next sentence Mary pointed out that most of
them could cut the apple shape.
Mary later talked about how she was beginning to do the opening

routines. She talked about how much the children were testing her. These
students had a hard time believing that this combat boote~ long skirted
slight young woman was a grown-up. Mary noted that she knew when she
was starting to take over that she was going to have to hold her ground and
follow the same rules as Diane, her cooperating teacher.
I observed in Mary~ s kindergarten classroom for the first time on
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September 2. It was alarge classroom with :five worktables set up with
center materials on them .. There were sixteen students in the room. Mary
conducted the opening with these students sitting on the floor in the boat
outline she had described at the seminar. The attendance and calendar' "
routines were participatory activities. Students went up and moved their
name signs from one side of the chart pocket to the other. Mary called on
students to do the calendar, putting the date up and putting the right weather
sign up. These students engaged in a lot of social verbal behaviors while
being very cooperative. When these activities were finished, Mary led the
pledge.
Mary directed students through a show and tell activity. Students had
items hidden in paperbags. The letter was c and students had brought items
that began with the letter c. This had a game format to it. Other students
had to guess what c item was in the paper bag. Mary monitored the amount
of time spent guessing and when the object was not guessed, she invited the
presenting child to take the item out of the bag and show the group. The
children were enthusiastically delighted with this. Mary had a warm,
reassuring manner with the students during the opening routines. She spoke
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in a quiet, calm voice to her students. Diane sat at her desk, monitoring the
activity from across the room. I spoke with her about how Mary was doing.
Diane expressed fears about having a student teacher. The last one she had
was a bad experience. She told me that she planned on giving Mary added
responsibility only gradually and with lots of structure and support. Mary
had done the opening for the first time just the Friday before. This was only
her second time doing it. Diane was pleased with the job Mary had done
with it.
At the September 7, seminar meeting, Mary immediately talked about
being nervous because I was there observing while she was doing the
opening. She said,
Mary:

" ... I was just hoping... we have, we have this,

that class has like four trouble makers in there and... ~~ (Sept. 7,
Seminar transcript, p. 4)
In one week Mary's class has gone from having almost no behavior

probiems to now having four trouble makers. The perspective seemed to be
changing from the first seminar to this one.
I asked the group to tell me what good teaching was, what it looked

223

like. Mary responded with a metaphor of seeing that was to be persistent
across the semester.
Mary:

"I would say just seeing kids learn and its not

always even academically but 1 mean younger kids learning
how to get along with each other and how to handle
themselves, as long as they're learning." (Sept. 7, Seminar
transcript, p. 10)
This idea of good teaching is being able to see in classrooms was to
include such things as seeing behavior, seeing growth, and seeing what's
going on. Every student teacher used this metaphor at least once during the
semester to describe what good teaching was.
Jessica dominated the dialogue at this particular seminar with issues
of racism within her classroom. Mary was surprised to hear this. They both
taught at the same school and Mary said that she hadn't heard anything like
this. When the discussion became enmeshed in suggestions for rules and
punishments, it was Mary who calmly pointed out that their actions could be
punished, but these students couldn't be punished for the way they thought.
Mary's points rang home and added to the dilemma. Later on in the
seminar she described some of the literature that had been used in her

224

children's lit. class to teach cultural understanding.. She pointed out that
these were .wonderful books that could subtly teach understanding and
accepting attitudes. Mary added that this was a positive way to combat
racism instead ofjust being negative too.
I returned to Mary's classroom two weeks later, Sept. 15. The show
and tell activity was going on. All of the children were in the boat on the
rug. Diane was not in the room. A child had a brown paper bag and the
other students raised their hands to guess what was in it. Like the first day,
there was high interest and lots of involvement in this activity. Transition
times, in between sharing students, were used for spontaneous
conversations. One student made bids for attention with his stuffed tiger

.
(apparently this was an earlier show and tell item before I came in the
room). Mary ignored this. She asked for the blue table additions for display
featuring the letter d. This excited the students. Mary gave directions to a
boy \.vho suddenly appeared by the door. Diane stepped in the door.
During this observation, Mary gave lots of positive feedback to her
students. She limited their conversations and gave behavior cues. Show
and tell was concluded. Mary directed the class to line up and then walked
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them to the libraIY. This was accomplished quickly and with very little fuss.
Diane stepped over to a boy and spoke to him about keeping his hands to
himself. Once the students arrived at the libraIY, Diane gave them specific·
instructions about their behavior. They became very quiet for the librarian
to read a story to them. Diane spoke to me before I did a post-observation
conference with Mary. She said that Mary had done an excellent job with
the students. She said that Mary was very well liked by the students and
their parents. I spoke briefly to Mary. She spoke animatedly about her
students and activities she had done with them during center work and
playground activities. Mary laughed quietly and with good humor.
When I returned again to this classroom it was September 29. Diane
was leading a whole group, circle activity. Students were actively and
appropriately participating in a "Doggy Bone" game. I notice that two
children spontaneously began conversations with Diane. She acknowledged
what these two were saying but she kept the game activity going at the same
time. There was high task engagement with this game. The students were
very much in control of themselves. MaIY sat as a member of the circle,
modeling appropriate game playing behavior. The transition into the center
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activity was very smoothly done. The tables were color coded to. the color
groups that the students belonged in. Mary ran a math center that involved
the students in sorting~ grouping~ and counting activities. I noticed that her
affect with the students was similar to the ca1m~ soft voiced affect of Diane.
I ta1ke~ briefly with Diane. She informed me that Mary's unit was coming
along well and that Mary had participated in two parent conferences. Diane
was pleased with the way Mary handled the conferences. I touched base
with Mary. She showed me her progress on her unit. She was finished
except for finishing up her bibliography of classroom books.
When I came into her classroom to observe on October 6, Mary was
working at a center that she called the memory center. She was setting it up,
getting it ready for center time. Picture tiles were spread on the table laying
face down and children took turns turning over the tiles to look at the
pictures, trying to find matches. The class came back from the library with
Diane and were given directions to go to their centers. I noticed how
quickly and easily they did so. Mary gave very clear directions for the task
at her center. She reminded them that they had done this activity once
before with Mrs. F_. Mary gave positive encouragement to her students
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and monitored the turn taking. There were six children at her center group;
Children from other groups called to Mary and asked her questions. Mary
answered these questions without breaking the flow at her center.
I stayed until the end of centers, picked up Mary's finished unit and
went out to look the unit over and grade it as well as to observe in other
classrooms. I went back to conference with both Diane and Mary during
their lunch break. They confirmed my impressions of a warm sense of
teamwork and mutual respect developing. They discussed children and
situations together. Diane voiced appreciation for Mary's creativity and
growing awareness of age and developmentally appropriate activities. This
was evidenced in Mary's unit.
At the October 9, seminar, Mary began talking about a girl who was
continually absent from kindergarten. She was incensed that the mother
would keep her home for a week and a half because she didn't want to drop
her off, didn't feel like bringing her.
Mary: " ... We have a few kids like this who just come and go.
They could even walk, or whatever. They're not usually sick or
anything. It's just amazing that there's no value for
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kindergarten, you know .. " (Oct. 9, Seminar transcript, p. 2)
.I asked Mary to analyze why this event seemed so important to her.
She noted that it was shocking to her. She went on to say that the ki~
come out of a really bad neighborhood but that they were
'Just so neat, so put together and wonderful. If s amazing
when they come from that and they're still so together, so
with~it."(Oct.

9, Seminar transcript, p. 3).

Mary was beginning to look at her students and the context of their

lives. When Linda brought up a drug incid~tthat led to the suspension of
one of her students, Mary spoke up oD: how difficult .it must have been for
that boy whose mother was a drug dealer with the school sending him the
message that dru~s are horrible and people who sell them are horrible.
Mary appreciated the conflict that this ten year old boy must have

experienced between the values taught at home and those taught at school.
Phasing-in to taking over more of the teaching responsibilities was an
important topic during this seminar. Mary talked about how natural it felt to
her. She said that she had felt afraid over the summer thinking about one
day observing and the next day teaching. The phasing in with Diane was
much more gradual. Mary said when she started doing the opening, she just
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did it the way Diane did it and now it was natural for her. She said that she
now felt interchangeable with Diane and that the kids called both of them by
each other's name and they called on whoever was around. Maty elaborated
on why she had felt afraid towards the end of the seminar:
Mary:

"I was really concerned with how the kids

were going to react. I mean, how would they have any clues as
to who I was and what I was doing there, why I was doing
there. But they're just completely normal about it, they're
great. I thought they would just be so confused: what are you
doing here? Why are you here? And are you going to do this
now? They're just, completely accepted that there are two
different teachers in the room. They've forgotten that at one
point I was just sitting on the floor just like them. It's so
strange. I didn't expect them to just be so normal about that.
When I was growing up in __ we never had student teachers.
There was not a teacher's college so I never had that kind of
experience before. It's amazing to me." (Oct. 9, Seminar
transcript, p. 30)
Later on, Maty gave an inside look as to how she and her
cooperating teacher worked together, through communication
and planning.

230

Mary:

"Yeah. She doesn't-give me a lot offeedback.

She just, well because I don't do a lot of lessons, you know,
where you have to write a lot of stuff. She gives me a book
with stuff she wants them to get and I figure out how to do that
then we do the rug thing and then we do centers. So it isn't
like I do something... she's involved with everything. I do a
center, she does a center. But yeah, we talk about what we're
gonna do. We talk about any problems we're havitlgwith
anything. We talk a lot as we put the room back together.
'Cause we have to take the calendars off so we can do it all
over again." (With the afternoon class) (Oct. 9, Seminar
transcript, p. 25)
I visited Mary's classroom about a week and a half later, October 20.
I arrived before the children did and watched Mary and Diane put the

finishing touches to the centers and materials around the room. Then Mary
went down the hall to the outside door at the far end of the hall. She
greeted her students and led them back to the room. The children came in
the room in a very orderly way. They put their backpack in their cubbies
and sat on the floor, in the boat. Mary led them in singing a morning,
opening song and then began the usual opening activities followed by center
work. Mary worked at a center with a puzzle. She reinforced behaviors in a
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very positive manner. Her affect was very calm and very cheerful. She and
the-class were working very smoothly-together. I wondered when the
cooperating teacher was going to let Mary-take over full responsibilities. I
spoke to Diane about this before I left. I reminded her that Mary was
required to do four weeks of teaching with full responsibility with the class.
Diane said that Mary was ahnost ready.
I met with Diane and Mary to do the mid-term evaluation on Mary on
November 2. Mary received 3's (Student teacher meets this criterion
regularly and with noteworthy proficiency) in all areas. Diane wrote
comments under each category. Two of these comments highlight some of
Mary's special talents:
"Mary is particularly positive in dealing with various behaviors in the
classroom. The children understand her expectations, and they are helped
to feel very good about themselves in spite of necessary correction."
and
"The children in our class are quite diverse in terms ofhome/parent
situations, economic status, experience, and ability, so Mary has been
thoroughly challenged to meet individual needs and has done so extremely
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well." (Mary - midterm evaluation)
Diane also noted Mary's well developed skills in planning as well as
knowledge of the curriculum and methods.
November 4, was our third seminar. Mary talked about her
cooperating teacher teaching her about what to look for when watching
children and how to tell when they're on task as a way of having a sense of
what was happening in a classroom. When I asked her what does good
teaching look like Mary agreed with Kathy's comments about coming out of
teaching with ideals that become conflicted in the classroom.
Mary:

"Oh, ok, I agree with a lot of Kathy's, mostly

with, about the conflict from especially our methods class we
had versus what we actually d~ in real life." (Nov. 4, Seminar
transcript, p. 11)
Mary went on to talk about being aware of the climate in a classroom
which necessitated being aware of children's perspectives. She told about
having a center where the children were supposed to carve a pumpkin. She
had been surprised to learn that the children were much more interested in
scooping out pumpkin guts. Mary talked about how she was bored with this
part, but it was the part the children were the most "into". She noticed that

233

the children talked about i~ after it was over.
Mary reflected about the spontaneity in her classroom, how seizing
teachable moments seemed to be part of everyday. She wondered if this
was because it was kindergarten or if it was the atmosphere that was
created. Later on in the seminar she noted that because of this, pacing
tended to be somewhat erratic as other topics would be introduced and
explored.
As the seminar discussions progressed, Mary revealed another

difference in her classroom from the other grade levels of the other
participants. She said that in her room, her students were great on Friday
and that it was Mondays that were difficult.
Mary:

"But you know, it's more their home situations.

Ah, you know, they come back Monday having whatever has
gone on in their houses. They're not really sure what's, what
they're doing in school. They might have been up to 2:00 or
3:00 this morning and you know as the week goes on they get
more and more student like. You know they get better, they get
more comfortable at school, then they spend the weekend with
their parents and get worse..just, it's actually the completely
opposite of older kids who actually have a life outside school
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and don't want to be in school. "(Nov. 4, Seminar transcript, p.
20)

There was considerable discussion during this seminar about student
characteristics. Mary contributed a few short comments about the length of
her students' attention spans and how well behaved they were.
Mary celebrated the first event when she felt like the teacher in her
classroom. She described the skeleton project that she had her students
construct for Halloween out of toilet paper rolls.
Mary:

" ... 1'd been doing stuff with them since the

beginning, but it was really the first time I felt I was the teacher
and I was in charge and I did it any way I wanted to. And you
know, it worked and I had like a product. It was also the first
time I had a product with them ...." (Nov. 4, Seminar transcript,
p.37)

These skeletons were put up on the hall walls outside the classroom.
Mary spoke with pride about people walking by and saying how "cool" it
was.
I was back in Mary's classroom on November 15, to observe the
beginning of her unit. Center work was going on as I came into the room.
These were the centers that Mary had designed as part of her unit. Students
were all enthusiastically engaged. I went to a center with different objects
in different shakers. A small crowd of children formed when I shook each
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object. The center for tambourine making was obviously another favorite
center. This was one of the instruments that they were making for their own
band. Mary used the light signal for transition and cleanup when center
work was completed.
After the center work~ Mary played a record and sang the counting
and marching song with the children. They practiced marching around in a
circle. Mary explained later that this was being done everyday to reinforce
counting skills and get the children ready for their marching band parade.
The students reacted with lots of enthusiasm to this activity. There were no
outbursts or disruptive behaviors. Mary's teaching mannerisms were calm,
warm, and extremely effective. Her students attended to her at all times.
Diane was out of the room and Mary had done it all.
Just three days later I was back again to observe Mal)" s sensory unit
in action. More centers have been put into commission. Mary explained
the shaker containers to me. It turned out to be a "sound" concentration
game. The idea was to match which shakers made the same sound, two
tries per turn. Students stood around this center when other people were at
it to watch and listen. Mal)' put together a center using geoboards for
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integration of patterning, shape manipulation, spatial reasoning and
orientation as well as sense of touch. At another center, students were
stirring up a batch of "Ooey Gooey" stuff'. I noticed the students were
appropriately covered in men's shirts buttoned up the back. Mary
supervised at this center. Students were quite excited about the tactile feel
of the stuff they had made. The senses centers were fascinating to these
students. I made a date to be back the next day to check out the marching
band after talking with Diane. She was delighted with MarY s work.
I did a lunchtime interview with Mary. I learned that it was not until
Mary's sophomore year at the university that she decided she wanted to be
a teacher. She said that she had started thinking about what she was going
to do when she graduated. She had been a French major and the idea of
teaching seemed like a "natural" one. I also learned that Mary had no
intentions of teaching after her graduation. She already planned to go to
graduate school. She had not decided between a master's in reading or
counseling. She said that after that, she didn't know if she would end up at
the elementary or secondary level. She had planned to do her elementary
education work as an undergraduate and pick up her secondary education
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certification with her master~ s degree. .Mary reasoned that she would have
more choices to pick from that way.
I asked her why she had chosen to teach kindergarten. She told me
about having worked in a pre-school and how kindergartners were so full of
positive energy. She said she just loved that. I asked her to tell me what
some of the most important things were that she had learned so far in
student teaching.
Mary:

"Urn, one thing, I've learned to listen, how to

listen to children. You have to kind of stop everything else
that is going on in your head and focus on the child that is
talking to you. These children often have wonderful things~
important things that they want to share. I've learned things
about what children this age are interested in by listening to
them. I've also learned how important families, parents are to
children, you know, how they think about school and how well
they do in school. I wonder if parents know how important
their attitudes are.--rve·a1so" gained ali appreciation for the
value of good books, lots of good books to share with children
and how they can take an idea from a story and use it as a
springboard to something else. " (Mary, Interview transcript,
p.4)
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When I asked Mary why she thought she was so successful with
classroom management she said:
Mary:

"Diane. She built a system that works with these

children from the first day. I just learned the system, just like
the children did and used the same cues. I didn't try to do
anything different. Oh, I did introduce and use the coyote sign
after Linda reminded us of that. We, ah, we learned about it in
our block class. I use the coyote sign in the library. It's a nice,
quiet sign that you can use anywhere. I don't know, I guess
some of my previous experience with the pre-school and the
after school care has helped.~' (Mary, Interview transcript, p. 5)
Mary later said that her best talent in teaching was being able to "see
what's going on in my classroom", (Mary, Interview transcript, p. 6) as well
as having a sense of humor. She thought that her dancing, her ballet helped
keep her stress level down and she didn't get wrapped up in her own
agenda~ s

as much as others she had seen.

I came back the" next day and"not oIily observed the marching band,
but walked along with it as it wound its way around the playground. It was a
follow-the-Ieader, follow-directions, and make-a-joyful-noise all rolled into
one. Mary was the leader of this one of a kind parade. The students were
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active, enthusiastic participants. Diane beamed.
I observed one last time in Mary's classroom. On December 1, the
phasing-out of teaching responsibilities for Mary had begun. I came into the
room when centers were in full swing. The children were very busy and
talking in low, quiet voices. Three center tables were at work and a
"restaurant" was being run with plastic foods and accessories. Mary and
Diane were supervising and helping at the center tables. As usual, she was
quietly and calmly working among the students. I noticed that students went
up to her as often as they went up to Diane. Mary was a co-teacher. Some
students were engaged in activities over on the chalkboard and reading area.
Those children who had finished their center work were running the
restaurant. Everything ran smoothly during my observation.
Diane, Mary and I met for the final evaluation on December 7. Her
final evaluation reflected her successful completion of student teaching.
After reading and hearing the glowing words on her final evaluation, Mary
thanked her coop for all of her time and help and told her what a wonderful
experience it had been to be a part of her class and work with her. Mary
was the only student teacher to choose to do this in a rather public way.
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. That evening was the last seminar. When I asked the group to tell me
what good teaching was; Mary built on remarks of Jessica of a teacher being
a fiien<L counselor, nurse, mom, and dad. She added that a teacher was like
a "professional slapper on the backer." (Dec. 7, Seminar transcript, p. 4)
A little later on she talked about how hard it was to transition out, to "walk
to the back of the line again." (Dec. 7, Seminar transcript, p. 9) and she
related to the cooperating teacher's position and how she must have felt
when she turned her class over to a student teacher.
Mary reflected on the issues of teacher and student relationships,
teacher identity, and teacher as buddy, for her well-remembered event.
Mary:

" .. .1 guess it was a very intense day at student

teaching so I was, I was driving to work and thinking it'd be
kinda nice to just kind of lay back, just kick back and buddy
buddy with the kids. And I just kinda stopped because through
everything I've, all the classes I've been, all the professors say
that you camiot be friends and teacher at the same time. And
I've always argued with them and at that moment when I
thought that I'd kind of like to be buddy-buddy with them it
occurred to me that yeah, I'm kinda like a teacher person
because now I realize that really is impossible for me to do that
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at the same time. That just kinda struck me." (Dec. 7, Seminar
transcript, p. 17)
Mary marked her own change in perception and identity. She

explained that it's hard to be a buddy to a kid and then tell them to go turn a
yellow card for a misbehavior. The issue of fairness was wrapped up in this
for Mary.
Mary:

" .. You have to have some kind of separation, I

think, so you'll treat them equally and discipline them when

they need it."(Dec. 7, Seminar transcript, p. 17)
A major topic of discussion during this seminar was characteristics of
students. Mary compared her kindergartners and the fourth grade students
she worked with in her after school job.
When I asked the group for any advice that they might have for new
student teachers, Mary said:
Mary:

"I think to sit down with their cooperating teacher

like at the very beginning when we did that with Diane. We
took the schedule and we wrote on our calendars when I would
be taking over PE, when I would be taking over music ... That
just really helped me because I knew what to plan for and I
knew how to dress. I knew how to be what when. It was
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really, really helpful for me to do that." (Dec. 7, Seminar
transcript, p. 47)
Mary's last piece of advice for new student teachers was her
reiteration of how important it was to see.
Mary:

"1 would say to notice everything. 'Cause 1 found

myself, especially the first few times setting up thinking what
exactly did she say when she needed someone to go sit over 0
the rug, and urn:> just notice every single little thing. You know,
from the look she gave them, to, you know, she just words
things really, really neat. Just to notice everything. 'Cause I
was wishing sometimes that I'd remembered exactlY'what she
said so I would kind of paraphrase that so it sounded like me
but still get the message across. I think that would be really
important." (Dec. 7, Seminar transcript, p. 52)
Mary revealed in this dialogue that she consciously modeled herself
on her cooperating teacher to take advantage of the management system,
communication system even, already in place in the classroom.
Seminar Discourses

Group Dynamics Within a Community of Discourse
All seminar transcripts were analyzed. The first section discusses the
findings relative to the dynamics of discourse within the seminar settings.
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The second section reports the results of analysis of dialogue content.
Frequency of speech acts and number of lines across the seminars.

Speech Acts & # Lines
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SA = Speech Acts
Table 2. Number ofspeech acts and total transcripted lines.
The seminar with the least number of speech acts was the first one,
August 31 (See Table 2). The reason for this may lie in the fact that Jessica
and Kathy were absent and that it was the first seminar. The participants
displayed reluctance to initiate speech acts and 'I spent most of the seminar
asking questions. The seminar with the next lowest amount of speech acts
was in October and again, Jessica and Kathy were absent. The second
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seminar, the September 7, had the second highest number of.speech acts.
All ofthe participants were present. There were almost twice as many lines
of transcript dialogue as recorded at the first seminar. The November 4,
seminar was the third highest in speech acts and number of lines of
transcript dialogue. Jessica and Jane were absent from this seminar. The
last seminar, December 7, had the most speech acts and the highest number
of lines. All participants were present.
Comparing the speech acts to the total lines of transcript dialogue, it
appears that there were more separate speech acts taking place at the
September and December seminars. There was a marked increase in the
length of these speech acts. In general, participants spoke more often and
spoke for a longer duration during these two seminar meetings.
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peech Acts Across Seminars.,_____,
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Table 3. Number of speech acts said by each participant at each seminar
E~amining

the number of speech acts and number of lines spoken by

the individual participants revealed some significant patterns. (Table 3)
Jessica' s presence and active participation at the September and
December seminars contributed to the high count of speech acts during
these two seminars. However, due to the pattern of speech act frequency
distributed over the seminars, it cannot be concluded that the number of
speech acts was solely based on the participants present. Jessica and Jane
were both absent at the November 4 seminar and this seminar had the third
highest number of speech acts.
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Every student teacher had to have begun teaching their unit, in the full
time teaching position by the end of the first week in November in order to
get their required four weeks in by the end of the university semester. This
one outside contextualfact impacted the seminar. Kathy, Linda, and Mary
were present and they had all assumed the role of full time teacher. This
seminar had the most diverse range in topics with an new emphasis on the
characteristics of students in terms of their learning as well as their
behaviors (See Table 8, p.103). Issues·ofmanagement, work systems, and
assessment strategies were the major topics. Kathy, Linda, and Mary
discussed issues of pedagogical content knowledge as it related to the
enactment of lessons in their classrooms. A new focus, a new perspective
was brought to this seminar by the participants. Linda and Mary talked
substantially more often at this seminar than they had at the past seminars.
Kathy spoke three less speech acts than she had in September. She was
working her way t.1rrough a contract to stay in student teaching at this point
and this may very well have affected her verbal performance during the
seminar. Linda was struggling with management issues and the impact of
this on her lesson enactment. She spoke 36% of the transcripted lines for

247

this seminar. She asked questions of the group, -posed problems and sought
input for solutions. Mary focused

o~

family impact on students,

characteristics of her students as learners, and examining the conceptions
she had about teaching during her university course work and the realities
she was experiencing in the classroom.
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Table 4. Total number of spoken lines of typed transcript
Examining Table 4. allows a comparison between the number of the
speech acts by participant and the duration, the number oftranscripted lines
that they spoke at each seminar. A different picture emerges as to the
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dynamics of the discourse patterns during the seminars. Comparing
Table 3.and Table 4. reveals that my role within the seminar tended to be
composed of short speech acts. The number of speech acts was high, but
the duration, or length of speech acts tended to be short. The largest
percentage of my speech acts were questions (47%-86%) and the remaining
speech acts were responses. Table 4 graphically shows Jessica's
dominance of the seminar's when she was there. Each of these three
dimensional bars represents the number of lines spoken by each participant
during each of the seminars. This is a contour mapping of the participation
of each member of the seminar group. Examining each individual's
participation pattern reveals in most instances, a profile of their issues and
concerns about student teaching and their belief in the efficacy of the
seminar as a vehicle to voice these concerns and discuss their experiences.
The table puts some things in perspective. It needs to be read from left to
right. However, the physical layout of this particular table hides a significa.'1t
fact from the group dynamic perspective. Linda had only 59 transcribed
lines during the December seminar compared to Jessica's 346. It is difficult
to make out the bar representing this behind the other taller ones. Each
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participation pattern will be examined in more depth later.
Function

Every speech act was examined for the role that it played in the
dialogue. An examination of the speech acts by participants revealed that a
pattern played out for all of the student teachers except one. The pattern
shows a predominance of questions and short answer responses in the
earlier seminars and then a phasing into a predominance of initiations and
illustrations. Jessica had very few questions at her first seminar. She had
mostly illustrations, initiations, and supporting statements. This particular
pattern may say more about Jessica's personality and not as much about the
group dynamics. Linda's pattern of speech functions followed the general
pattern with a significant difference. Linda consistently engaged in mostly
response function speech acts. By the November seminar, she was
beginning to engage in a larger proportion of illustrations, initiations and
clarifying questions. In general, the shorter speech acts composed primarily
of questions and short responses indicates the tentativeness of the seminar
group in the first meeting. The longer speech acts, composed of
illustrations, initiations and supporting statements are indicative of the
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higher levels of trust that did evolve over the course of the semester.
Directionality
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Table 5. Total number of speech acts received by each participant
Directionality was determined by a count of how many speech acts
were directed to each individual participant as well as the group as a whole.
Directionality highlights changes in interactions which may indicate changes
in regard. At the first seminar, all three of the student teachers present
spoke over 90% of their speech acts to me, the researcher. Most of the
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other 10% were directed to the group in general. Jane had the only
exception. She spoke one speech act each to Mary and Linda. At this
seminar, I spoke the most to Jane, then ta Mary, then a tie between Linda
and the group as a whole. At the second seminar, Jane again provides a
profile indicative of the group. Jane spoke to everyone directly at least once
with the exception of Mary. She still directed the majority of her speech
acts to me, but she also directed almost half as much to the group.
At this September seminar, the group was becoming a significant
speech target for everyone, including me. Jessica spoke to every participant
at least once. She spoke to me more than any other participant (10), but she
directed her speech acts to the whole group the most often (18). Kathy
spoke to me the most, but she did direct three speech acts to Jessica and
more than twice that to the group as a whole (7). Linda still
overwhelmingly spoke to me (8). She did direct two speech acts to the
group and one to Jane and one to Jessica. Linda did not direct any speech
acts to Mary or Kathy. Mary presents much the same pattern, most of her
speech acts were to me (11), but she directed seven to the group, six to
Jessica, and two to Kathy. This indicates a lack of response of uptake on
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Kathy's part to Mary. At this seminar, I spoke an equal amount to the
group and to Kathy (19). I directed between five and six speech acts to
everyone else.
At the October seminar, the pattern changed somewhat. Linda and
Mary directed their speech acts to me, Jane, and the group in order of
frequency. My data matches theirs. I directed most of my speech acts to
them, then Jane, and then the group as a whole. Jane directed most of her
speech acts to Linda, then equally to Mary and the group. Jane spoke to me
the least. This pattern dramatically reveals the dialogue that went back and
forth during this seminar.
The November seminar had speech direction patterns similar to the
second seminar. Jane and Jessica were absent. Kathy, Linda, and Mary all
directed the overwhelming majority of their speech acts to me with the
group being the next largest target for all three of them. Mary and Kathy
directed speech acts to each other more than any of the others. In tum, I
directed most of my speech acts equally to Mary and Linda, with Kathy
being the next most frequent speech target, and then the group as a whole.
The foregoing analysis illuminates the December seminar by
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companson. Jane, Jessica, Mary, and myself overwhelmingly directed
speech acts to the group in general. .Kathy and Linda are the only two
participants who directed the majority of their speech acts to me, but their
second highest target is the group. Linda significantly did not direct a
speech.act toward any other student teacher participant. Kathy directed as
many speech acts to Jessica-as she did to the group and directed two speech
acts to Mary. Jane and Jessica didn't speak to Linda or Mary. At this
seminar, Linda was isolated from the other student teachers. She didn't talk
to them ~nor did they talk to her (See Tables 5, 6, and 7).
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Table 6. Directionality of Linda's speech acts at Dec. seminar.
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Table 7. Total received speech acts by participant
Received Speech Acts
This data was collected to begin to examine such issues as regard
from other seminar participants and interest in issues initiated by
participants based on direct response from other participants. This data was
clearer in a graph format to show the patterns. Table 5 reveals the very
consistent pattern for Jane. She received between 12 to 18 directed speech
acts at every seminar she attended. Kathy was also fairly consistent
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between 19-26 for every seminar she attended. Mary's range was between
8 and 22 received speech acts. She received the least at the September
seminar and the most at the November seminar. Linda ranged from 6 to 23
received acts. She received the least directed speech acts at the last seminar
and she received the most at the October seminar. I received the least
directed speech acts in October (23) and the most in November (66).
Jessica has only two pieces of data for this measure; 18 in September and
26 in December. The amount of speech acts received does seem to be
related in most cases to the number of speech acts directed to someone else.
Linda being the extreme case in point at the December meeting. She
directed four speech acts to me and three to the group. She received six
speech acts and I was the one who had directed them. There tends to be a
reciprocal action within the dialogue for an uptake to occur when a speech
act has been directed to someone specifically. Therefore, the notion of
participation and regard in this data must be considered closely allied.
Based on this data, it would seem that Jane and Kathy maintained a
consistent rate of participation and regard by other members of the group.
Mary and Linda's rates varied the most across the seminars.
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Perspective
(Questions 1 and 1.01)
Speech acts were analyzed for perspective of speaker. Did they
consider themselves an outsider in the classroom, were they in the role of a
student (child, or student teacher), or did they see themselves as being
responsible for this class, having some kind of authority and ownership?
As was very much expected, the student teachers did change their

perspectives across the semester. They moved through student
perspectives to teacher perspectives. The last seminar revealed the phasing
back out again to perspectives of outsider. Key identifiers for this
perspective included the use of pronouns we, my, our. Speech content had
to be examined as well for teacher or student perspectives. Linda, several
weeks behind getting her placement, was an outsider longer than the others.
Linda: "Well, urn. The very first thing they did was as
soon as tne ·stUdents ·got mthe Class· they go to ·their desk; well,
actually sit at tables, it's a cooperative learning environment,
what they did was the teacher called on ... she has different
roles for all the students in the classroom..." (August 31,
Seminar transcript, p.15)
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Jane~

by virtue of having worked at the school in years- past and

having observed in her cooperative teacher~ s classroom the spring before~
was already transitioning from student to teacher perspectives at the
beginning of the seminars.
Jane: "They come in. They come in the morning and there's a
paper that, we have magnetic for the chalkboard and if s urn,
every day we write down a seat work assignment. ... And
during that time we're taking attendance, stuff like that for the
students." (August 31, Seminar transcript, p. 16)
Jane was aware of details and nuances within her classroom and the
work system put in place by her cooperating teacher that the other student
teachers began to become aware much later during their student teaching.
Jane: "That's exactly what she was trying to establish the first
day, even though it's not that big a deal ifkids walk in straight
lines and stuff. But just the fact that they needed to know. I
mean it sounds so silly to make your kids walk in straight lines
but we have very narrow little places and W~ have classes
coming and going so these kids neede~ and these second
graders who hadn't really been familiar with .. I guess in the
first grade they probably did but the, like, teaching them how
to walk in line again and from the first day they were having
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trouble so they had to walk in a circle the first day and that
seems so strict the first day but yet they know now. They
knew right away that she was, what she meant when she said
get in line and walk to here and stop there, and wait for me and
tips for behavior. The first day they had to go in little circles
around the patio to practice their lines and things. So, you
know what you (Linda) were saying about you don't know
what happened. Maybe that's something that is not
established, like you're asking what happens the first day
(Researcher). I think that that's one thing that I saw that was, I
mean she, those types of things. Not everything was given the
first day but things that, little things at a time when she gives
something they would practice that thing all day, they would
reinforce that thing for a day or two." (August 31, Seminar
transcript, p. 7-8)
Kathy did gain some teacher perspectives, a sense of some of the
responsibilities for moving lessons forward and the struggles of getting
student attention. She did not ever totally relinquish the perspective of
outsider and the distance this placed between herself, her cooperating
teacher, and her classroom.
Kathy: "Well, but so it's (sense of teacher authority) never
occurred in the classroom but in real life and when I'm with
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my cousins and stuff, I mean I can remember giving one a sitout last summer." (December 7, Seminar transcript, p. 13)
Kathy sums up her experience with a contrast between "real life" and
teaching/student teaching. The fact of this perceptual separation may be a
key to her detachment.
Jessica and Mary both transitioned into the perspective of teacher
fairly quickly. The very active and very warm support of both of their
cooperating teachers probably influenced this.
Mary: "We don't have a lot of behavioral problems at all.
We've been, we've been just really astounded by the fact that
we don't have very many problems ... We have one girl that's
like a bad girl.. And we're deciding what to do about her..
(August 31, Seminar transcript, p.6)
Jessica: "The thing that I noticed that, urn, I don't know ifit is
fitting right now, but it is something that I noticed at our school
as far as, urn, talking about discipline and how you handle
problems. In 4th grade, I don't know about your grade, but
we're, all the 4th grade classes are having a real problem with
racism. Which, at that school, I don't know how it
happens .. ."(September 7, Seminar transcript, p. 12)
and later
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Jessica: "Well, you see, we work at tables, we work in groups
and so you have, we've assigned the seats, you have t<? be. in
that group .. " (Sept. 7, Seminar transcript, p.24)
Topic/Subject
(Questions 1, 1.02, and 3.01)
The first seminar was two days after the first pro-seminar which was
on classroom management. To reinforce this experience and to initiate
dialogue processes, I asked the group to tell me about what they had
learned at this pro-seminar. This initial probe turned out to be the main
topic of the whole seminar. This was true in spIte of my changing the topic
by asking, "What is good teaching? What does it look like?" and then later,
explaining what a well-remembered event was and asking for one. I still
got management issues. These students were fixated on how their
cooperating teachers had set up their classrooms and got the business of
schooling underway. I did not ask about management again.
The second seminar was still loaded with issues of management.
Jessica discussed the racism in her class in response to my question of,
"How is it going?". It was through an extended discussion of this situation
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that the participants began talking about characteristics of students. Jessica
tended to generalize. Kathy talked only in terms of specific, problematic
students and Jane tended to see racism in terms of classroom management.
Mary questioned the validity of punishing students for thinking the "wrong

way" and made clear the point was really to try to correct behavior. Mary
had provided a re-focus, another point to be considered in the issue that
exposed the role of teacher as decision maker as a complex task. It was
during this seminar that one of the most often repeated topics came up. All
through the semester, the participants talked about positive reinforcement
and how important it was. They talked about the importance of being
positive in a classroom, setting up a positive climate, and getting
cooperation from students in a positive manner.
Issues of management lead to some few comments about the
characteristics of the students they taught. This was the beginnings of what
was to develop, by the end of the seminars, into a major topic.
Jessica shared biographical information from her childhood in the
east with memories of classrooms and teachers she had had. Eventually,
across the seminars, Mary and Jane shared certain aspects of their
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biographies with the group. Linda and Kathy did not disclose past lives or
past histories.
During this second seminar, Mary and Jessica initiated the topic of
teacher authority that was to become another important topic as the
semester progressed. Teacher authority and identity were linked together
through the seminar discussions.
It was during the October 9 seminar that the topic of parents and the
influence of family was discussed by Mary, Linda, and Jane. This was
another topic that was to be brought up by the participants and discussed at
the November and the December seminars.
Communication was the overall theme of the October seminar. It
was self-selected by the participants and they related it to students, parents,
and cooperating teachers. They talked about how they could talk to students
and how they did talk with their cooperating teachers. Linda said that she
wished she had more tL.TIle to taLl( to her coop. Towards the end ofLlte
seminar, the three participants brought up the subject of teacher authority
and identity. Jane initiated the topic. She talked about the students being a
little confused as to who was their teacher, who to pay attention to at first.
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The other participants responded with narrations about how it was in their
classrooms, how the students accepted them as teachers. The November
seminar had more instances of speech acts centering on the work systems
within the participants' classroom than ever before. They were all now
teaching :full time. The two other important topics of this seminar were
management and characteristics of students. The participants shared
vignettes of their teaching experiences. Kathy focused on a particular few
children, Mary tended to generalize about her students and speak about only
one or two during any seminar. Linda described her frustrations.
Pedagogical content knowledge was now a topic discussed at least briefly
by all participants.
The December seminar was the longest seminar in terms of lines of
transcripted dialogue. All of the participants were present and my usual two
prompts, "What is good teaching, what does it look like?" and "Do you
have a well remembered event?" plus one additional one, "What advice do
you have for brand new student teachers?", unleashed overviews of the
whole student teaching experience and suggestions for the initial teacher
preparation program. The seminar began with a short round of dialogue
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concerned with certification and then moved· to definitions of good teaching
that encompassed meeting the needs of students, fulfilling roles, and
maintaining balance.
The participants then discussed the experiences of phasing-in and
now phasing-out and suddenly, relating this to the cooperating teacher's
experience. The issue of authority and teacher identity was discussed again
with scenarios supplied from working with relative's children. A theme that
had been introduced briefly in the earlier seminars was discussed by every
participant at this seminar - teacher-student relations. Characteristics of
students including student behavior was a major theme for this seminar.
Many generalizations were being made. When the participants began
answering the prompt about advice to new student teachers, topics included
planning, pedagogical content knowledge and watching cooperating
teachers. Another topic that had been initiated once at every seminar was
the contrast between the university experience and t..he reality of t..he
classroom. This was brought up again briefly at this seminar as was
classroom management. Compared to earlier seminars, classroom
management was a minor topic, only discussed in 7 speech acts out of 197
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speech acts.
The movement of self-selected topics within the seminar dialogues
showed a distinct evolution of focus. The initial focus was classroom
management and that continued to be an important topic until the final
seminar. The next major topics were communication and teacher
authority/identity. This permeated, changing the emphasis and tone slightly
by November and the focus was on work systems, how to keep them
running. This involved sub-category topics of classroom management,
characteristics of students and an interest in some issues of pedagogical
content knowledge. The final seminar reflected the student teachers'
summary overviews of the whole student teaching experience. As a result,
most of the major topics were discussed. Classroom management was
conspicuous because of the lack of emphasis and time it was given.
Characteristics of students m.4 teacher stud~nt r~1.ati.on~_h~(l m~cb.1!lOre
time and dialogue spent on them than the old management t.1teme. Other
issues, such as the experience of phasing-in and out of the teaching role, the
perceived conflict between formal knowledge taught at the university and
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the realities of the apprentice teachiiig experience, and suggestions for
changing the initial teacher preparation program were discussed. There
was a general direction from pre-occupation with issues of self to a
developing awareness of students' characteristics as learners within their
classrooms.
Growth of Practical Knowledge
(Questions 1, 1.01, 1.02, and 2.0)
Evidences of the growth of practical knowledge, an awareness of
teaching and teacher issues, the integration of experiential knowledge and
fonnal knowledge in action, across the seminar dialogues were found by
. analyzing the speech acts across the semester as well as observations of
practice. Within the speech acts I initially looked for changes in four areas
(See Table 9, p.268). Perception changes referred to a new understanding
of a previously noticed phenomenon. The student teacher who learns
through her own experience why her cooperating teacher did not tell
students to form groups until after she has given the directions experiences
a perception change relative to giving task directions. A change in regarded
actions is an indicator of a change in focus, attention. Actions that were
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seen as incidental or periphery are now understood to be important elements

within a classroom situation. A change in perspective happens when a
student teacher moves from the outside, other, position to a student role, or
a teacher perspective. A change in metaphor, the words and images used to
talk about teaching, teachers, classrooms or students indicates a relational
change in how knowledge is held or perceived. The existence of any of
these four change states indicates some act of learning has occurred. It
could be a mis-cue, but for these student teachers it still indicates a step
along the way to creating their own teacher sense. Table 9 provides a
mapping of observed changes on these criteria for each of the five student
teachers over the semester.
Through the data analysis process, other indicators of the growth of
practical knowledge were examined. Evidences of growth of pedagogical
content knowledge and the development of problem-solving skills in
relation to curriculum pJan nLl1g and lesson enactment became a part of an
evolving definition of practical knowledge within this study.
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Growth in Practical Knowledge
Noted changes in: 1. Perception - new understanding of already noticed
phenomenon
2. Regarded actions - now seeing other actions as
significant
3. Perspective - viewing phenomenon as a teacher
Instead of outsider or student
4. Change in metaphor - change in metaphors or tropes
when speaking about teaching, teachers,
classrooms, or students.
Jane-

Helping her coop teacher see students in the classroom
(320-327)

Aug. 31

-Metaphor - to see is to diagnose
Teacher as goal setter for children (58-68)
-Initial perception

Sept. 7

For every negative you give a child, give 4 positives (548-549)
-Initial perception (folk wisdom)
Coop. teacher changing mind with student (601-636)
- Perspective
Establishing teacher authority/identity (719-727)
-Perspective - (from student point of view)

Oct. 9

Students' home life and·impact-on school (78-127)·
- Perception - re-evaluation of roles &
relationships
Changing a lesson that wasn't working (357-365)
- Perspective
- Regarded actions
Phasing-in (375-386, 455-461)
-Perspective
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Teacher authority - establishing (476-480,488-498)
-Regarded Actions - better understanding of coop.
teacher's work that first week of school.
I'm ready to walk into something I can do. I'm ready to do
something. (90-94)
-Perspective
Must have been hard on coop teacher to hand over class. (107108)
-Perception
I had the authority that if I saw a problem, I was a teacher
(746-775)
Metaphor - (Implied) teacher = policeman.
Classroom management was my biggest fear, used coop
system
& feel very comfortable (881-887)
-Perspective
-Regarded actions
Good teaching is meeting the needs of each individual to help
them to grow. Need special goals with special
kids. (43-49)
-Perception
Watching coop - seeing her teach now
-Perception
Hardest part about student teaching is finding out you
can be a teacher and still try to walk in someone else's
shoes. (81-82)
=-.Metaphor ~.(Irope~.s.t.js.walking.in other's
shoes

Dec. 7

Jessica Sept. 7

Coop. teacher points out what to see (racism) (307-326)
-Perspective
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Positive with-it-ness without embarrassment (466-468)
-Initial perception
On task behaviors (472)
- Perspective (as student)
Not able to "see" in the classroom (357-361)
- Metaphor - see = awareness, with-it-ness
Biography of negative student experience (510-526)
- Perspective (as student)
Teacher authority/identity (728-735)
- Perspective (as student)
Dec. 7

Teacher identity/authority, "I have this teacher attitude" (138145)
-Metaphor - Teacher = corrector (policeman)
Teacher authority - putting 3 year old to bed (169-180)
-Perception
Good teacher is a friend, nurse, counselor, mom, dad, sister
etc.
(32-35)
-Regarded actions
-Perception
Kindergartners change their mind every 3 seconds (289-291)
-Perspective - Folk wisdom, generalization
Where do kids get their ideas? I have no idea (426)
- Perspective - Folk wisdom, generalization
Stopped noticing details when took over teaching (846-851)
-Perspective
... ... .. ::Regarded .actions
I've been a teacher since I was born (898)
-Perspective
Fonnal knowledge (theory) doesn't prepare you (853-874)
Ped. Content knowledge is reading the chapter and the
lesson plans the night before you teach it. (888-915)
-Regarded actions
- Perception
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Wish I had listened in those classes (888-915)
-Regarded actions
-Perceptions
I know it's boring but we have to do chapter 11 (590-612)
-Perspective
Qver plan for two hours if you're teaching one. (694-703)
-Perspective
-Regarded actions
Learn fun and interesting things to do on computers (720-732)
-Regarded actions
- Perspective
Kathy
Sept. 7

Good teaching is responding to reality, not expectations (121123)
- Initial perception
Positive attitude makes a good teacher (480)
-Initial perception
Hard to translate positives in classroom (502-505)
-Initial perception
Doesn't see diversity in her classroom (391-394)
-Initial perception
Miscommunication with coop. teacher re student identity (761)
-Perspective

Nov. 4

Good teaching is a balancing act. (121-128)
-Metaphor - teaching = balancing
Ideals from fonnal knowledge in conflict with reality (121-128)
- Perspective
No basil text book = more freedom (319-327)
-Initial perception
Good teaching is seizing moments for teaching & evaluating
(145-148)
- Perspective
- Metaphor - teaching is grabbing
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Pacing is detemrined by kids and their behavior & how you
react to it (329-341)
- Regarded actions
Doesn't attend to Carlos, Chris, and Jasmine
- Perspective - other, outsider
Dec. 7

Teacher identity is student correction ability (146-150)
-Metaphor - Teacher = policeman
Issues offairness and justice with Lance (531-564)
-Perception
-Regarded actions
Chris is teaching a "Moving TargeC (404-411)
-Metaphor - (Trope)
Good teaching is balancing roles, meeting needs of individuals
and responding to what walks in your door.
- Perception
From the moment I started doing activities, my focus was not
on watching anymore, it was on what I was doing. (831-838)
-Perception
-Regarded actions

Linda
Aug. 31

Judgement of coop teacher about room arrangement & problem
Student placement. (332-384)
-Initial perception
-Perspective - outsider
Trying to see the classroom rules, see the management system
-Metaphor - to see is to understand. (85-94)

Sept. 7

What makes good teacher is "with-it-ness" (436)
-Metaphor - with-it-ness = aware of multidimensionality of teaching & capable to make competent
decisions
Student-teacher relations, teacher as buddy (691-716)
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-Metaphor - buddy = peer, not a person in
authority
-Perspective
Oct. 9

Attendance and tardy issues (59-66)
-Initial perspective - outsider, out of her control,
teacher has answers
Communication issue with students (165-167)
- Perspective - outsider, out of her control
Student characteristics - network (264-270)
- Perception
Frustrations - student attention, behavior and instruction (331334)
- Perspective - teacher
Pacing & improvisation (336-343)
- Perspective - teacher
Coyote Sign (346-352)
- Regarded Actions -link with methods
instruction

Nov. 4

Kids are testing, I really don't know what's going on. (55-60)
-Perspective - other, outsider
Planning versus enactment, doing more discipline (246-253)
-Regarded actions
Improvisation of instruction because of behaviors (256-264)
- Perspective - teacher
- Regarded actions
Good teaching is being prepared to handle anything (11-14)
- Perspective - teacher
-Metaphor - teacher as "boy scout"
Anything can set this class off. (272-280)
- Metaphor- class as nitroglycerin
-Regarded actions
Just being able to see, eyes that see everything (3-9)
- Metaphor- Good teaching is being able to see
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everything
Student characteristics, large group vs. small group (408-416)
-Regarded actions
-Perspective - as teacher
Dec. 7

Get to lrnow your class before phasing in. (733-741)
-Regarded actions
Using follow through in discipline and coming up with
different strategies to deal with misbehavior. (70-76)
-Perspective
Good teaching is meeting the needs of all students. Just being
on top of everything, having a hold on everything. I gotta take
control of that classroom, being able to bring them back in nice
transitions to lead the kids .. (56-64)
-Metaphor - teacher as trail boss, teaching is a cattle
drive

Mary

Aug. 31

Not a lot ofbehavioraI problems at all (73)
-Initial perception
-Perspective - outsider

Sept. 7

Class has 4 troublemakers (45-46)
-Perception change
-Perspective change
Good teaching is seeing kids learn (126-127)
-Metaphor - seeing = facilitating
Good teacher is good modeling (435)
-Initial perception
Positives instead of negatives (275-278)
-Initial perception

Oct. 9

Fears of phase-in, teacher as stranger (295-309, 465-475)
-Metaphor - Stranger = rejection, failure
Parents lack of value for kindergarten (6-20)
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-Perspective - teacher
Student-teacher relations (481-487)
-Perception - re-evaluation of roles &
relationships
Nov. 4

Work systems in place, monitoring and pacing (343-366)
-Perspective - teacher
Formal knowledge in methods vs. reality of real life (165-167)
-Regarded actions
-Perspective- transitional
Characteristics of students - pumpkin guts (183-191)
-Regarded actions
- Perspective

Dec. 7

Advice - notice everything, every little thing she does, from·the
look she gave them, to you know, she just words
things really neat.. (785-792)
-Metaphor - student teaching as cloning, as mime
Related to seeing metaphor.
Impossible to be buddy-buddy and teacher at the same time.
(224-242)
- Perspective
-Regarded Actions
-Perception
Good teacher is sister, dad, mom, backslapper (37-39)
- Perspective
Table 9. Coding used to analyze seminar transcripts for change
A baseline metaphor relative to seeing was introduced in the first

seminar by both Linda and Jane. Linda was unable to "see the classroom
ru1es~',

or see the management system. This is a metaphor. Linda was not

talking about literally seeing the rules written some where. She was
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speaking at the time of her inability to make sense of the management
system within the classroom. In this case, to see means to understand. Jane
used sense as well when she talked about helping her cooperating teacher to
see students in the classroom. Kate's vision was just fine. Jane was
speaking about understanding what was going on with the students so that if
there was an impediment to learning or a behavior obstacle to the work
system in place, she could alert her cooperating teacher who would step in
with a remediation plan. Mary did not bring up the metaphor of seeing
when she noted that there were not a lot of behavioral problems at all in her
class at this first seminar. She may as well have said, "I don't see any
behavior problems." At the next seminar she reported that there were four
trouble makers in her class. She had begun doing the opening routines and
experienced a perception change and a perspective change when looking at
her students. Mary began "seeing" her students from the perspective of a
teacher. This change is also an indicator of Mary's movement from outsider
to becoming part of the class, on her way to becoming a teacher in the class.
Linda was the only student teacher to imply some rather negative
judgements about her cooperating teacher. This happened at the very
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beginning of her placement. At the first seminar Linda questioned why her
cooperating teacher did not have a particular problem student up in the front
of the room. Linda could not "see" what was the front of the room and this
added to her confusion. These were initial perceptions for Linda and at this
time, she, more than any other student teacher, was an outsider looking in.
She had been in her classroom only one day.
At the second seminar in September, Mary not only talked about her
four troublemakers, she also responded to my question of what is good
teaching with, "seeing kids learn." As she talked more about it, it became
apparent that the metaphor of seeing had now stretched to mean facilitating.
Mary noted that what makes a good teacher is good modeling. She never
referred to this again but the concept seemed to be one she lived by. In
classroom observations, Mary always modeled calm, quiet behaviors for her
students.
Kathy noted t.hat good teaching was responding to reality, not
expectations at this second seminar. She added that positive attitudes make
a good teacher. She said later in the seminar that it was hard to translate
positives in the classroom when there was a whole class in front of her and
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a lot going on. This was to be a major dilemma for Kathy as the semester
progressed. She interpreted the messages about positives in the classroom
with not giving behavior desists or working with her cooperating teacher's
management system because it contained too many negatives. Kathy's
confusions about the positive climate she wanted to set robbed her of
valuable tools she needed to create the positive learning environment she
wanted to provide. It was at this seminar that Kathy denied having a
culturally diverse classroom. Over half of her classroom contained children
of Afro-American, Vietnamese, Chinese, Puerto Rican, Mexican, and
Native American descent. Two multiply handicapped students were main
streamed in at different periods every day. I was surprised that Kathy did
not see her class as being culturally diverse.
Jane brought up a folk wisdom from her school, "For every negative
you give a child, give four positives." This reinforced the value for the
group of the positive reinforcer. Jane discussed her cooperating teacher's
changing her mind about a behavior desist given to a child and going back
and talking to the child about it. Jane analyzed this aloud and shared a
change in regraded actions and perception.
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Jessica noted that her cooperating teacher pointed out what to "see"
in her classroom and developed-the topic of racism. Jessica's initial
perspective with this reveals a student orientation. She felt no power of
intervention, no recourses to tum to. Jessica talked about not being able to
see in her classroom, not being able to tell when there was trouble going on
unless a student came up and complained. In this instance, the metaphor to
see is awareness, with-it-ness. Jessica shared some biography with the
group with the 'perspective of the student who is yelled at in front of the
whole class. Jessica was definitely part of this class, but her perspective
was in a student mode.
Linda answered the question of what makes a good teacher with
"with-it-ness" and explained she learned it in TTE 300. The tenn served as
a metaphor for Linda of the multi-dimensionality of teaching and being
capable of making competent decisions. It was clear that this was a real
goal for Li...l1da and she had t..1}e perspective of a student within the
classroom. This is progress from the outsider she was at the last seminar.
Linda discussed student teacher relations and the uncomfortable feeling she
had as teacher as buddy. Through her metaphor, Linda sensed her role as
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student and peer; not the teacher that she ·wants to be.
At the October seminar, Maty revealed her summertime metaphor of
teacher as stranger. She had grown up in _._

and had never seen a student

teacher. She had fears of her class asking why she was there and rejecting
her. Mary discussed at length the problem of parents who lack a sense of
value for kindergarten. Her perspective is changing to that of a teacher in
her· concerns about this conflict of values on her students. Sbe felt
powerless within the situation and looked to her cooperating teacher to "fix
ie' She was ·transitioning from student to teacher perspective. Mary also
dealt with issues of student teacher relations and establishing teacher
authority. She noted that she now had a better understanding of her
cooperating teacher's work that first week of school. This is a clear case of
change in regarded actions.
Linda also dealt with attendance and tardy issues in a manner that
negated her concern. Her perspective on t.1ris issue was so detached, she
was an outsider. This was true concerning her communication issues with
her class over a drug related suspension. Linda voiced her concern and
concurrence with suggestions made during the seminar but negated any
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power or control to say anything to her cooperating teacher or her :class.
Linda was still on the fringes. Linda had started teaching some subjects.
She voiced frustrations about student attention. Her perspective moves here
closer to the transition into teacher. Her discussion of pacing and .
improvisation echo ·this movement. Linda introduced the Coyote Sign and
as a link with her methods instruction it is a change in regarded. action.
Linda had made a connection with content from her course work and her
classroom lived experience ..
At the November seminar Kathy introduced the metaphor of good
teaching is a balancing act. This is a distinct change for Kathy who
regarded good teaching as a positive attitude. Two months later, Kathy
talked about the ideals from formal knowledge being in conflict with reality
and a good teacher had to balance that conflict. This must be a change in
perspective from the student view that wants the smiling teacher to the
transitioning teacher who is grappling with the realities of the diverse and
sometimes opposing pressures. Kathy equated Fridays, with no basal
reading text usage to more freedom. The dictated curriculum was not
perceived by Kathy as a support, it was a straight jacket. This initial
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perception -supported an underlying theme for Kathy that has to do with
resistance to :organization and regimentation. Kathy spoke vehemently
about good teaching. It was seizing moments for teaching and constantly
evaluating at the same time. Kathy perceived little time in her struggle for
control for teaching. She affirmed that pacing is determined by the
students' behavior and how she reacted to that. This was a change in
perception. She was acknowledging student impact. Kathy revealed
another "blind spof' when asked about three -of her specific behavior
problems when she was reading a favorite book. Kathy hadn't checked on
their attention, hadn't noticed them. Kathy was not in a teacher perspective
yet, but there were evidences of transition.
Linda voiced frustrations about kids testing her, "I really don't know
whaf s going on." Linda gave away control and perspective. Her
perspective on management tended to relegate her to the fringes of the
classroom again. Later, Linda der.ned good teaching as behlg prepared to
handle anything. This metaphor of teacher as the "boy scout" (be prepared)
was an underlying theme for Linda. She worked especially hard at her
planning, trying to be prepared for anything. Linda used another powerful
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metaphorwben she talked later about.her class.and:said, "Anything-can set
this class off..". The metaphorical intent of the dialogue is that her class is
nitroglycerin. This metaphor highlights a change in regarded actions as
Linda explored how her actions cause reactions in her students. Her
perspective was transitioning toward teacher. This transition was reinforced
when Linda talked about student characteristics, how her class did much
better in small groups than it did in large ones; :This was a change in
regarded actions as she thought about what works with this group and she
was thinking from the perspective of a teacher, a person who has agency,
will, and choices. Once again, Linda reiterated the metaphor to see. She
said that good teaching is being able to see everything, eyes that see
everything. More than just being able to look was implied here. Not much
short ofsupennan's x-ray eyes, Linda implied that good teacbingwas being
able to see everything all at the same time and be prepared to act on it.
Mary focused especially on the work systems in place in her
classroom. She was attuned to monitoring and pacing issues. Mary also
was struck by the fact that her students loved scooping out pumpkin guts
while she was bored silly and had no idea they would love it like they did.
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She contrasted the fannal knowledge gained in methods classes and what
she called the reality of real life. Regarded action change was prominent in
each of these incidents as Mary reflected on them. Her perspective was a
teacher. She considered these issues with a sense of an autonomy of power
and choices.
The last seminar was the last chance for these student teachers to talk
together as a group, my last chance to collect the change data I wanted to
see. Jane voiced an awareness of having used her cooperating teachers'
management system and by so doing, diffusing her fears of inadequacy .
about classroom control. She reflected conscious choice. Jane now
responded that good teaching was meeting the needs of each individual to
help them to grow. She noted that special goals are needed with special
kids. She has hung onto this metaphor of a good teacher is a goal-setter for
students, but she has expanded the definition to incorporate meeting the
needs of each individual Jane's perceptions about teaching have cha.llged.
Jane picked up on the seeing metaphor and talked about what a pleasure it
was to sit back and see her coop teacher teach now. After having taught
this class, Jane saw so much more. Here is a regarded action change. She
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noted that the hardest thing. about student teaching was finding out she could
teach and still try to walk in someone else's shoes. Her reflection is a trope,
student teaching is walking in someone else's shoes. It is another
perception change that reflects self-awareness. Jane also voiced a metaphor
that is shared by Jessica and Kathy, that of teacher authority is a policeman.
Jessica talked about the issue of teacher identity and authority, "I
have this teacher attitude" which turned out to be a corrector, a policeman
image. Jessica used an example of her teacher authority that took place at
her cousin's house, not in her classroom. It involved putting a three year
old to bed. Jessica used this as an illustration of her teacher authority. This
was a change in metaphor for Jessica. Jessica indulged in many over
generalizations about children, such as "kindergartners change their mind
every three seconds." This little bit of perceptual change would be a
representative of folk wisdom. Jessica had more, "Where do kids get their
ideas? I have no idea.", "I've been a teacher since I was born." which must
be a play on the old saw, good teachers are born not made. Jessica modeled
Buchmann's (1987) folkways of teaching. She had become immersed in the
culture of her context. Jessica also said a good teacher was a friend, nurse,
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counselor; mom, dad, and sister. This statement reflected 'a perception
change. Her image of good teacher has changed. Her earlier statements had
indicated that a good teacher had "positive with-it-ness". Jessicatold the
seminar group that she had stopped noticing details when she had taken
over teaching. The reflectiveness of this comment indicates some change in
regarded actions. Jessica also. noted that formal knowledge doesn't prepare
you for teaching. Again, this is a case of change in regarded actions.
Jessica had specific beliefs about pedagogical content knowledge. Jessica
explained succinctly that this is reading the lesson plans and the chapter the
night before you teach it. This must be another instance of a change in
regarded actions as well as perception. This contrasts somewhat with
Jessica's other statement that she wished she had listened in those education
classes. Regarded actions have changed and so have perceptions. Jessica
talked about telling her students that the social studies she was having them
read aloud was bori_Tlg but t.1tey had to do it because t.he superintendent said
they did. This is a perspective change that may indicate the phasing out
process for Jessica. It was not her class, not her curriculum anyway.
Jessica's advice for new student teachers was to over plan and learn fun
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things to do on computers. Both of these reflect changes in regarded
actions.
Kathy also equated teacher identity and authority as student
correction ability, power over students. The metaphor of teacher as
policeman is in striking contrast to Kathy's remarks of the second seminar
when she indicated a positive attitude and positive classroom climate were
preferable over issues of control or management. This is a major perceptual
change. Kathy discussed a recurrent theme for her, issues of fairness and
justice with a particular student. In her reflection Kathy began to see that
she may have not been fair, at least as far as the student was concerned.
This dialogue showed change in regarded actions, perception changes and
perspective changes. This was the first time Kathy had found out a student
insight into her actions. She showed growth and learning from it. Kathy
uses a trope when talking about one of her ADHD students, she referred to
Chris as teaching a "MO~ll9J.g Target". At this last seminar, Kathy defined

good teaching as b~lancing roles, meetin.g needs of individuals and
responding to what walks in your door. Her definition had gotten longer
and had picked up elements of definitions from other participants. Kathy
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had synthesized and incorporated the seminar experience into her definition.
This was a change in perception, regarded actions, and perhaps even
perspective. Like Jessica, she noted that when she started doing activities,
her focus was not on watching anymore, it was on what she was doing.
Kathy showed changes in regarded actions as well as changes in perception.
Linda spoke briefly but finnly at this seminar. She defined good
teaching as using follow through in discipline and coming up with different
strategies to deal with misbehavior. This does not reflect much change of
perspective for Linda but does articulate the themes that she struggled with.
A little later, she defined good teaching as "meeting the needs of all
students. Just being on top of everything, having a hold on everything. I
gotta take control of that classroom, being able to bring them back in nice
transitions, to lead the kids .. " The implied metaphor here is teacher as trail
boss, teaching is a cattle drive. However, Linda has added meeting the
needs of all students. Jane had said meeting the needs of each individual.
Her focus had been traiiled on the individual. Linda's focus was on her
class and all the students in her class. Linda showed a sense here of all the
students in her class. This is a new perception, precisely enunciated.

289

Mary reflected at this last seminar about her change in awareness of
student-teacher relations . .she declared that it is impossible to be' buddybuddy and teacher at the same time. This dialogue showed a change in
perspective,' change in regarded actions and a change in perception. Mary's
advice to a new student teacher was revealing of her own experience.
"Notice everything, every little thing she does, from the look she gave·
them, to you know, she just words things really neat.." The implied

.

metaphor illustrated here is student teaching as miming~ or cloning. There
is a sub-relationship here to the seeing metaphor. This particular strategy
worked well for Mary.
Jessica said the last metaphor of the seminar. "I think student
teaching was really like planting a lot of seeds for what is going to make me
a great teacher." Student teaching is gardening, a cultivation to come to
fruit in the future. It was a positive, affirmative metaphor to end this
experience on.
p

..

(Questions 3.0 and 3.02)
Changes in participant definitions were mapped under the growth
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of practical knowledge. "This analysis of the same dialogue now maps those
changes both through time and in relation to other participants' dialogue.
Tracing each participants definition of what is good teaching across the
seminar settings reveals in most cases, accommodation and assimilation of
parts of other participants' definitions.
Kathy
Kathy's gave her first definition of what is good teaching during the
September 7, seminar. She said,
Kathy: "Responding to what is actually"there in your
classroom instead of what you expected to find in the
classroom or what you think should be in that classroom."
(Sept. 7, Seminar transcript, p. 9)
In conjunction with this when I asked her what did she think made a good
teacher she replied,
Kathy: "Well, I was just thinking along the lines of the
positive attitude because when I was hearing ... Jessica talk, I
was thinking in my classroom, these are first graders and
there's so much going on. But urn, sometimes I feel like it is
too negative. And I'm just, because it's like that every minute
somebody is being told not, not to do something and they're
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doing.." (Sept. 7, Seminar transcript, p. 33)
~essica had just finished t~g

about how with-it-ness should be

practiced. in a positive way, without embarrassing children. .Kathy picked up
.

on this issue of being positive in the classroom and incorporated it into her
definition of what makes a good teacher.
Kathy's definition of good teaching in November contrasted sharply
with her initial definition.
Kathy: "Having had lots of interesting experience~, urn, it's a
balancing act and that's really true and you (researcher) more
know where I'm coming from on this from some of the things
we've talked about but it's that way really everywhere in, in
life. I mean, (sigh), we come out of teaching with all these
ideals and it's amazing when you get there how many of them
conflict. I mean, and I have talked with you a lot about all the
ideals that are sometimes in opposition with each other and
good teaching somehow is, is balancing those different. ....
seizing the moments for teaching and its being able. to evaluate
all the time without using necessarily some kind of formal
evaluation. It's knowing where everyone's at and having a
sense of that." (Nov.4, Seminar transcript, p. 8-10)
Incorporated within this new definition was an assimilation of a part
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of Linda's definition· of good teaching that she had expressed at the
beginning of the seminar.
Linda: " ..just being able to see ...with-it-ness ... just really
being able to have, eyes that just see evel)'thing that's going on
,

in your classroom." (Nov. 4, Seminar transcript, p. 1-2)
Kathy did not choose to incorporate Linda's conunents about follow
through and handling any issues 'but she did pick up 'the' meaning from
Linda~ s seeing metaphor. Kathy's definition 'during this seminar is good
illustration of how each participants"definition

was influenced by the

seminar but also reflected the contextual issues Within their own classrooms.
The theme of conflict within this November definition was being played out
in Kathy's teaching experience within her classroom.
In December, Kathy's definition had changed again.
Kathy: "I would agree with what Jane said about meeting the
needs of the individual and it's a lot of roles. It's balancing the
roles of teacher, offriend, also the roles not only to the
children but to the parents. And it's responding to what walks
into your door. (Laughs)
(Dec. 7, Seminar transcript, p. 5)
Kathy cited Jane's definition and emphasis on the individual student.
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Kathy's cooperating teacher 'taIked·at length about Kathy's preoccupation
with individual students getting in the way of Kathy's being able to teach to
a whole class. Kathy easily assimilated this part of Jane's December 7,
definition that was concerned with meeting the needs of each individual, all
different and working with each individual to help them .grow. Kathy also
assimilated the roles expressed in Jessica and Mary's definitions. Kathy
added a dimension to this definition not mentioned by anyone else. She
noted that good teaching is also balancing roles with parents. She
concluded with a version of her original definition- about dealing with the
reality and not expectations. Kathy's definition had become much more
complex. She retained her original conception and accommodated more
dimensionalities about teaching. Kathy evidenced growth in her recognition
of the complexities involved in teaching. Kathy did not speak of
instructional issues or refer to student learning directly. This may be
implied in her comment about meeting the needs of t.he individual. It may
not. Kathy's expressed concerns for her students related to socio-emotional
issues and issues of classroom behavior. Kathy's definition of good
teaching is one example of the negotiated process of the seminar dialogues
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as they intersected with her own.experiences.

Mary's initial definition at the September seminar utilized the seeing
metaphor that was a common theme through the seminar dialogues.
Mary: " I would say just seeing kids learn and its not always
even academically but I mean~ younger kids learning how to
get along with each other and how to handle themselves~ as
long as they're learning."
(Sept. 7, Seminar transcript~ p. 10)
This may be a connection to Linda's comments at the first seminar
about trying to see the management system at work in her classroom. Jane
also talked about helping her cooperating teacher to see students. This
definition aligns seeing with good teaching. This was to directly impact
Linda's perceptions about what good teaching is.
Mary's definition of good teaching changed considerably in
November.
Mary:

"Oh~

ok, I agree with a lot of Kathy's, mostly with,

about the conflict especially our methods class we had versus
what we actually do in real life." (Nov. 4, Seminar transcripts,
p.I 1)
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Mary's·definition:cited Kathy's as Mary incorporated the ideas of
balancing roles and seizing teachable moments as well as the issue of what
was learned in the methods classes being in contlict with the classroom.
This last item was in contrast to her comments in the September
seminar where she talked about learning in her Children's Literature class to
subtly give children an appreciation and understanding of other ethnic
groups through reading some of the wonderful books that she was exposed
to. She repeated this literacy·theme about setting up the atmosphere in her
classroom for teachable moments that are sensitive to the interests of her
students through "reading, all the book reading we do. " (Nov.4, Seminar
transcript, p. 15) Presumably this was learned in her university course work.
In December, Mary piggybacked on Jessica's definition of the

multitude of roles.
Mary: "A lot of the same things. But um, a lot of the sister,
dad, mom kind of things 'cause they need a lot of that all the
time and there's just everything else. You're a professional
slapper on the backer." (Laughs)
(Dec. 4, Seminar transcript)
I asked if Mary meant cheerleader by her last term and she affirmed
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that she did.

Mary~ s

definition of good teaching had not gotten mOfe ..

complex in the way Kathy's did. There was overwhelming concern here for
the affective development of children. Her first definition contained a
component of seeing kids learn. Mary did not mention learning at this last
seminar. The affective, social-emotional theme is consistent with her first
definition and apparently is the central theme to Mary's definition of good
teaching. She discussed later in the seminar the fact that she had decided
that as a professional, she could not be buddy-buddy with her students.
This conclusion was in direct contrast to Jessica's definition of good
teaching which she cited in conjunction with her own. Mary also showed
that she was aware that she had deliberately followed her cooperating
teachers' manner, methods, and management. Her final definition seemed
to be revealing unresolved inconsistencies within her own belief system.
Within her student teaching experience, by playing another person's role,
Mary did not explore the dimensions of having all social-emotional affect
goals and concerns and how this would play out in meeting the
responsibilities in teaching. Mary planned to put offher induction year in
teaching. She may have deferred resolutions to perceived conflicts as not
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being necessary to resolve right now.

'.

Jane expressed an image of a good teacher as a goal setter for
children at the first seminar in August (Aug. 31, Seminar transcript, p.5).
She was discussing the behavior reinforcement system her cooperating
teacher had set up. The image of the teacher setting goals for the students
continued throughout many of the seminar dialogues. Unlike Ma..-y or
Kathy, Jane did not show a lot of change in this definition. At the
September seminar Jane emphasized classroom management for good
teaching. Jane was absent for the November seminar but her concluding
definition in December shows consistency of theme with some elaboration.
Jane: "Meeting the needs of each individual, they're all vel)'
different...I don't know, that's just what 1.. Working with each
individual to help them grow, I mean, there's so many different
things like with kids specifically that I've learned. Special
•

a

.. • •

"

....

...

•

._...

.....

~

_...

•

goals with special kids and helping them be successful. And,
that's about it." (Dec. 7, Seminar transcript, p. 4-5)
Jane's definition linked directly to her cooperating teacher's focus on
special needs students. Her original concept of teacher as goal setter had
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been justified to help children grow and special.kids are being .singled out
and articulated as needing special goals to help them be successful. There
is a certain paradox here as the consistent articulation of Jane's definition
was a clear focus on the individual but she was not the one who designed
the goals or worked on an individual level with her students. Her
cooperating teacher did that function. Jane talked about the systematic way
this was done at the beginning of the school year with a program laid out for
the special needs children. Her cooperating teacher worked with these
students in a one-on-one situation when Jane was teaching. When I
observed Jane teaching, it was almost always large group situations which
Jane handled very well. She did not single out a few individuals and teach
to them. Jane taught to the class or in reading groups of six to eight
children.
Jane talked later in the seminar about finding out she could teach but
felt some frustration in still having to waLle in her cooperating teacher's
shoes. Here is evidence that Jane was beginning to want or acquire her own
teaching identity.
Linda
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Linda quickly responded in the September seminar to my question
about what is good teaching.
.

..

Linda: "I'm thinking of the tenn with-it-ness.... The teacher
just has to know what all the kids are doing, and just always be
aware of whaf s' going on in the classroom because without
that, (laughs), forget it! You're not gonna, you know." (Sept.
7, Seminar transcripts, p. 30)
This seminar group discussed this tenn and revealed that this had
been taught to them in their introductory course work and methods courses.
Linda expanded on this good teaching definition at the November seminar.
Linda: "Ab, definitely being prepared, being able to be
flexible, urn, being able to handle any issues or anything that
just goes away from your plan .. But urn, just being able to see.
I mean I know before I mentioned about having with-it-ness,
but just really being able to have eyes that just see everything
that's going on in your classroom and urn following through,
also. Thafs good teaching too ... Prepared means all materials
are ready and (yourself) being prepared to handle any situation
that arises as well, so, knowing what to do if sometlring
happens." (Nov. 4, Seminar transcript, p. 1-2)
At the previous seminar in October, Linda discussed her frustrations
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about trying to teach the lessons she had planned and the changes she had to
make during enactment to accommodate the needs of her students. Both
Jane and I gave her supporting comments about her ability to be flexible and
improvise on the spot like that. This aspect of teaching had now been
accommodated into her definition which had gotten considerably longer and
more elaborate. Linda's emphasis on being prepared reflected the unstable
and spontaneous nature of her 5th grade classroom. Her comments about
follow-through and eyes that just see everything mirror her cooperating
teacher's written comments on her mid-tenn evaluation. Linda wove the
seminar diaiogues and her student teaching experience together for this
definition of good teaching.
Linda directly referred to Jessica's definition of good teaching at the
last seminar in December.
Linda: "Urn, I also see good teaching is meeting the needs of
all the children, but I mean, also beyond that, I mean it's true
about what Jessica said too about you're a counselor, you're a
parent one day, you're a sister one day, but urn, beyond that
too, I think it's just being on top of everything. Just having a
hold on everything and being able to urn, you know, at least in
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my situation, I mean, I've 'gotta take control of that classroom,
being able to bring them back in, making nice transitions, urn,
.

.

just leading the kids, trying to get them to want to learn. You
know, trying to do something, trying to find new, creative ways
to do that so that learning is fun and enjoyable." (Dec; 7,
Seminar transcript, p.5-6)
Linda had considerably expanded her definition of what good
teaching is. There was still a core of with-it-ness contained in her last
definition but she has begun to recognize that even more than this is
involved in good teaching. She cited Jessica and put her assignment of roles
into a context. She changed Jane's and Kathy's definitions about meeting
the needs of individual children to meeting the needs of all children. Linda
occasionally referred to children in her classroom as she talked about her
experiences, but she never had a certain set few that always and only got
mentioned. Linda's focus was her class and the dynamics within it. Linda
also revealed an awareness that the purpose and point to teaching is student
learning. This is the first time she specifically incorporated this into her
definition. Linda's concept of teaching had grown around a "held truth"
obtained from her course work. Linda built on this core as a foundational
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belief with subsequent experiences and dialogue interacting together to form
her model of good teaching.

~

:

Jessica
Jessica was the first to answer my question about what-is good
teaching at the September seminar. The wait time was about Y2 a second
and her response was as automatic as if she were reading a text.
Jessica: "Good teaching is having a positive effect on your
students and raising their ability level." (Sept. 7, Seminar
transcripts, p. 9)
Jessica had just walked in the door to the seminar, late, and it was the
first one she had been to. Her definition couldn't reflect any dialogic
influence. Jessica did not elaborate on this definition. 1 wish 1 had asked
her "Ability level in what?" This was Jessica~s first comments in the
seminar and began the theme that was to persist; the emphasis on the
positive.
Jessica had a very different definition for good teaching at the
December seminar.
Jessica: "I think it's like being a friend and a counselor and
sharing knowledge and receiving knowledge and, being a
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,mediator, (laughs) at least.it was in fourth grade. Being a
nurse, being a mom and a ,dad, bein,g a si,ster, but being a
mend. Very gratifying." (Dec. 7, Seminar transcript, p. 3)
Like the previous occasion, Jessica was the first to answer and she
answered very quickly. However, this time Jessica incorporated some
specific issues with a little more elaboration. Sharing knowledge and
receiving knowledge acknowledges 'that'the relationships and impact in a
classroom go two ways. This was no longer her original model that seemed
.

.

.'

to suggest that knowledge moves from the teacher only. JessiCa's
December definition of teaching indicates a subtle awareness of students as
learners and holders of knowledge. Jessica was unique in the group in
voicing an awareness of this. Other participants cited Jessica's definition
but they did not pick up on this piece of it. They cited her comments about
the roles that teachers play in their student's lives within the classroom.
Jessica's note about sharing knowledge may hint or imply beginning
concerns about instructional content or pedagogical content knowledge.
Her later comments about teachers reading lesson plans and text chapters
the night before (Dec. 7, Seminar transcript, p. 60) reflected a surface level,
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expediency focused approach to issues of pedagogical content lmowledge.
Jessica's role comments and last sentence, "Very gratifying" reflected her
own emphasis on. social-emotional affect issues and her needs to feel loved.
Her well remembered event vividly highlighted the pleasure she felt when
one of her students told her she loved her. This emerged as a highlight of
her student teaching.
General instances of transfer

(Question 3.0)
Linda's statements about using the coyote sign ·in her classroom to
quiet her students during the October seminar (Oct. 9, Seminar transcript,
p. 22) brought an immediate response from Mary.
Mary: "1 forgot all about that. That's good." (Oct. 9, Seminar

transcript, p. 22)
1 was surprised to see Kathy use this sign at my Oct. 13. observation
(Field notes). When I asked Kathy about this sign she said that she had
talked to Mary about the seminar. Mary had told her about this as well as
the colored construction paper placed on the chalk board. Kathy said that
they had all learned about this sign in their methods block. I observed
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and interviewed Mary on November 18. Mary brought up the coyote sign
when I asked· her why she thought classroom management didn't seem to be
much of a problem for. her. She said that this was the only thing she
introduced into the management system her cooperating teacher already had
established. She noted that it was especially effective in the horary.
The coyote sign originated in a methods class. It's use had been
forgotten. At a salient point in their student teaching experience, when
issues of classroom management were being worked out in their classrooms,
Mary and Kathy picked up on the reminder by Linda.
Linda's colored construction paper signaling system was also used by
Kathy in her attempts to gain control of her classroom with effective cues
for appropriate behavior.
SupervisorlResearcber Role
I had expected the student teacher participants in this study to assume
roles within the seminar settings and to change these roles as the semester
progressed. This was not what I observed. I hypothesized that these roles
would be relative to their developing perceptions about teaching and their
status as knowledge holders within the group and their ownership of topics
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by virtue of their initiating the topics and referring to them. This was not
the case. It was the role of supervisor/researcherthat changed the most
over the course of the semester. By the last seminar, lwas no longer the
gatekeeper for the passing grade for certification and graduation. ·All of the
student teacher participants knew that they had passed student teaching by
this seminar. This seminar is as close as we could come to a community of
interested learners with nearly equal amounts of power relative to the group.
There was some vested interest in the .seminars on every participants' part,
though my stake holdings were weighted with the collection of data for this
study. My role as facilitator at the seminars also changed gradually across
the semester. Not only had I been the sole focus of their speech acts at the
first seminar, but for two seminars I seemed to control access to the floor,
the bid for turn taking, as the participants sought acknowledgment from me
by catching my eye and sometimes using half raised hands to solicit my nod
so t.hey eouId begin talking. This did cha.'1ge as the exchanges directed at
one another grew and they began taking charge of the floor.
I was never negated or ignored when I spoke. I did regulate the
seminars with my three main questions, but other than those referential
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frames, the student teacher participants detennined what we would talk
about. I did ask clarifying questions to probe some comments at times and
I did show excitement and enthusiasm.

There was some evidence of ownership of topics within the
transcripts. Linda owned the topic of with-it-ness by her initiation of it and
her consistent use of it. Kathy owned the topic of fairness and justice for
the same reasons. Jane seemed to have the exclusive ownership of the topic
of special needs of students. No one else bought into a ·concern with the
challenges those students in their classrooms faced with learning
disabilities.
Analysis of the data was to reveal hereto fore unsuspected biases and
beliefs that I held about what good teaching looks like. I was also in the
process of discovering and learning through this experience.
Issues of Deyelopmental Conceptualizations
(Questions 3.01, 3.02, and 4)
The topics that emerged from the participants discussions indicated
central areas of concern and focus for them as they progressed throughout
their student teaching semester. These topics were not static, they did
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change. Some of the data in this study does seem to support Fuller's (1969)
work on stages of concern, or most particularly the concept of the initial,
early teaching phase during student teaching; Fuller maintained that the
early teaching phase in student teaching was marked by concerns with self.
The overwhelming questions of adequacy that attend the development of the
teacher identity find some voice in issues of classroom ,management. Fuller
placed concerns with students and their learning as a later stage of concern.
This model is of a linear progression through levels of awareness. The data
from this study does not seem to support such a clear cut linear
developmental progression. The five participants did not show the same
levels of concern and this may be related to contextual issues for four of
them and the fifth one being what Kagan (1992) has referred to as not
developmentally prepared to acknowledge dysfunctional aspects of their
image of self as teacher.
As t.hese student teachers moved into their classrooms the main topic

of the dialogues within the seminars concentrated on issues of classroom
management. Relating this to Fuller's framework, the participants'
concerns about management reflects unresolved issues of adequacy and
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competency related to self. This seems like a reasonable concern as novices
began taking on teaching responsibility. Kagan (1992) noted that "until
novices have established standard routines and resolved their images of self
as teacher, they will be obsessed with discipline and class control"(p. 163).
This was true with the participants in this study as they began taking on
responsibilities for teaching.
Tabachnick, Popkewitz, and Zeichner (1978) noted that student
teachers within their 'study designated discipline as the most significant
problem of teaching. Discipline was defined' as keeping children busy and
doing things that would insure that children moved through the lesson on
time and in a quiet and orderly fashion. These researchers noted that this
became the goal for the student teachers. Curricular content issues,
educational goals were not recognized as significant end goals. This
concept of discipline is comparable to the issues of classroom management
and work system topics discussed by the student teachers in this study.
Work systems were held to be subsystems of classroom management
because they were management issues directly related to the tasks assigned
within the classroom. The goal of these work systems was generally to
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move'students through the· lesson· and assignments in an orderly enough
fashion to provide every child with opportunities toJeam. Hollingsworth
(1989) noted that inadequate knowledge of classroom procedures appears to
prevent novice teachers from focusing on what pupils are learning from
academic tasks. Working memory, according to Hollingsworth, is devoted
to monitoring their own behavior as they either imitate or attempt to invent
workable procedures. Linda identified this as a significant area of concern .
for her in her final definition of what good teaching is. No other student.
teacher included issues of management in their final definitions. Linda
expanded her initial core concept of with-it-ness being good teaching. The
definitions of good teaching are key indicators here because they reflected
and served the needs of each individual and their context.
Jessica, Mary, and Jane held beliefs about teaching, including the
management and work systems inspired by their cooperating teachers during
their student teaching. They did not engage in reflection or question about
why something was taught or why something else wasn't. Curriculum
content and long tenn goals for student learning was never a part of Jessica
and Jane's dialogical concerns. Goals for student learning, as discussed at
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post-observation conferences, were viewed as the immediate short term
goals of each lesson. Jessica summarized her lack of questioning or even
interest in curriculum content matters when she told her students that she
knew the social studies chapter they were reading aloud was boring but the
superintendent said that they were going to cover it so that was exactly what
they were going to do. In effect, Jessica disassociated herself from any
questions or concerns about curriculum as she related that it was dictated by
someone else. Mary did discuss how she used books and reading in her
classroom on three separate occasions within the seminar setting. She
offered a rationale for why she used books to provide pedagogical
opportunities. Mary did not questioned her cooperating teacher's decisions
or beliefs about curriculum or curricular issues. Perhaps this was because,
as Mary described, her classroom enjoyed a serendipitous freedom to
explore topics as student interests indicated. Seeing this classroom through
Mary's interpretation, there was no organized, formal sense of curriculum.
Perhaps this accounts for Mary's final definition of good teaching as a
teacher being a sister, mom, dad and back slapper. Issues ofleaming and
content are conspicuously absent.
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Jessic~

Mary, and Jane are examples ofwhat Feiman-Nemser (1983)

described as having gained from student teaching a utilitarian perspective in
which getting through the day, keeping children busy, and maintaining
order are the main priorities. The associations that these student teachers
drew between teacher identity and teacher authority, and the implied
teacher as police man metaphor were indicators of not only concerns with
these management issues, but the priorities they assigned to them..
Student Teaching as Imitative Performance

Feiman-Nemser (1983) cites Becker's work (1964) which concluded
that people take on the characteristics required by the situations in which
they participate. Lacey (1977) uses a term, "strategic compliance" to
describe the way in which a teacher makes a conscious decision to adapt to
the existing culture until they are more likely to be successful in resisting or
changing that culture. This could be the pragmatic agenda in the student
teaching experience. Jessica, Jane and Mary adapted very well to the
context of their cooperating teacher's classroom. All three recognized and
followed the strategy of apprenticeship which in effect guided them to
model their actions explicitly on their cooperating teachers. At this level,
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the formal knowledge taught within the confines of another place and time,
the university, would seem to lack relevance as these student teachers tried
to follow in lock-step precision with their cooperating teachers. These three
teachers recognized that this apprenticeship was their script for success as
they learned to speak the lines and metaphorically push the buttons that
their cooperating teachers had programmed into the class. The continual
concern with seeing for these student teachers had to do with seeing enough
details to pull off the copy. Mary explicitly talked about this when she gave
advice to new student teachers and said that they should watch every little
thing, how she (cooperating teacher) looks at the students and exactly how
she words things. Mary revealed what her plan for success was.
Jane's case was somewhat different from Mary's. Her cooperating
teacher was the most salient model in her learning experience and Jane
adopted her perspectives and beliefs. Jane did not voice any identity other
than t.qat of her cooperating teacher's until the last week of student teaching,
during the last seminar, when she said that she was ready to go on and it
was frustrating to walk in someone else's shoes. However, her final
definition of what is good teaching still expressed the perspectives of a
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cooperating teacher. making a transition into special education. Jane showed
an awareness of having consciously copied her cooperating teacher. She
was getting ready to assume her role as a certified teacher within this same
classroom. Jane felt the conflicts between copying ~ teacher and being a
teacher. Jessica never expressed any awareness of a teaching persona that
deviated from her cooperating teacher. Her only expressed frustrations
centered on the conflict she had precipitated by being absent and not
providing lesson plans. Jessica never talked about seeing or wanting to set
up and run a classroom in anyway different from her cooperating teacher.
Hollingsworth (1989) noted that modeling seasoned teachers was not
sufficient to promote conceptual change. She posited that cognitive
dissonance, such as being placed with a cooperating teacher as a role model
that facilitated growth and whose ideas and practices were markedly
different from those of the student teacher, was needed to force novices to
confront a.l1d moilify their personal beliefs. There still seems to be missing
here a motivating reason for a student teacher to resolve the conflicted
images. Mary lacked the motivation to explore the cognitive dissonances
that she revealed at the last seminar. An overwhelming motive for student
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teachers' actions and decisions is the goal· of being successful, the goal of
passing the student teaching component and thereby gaining certification
and graduation. Taking on the responsibilities of their own classroom
enables beginners to start seeking answers to their own questions. (FeimanNemser, 1983) Mary was not planning on teaching for a year or more and
so put off facing the task of conflict resolution. Jessica was also not
planning to teach for a year or two as well. Had this not been the case,
Jessica may have had questions of her own.
Unresolved Identity
Kathy began her student teaching with an over-idealized model of
who her students were going to be. She became aware of this early in the
semester and held onto the theme throughout the seminar dialogues of
teaching "what comes in your door, not what you expect to be there."
Kathy's language is a critical indicator of her stance, her position relative to
her student teaching experience. She did not use a person indicative
pronoun ''who you expect to be there". She de-personalized and thereby
distanced herself from this class with the word what. This is only one
instance of a general tendency on Kathy's part, to keep a buffer of distance
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between herself and those around her.
.Kathy~.s case unfolded in contradictions. She talked a lot about
wanting to design truly meaningful~ truly stimulating, exceptionally creative
learning opportunities for her students. The actual planning and
performances were unorganized and not positive learning experiences.
Kathy talked through the seminars about issues ofjustice and fairness in
classrooms. She reveals at the last seminar, her sudden awareness of how

unfair she is perceived to be by one of her students. This is a shpcking
perception for Kathy. She had not understood that a well thought out and
articulated management system would enable her to interact with her
students from a rational base of fairness. She expressed no awareness that
her agendas of having children learn in their "natural way" had hidden
expectations for students that these first graders never understood. Kathy
expressed dislike and resistance to her cooperating teacher's management
system. She did not implement an alternative system. It was only under the
severe duress of having to fulfill the specific points outlined in the
observation contract that Kathy acquiesced to a variation of her cooperating
teacher~ s

management system and borrowed other strategies and cues from
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the .classroom management manual she was required to read. '
, Kathy also began student teaching with an overly optimistic,
unrealistic image of herself as a'teacher. Kathy did not see herself as an
awkward, un-kempt novice who lacked conventional social skills. Much
like Kagan and Tippins (1991) observation that a novice's self-image as a
teacher may be strongly related to the novice's self-image as a learner,
Kathy knew herself to be bright and academically successful. She brought
this up a number of times in one-on-one conversations to support her claims
that she could provide wonderfulleaming opportunities that would stimulate
her students to want to learn and thereby "fix" her management problems.
Kathy's goal for the first half of the semester was to find just the right
lesson that would finally do it for her. Her well-remembered event of
reading Thomas's Snowsuit to her class was her final celebration that she
had in fact finally found this magic lesson that so grabbed her students'
attention that there were no management di..~cu1ties.
Kathy never understood that there were difficulties with her focus and
with her ability to "read" her classroom. Kagan's (1992) finding that
without a strong image of self as teacher, a novice ma), be doomed to
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flounder would fit Kathy if it were reworded, "without.a strong, realistic
image of self as teacher.. ~~. The net result of the threat of being dropped .
from student teacher coerced Kathy into adopting methods and procedures
that went against her beliefs about student learning. Kathy passed student
teaching because she began to read the script better. The contract was
spelled out so clearly that Kathy could not fail if she followed the
directions. Kathy was rewarded for not resolving the discrepancies between
her beliefs and expectations about student teaching. She was in effect told
to simply negate those beliefs and substitute a management system that
supported a value system that she had not bought into. Kathy's surprise at
the low final evaluation becomes clearer, and much more logical when the
fact that she did not change her self-image is taken into account. Kathy
does not resolve any conflicts because she was not aware of what conflicts
she had.
Student teaching with a mission

While Jessica, Mary, and Jane were imitating, Linda was trying to
invent workable procedures. The core of her definition of good teaching,
with-itness, was straight from her introduction to teaching class. The text
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that-was used in.this course defined with-itness as "teachers who are with it
spot deviant behavior right away and are almost always accurate in
identifying the student who is responsible" (Arends, 1991, p.186). The core
of her definition was a classroom management concept that dealt with misbehavior. She struggled with this issue through all of her student teaching.
Linda was not, however, locked into classroom management
concerns exclusively. She had more than a utilitarian focus on her class
and student teaching. Linda was actively engaged in putting together a
curriculum to meet the needs of her bilingual students. Her situation seems
highly contextualized. Ifher student placement had been with a
cooperating teacher who had been experienced at her grade level, it is likely
that Linda would have engaged in at least enough of the imitative behavior
of the other three student teachers to have resolved the issues of classroom
management. However, Linda's concerns with curriculum, pedagogical
content knowledge and her concerns about what her students were lea.11ling
negates a linear model of developmental concerns. Linda was by no means
unaware or not engaged with pedagogical content knowledge as she
struggled to build a curriculum of meaning for her bilingual students. Linda
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was engaged in all three levels ofFuller~s model at the same time. Her
concerns were with self, instructional issues, and student learning. Linda's
case provided clues that practical knowledge is not content free. ·Content
knowledge, developing pedagogical skills and management issues
intersected in this student teaching experience.
Linda's experience provided plenty of cognitive dissonance. Her.
situation more nearly resembled that of a first year teacher with an
experienced mentor teacher for support. The discourse patterns of the
seminar setting, particularly the coding for direcionality indicate that Linda
was singular and isolated by the last seminar. This had less to do with
personality and more to do with issues of content of communication. Linda
was dealing with issues that had not become issues of importance to the
other participants. Kathy was the only other student teacher who had the
potential to identify with concerns that related to curriculum and
management issues. Kathy never made the connection to Linda's
expressed issues. Linda talked at length about her students as a class of
learners. Her dialogues reflected her growing understandings of the
complexity of her students and the interactive dynamics within her
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classroom. It is significant that by the last seminar, none of the other
student teachers had anything to say directly to Linda and she had stopped
initiating speech acts to them. Their input may have lacked relevance to
her issues.
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CHAPTER FIVE .
CONCLUSIONS
Development of practical knowledge during student teaching
Carter broadly defined practical knowledge as "the knowledge
teachers have of classroom situations and the practical dilemmas they face in
carrying out purposeful action in these settings." (Carter, 1990, p. 299) For
the purposes of this study, Elbaz's (1983) five domains ofpractical
knowledge were considered. These domains included: 1) self; 2) the milieu
of teaching; 3) subject matter; 4) curriculum development; and 5) instruction.
These definitions have been used as a supporting framework to construct a
model of practical knowledge.
Practical knowledge within the framework of this study of student
teachers emerged with a normative perspective. Within the student teaching
experience, practical knowledge includes knowing how to provide successful
learning envirolh~ents and opportunities with meaningful and sound
curricular content. Practical knowledge is also understanding why these
environments work in relation to self, within the context of the here and now,
as well as biography of self, and further, understanding why it works for
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students .. The addition of students to this definition implies an understanding
of student characteristics as learners and their intersection with curricular
issues. Practical knowledge becomes an integration of self with formal and
experiential knowledge as teaching is planned in the curriculum, enacted in
the classroom, and reflected upon later. Within this study practical
knowledge developed in different areas of teaching; and not all areas at the
same time ..
It is my contention that these student teachers did begin to attain
practical knowledge in those areas that they had opportunities for experience
and self-conscious, reflective awareness. " ..people say and do different things
in different circumstances and conversely, that different circumstances bring
forward different aspects of their experience to bear on the situation.
According to this view, a person's personal practical knowledge depends in
important measure on the situation" (Clandinin, 1993, p.8).
Those three student teachers (Jane, Jessica, and Mat)') who served
such a mimic apprenticeship received higher ratings on the supervisory
evaluation scales. They had classrooms that manifested well run work
systems and established work ethics. Students were engaged with the
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assigned tasks and there did seem to be forward movement through the
curriculum. These student teachers practiced standardized routines that
integrated management and instruction. The key here is that they neither set
these systems up or "owned~' them. Their student teaching experiences did
not afford them the opportunity to set up their own systems. They practiced
entirely within the structure and frame of someone else's belief systems. To
some degree, these students learned more about the concept of procedural
display (Bloome, Puro, and Theodorou, 1989) than practical knowledge. The
interactional and academic procedures that count as doing a lesson contain
within them cultural meanings and values. When a lesson enactment is not
necessarily related to learning but is related to the set of cultural meanings
and values perceived to be held by the educational community and the
university in the person of the supervisor, then it can be said that procedural
display has taken place. Fenstermacher (as cited in Bloome, et al., 1989) also
noted that what is often taken for learning is more accurately defined as
studenting. The question: what is happening in classrooms is answered by:
children are acting like students and they are assumed to be learning because
they do act like students.

·'.

A
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. Jane, Jessica, and Mary were participating in an extremely high stakes
endeavor. All three have been very successful students. They have
accomplished studenting skills of finding out what the instructor wants and
then giving it to him or her. These three student teachers found out quickly
what their cooperating teachers required and then what criteria their
supervisor was writing evaluation notes on. Jane, Jessica, and Mary received
high marks for studenting, finding out what their audience wanted and then
playing to it. There is a pragmatic survival agenda operationalized here.
Critical reflection and resulting changes in action was rarely part of these
three student teachers' experience.
Jane's growth in her development of perceptions about teaching fits
the model developed in Tabachnick and Zeichner (1984) of the student
teachers whose teaching perspectives did not change fundamentally. Their
original perspectives solidified and they became more articulate in expressing
them. Much of Jane's perspectives and beliefs are really her cooperating
teacher's. Much of Jane's practical knowledge has been assimilated from
her cooperating teacher. Jane's expressed desire to do something on her
own is a clue to the beginning of her assertions of self that will enable her to
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begin asking her own questions of herself and her practice during her
induction year. Practical knowledge, incorporating biography, is intensely
personal. Jane has a scaffolding, a frame from her cooperating teacher on
which to begin building her own practical knowledge as she begins teaching
a class of her own. The contextual opportunity was not there for Jane in the
intensely controlled environment that she did her practice teaching in.
Mary~s

environment was also tightly controlled. However, Mary was

not a risk taker in any sense. She was opportunistic in evaluating situations
and making adjustments to fit them to her needs. Mary student taught
kindergarten and she also worked in an after-school care program at a school
in the foothills about forty minutes away by car. Mary arranged details with
her cooperating teacher to do planning, meeting, room set-ups before school
and during their hour and a half lunch. Here was the pragmatic explanation
of why Mary was teaching kindergarten when she planned on going to
graduate school and then teaching at the secondary level. Mary sized up her
student teaching placement and realized that if she just followed the steps her
cooperating teacher outlined in detail for her, she couldn't fail. Her teaching
perspectives as voiced at the last seminar seemed to regress more than
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expand or develop. Her teaching performance as observed in the classroom
was excellent. It is possible that Mary developed understandings of why her
classroom worked as well as it did and she certainly. gained a great deal of
understanding about her students as learners. She directly incorporated her
cooperating teacher's understanding of curriculum and its enactment. Mary
did not reveal how she related this knowledge to herself and her personal
beliefs about teaching and learning. This is a critical point in practical
knowledge. Practical knowledge is owned knowledge that is held by the
teacher. She did begin synthesizing content from her methods classes relative
to reading and the use of books to her student teaching context. Mary did
own a piece of practical knowledge as it related to students as learners.
Jessica's change in her definition of teaching did show some growth as
she acknowledged that knowledge was held and communicated by teachers
and students. Jessica's evaluations and observations were rated as excellent.
Hers was a model of a well run classroom. Jessica absorbed the culture, the
milieu of teaching. She collected and spoke folk wisdoms from the teaching
culture in many instances at the seminar dialogues. These tended to be overgeneralizations that sounded like they might be true in some contexts. (i.e.
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"Five year olds change their mind every three seconds.") Jessica gained
"folkways of teaching" (Buchmann, 1987) and a certain expertise in
procedural display. Jessica did not begin to ask how or why the procedures
she used worked. She never voiced any concerns as to the worthwhileness
of the content she was teaching, or questioned what the students were getting
from what she taught. Jessica did not gain as much practical knowledge from
her student teaching experience as she did incorporate her cooperating
teacher's beliefs about teaching and learning. Jessica may have learned a .
management and work system that she could eventually incorporate into her
own and this will give her a framework, like Jane's, to begin constructing her
own practical knowledge as she begins operationaIizing her conceptions of
teaching. Borko, Lalik, and Tomchin (1987) make the case for student
teaching being a time for student teachers to try out new and creative ideas.
Jessica's cooperating teacher said that was why she wanted to have a student
teacher in her classroom. I did not see this in practice. I saw Jessica carefully
practicing in someone else's classroom and she was very careful not to
disturb any systems that had already been set up in it. Jessica did not reflect
on the motions that she was going through in an evaluative sense to impact
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future actions and future plans. Jessica's speech acts reflected acceptance of
procedures and content.
Linda, through context and personal disposition grappled with issues
of practical knowledge. Her placement afforded more opportunities for
enactment of her beliefs about students, learning and curriculum. Linda
engaged in an active and on-going process of reflection with her cooperating
teacher and the seminar community. Linda completed her student teaching
with an awareness of curricular and instructional issues to continue adding
onto during continued teaching practice. .
The question remains, is it feasible to expect that student teachers can
begin acquiring practical knowledge as they student teach? Can they go
beyond the convenience of mere imitation and memorization of ritualized
forms and speech? The cultures of universities and public schooling make
the imitative procedural displays much more risk free and certainly easier to
accomplish. All five student teachers never forgot whose class it really was.
They expressed comments relative to that teacher taking their classroom
back. These student teachers spoke of not wanting to change the systems in
place because they had to leave something the cooperating teacher had to live
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with. There was a tangible mind-set on the part of cooperating teachers that
learning by apprenticeship imitation was the preferred order of learning to
teach. The dictum seemed to be, "Learn how to do it my way, then you can
use this knowledge to go off and do your own thing someplace else." Fears
were openly expressed by two of the cooperating teachers about having their
students exposed to student teachers who were just learning to teach so they
didn't know what they were doing. I saw a number of instances where these
student teachers were regimented with cookbook type lessons and
instructions in order to protect the students. There was no room for
operationalizing their own conceptions of teaching. While these conditions
do not negate any possibility of the development of practical knowledge, it is
this researcher's conclusion that contexts that afford exploration, enactment,
and reflection of personalized beliefs and held-truths about teaching are
richer environments that are conducive to the development of practical
knowledge.
Linda's example stands. She gained knowledge in all of the
dimensions within the practical knowledge concepts that were used for
analysis within this study. She did this through the commitment to her own
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beliefs and her development of a partnership approach to teaching with her
cooperating teacher. Linda operationalized her beliefs about teaching and
reflected on the ensuing experiences. Linda also did this by actively
participating in the seminar dialogues and discussing those issues she found
hardest to deal with and listening to the input from the group.
The development of practical knowledge is a process that continues
through the teaching experience of a career. Linda had personal, authentic
learning experiences during her student teaching that for a number of reasons
are often withheld until the first teaching job. Linda brought a broader base to
continue building her practical knowledge to her first professional teaching
expenence.
Like the conclusions of the RITE research team (Griffin, 1986) this
study indicates that the business of doing student teaching may benefit from
being re-thought. Kagan (1992) accepts the status quo and makes the case
for accepting the fact that novices engage in technical rationality rather than
other levels of reflection. She advocates a change in the teacher education
programs to accommodate these needs. The results from this study suggests
that re-thinking the student teaching experience to plan for more
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opportunities to operationalize student teacher beliefs and critical inquiry into
self as part of the developmental process would be to offer the opportunities
to expect more, rather than settle for less. The RITE framework with its
suggestions for examination, analysis, and reflection of self in relation to
classroom contexts and student teaching contexts and the systematic
allocation of time for student teachers and cooperating teachers to share their
reflections looks like the richer choice. Valuable learning is engendered in
the dialogical setting.
Results from this study indicate that practical knowledge can be gained
from student teaching. The development of practical knowledge is not well
afforded by the way the student teaching experience is typically negotiated by
cooperating teachers, university supervisors, and student teachers. Practical
knowledge is gained through personal experience in teaching using personal
beliefs as a referential frame and using reflective analysis on that experience.
It is at this point that the novice teacher becomes aware of what they know,
how they know it, and where this knowledge came from. It is no longer
unconscious knowledge that cannot be acted upon, it is held as conscious
knowledge.
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The very real factor of chance played out for four of the student
teachers in this study. Jane's placement had nothing to do with chance. This
was a well planned assignment. The other four student teachers as well as
most others experienced almost a randomness of placement as large numbers
of student teachers are accommodated within a limited geographical area.
Student teachers are required to observe ten hours in the assigned classroom
prior to beginning their student teaching. These observations are done to
offer the student teacher the opportunity to determine whether this is a
"good" placement for them. Most student teachers are not aware of the
complexities of environment and what they need to be looking for.
Linda's placement was different from the start. There was nothing
about it that hinted that this would be advantageous for Linda's professional
development. This random factor of placement is difficult because it is the
context of where student teaching is practiced that influences the experiences
that a student teacher is confronted with or in other words, afforded. To
attempt to equalize some of the opportunities of context which determines
experience, I would recommend that case studies be added to the reflective
dialogues conducted during student teaching. Issues would then be
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introduced for·examination.,These issues do transcend context and case
studies can be brought to the attention of all student teachers and not just the
one who experienced it. This would necessitate collecting a bank of case
studies that deal with the complexities of teaching, teacher beliefs and the
contexts of teaching.
Jessica's suggestions of two student teaching components; one at the
end of the sophomore year and one at the end of the senior year sound like
luxuries on one hand and absolutely sensible suggestions on the other..
Jessica articulated Koehler's (1985) feed-forward dilemma of being given
knowledge before any perception of need so perfectly I was suspicious of a+
studenting on Jessica's part. After reflection, I realized I had never discussed
this with this group and she would have no way of knowing that was a
concept I was looking at. Need to know is a critical issue for the acquisition
of both formal and practical knowledge. a common denominator did emerge
and both cases may very well take a resolution of cognitive dissonance.
Seminars - Dialogues of Community

The seminar setting did provide insights into these student teachers'
understandings of learning how to teach and what it meant to them. The
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dialogues were effective as public forums of discussions that provided
opportunities for these student teachers to clarify and reconstruct their i..'l1ages
of practice. Johnston (1992) concluded that practice teaching could be more
focussed and meaningful if student teachers could explore their images. She
notes that reflection and discussion would provide support for student
teachers to analyze the dilemmas and constraints they face in entering
another teacher's established classroom environment for a short period of
time. Conflicts and tensions can be understood in terms of the contribution
that the cooperating teacher's classroom has to make to the reflective
reconstruction of a student teacher's practical knowledge. The metaphors and
images that these student teachers held provided a language of practice, a
means of articulating their practice. As Hollingsworth (1992, p.398-399)
wrote about the student teachers in her study, "More than giving teachers
specific guidance for immediate concerns, the conversations seemed to
provide the intellectual stimulation and social interaction needed to create
and analyze their own broader knowledge about teaching." Hollingsworth
(1992) notes that the collaborative conversations provided epistemic support
for these beginning teachers as the issues that dominated the conversations
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came out of their common teaching experiences. This was equally true for
the most part with the student teachers in this study.
My role of researcher/supervisor was a dual role, I felt constrained not
to challenge a viewpoint unless it placed the student teacher or her students
in some kind ofjeopardy. This happened only a few times. There were
other issues that came up that if I had challenged or prodded, I might have
provided an opportunity for critical self-analysis. Mary and Jane being two
cases in point. a dialogue in November, specifically.on the issue of conflicts
between their expressed beliefs and actual classroom practices may have
helped them to recognize and confront their own. I did not want to lead
these student teachers to an understanding of my conclusions, I wanted
theirs. It is also true that in November I was not aware of the issues of
imitation teaching or procedural display in relation to these student teachers.
As noted earlier, I had input on all of the evaluation fonns, done in

collaboration with the cooperating teachers and I wrote the observation notes
every time I went to observe the student teachers. I thought, after ten years
of elementary classroom teaching that I would certainly do a better job than
to just grade on management skills. I knew better than to just look at that.
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However, after analyzing the data, I realize that is exactly what I did. I
rewarded and commended those student teachers who spoke and acted the
closest "next-besf' to their cooperating teachers. It was not until I had gone
through all of the data a number of different ways that I realized what I had
done and what lessons in teaching had been learned by these student
teachers.
Formal knowledge and discussions ofpractice
I tried, through. the whole study to document when formal knowledge
was incorporated and referred to by the student teachers. Jessica's
ambivalence when she tells the group during the December seminar that
professors don't say anything you'll need to know and then laments that she
wishes she had paid more attention in those education courses, that she
wishes she had known it was about things she would need to know, is as
clear a message as she is able to send about the role for formal knowledge in
student teaching. When student teaching is an imitative experience, formal
knowledge is not necessary and in fact may be extremely conflicting. Linda
has specific references from her course work that she referred to; the use of
with-itness and the coyote sign. Mary referred to her Children's Literature
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course and her methods course work when she discussed how to diffuse.
racism and how her class took advantage of teachable moments. Mary was
synthesizing her formal knowledge with the enactment of her teaching. Mary
showed that she did have the sense of freedom within her student teaching
placement to enact her beliefs if she chose to do so. Kathy referred to her
global curriculums from a methods course but this was not enacted within her
classroom.
The incorporation of case studies into the seminar fOImat might
provide opportunities for resolution of beliefs about teaching and
opportunities for understanding how formal knowledge is synthesized into
practice through reflection, planning, and enactment. The reflection and
dialogue with case study format proposed earlier would facilitate the
awareness of critical issues and the beginnings of the synthesis of formal
knowledge into the reflective process. Jessica's discussions about the
problems she perceived in her classroom with racism was such an example
where Kathy and Mary both responded with methods and pedagogical
content learned during their formal course work. These two student teachers
synthesized their fonnal knowledge to deal with a teaching dilemma.
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Implications
Contexts of student teaching are critical to the kinds of experiences
available to the student teacher and the opportunities for critical reflection on
these experiences. Implications for supervisors and cooperating teachers
have to do with understanding the compelling need of student teachers to
succeed at student teaching and balance enough support so that they don't
feel like they're in free-fall and yet they have enough freedom within the
cooperating teacher's classroom to take the risks to examine their beliefs
about teaching, students, learning and pedagogical content knowledge in
action. Hollingsworth (1992) points out that her student teachers had worked
through the conversational process to clarify their own beliefs and to finally
recognize themselves as holder of knowledge. It is this critical recognition of
understanding that they are holders of knowledge that allows teachers to
reflect and critique their own teaching as well as the content of instruction.
As a supervisor, ! was guilty of rewarding procedural display as my

student teachers went through the motions. We need to be clear about the
goals of the initial teacher preparation program and to ensure that the
evaluation fonns and the supervisor observation criteria are in line with these

340

goals. If our initial teacher preparation goals are to encourage the
development of reflective teachers, then our student teacher evaluation forms
should reflect this. The student teaching component should be in line with
the rest of the program. Having student teachers fill out short, written,
reflective mileposts each month would be a suggestion to encourage
reflection and give another window on their conceptual developments about
teaching. The data from this study supports the well-known fact that people
have different levels of verbal acuity. a student's lack of verbal propensity is
not a clear indication of a lack of reflectivity. In general, however, the
dialogue of the seminar process engaged more of these student teacher's
topics and concerns than a short written form would have provided
opportunity for. My initial hypothesis that I would tap more of their
experiences in their oral exchanges, giving me more data to work with was
true. Opportunities for dialogues of practice within cohort groups should be
provided for all student teachers. This recommends the case for professional
development schools where the context, culture of the placement would hold
some similarities.
However, further research is needed to see ifin fact other student
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teachers would develop more of the dispositions and beginnings of practical
knowledge if they were placed in a classroom where, like Linda, they had
the freedom to operationalize their beliefs as they worked to solidify them.
Would this present opportunities for development that are now denied to
most student teachers because of the apprenticeship method?
While I was collecting data, I was concerned about some
misperceptions that some of these student teachers called teaching
knowledge that they had gained. Jessica's understanding of content
knowledge for teachers is a stand-out example (read the lesson plan and the
chapter the night before). After going through all of the data, the evidence
suggests that this is no more than a place holder for Jessica to return again to
as her experiences bring her back again to confront pedagogical content
knowledge as an unresolved issue. What I realize from the data is that
misperceptions will not work for the student teacher or new teacher and will
force the person to re-assess an initial mis-reading. These student teachers
have convinced me that reflective learning is cyclical and mis-perceptions
have the potential to be re-examined again.
The seminars were excellent opportunities to collect information on the
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development of teacher perspectives and practical knowledge in conjunction
with the classroom observations. I thought discourse and conversational
analysis tools would give me more information but I found that I was getting
a lot of information on the social dynamics within the group and not relevant
information about how these student teachers made sense of their student
teaching. This information came from the stud~nt teachers themselves as
they talked about their experiences. As I went through the transcripts~ the
observations, and the interviews, I realized that these student teachers were
not the only ones learning. I have gained a profound appreciation for using
the tools of research. What I could not see as a veteran teacher often years,
what I could not see as a supervisor of student teachers observing in
classrooms, I was beginning to be able to see as a researcher after analyzing
the data. I too, am learning how to see.
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