
Professional induction of teachers: A study
of student-supervisor dialogue journals

Item Type text; Dissertation-Reproduction (electronic)

Authors Hardesty, Rachel Cunliffe

Publisher The University of Arizona.

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

Download date 26/05/2023 10:46:08

Link to Item http://hdl.handle.net/10150/279893

http://hdl.handle.net/10150/279893


INFORMATION TO USERS 

This manuscript has t)een reproduced from the microfilm master. UMI films 

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

dissertation copies are in typewriter face, while others may be from any type of 

computer printer. 

The quality of this reproduction is dependent upon the quality of the 

copy sutmiitted. Broken or indistinct print, colored or poor quality illustrations 

and photographs, print bleedthrough, substandard margins, and improper 

alignment can adversely affect reproduction. 

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

and there are missing pages, these will be noted. Also, if unauthorized 

copyright material had to be removed, a note will indicate the deletion. 

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

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

from left to right in equal sections with small overiaps. 

Photographs included in the original manuscript have been reproduced 

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

photographic prints are available for any photographs or illustrations appearing 

in this copy for an additional charge. Contact UMI directly to order. 

ProQuest Information and Leaming 
300 North Zeeb Road, Ann Arbor, Ml 48106-1346 USA 

800-521-0600 





1 

PROFESSIONAL INDUCTION OF TEACHERS: 

A STUDY OF STUDENT-SUPERVISOR 

DIALOGUE JOURNALS 

by 
Rachel Cunli£fe Hardesty 

Copyright <0 Rachel Cunliffe Hardesty 2001 

A Dissertation Submitted to the Faculty of the 

DEPARTMENT OF SPECIAL EDUCATION, REHABILITATION AND 

SCHOOL PSYCHOLOGY 

In Partial Fulfillment of the Requirements For the Degree of 

DOCTOR OF PHILOSOPHY 

In the Graduate College 

THE UNIVERSITY OF ARIZONA 

2 0 0 1  



UMI Number 3031413 

Copyright 2001 by 

Hardesty, Rachel Cunliffe 

All rights reserved. 

<ft 

UMI 
UMI Microform 3031413 

Copyright 2002 by Bell & Howell Information and Learning Company. 

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

Bell & Howell Information and Learning Company 
300 North Zeeb Road 

P.O. Box 1346 
Ann Arbor, Ml 48106-1346 



2 

THE UNIVERSITY OF ARIZONA ® 

GRADUATE COLLEGE 

As aembers of the Final Examination Committee, ue certify that we have 

read the dissertation prepared by Rachel Cunliffe Hardesty 

entitled Professional Induction of Teachers; A Study of 

Student-Supervisor Dialogue Journals 

and recommend that it be accepted as fulfilling the dissertation 

requirement for the Degree of Doctor of Philosophy 

uvL ^irin Antia 7 Date 

/ jn Date/ ' 

( z o  l ^ o » l  
Date 

Date 

Final approval and acceptance of this dissertation is contingent upon 

the candidate's submission of the final copy of the dissertation to the 

Graduate College. 

I hereby certify that I have read this dissertation prepared under my 

direction and recommend that it be accepted as fulfilling the dissertation 
requirement. 

/C>, ol^/ 

Dissertation Director Dr. Shirin Antia Date 



3 

STATEMENT BY AUTHOR 

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

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

SIGNED: 



4 

ACKNOWLEDGMENTS 

The constant companionship of my major advisor. Dr. Shirin Antia, has been the 
single most important determinant of this finished work. Her use of afBrmation, validation, 
and the other strategies that became so familiar &om Lorraine's repertoire, based in a 
growing friendship, have made her a mentor of the highest order. I will always be grateful 
for the crossing and aUgning of our paths. I would also like to express my deep gratitude 
for the support of Dr. Yetta Goodman, Dr. Gail Harris, Dr. June Maker, and Dr. Dana 
Fox, who taught me, and encouraged me, whilst always inducting me mto the business of 
credible and worthwhfle research, in their role as members of my dissertation committee. 
For a period of time my anafysis was conducted in England. Although Dr. Antia was only 
an email away, I also availed n^self of the kindness of my undergraduate advisor's more 
local support. Dr. Lucy Adrian, of Cambridge University, took on the supervisory role 
with heartening enthusiasm, reading, commenting, suggesting, probing, encouraging and 
cheerleading during the middle stages of n^ analysis. 

Dominique Bonnamour Lloyd was in on the first nine years of this project. Over 
lunches around the University and later in email and telephone calls across the continent, 
and even the Atlantic for one period, we struggled together to understand what it was to 
be teachers ni America. We forged a unique sense and appreciation of our common 
European-ness and also our belief about education and learning. She laughingly agreed 
when I once ruefully said that Foucault was probably easier to read in French. We talked 
of teaching, architecture, language, learning, and, in the end, dying. Dominique died of 
cancer before she could see the fruits of our dialogue, but they owe much of thea* 
sweetness and delicacy to her. 

A work of this kind gestates and is incubated in the warmth of countless 
influences. Those that could be directly attributed are referenced m the text. However, 
there are also those students, supervisors and teachers who, by sharing their expk>rations 
of their ideologies and vocations, their descriptions, evaluations, and musmgs about the 
extraordinary mteractions among adults and children in classrooms, kindled and rekindled 
my own flame of professionalism and inspired me to tell their stories and to continue 
teaching. 

I want to thank the students m the doctoral research cohorts at Portland State 
University who welcomed me to their meetmgs and provided me support m the closing 
phases of the writing. I must also acknowledge the truly extraordinary service we have m 
our public libraries. Without the anoiQinous thousands laboring to codify and catatogue, 
the dozens who helped me negotiate microfiche storage and retrieval systems, the tens 
who made copies and mailed them out to me, this work could never have been completed. 

Finalfy, I want to thank my famify of origin, my &mify-in-law, nqr children, and my 
friends for their years of support and belief and for the &ct that absohitely no-one laughed 
or roUed their eyes when I said I wanted to do this. David, my husband at the begnming of 
all this and my fiiend now, has put up with more than most. My thanks to him for his part 
in helping me get it done. 



5 

DEDICATION 

This work is lovingfy dedicated to my parents, brothers and children. It is 

respectMy dedicated to my teachers, colleagues and students, and to teacher educators. 



6 

TABLE OF CONTENTS 

List of Figures 11 
Abstract 12 

CHAPTER ONE: INTRODUCTION 14 
Research Questions 15 

Inductive Interactions 15 
The Nature of Inductive Interactions in Writing. 17 

Relationships as Contexts for Induction. 17 
Strategies for Fostermg Induction to the Cultures of Teachmg 18 
Statement of Intent 19 

CHAPTER TWO: LOCATING THE STUDY IN TIME AND THE LIFE OF 
THE RESEARCHER 21 

The Historical Context of the Study 21 
Prnhlematic Responses to Reconceptions of Teachers hvthe Teaching Profession..25 
nemocracv and Education. 26 
Improvement of Practice. 27 

Location of the Study in the Life of the Researcher 28 

CHAPTER THREE: INDUCTION OF STUDENT-TEACHERS INTO TEACHING...35 
Teacher Cultures and the Profession of Teachmg 37 
Socialization of Teachers to Teacher Cultures 42 
Teachers as Agents of Change 47 
Implications ofNotions of Induction for Teacher Education. 48 

Schon's Model of the Reflective Practicum. 51 
Promotion of Reflection in Teacher Education. 56 

Chapter Summary. 61 

CHAPTER FOUR: CONVERSATION AS A METHOD OF ENCOURAGING 
REFLECTION AND ACHIEVING INDUCTION OF STUDENT-TEACHERS 
INTO THE TEACHING PROFESSION 63 

Theories of Learning Through Educational Dialogue 64 
Schnn's Theorv of Coaching Dialogue. 65 
Friere's Theory of Pedagogical Interactions. 68 



7 

TABLE OF CONTENTS -continued 

Vygotsky's Theory of the TntemaliVatinn nf Higher PsvcholngiVjil Functions 
and the Zone of Proximal Development. 70 
Garmston's Theory of Cognitive Coaching. 71 
Relationships Which Facilitate Educational Dialogue. 73 

Conversations as a Mechanism of Induction During Student-Teaching 77 
Problems Faced by Teacher Educators Facilitating Reflective Dialogue 81 

A.s.signments u.sed to promote reflectivitv. 87 
Chapter Summary 89 

CHAPTER FIVE: DL\LOGUE JOURNALS AS CONVERSATIONAL 
INSTRUMENTS FOR FURTHERING THE GOALS OF TEACHER 
EDUCATORS 91 

Dialogue Journals as Reflective Written Communication 93 
Dialogue Journals Reveal Attitudes and Change. 98 
Dialogue Journals Foster Educationally Facilitative Relatioaships. 100 
Dialogue Journals Promote Reflection. 102 
Dialogue Journals Facilitate Induction. 108 

Summary of Literature Review. 110 

CHAPTER SDC: METHOD OF COLLECTING AND ANALYZING THE DATA..... 112 
Research Questions 112 

The Data. 113 
The Dialogue Journal Context. 113 
The Procedures for Conducting Dialogue Journals. 117 
The Supervisor Questionnaire. 120 

The Participants. 120 
The Protection of the Participants. 125 

Coming to Understand the Dialogues. 127 

Preparation of the Data. 128 
Pa.sses Over the Landscape of the Dialogue Journal Entries. 129 
Creating a Template. 131 
An Emerging Taxonomy. 132 
Writing It Up. 132 
limitations of the Data. 133 

CHAPTER SEVEN: RESULTS I: TREATMENT OF TOPICS BY STUDENT-
TEACHERS IN THE DIALOGUE JOURNALS 134 

Issues Raised m the Dialogue Journals 136 
The Field Experience Envronments and the Function of the Dialogue Journal for 
Individual Student-Teachers 137 

Beverhr. 137 



8 

TABLE OF CONTENTS -continued 

The Function nf the nialogue Jniimal for Revefly. 139 
Debbie. 139 

The Function of the Dialogue Jonmal for Dehhie. 140 
Derek. 140 

The Function of the Dialogue Joiimfll for Derelf 141 
Lisette. 141 

The Function of the Dialogue Jonmal for T.isettft. 142 
Nicole. 143 

The Function of the Dialogue Jonmal for Nicole. 143 
Emerging Themes in the Dialogue Journal Conversations 144 

Completion. 146 
Confirming the Adequacy of Plant for Completion. 147 
Exchange of Tnformation. 148 

Acting Like a Teacher. 148 
Competence. 149 

Behavior Management. 150 

Mastery of Content. 152 
Improvement of Practice. 154 

The Joy of Teaching. 155 
Carmg. 157 

Relatioaship with I^orraine. 157 
Relationship with Cooperating Teacher. 158 
Relation.ship with Children. 160 

Conflict Resolution. 161 
Conflicts Between Professional Fthic and Local Cuhun^j ]srorm.s and 

Expectations. 162 
Conflicts Between the UniversitY Requirements and Classroom Rxpegtation.s 165 

Answermg my Research Questions 167 

CHAPTER EIGHT: RESULTS H: STRATEGIES AND FORMS USED BY 
LORRAINE IN HER RESPONSES TO THE STUDENT-TEACHER IMTL\TIONS 
IN THE DIALOGUE JOURNALS 169 

Lorraine's Intentions for the Dialogue Journals 170 
The Intention of Connection in Lorraine's Responses. 172 
The Intention of Being a Model and Fncoiiragtng Teacher-|j|fP. Thinlfing in 

Lorra^'s Responses.— 178 
Indirect Strategies. 179 
Direct Strategies. 186 

Building a bridge: Coilegiaiity. 192 
Answering nty Research Questions 195 



9 

TABLE OF CONTENTS -continued 

CHAPTER NINE: RESULTS IH: REFLECTION, RESPONSIVENESS AND 
INDUCTION IN THE DIALOGUE JOURNALS 197 

Reflection 198 
Seeking Reflection in the Dialogue Journals 201 
Commg to Understand the Reflection in the Dialogues 202 

What Reflection Is. 203 
What Reflection Is Not. 204 

Ordermg Reflections 204 
Reflection-on-action. 207 

Reflections Resulting in Modifications of Student-Teachers' Ways ofKnowing 
or Coming to Know. 208 
Reflections Resulting in Modification of Student-Teachers' Interpersonal 
Strategies. 210 
Reflections Resulting in Modification of Student-Teachers' Teaching 
Strategies 214 

Reflection-on-context. 216 

Reflection-on-ixb'ef. 219 
A Type of Non-reflection: Rumination. 225 

Resilient and Depressive Responses to Stress 230 
Answering my Research Questions 232 

CHAPTER TEN: DISCUSSION AND IMPLICATIONS OF THE STUDY 234 
What is the Nature of the Conversations in the Dialogue Journals?. 236 

Student-teachers Making Themselves as Professionals. 237 
Lorraine's Scaffold of a Proces; of Learning about Teaching. 241 
Unique Opportunities Offered by Dialogue Journals. 243 

Review of the Research Process 244 
In^licatwns and Recommendations .246 

Being with Children. 247 
Being with Student-teachers. 247 
Bemg with Teachers. 249 
Being with Teacher Educators. .251 
Being with Re.searchers. 252 

Responsibilities of the Researcher Fulfilled. 253 
Conchidfflg Statements 255 

APPENDDC A: PERMISSIONS 258 

APPENDIX B: HUMAN SUBJECTS APPROVAL .261 



TABLE OF CONTENTS -continued 

APPENDIX C: SUPERVISOR QUESTIONNAIRE 

REFERENCES 



II 

LISTOFnOURES 

FIGURE 1, Strategies Within Lorraine's Intention of Caring 174 

FIGURE 2, Strategies Within Lorraine's Model of Teacher-Like Thinking 180 

FIGURE 3, Strategies Within the Bridge of CoUegiality. 194 



12 

ABSTRACT 

The purpose of the study was to reveal the mechanisnis by which a university 

supervisor leads five student-teachers to reflective professionalism hi dialogue journals 

used during the final field experience of a two year graduate teacher preparation program 

for teachers of children who are Deaf and Hard-of Hearing. The participants in the study 

were four female and one male student-teacher in their final semester of preparation, and 

one female university supervisor. The data comprised of dialogue journals exchanged 

between the student-teachers and their supervisor during the nine-week field experience. 

The intention of the dialogue journal assignment was to develop a relationship which 

would facih'tate educational dialogue and promote reflection. The supervisor intended that 

the student-teachers use the dialogue journals to examine problems of practice and 

professionalism and to integrate theory and practice. 

The results showed that the concerns of the student-teachers clustered into four 

themes, completion of requirements, competence in practice, carmg in field experience 

relationships, and practical and ethical conflict resolution. In addition, the supervisor met 

her objectives of formmg educational relationships and providmg a model of teacher-like 

thmking and problem solvmg through use of a variety of strategies, both direct and 

mdirect, within a collegial milieu. 

The essential effect of the superv^ry strategy-use was to dififerentiate 

student-teacher perceptions of their experiences such that problem-solvmg was fecilitated 

In addition reflection was promoted. Three types of reflection were identified. 

Reflection-m-action resembled Donald Schon's category of that name. 

Reftection-on-belief produced ethk:al devebpment, and reflection-on-context produced 

critique of the contexts of teaching. When overwhelmed, student-teachers rummated 



13 

rather than reflected. The supervisor responded by scaffolding a reflective pathway to 

empowered problem-solving. It seemed that the student-teachers were inducted through 

these means to the profession of teaching. 

The conclusions are that dialogue journals provide unparalleled opportunities for 

thoughtfiil reflective conversation, providing as they do, built in wait-time. In addition 

they provide teacher educators with opportunities to be directty involved in the education 

of children through problem-sohdng with the student-teachers, thus maintaining their 

credentials as authentically experienced teachers. 



CHAPTER 1 

INTRODUCTION 
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If teachers are to participate proactively in, rather than as victims of, school change 

and shifting social expectations they must be reflective, not just about thev practice, but 

also about ethical considerations of a professional nature relating to practice and to the 

wider context of teaching (Rudduck, 1988). Teachers must have subject matter expertise 

extending considerably beyond staying a chapter ahead of their pupfls in adopted texts 

(Feiman-Nemser & Parker, 1990). In addition teachers should have the skills to develop 

expert knowledge of their students and relevant pedagogy. Finally, children will be better 

served by teachers who are knowledgeable about who they are themselves, and what they 

bring in the way of belief to teaching (Palmer, 1998). 

Dialogue journals have been assigned extensively in vocational preparation courses 

mcluding nurse education and teacher education as a method of stnnulatmg reflection m 

aspiring practitioners. Dialogue journals exchanged between student-teachers and their 

university supervisors permit exammation of classroom events with the benefit of 

hindsight. Unlike other assignments, dialogue journals focus on a process of learning 

rather than a product. The mformality general^ found in the journal context allows for a 

concentration on meaning rather than forms of the writing. In addition, the &ct that 

evaluation of content and form is usually set aside liberates student-teachers to risk stating 

thev own opmions. Thus, student-teachers' perspectives are revealed and university 

supervisors can tailor coaching to the needs of particular individuals. Consequent^, the 

dialogue journal assignment seems promismg as a way of both fostermg the reflective 

thinking increasing^ called for in new teachers, and for inductmg new teachers into the 

profession of teachmg. 
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Over the past decade reflectivity has come to be seen as a highly desirable 

characteristic in practitioners. In the early 1990s dialogue journals were set as a popular 

assignment intended to promote reflectivity during fleld experiences; and, mdeed, in many 

other courses offered during teacher preparation programs. However, there has been little 

research investigating the actual nature of tlie interactions between student-teachers and 

supervisors and the processes by which reflectwe thinking was fostered. In this study I set 

out to examine the strategies one university supervisor used with student-teachers in 

dialogue journals assigned during the final field experience of their teacher education 

program, and how those strategies served to induct the student-teachers into the teaching 

profession and to foster reflective thinking. 

Research Questions 

My overarching question was: What is the nature of the conversations in the 

dialogue journals of student-teachers exchanged with a university supervisor? 

Sub-questions which guided my enqu^ nicluded What is the treatment of the topics 

raised in the dialogue journals? What strategies does the supervisor use to respond to 

student-teachers? What does the supervisor do to promote reflection? Can any 

combination of strategies be said to be mductive? 

Inductive Interactions 

Interactions can be seen as inductive when one participant is attempting to obtain 

or claim membership in the culture in which the other participant is already an established 

member. Reflectron is fostered in mductive conversations as reminiscence on shared events 

is exploited to reveal cultural ways of seemg. This is particular^ true of conversations 

between novices and experienced teachers about practice. Thus, conversation with 
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experienced teachers has been recognized as an important tool in the induction of new 

professionals into the culture of teaching. However, arranging opportunities for university 

supervisors to enjoy regular and in-depth spoken conversation with student-teachers has 

proved to be impractical due to time and geographical constraints. Many programs of 

teacher education have turned to written dialogue as an alternative to spoken conversation 

in order to provide inductive and reflective opportunities. 

One of the purposes of dialogue Journals is to induct the student-teacher into the 

professional culture. It is mstructive to examine the interactions between adults and 

children which provide the primary models for spoken conversation between unequal 

participants. Researchers have looked nsost particularly at the role of conversation in 

language development (Peyton & Seyoum, 1989). In these types of conversation adult 

modeling is an influential strategy, but has been found to be less so in situations where the 

subject matter is not mteresting to the child. Consequently, where such conversation is 

bemg encouraged it is suggested that it shouki be based on topk:s of interest to the child 

concerned, ideally raised by the chfld him or herself (Abrams, 1987). In addition, the adult 

must attend to the child's moves and be a£fected by them such that adult contributions are 

modified so as to establish a zone of proximal development in which the child's new 

knowledge is scaffolded by a combinatmn of adult modelmg and child innovation followed 

by adult feedback (Vygotslgr, 1986). The mteractive leammg process embodied in these 

conversations does not only support language development (which may be seen as 

incorporating cultural development) but is also important in the development of other 

cultural process such as th^mg and pioblein-soiv^. 
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The Nature of Inductive Interactions m Writing 

The time lag between contributions to written dialogue allows for an independence 

from previous turns m determining utterance content, which in turn permits the learner to 

select salient and relevant subject matter to him or her. In the case of student-teachers and 

supervisors, the consequence is that the student-teacher's worldview and interests are 

more clearly revealed to the supervisor. As wfth spoken interactions, written interaction 

facilitates the modeling of language and concept use through the naming and framing of 

problems and cultural perspectives in problem solving. This process is a kind of 

'worldmaking' (Goodman, 1978) in which student-teacher and supervisor become 

collaborative coparticipants in a dialogue. It is here that they construct the world and 

culture of teaching, and themselves as teachers. 

Relationships as Contexts for Induction 

Dialogue takes place in these instances between two participants. In order for 

growth to take place there must be risk-taking. Risk-taking will only be authentic and 

productive in an atmosphere of caring and trust (Noddmgs, 1984). Although rarely 

commented on, this notion of relationship-building is crucial to mteractions of any kmd 

where the growth of participants is to be fostered. 

Noddings (1984) states that the carmg relation underpins moral education. In other 

words, as people learn how to make decisions when &ced with moral dflemmas, they can 

only leam m an atmosphere of trust and caring. They will make better decisions when they 

learn on which occasions they should exchange rational objectivity as a strategy for 

problem solv^ for a process of concretxzation' in the context of a carmg ethk. Where 

rational objectivity draws upon universal princ^les and applies them to situations. 
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concretization locates decision-tnakmg in the real experiences of human beings and then 

finds solutions based on the feelings of those people affected by the decision. 

Obviousty, professional decisions must strike a balance between these two stances. 

Learning to make decisions in a professional way involves possibly the adoption, or at 

least the development of, and certainly the articulation and employment of, a particular 

moral code in which there are agreed upon prmciples which are wielded with partiality and 

flexibility within certain parameters. Essentially, when I speak of a professional or 

'teacher-like' way of thinking I am suggesting this kmd of balancing of principle against 

feeling and lived experience. This skill is exercised in specifically cultural ways and is 

learned in interactions between novices and established members of cultures through a 

process of induction. 

Strategies for Fostering Induction to the Cultures of Teaching 

The literature dealmg with inservice induction of new teachers utilizes models of 

apprenticeship and mentoring within whk;h conversation is an essential element. Preservice 

induction of aspiring teachers is complex. Teacher candidates serve a long 'apprenticeship 

of observation' durmg their own schooling (Lortie, 1975; Zeichner & Gore, 1990). The 

cultural knowledge and the belief system aspvmg teachers brmg to theff own teachmg 

practice have proved to be deep and mtractable influences over subsequent attempts by 

university programs to inculcate different perspectives m student-teachers about teacher 

roles and professionalism generally (Hollmgsworth, 1989; £)odds, 1988). In addition 

university programs are not always able to place student-teachers in 'kleal' classrooms 

&om program perspectives (Richardson-KoeUer, 1988). Sometimes, this is a deliberate 

attempt to provoke the cognitive dissonance so often necessary to stimulate reflection and 

deliberation about the practice of self and others (Bolin, 1988). Consequent^, an 
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assignment in which student-teacher and supervisor stay in close connection, building a 

trusting relationship within which the student can explore his or her reactions to field 

experience events can be very helpfiil as supervisors attempt to influence the 

student-teachers' learning. Dialogue journals between supervisor and student-teacher may 

be a deUberate attempt to ameliorate the enculturating forces in the local school culture of 

teaching in favor of a wider concept of professionalism m which student-teachers 

construct themselves as professionals somewhat independent of any particular school 

community's cultural conceptions of teaching. 

Teacher culture is not monolithic or experienced uniformly by its members 

(Sultana, 1995; Burbules, 1986). In addition, teaching cultures are embedded in wider 

national and global cultures &om which teachers are drawn and of which they may be fully 

enfranchised members. Current conceptions of what teacher roles ought to be are anything 

but un^rm and monolithic. In a time of highly contested agendas for schooling it seems 

essential that each individual teacher be a fiiUy informed, grounded and wise participant in 

the debate. Reflective practitioners are seen as having access to the tools with which to 

collaboratively construct such wisdom. 

Statement of Intent 

In this paper I reveal one experienced supervisor's strategies for fostering 

reflective practice as an essential component of mduction to the teaching profession of five 

student-teachers. These five student-teachers were each engaged in their final field 

experience of a two year graduate program preparmg teachers of Deaf and 

Hard-of-Hearmg chiklreiL I used a modified case study approach which albwed for the 

detailed examination of the dialogue Journals exchanged among these six participants 

without attempting to generalize from these peopfe's experience to that of any others. 
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although there are indications of similar processes found across cases of other programs of 

teacher education using dialogue journals to foster reflective practice during field 

experiences. I focused on the supervisor's conspicuous strategies for eliciting 

responsiveness from the student-teachers. 

The dissertation is organized into ten chapters. The second chapter situates the 

study in an historical and personal context. The following three chapters provide a review 

of the literature in areas relevant to my study. In Chapter 3,1 discuss the areas of teacher 

mduction and reflectivity. In Chapter 4,1 present the discussion of conversation as a 

mechanism of induction and the nature of reflective supervision and coaching; and in 

Chapter 5,1 outline the use of dialogue journals as conversational devices to foster 

development of cultural processes of language use, thinking and problem-solving in 

various situations. 

Chapters 6 to 9 are concerned with a detaOed account of my study. The methods I 

used to collect, organize and analyze the dialogue journals are described in Chapter 6. 

Then follow three chapters of findings relating to nqr guiding questions. Chapter 7 

describes the topics in the dialogue journals; Chapter 8 presents a description of the 

supervisor's strategies for responding to the student-teachers' initiatk)ns. Chapter 9 

describes reflectivity in the journals and presents my hidings m the area of induction. 

Chapter 10 presents my learning from this study, and offers directions and 

implications for teacher educator roles, m addition to recommendations for the use of 

written mteractional devices for fostering reflective practice. 
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CHAPTER 2 

LOCATING THE STUDY IN TIME AND THE LIFE OF THE RESEARCHER 

The Historical Context of the Study 

The Science Lab in a special school for Deafchildren, England, April, 1990 

"But this is the woric of kindergarteners!" remonstrated the inspector, in appalled 

accents. The late afternoon simb'ght gleamed off the old wooden benches studded with 

pairs of gas taps. The tall water &ucet stems bent, gracefiil as swans' necks, over the 

scrubbed sink covers. The air was fiill of that &int, mdefinable smell of school science labs 

that I remembered &om my own schooling. The carved initials of pupils, long gone fi'om 

this incarnation of the science laboratory classroom, stared blankly up at the acoustically 

treated ceiling while the borough schools science inspector and I pored over the work so 

laboriously produced by my deaf 6th graders. Their writing engraved the pages of their 

notebooks and their meticulously drawn diagrams recalled a session in which we had 

busily hypothesized, guessed, experimented, reflected, modified, attempted, wondered and 

made new connections; new knowledge; all about floatmg and sinking. It had not mattered 

to us that ahnost everyone else in the world already knew this knowledge, we earned it for 

ourselves; authenticalty creating it from our own imagination, experience, exper^ntatron 

and efifort. However, it was work our new Science Curricuhmi (and the mspector's 

protest) told me shoukl have been mastered years earlier m these children's schooling. But 

it hadn't been. 

The full nnplications of unposing the National Curriculum m its current form on 

these partkular chfldren with disabilities lapped perilously close to the mspector's peace of 

m^. He hastify backed up from the water's edge, and in that moment I knew that the 

'systems' agenda of the admmistration was going to wm over the 'educative agenda' I 
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had been proud to participate in creating (after Fenstermacher, 1992, discussed in 

Grmimett, 1995). Ultiniatety, teachers as professionals and children as participants and 

creators of knowledge would get lost. The very people teachers were supposed to trust to 

buffer our endeavor in the classroom from the tide bureaucratizing our curriculum simply 

would not get theff feet wet. I resigned my position at the end of that school year. I left 

the classroom inarticulate about my discontent, disappointment, and my filings of 

betrayal. It was 1990. 

The National Curriculum was the latest measiire in a series of government initiated 

changes m the education system in Britain and particularly in their contract with teachers. 

Hitherto, teachers in schools had been entrusted with the task of selection and design of 

curriculum for chfldren of all ages. Appropriate curriculum content had been decided in 

coUegial teams where shared interests would lead to partnerships and co-teaching or 

courses designed to foUow on &om year to year. In primary education, curriculum 

reflected the expertise and interests of particular teachers and sometimes local concerns. In 

secondary education, the curriculum was determmed by the teacher selection of public 

examinations from a smorgasbord of offerings by numerous smaller or larger exam boards. 

An array of credentiallmg opportunities was offered for those less academically nKlined 

through the Certificate of Secondary Education which supplemented the old O' level 

examinations taken at about 16 years of age after 10 years of education. A' levels were 

academical^ oriented exammations taken at about 18 years of age after 12 years of 

education. University places were offered on the strength of A' level grades. 

In contrast to ths system, which while complex was very accessible, the new 

National Curricuhmi speci&d what subject matter should be taught at what level There 

were a bewfldering number of tests to be taken at various ages to monitor progress and 

thereby hoki teachers to account for classroom 'productivity*. Schools could not obtam a 
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blanket exemption from these tests, each child had to be exempted personally - even if this 

meant the Principal was involved in exenq)tion paperwork for the ent^ population of the 

school, as seemed likely to be the case for the children in the school where I worked (P.L. 

Merrifield, personal communication, 7th January, 2000). Most importantly teachers were 

expected to implement the ideas of others rather than their own and were held accountable 

for their effectiveness, thus altering the essence of the agreement between teacher and 

Local Education Authority (Nbcon, 1995). 

Three years prior to the National Curriculum pflot study in Science, Engb'sh and 

Math, in the school year 1986-1987, Nfrs. Thatcher's government had brought in a 

teacher's contract which specified the number of hours teachers were to work each year. 

The hours were fiirther designated in proportions of non-contact time and contact time 

with directions for how each type of time was to be spent. The number of hours we were 

to be paid for vastly underestimated the time most teachers were spending preparing for 

teaching and for the first time we could now cateulate what we were being paid by the 

hour. The existence of the contract proved deeply demoralize to members of a 

community who were accustomed to thinkmg of tt»mselves as salaried professionals 

rather than hourly workers. The profession was under attack. Already heavify unionized, 

teachers mtensffied the previously sporadk Mustrial actk>n which became more coherent 

throughout the country. In Nixon's view (1995) the aon of the policy change was to 

increase public confidence, not in education per se, but m the government to institute 

meaningfiil and sweepmg change. To many outside the educatfon field the educatfon 

system plans looked good. Not so to teacher advocates and unions. Wbrk-to-rule 

conditions lasted for some three years m protest. However, there was some mdustrial 

actfon by teachers throughout the six years spanning my career in classrooms and my 

mitial teacher education program. It was a demoralizmg t^ and the arrival of the 



National Curriculum added to the sense of betrayal (PX. Merrifield, personal 

communication, 7th January, 2000). 

The 1980s were years of great change in the educational world in the USA as well 

as Britain. Conservative 'New Right' governments in both countries, reacting to the more 

permissive decades of the sixties and seventies, tried to regain control of social problems 

through the medium of schooling. On each side of the Atlantic public disapproval of 

teachers was embodied in the belief that teachers were insufficiently skilled to keep pace 

with social, economic and technological change, with the result that curriculum and 

classroom practice came to be seen as outdated and archaic. By this argimient teachers 

were seen as "inevitably contributing to - or, at the very least, failing to arrest - the 

economic decline m which the country [Britam] finds itself" (Nbcon, 1995, p.2l7). The 

second public attitude to teachers was that they could be held responsible for the 

"supposed moral decline in the nation's youth. Ifonly....pupils were disciplined m 
schools and teachers taught them right from wrong (as of course they always used 
to), then the crime rate would drop, industrial action would be virtually unheard of 
and the nation would generally do as it is told. Slovenliness, left-wing bias, 
anti-authoritarianism are...all charges to be levelled agamst teachers" ( Nixon, 
1995, p.217). 

In the USA, Finkelstein (1984) noted that public schools had been variously 

looked upon to 

" organize opportunity and regulate conduct, preserve ethnk;ity and impose 
national sent^nt, to nurture citizens and prepare workers, to mediate between 
the increasing^ di£ferentiatmg worlds of &niily and marketplace, men and women, 
children and aduIts...to Americanize immigrants...to add vocational preparation 
and life adjustment...[to operate as] economk sorting machmes..enablnig political 
institutions...[and to spearhead] efforts to elimmate rac^m, ethnocentrism, ageism, 
sexism and sectarianisnL [Schools have been called upon] to prevent car accidents, 
pregnancies, alcohol and drug dependence, and to reconcile commitments to 
liberty and equality...[to restore] a healthy America, secure in its competitive 
position m the workl and certain of its cultural standards at home" Q).276-77) 
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Quite a mandate! Inevitably teachers and their preservice education came under 

scrutiny. Smyth (1995) sums this movement up by saying; 

"...the new pragmatic regime has produced a circumstance in which moral, 
aesthetic, educational and political issues are reduced to technical problems, and 
vahie based questions of 'why' and 'what' are reduced to technical questions 
referring to the 'how'. The consequence is that the work of teaching is increasingly 
construed as a technical activity, where a competent teacher is one who is able to 
implement the policies of the government of the day effectively." (p.6). 

Indeed, the policy-makers assumed that teachers needed to be told what to do and 

contributed to an erosion of "teachers' autonomy and intellectual bvolvement in their 

work" (Goodman, 1995, p. 65). Teachers were not treated as professionals, cit^ns or 

people whose agenda for education could be trusted. Instead they were increasingly 

handed curriculum with instructions to deliver it more efifectively. Finkelstein noted 

'Tor the first time in the history of school reform, a deeply materMst 
consciousness seems to be overwhelming aU other concems....Contemporary 
reformers seem to be recalling publk: education from its traditional Utopian mission 
- to nurture a critical and committed citizenry that would...extend the workmgs of 
political democracy...Americans, for the first time in a one-hundred-and-fifty-year 
history, seem ready to do ideological surgery on theor public schools - cutting them 
away from the &te of social justice and political democracy complete^ and 
graftmg them instead onto elite corporate, mdustrial, military, ani cultural 
interests" ( 1984, p. 280-81) 

Problematic Responses to Reconceptioas of Teachers by the Teaching Pmfession 

Goodson (1995) suggested that the restructuring of schools through a 

conservative agenda comcided with a "focus on practice, or practical knowledge, m 

teacher's voices and stories" (p.56) where teachers were invited to comment on their 

performances as they delivered a curriculum designed by powerful interest groups in 

society. In Goodson's view "a voice and a story which celebrate onfy practice create a 

valuable covering noise, an apparent^ quite emancipatory noise, while that very practice is 

narrowed and technicized" (p.56). He goes onto charge that the focus on "the personal 
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and practical m teachers' stories is, then, an abdication of the right to speak on matters of 

social and political construction" (p.58). Hursh (1995) argued that the focus on personal 

story tended to encourage teachers to see differences in classroom practice as a result of 

personal stylistic choices rather than as being based in philosophical differences. The result 

of this perspective was that differences were seen as individual and thus became difScuh 

to evaluate. Perhaps this was an attempt to thwart numerous moves to institute 

accountability measures of classroom interaction by administrators (P.L. Merrifield, 

personal conununication, 7th January 2000). Nevertheless, with the consequent view of 

teaching as a techm'cal and rational rather than an ethical and political enterprise the claim 

that teaching was a profession has lost further credibility. 

Burbules (1986) suggested that vocabulary such as the word "relevance" 

previously thought of as reflecting a progressive agenda gradually became coopted by the 

conservatives. Sultana (1995) also argued in this vera. Words such as "education", 

"democracy" and "cit^nship" once rally^ points for progressives had now become 

"slogan[s] for tightening the links between schools and prevailmg social, economic, and 

political priorities" (p.301), Richardson (1990) expressed the concern that the term 

'reflective practitioner' might suffer the same fate if teacher educators and the progressive 

academy did not insM that reflection be used to probe the conditions and contexts of 

teaching and curriculum design as well as mvestigatmg and improving classroom teachmg 

effectiveness. 

Democracvand Education 

If democracy mcorporates appreciation of mdividual diversity, and freedom 

"balanced by values of social responsibili^, compassion and the 'common good'" 

(Goodman, 1995, p.70) then surely education should msp^ and equip people to be 
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buflders of a more democratic community life. It seems inevitable that there Avill be 

fluctuations in the agenda promulgated in public schools precisely because that agenda is 

contested. The &ct that it is contested may be personally bewildering to individuals all 

over the political spectrum, however, there is nothing inherently wrong with the fact that 

there is no consensus on what schools are for or what should be taught in them (Burbules, 

1986). In feet the existence of debate is symptomatic of democracy - providing all can 

participate. It could be argued that if the conservative agenda currently seems paramount 

it is because alternative viewpoints have feiled to find favor or to compel, and then 

represent the interests of commum'ties served by public education. The role of progressive 

numbers of the academy and of the teaching profession thus, is to support each other to 

engage in the debate surrounding decisions with an impact on schooling. Without support 

from the academy it is wholly unreasonable to expect teachers to be agents of change 

(Sultana, 1995) and schools as products of a democratic process of agenda setting will 

cease to exist. 

Improvement of Practice 

In addition to problems posed to a progressive educational agenda by a more 

rational and technical view of teaching, there is the purely pragmatic argument against the 

latter perspective put by Schon (1984) when he said "the problems of real-world practice 

do not present themselves to practitioners as well-formed structures. Indeed, they tend not 

to present themselves as problems at all but as messy, mdetennmte situations" (p.4). 

Teachers must be reflective to solve the problems which arise in the course of their daity 

tasks and relationships. These are not simply problems of performance, but require 

oivestigation of why, what and how quer^ withm the ̂ ucational context. Such problems 

do not lend themselves to sin^te sohitions, espectalfy when teachers work within a 
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structure which is particularly resistant to change due to the nature and amount of 

responsibility they carry. This includes elements such as class size, thnetables, scheduling, 

and "the education of persons who have not necessarily chosen to be at school, a hidden 

pedagogy, a concern with what works and the organization of the school" (Sultana, 1995, 

p. 135). 

Location of the Study in the Life of the Researcher 

Still enmeshed in my own mdividual story of disappointment in my vocational 

choice, I exercised an option to emigrate from England to America in 1990. Although I 

did not expect to make a career in teaching, becoming credentialled to work in the US 

seemed a logical first step to financial autonomy. I entered a Masters in Education degree 

program at a large Mid-Western university. 

In many respects the themes of my research and the directions in which it has gone 

have reflected my personal journey of acculturation since coming to the USA. Although I 

had previously stayed and worked in the US as a student and had married an American in 

1987,1 actually emigrated here and became proud owner of a Resident Alien "green card" 

(actually, mine was pink) in 1990. I had traveled extensively and had stayed in foreign 

countries for months at a time before 1987 but this was nqr first t^ actually living 

abroad. My first coiKem was to learn how "it" worked, from &ucets, to h'ght switches, to 

driving an automatic on the wrong side of the road, to the Yellow Pages. Even the use of 

langu£^e was all much more foreign than it appeared. I needed mentors to serve as culture 

brokers if I was to penetrate the material sheQ of the culture of n^ new country. 

Curiously my first mentors found me m the mkist of wy first contact with dialogue 

journal research at the Midwestern university where I was a research assistant during my 

Masters in Education program. The research project started a month after I arrived in the 



USA. The area of the dialogue journal literature into which we delved looked at second 

language development through dialogue with a fluent language user. The research project 

in which I was invoh^ed was designed to investigate the effectiveness of an interactive 

software program which allowed children and a teacher to engage in real-time written 

dialogue (much as emafl buddies do today). The children concerned were deaf and my 

colleagues and I were looking at the topics raised by the children, their responsiveness, 

fluency and coherence in thev written initiations and contributions to the dialogue. I was 

the teacher participant. Whilst engaged in the dialogues I noticed their potential for 

supporting mentoring in areas besides language development. There was reciprocity as I 

facilitated language acquisition and reading comprehension, while the children initiated me 

into the rules of basketball. Deaf culture in America, and the significance of Hallowe'en 

and Thanksgiving, and we learned something of each other's cultures just by writing back 

and forth. Gradually, I began to lose some of my outsider-ness. Through my experience I 

became mterested m the way dialogue is used to initiate novices, or to induct them into 

cultures. In other words, I began to enquire as to the nature of dialogue as a mechanism of 

enculturation or induction. 

I was interested to find dialogue journals used for just such purposes in the 

graduate teacher preparation program in education of Deaf and Hard-of-Hearmg children 

when I went on to do n^r doctoral work at a different university. This time dialogue 

journals were used to biduct student-teachers into teaching culture by help^ them to 

think in 'teacher-like' ways about field experiences. As a Graduate Assistant to the 

program I was sometimes m the role of supervisor and had the opportunity to particle 

ni dialogue journals with student-teachers at all levels of then* preparation program. 

Almost immediate^ the dialogue journals became objects of study for me. This tone the 

literature of interest was mentormg research. I found that dialogue journals were used 
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extensively in some types of vocational education programs, especially teacher education 

and nursing education. Besides providing the opportunity for discussion of practical 

problems associated with field experiences, journal keeping was also assigned with the 

objective of developing or encouraging reflectivity in the novices. It seemed reflectivity 

was seen in all these vocations as a definitively professional 'way of knowing'. In the 

graduate program where I worked, the university supervisor intended to &cilitate 

reflectivity partly by modeling a reflective perspective or worldview, which seemed to me 

to be uniquely cultural, in her contributions to the dialogue. 

It is more than eleven years now since I came to live in the USA. Although still 

conscious of my outsider-ness, I have been developing my insider-ness. I am now a parent 

of two American, school-aged children and I have been naturalized. I am a citizen. I am 

less concerned with how my taps work or how to get the most out of my automatic car, 

and more interested in what it is to be 'an American'. My mental ears prick up when I hear 

something called "uniquely American" - a rhythm, a flavor, a perspective. Just what that is 

remains somewhat elusive to me even after all this time. It occurs to me there are two 

levels of acculturation to be had as I move from outsider to insider. The first is the 

micro-political level of my inter&ce with the other people in the new culture and with 

cultural objects; the leammg which way b'ght switches work, which side to push unlabelled 

levers to get cold water, which words to use to make myself understood and how to cue 

people in to my curious accent. This first stratum of culture is by definition more 

superficial But fluency is essential to survival - it is primarily a making sense of the 

everyday and bemg able to get a host of needs met in a new envronment. Without 

unmersmg hi it, and then successMy swunmmg, the depths are impenetrable. 

Deeper layers form the macropolitkal level of what it is to be a member of the 

culture, involving sharing moralty in responsibility for the cultural structures and 
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phflosophies, accompUshments and &aflties, as well as the place and role of that culture 

with reference to other cultures globally. This shift m my personal focus has led me to 

recognize similarities in the acculturation of student-teachers to teaching culture. There is 

the nitty-gritty stuff of classroom management, children, resources, curriculum, 

assessment, and accountability which we might call the micropolitical layer of teaching 

culture. This teaching culture is often specific to particular institutions, and the new 

teacher's ability to survive in those institutions depends on her acculturation. But, there is 

a level beyond that, of the relationship of that classroom to the school, of that grade to 

other levels in the chfld's life, to the family, the community. Further yet, there is the role of 

teacher as agent of change m the sphere of education, and as advocate for education itself 

as the goals of schooling and the political goals of a democratic capitah'st economy are 

increasmgly intertwined. This is a more abstract and overarching professional membership 

which is deeper and involves the new teacher's integrity and her loyalty to her most 

cherished belief about what it is for her to be a teacher. 

Once again I returned to the dialogues between student-teachers and their 

university supervisor, pondering the level of culture to which they were being oKlucted. 1 

wondered if the student-teachers would leave their preparation program merely well 

versed in the use of technical expertise, and the manipulation of the cultural objects of 

then: new culture - behavior management strategies, language infiision methods, ways to 

assess progress towards objectives, or would they also be emergent 'citizens' ready to 

engage in the macropolitical issues feeing education in the world's most powerful 

democracy? 

Fmalfy, this seems to be the place to acknowledge the ethnographic enterprise in 

this study. Van Maanen (1988) talks of ethnographers being outsiders who visit, live with 

natives, and then leave to write about ther experiences. This tradition is more associated 
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with anthropologists such as Malinowski and Evans Pritchard who made major 

expeditions to n^sterious settings and came back to write intricate descriptions of exotic 

peoples. I stayed in the western and northern hemispheres which are my own domain, 

albeit in a foreign country. I studied a culture of which I was a member and, in the 

tradition of sociology rather than anthropology, sought to explain and interpret, not simply 

to describe. This more sociological bent is also reflected in my interests, namety the 

political, public and instrumental aspects of a teacher's dafly life rather than her emotions, 

sacred, moral, private and expressive practices which are more commonly the purview of 

the anthropologist, bi some respects th^ dichotomy is false, for, as I came to find, the 

political, public and instrumental aspects of human behavior are rooted in and made 

meanmgful by the emotional, sacred, moral, private and expressive experience. To think I 

could understand the former without the latter was a major limit on my early approaches 

with the dialogue journals. 

I expect audience will also share membership of this culture with me and with 

my informants, so my job is to make the ordinary particular; to, at the very least, pose 

questions about our culture and provide a viable explanation for processes within it. 

Goodman (1978) relieves me of the responsibility of writing the only true version of 

events at the same time as holding me to account for a version that is credible, and 

grounded and substantiated by method and example. Van Maanen acknowledged, 

"the relation between the knower and the known to be a most problematic one 
and anything but independent m cultural studies...there is no way of seeing, 
hearmg, or representmg the worki of others that is absolute^, universal^ valid or 
correct. Ethnographies of aiQr sort are ahvays subject to multiple mterpretations. 
They are never beyond controversy or debate" (1988, p.35). 

My fieldwork occurred in two distiiact phases, which is more like the experience of 

an anthropologist. I entered the professk)n of teachmg seeking membership some 7 years 

before I began my study. I had no notion of studymg it as I sought membership. My stu(fy 
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of student-teacher behavior in dialogue journals began immediately as I started working in 

the graduate program taking the role of supervisor side by side with colleagues who were 

to become informants in my research. Lorraine, the supervisor ni my research was my 

mentor and supervisor also. 

At the time the study began, and for the next four years, I saw myself as a novice 

teacher-educator, which gave me a personal rather than dispassionate ethnographer's 

interest in understanding the culture of supervision. In other words, I was longmg to 'go 

native'. Then, as it happened, I left the field. My spouse's loss of work precipitated a 

move to another state. I was no longer connected to my colleagues in the field, I was no 

longer in the field myself. The second phase of the fieldwork began. The data became a 

window through which I looked back on a world in which I had bad a role; to which I had 

belonged, but seemed to do so no longer. As time went on I began to conceive of myself 

on alternative career paths and as a result I read more widely. Increasingly I came to see 

that world as an outsider or at least from that curious perspective that is a comb^tion of 

one's own lived experience and the perspectives of others. Most recently, as work 

progressed in my study, the significance of my own departure fi-om the classroom became 

more apparent. I came to realize I was not an outsider exactfy, but more of a native in 

self-imposed exile due to my fiiistrations with the regune under which I was constrained 

to live and work as a school teacher ui the England of the late 1980s. My stance toward 

teacher empowerment, citizenship and definitions of education and democracy arises 

directly fix)m my own experience of disempowerment when the more progressive agenda 

of the early 80s gave way to the conservative agenda in the later years of ti)e decade 

contmu^ to the end of the century. 

Coming to understand the dialogues was like climbing a mountain. I repeated^ 

arrived at the same aspect but saw the view dififerentfy each t^ as I came to it at a 
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different elevation. Perhaps, mountain is the wrong analogy as when I was not looking at 

the data there was no view except that contained and reworked in my mind's eye. My 

Journey has been more like climbmg a spkal stair within a tower with periodic windows on 

the view. Going back to what Van Maanen and Goodman say, a version of this story 

could have been written from any landing on that staircase. In knowing that, I am fully 

aware that this continues to be so, and do not claim that the battlement is reached. 

In this chapter I have located the study within my life and the historical time-frame 

as I experienced it. In the next three chapters I shall contextualize the study in the relevant 

literature. 
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CHAPTER 3 

INDUCTION OF STUDENT-TEACHERS INTO TEACHING 

I have discussed the cunent thrust of education and reasons for educational 

change in chapter 2. Put simply, schools embody educational agendas which may not be 

the product of democratic debate. It is my contention that the current educational agenda, 

as promulgated in public schools, is exemplified by a focus on accountability, assessment, 

technical-rational objectives, and specification of content within curriculum adoptions. The 

assumptions that underpin this emphasis indicate that schooling is being used as a 

problem-solving technique to address political and economic problems of a fairly 

immediate natxire with less attention paid to des^ble qualities of citizens over the long 

term. This momentum runs antithetically to Dewey's proposition (1944) that the purpose 

of education in a democracy is to equably broaden access to the intellectual pursuit of 

icnowledge. For Dewey, education ^ an act of creation not the receipt of an mheritance. 

Implicit in his theory is the notion that citizens m a democracy must all be capable of being 

involved with problem-solving; actively engaged in the creative act of human evolution. 

The current agenda seems not to support this notion, concentratmg instead on a 

mechan^ic relationship between proscribed problems and 'correct' solutions. While 

undemocraticalfy designed educational objectives might be morally defensible in private 

schools, they are not in the public education system, which is where I focus my attention. 

My argument is that teachers can have a role m the legitmiate and inevitabty 

shifting agendas of public schools when they are able to integrate an evolving iaiowledge 

base of teaching with an evolvmg personal, as well as professional, ethical practice. 

Teachers are citizens first and their teachmg vocation is, to some extent, an expression of 

that citizenship (Casey, 1992). Consequently, teachers will not act as one mass as 
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schooling is invented and reinvented ia the course of daily interactions in classrooms 

(Burbules, 1986). However, I suggest in the fbllowmg discussion that for schooling to be 

the product of democratic principles all teachers must participate as citizens m the debate 

out of which curriculum evolves. These debates take place in classrooms between pupils 

and teachers, between parents and teachers, parents and schools, schools and districts 

(Volpe & Starr, undated). The questions and challenges, when they arise, are rarely 

directly soluble with the application of techniques (Schon, 1987). They are problems of 

human relationship involving the integration of the multiple perspectives of all parties 

concerned with the outcome of educational decision-making (Hills & Gibson, 1988). For 

teachers to take a role as agents of change they must be able to reflect on their practice, 

their attitudes and beliefs, and the contexts of the educational enterprise (Rudduck, 1988). 

Thus a teacher must be able to combme the knowledge base of teaching such as 

subject-matter competency (Feiman-Nemser & Parker, 1990), pedagogical competency ( 

Hnis and Gibson, 1988), and institutional know-how (Schempp, Sparkes and Templin, 

1993), with the ability to determine appropriate and ethical action m any given situation 

arising in the course of her workmg life (Richardson, 1990). 

Despite the fact that teachers cannot be grouped monolithically, neither do they act 

alone. Feiman-Nemser (1983), among many others, argues for a conceptualizing of 

teaching as a conglomeration of cultures. In this chapter I wOl &st suggest that the twm 

notions of teaching cultures and teachmg as a profession can be integrated to understand 

an individual teacher's levels of belongmg and personal identity as a member m an ethically 

bound social group. [ will then exptore the concept of teacher socialization and the 

particular opportunities for mduction mto reflective practice as a cultural member 

presented by preservke teacher preparatioiL 
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Teacher Cultures and the Profession of Teaching 

There is little debate that new teachers are mducted into a culture that is peculiarly 

that of teachers. A review of the literature indicates that during the first years of teaching 

new teachers acquire teacher-like ways of thinking and behaving as they gradually claim 

membership in the teacher community (Schempp, Sparkes & Templin, 1993). These 

teacher-like ways of being can be thought of as revealing the existence of a teaching 

community. Yu Yi, a Chinese principal and designer of the induction program at her 

establishment in Shang Hai, illuminates this idea in an interview with Ma (1992): 

"By teacher community I mean a group of people who share common professional 
perspectives and dispositions of teachers. These professional perspectives and 
dispositions are so subtle that 1 myself am not able to articulate. However, I 
believe that both teachers and lay people have an idea of what a teacher is like. In 
this sense, a novice teacher, although she has the title of teacher, is not like a 
teacher yet. His or her professional perspectives and dispositions as a teacher have 
not developed. In fact, novice teachers do not feel comfortable regarding 
themselves as teachers either. That is why I implied that novice teachers are not 
real members of the teaching community yet. As for the issue of tmie, there is not 
an exact turning point that marks the start of becommg a real teacher. It is a 
gradual process. Through this process novices become professionals and real 
members of the teacher community, in their own view and that of colleagues."(p.5) 

Communities often define and bound themsehres by the smgular use of language. 

Ways of speaking reflect ways of seemg and ways of knowmg. Use of particular 

vocabulary in particular combmations may carry a surike meaning ^miliar to the 

layperson but which acts as a kind of shorthand signifying very precise meanings to the 

other members m a professional community (Woodill & Davidson, 1989). For this reason 

such communities are thought of as cultures. Culturally-specific meanings are learned by 

novkes through interactions with establi^ied members of the culture. The learning is a 

process of gradual acquisition as the meanmgs are constructed through soc^ interchange. 
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Part of the structure of this learning is provided by what Foucault (1977) called 'regimes 

of truth'. 

"Each society has its regime of truth, its 'general politics of truth': i.e., the kinds of 
discourse which it accepts and renders operath^e as true; the mechanisms and the 
circumstances which permit the distinction between true and false statements, and 
the way m which the former and the latter are sanctioned; the techniques and the 
procedures which are valuable for securing truth; the status of those who have the 
responsibility of saying what is or is not true" (p.305). 

Foucault's (1977) regimes of truth allow a sorting process which legitimizes some 

discourse and serves to margmalize other forms of discourse. The fimction of legitimation 

is afBrmed by Sparkes (1991) when he suggests that cultural mores "determine what is 

important, legitimate and reasonable" (p.6). Gumier (1997), in her essay-memoi on 

becoming a lawyer, suggests that these 'regimes of truth' are acquired in the course of 

mformal as well as formal interactions between novice and experienced members of the 

legal profession. Novices adopt the cultural accouterments of speech and writing as styles 

which they wield awkwardly at first. Experience, mediated and thus legit^ted by 

experienced professionals, creates the opportunity for novices to develop ownership and 

fluency and for the professionals to maintain positions of credibility as experienced or 

expert cultural members, 

"..mentors are not simply cultural icons, but are contmuously legitnnized and 
reinforced by a process of dialogue that monitors student performance and holds 
those who follow to high expectations. Mentors see leammg as a dynamic process 
that builds on students' emotional engagement and emphas^ the mutuality of 
then role in the educational conversation" (Guhiier, 1997, p.95). 

Feman-Nemser and Floden (1986) suggest that teachers operate withm 

sub-cultures rather than a smgle culture. Each of these sub-cultures is con^sed of a mix 

of attitudes, belief and action whkh are largely invisible. In addition to this, there are such 

variables as age, subject, gender, background, ethnki^, type of school, marital status 
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which may affect cultural membership and stance to teaching. Consequently, teaching 

cultures are very diverse and can be defined as being 

"embodied in the work-related beliefs and knowledge teachers share - belief about 
appropriate ways of acting on the job and rewarding aspects of teaching, and 
knowledge that enables teachers to do their work" (Feiman-Nemser & Floden, 
1986, p.508) 

One important element of teacher culture is the notion that all members are 

professionals. Indeed the novice's ability to demonstrate professionalism may determine 

their acceptance by the established membership: 

"The first years in any occupation represent an important informative period. It is 
no different for teachers. During this time newcomers must prove their mettle in 
the workplace, and if they execute their duties within the conventions of accepted 
practice while displaying a proper demeanor, they are usually accorded 
full-member status. Successful initiates adopt ways of thinking and acting that 
place them in harmony with the existing occupational culture". (Schempp, 
Sparkes, & Templin, 1993, p.448) 

I would suggest that teacher culture is the historical, material and social milieu in 

which the professional actually operates. This milieu is hung on the fi-amework of the 

profession but is more susceptible to short term change and local variation. Thus the 

notion of profession is more enduring and more broadly applicable than the notion of 

teacher culture which has the autonomy conferred upon it of local institutions and 

customs. 

In contrast, professionalism is an attitude arising &om a culturally conformed belief 

system a teacher brmgs to her work, which mediates her conforming to local cultural 

mores. In socieQr, the professional teacher has come to be thought of as one who, by 

attitudes, demeanor and approach to problem-posing and problem-solvmg, provides a 

partkular service to the community at large. Although the community enlists the teacher's 

services, it does so because the teaching profession has played a part m establishmg a need 

for its services. Professional associations serve as advocates for a body of experts through 
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the support of moves to institutionalize the demand for its services in social structures 

such as schools. In other words, if society did not insist that socialization of youth took 

place in separate social institutions (schools) there would be no need for a separate 

vocational group of teachers. 

Within schools there are physical spaces which also comprise conceptual spheres 

where the teacher engages in her professional duties: classrooms. In these physical spaces 

the interaction or transaction between professional and pupil is enacted. Here the expert 

and recipient of service come together to solve problems. The teacher's education and 

preparation is geared toward her isolated operating in classrooms. In fact, the autonomy 

she may experience there is a strongly held cultural value. At the moment of diagnosis, 

problem-setting, and 'treatment' teachers are quite alone with their pupils. At least some 

of the teacher's authority to make decisions and determinations with binding effect on the 

lives of others accrue &om her identification as a credentialled member of her profession. 

Inqplicitly she is perceived as standing shoulder to shoulder with coUeagues bound by an 

ethical relationship with a body of professional knowledge, each other, their ways of 

relating to their pupils, and by the value of the service they provide not merely in the 

perception of the individual pupil, but of society at large. Professional institutions are part 

of the structure of a Western society and are m large part essential elements in the 

reproduction of recognizable and stable social structures. Consequently, I am making a 

distinction between the induction of new teachers to the teaching profession and the 

socialization of new teachers to teaching cultures. The first is an overarching membership 

through which their acculturation to local teachmg cultures may be mediated. 

Soder (1991) argues that if claims to specialized knowledge and skills are the only 

ones teachers make to professional status they are not distinguishing themselves 

conviocmgty &om other occupational groups such as plumbers for example. He argues 
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cogently that teachers must grasp and wield the ethical dimension of their work as proof 

of their professional status. Teachers make choices which a£fect people's lives. Thus, these 

choices involve decisions of a moral nature. Moral decisions are ethical. When teachers 

talk aix)ut professional status it is with this claim, that they are uniquely qualified make 

moral and ethical decisions in the area of education. 

Following Soder, I contend that there is a professional ideology, not just about the 

profession of teaching, but also about the wider fiinction of the professional group in 

society, and new professionals are expected to aspire to be successful and ethical 

practitioners. De-professionalization takes place when the practice of the profession is 

divorced from the professional and ethical ideology, and when that ideology ceases to 

inferm practice, theory-building and theory testing. These professional concerns are not 

with just the minutiae of practice but also with the ethics, function, position and status of 

the profession in society. It is important to note that these ideologies are contested, but 

this is not necessarity problematic if societies are to be constructed through debate at 

points of contradiction and conflict (G^berg, 1987). Be that as it may, a teacher's 

development of her professional identity will have an impact on the degree and facility 

with which she assumes cultural membership ui her local teaching culture (Palmer, 1998). 

Sparkes (1991) endorses the view that there is not a single culture of teachmg but 

extends the description of culture to OKlude the external mfluences that bound a culture, 

as well as those mfluences that are constructed withm the culture itself. He warns that 

external influences on teacher culture may be considerably more conservative than some 

mtemal influences. In particular, the attempts of progressive teacher educators preparmg 

student-teachers to criticalfy^ reflect may be undermmed by other Actors. Sultana (1995) 

reiterates this concern when he asks if teachers who are critkal reflectors can be expected 
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to remain long in a situation where their innovative moves are constantly frustrated by the 

systemic agenda (Fenstermacher, 1992, discussed by Grimmett, 1995). 

Socialization of Teachers to Teacher Cultures 

The term 'induction' implies transition between two places, that inhabited by the 

novice and that inhabited by the experienced member. Most programs of mduction are 

instigated on behalf of new teachers as they enter schools. Generally, induction of teachers 

is discussed in terms of the period immediately after a novice teacher has graduated from 

preservice training and has entered the field. Moreover, the term 'mduction' seems to refer 

more to a specific time period than to a process involving certain characteristic phases or 

activities. Although researchers have noted such stages as occurring in professional 

development (Feiman-Nemser 1983) they do not seem to have been linked with phases of 

induction per se. 

Induction programs for novice teachers in the schools are usually conducted by 

experienced teachers (Ma, 1992). These teachers may be conservative and committed to 

the status quo despite being sidlled practitioners (Calderhead, 1988c). In additk)n they 

may not model critical thinking about educational contexts and thus, induction of new 

teachers may be more a process of conformmg than a process m which reflection is 

encouraged. Preservice teacher education can provide opportimities to develop such 

reflective qualities m graduatmg teachers through the use of materials and experiences 

whkh explore the differences m educational contexts and the methodologies and 

phOosophfes current^ being used. Reflectivity manifests m the novue reflective 

practitioner's ability to weigh received wisdom against his or her personal philosophies, 

theories, and real experiences, thereby raismg his or her practice to an authentkalty ethical 
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endeavor rather than a technical operation performed uncritical^ in support of the status 

quo (Dewey, 1904). 

The literature suggests that new teachers are successfully inducted when they 

manifest the ability to stand outside themselves, evaluating and adjusting practice in the 

Ught of theory (Hatton, Owens & Powell, 1994; Calderhead, I988d). Preservice teacher 

educators and inservice biduction program designers suggest that integration of theory and 

practice through reflection can be fostered within the interactions between novices and 

experienced teachers, especially of what is commonly thought of as the mentoring type 

(Yu Yi, in Ma, 1992), Given that reports of actual conversations between novices and 

experienced teachers indicate that these exchanges may well serve to reinforce the status 

quo rather than to offer critique (Schempp, Sparkes, & Templin, 1993), new teachers 

must enter the school conununity and negotiate their entr>' to teacher culture with sidlls in 

critical reflection well developed if they are to be part of a transformational education 

movement m which education, theff pupils and themselves can become transformed by 

thev teaching (Rudduck, 1988). 

Feiman-Nemser and Floden (1986) suggest that teaching cultures can be acquired 

either by socializatk)n or by the development of attitudes in response to experiences. 

Zeichner and Gore (1990) concur in their seminal review of the theoretical underpinnings 

of the notion of teacher socialization. These authors suggest three central theoretical 

assumptions, each of which has spawned numerous studies. The fonctionalist approach 

assumes that socialization ensures the reproduction of previous structures, achieved by a 

process of uni-dkectional mduction by experienced cultural members of new members. 

The interpretive approach, on the other hand, hokis each mdividual member as creating a 

'self in response to the demands of thek situation as they have interpreted it. Thus, all 

social life is understandable ni terms of subjective experience. However, the research 
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would suggest a combination of these factors is important and Zeichner and Gore (1990) 

extend the Feiman-Nemser and Floden (1986) contention with a thfrd theoretical 

approach, a critical paradigm. This notion holds that humans are both the producers and 

reproducers of culture; that there is both agency and structure. In other words, with adults 

at least, there is considerable agency by the one socialized in socialization processes. 

Dodds (1988) describes socialization as 

"all processes (some deliberate or conscious, others random or uirconscious) 
through which trainees' present teaching perspectives are changed through 
encounters with people and situations m schools...such changes come through a 
combination of their own agency [the student-teacher's] and that of others, most 
notably in professional teacher-training programs, their professors and on-site 
cooperating teachers" (p.82). 

However, in order for new members to remain in control of change in their own 

constructions of cultural knowledge they must be not only critical but also reflective 

(Sparkes, 1991). Zeichner and Gore (1990) support the notion that this socialfemg process 

is supported if not mediated through interactions when they say: 

"There is a growing consensus m the field about the highly interactive nature of 
the socialization process and about the constant interplay between choice and 
constraint in the process of learning to teach" (p.341) 

Dodds (1988) also posits the bi-directionality of socialization and takes the notion 

of socialization from a dialectical point of view as opposed to the fiinctionalist perspective 

which would have student-teachers as empty vessels helpless in the face of socializing 

mfluences, coerced to conform. Following Lortie (1975), several writers, Dodds amongst 

them, suggest that this passivity is not the case (Zeichner, 1980; Fennan-Nemser, 1983; 

Graber, 1988; Templm & Schempp, 1988; Zeichner & Gore, 1990; Sparkes, 1991; 

Fairbanks, Freedman, & Kahn, 2000). Fairbanks et al, (2000) mterviewed 15 pairs of 

cooperating teachers with theor student-teachers. They found that the student-teachers 
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often raised their own concerns about practice in the dialogue journals that the pairs 

exchanged with each other during a &ld experience. 

Teacher candidates come to teacher education programs with a considerable 

collection of prior beliefs and conceptions which may be very resistant to change as 

Richardson-Koehler (1988) found in her research on the role of the supervisor in student 

teaching. Richardson-Koehler used participant observation techniques with 14 

student-teachers in elementary schools to examine the problems she experienced as their 

supervisor in trying to nurture the field experience. She found that rigorous analyses of 

events were impeded by the ecology of the experience, in particular, the norm that 

teachers learn by experience. This concept is a point of conflict between those who 

arrange the induction of new teachers in schools and those who seek to influence 

preservice teachers. Traditionally, the literature shows, teachers in the field discriminate 

between what is learned during preservice education, viewed as knowledge of content, 

and that which is learned 'on-the-job', viewed as professional knowledge (Ma, 1992). Yu 

Yi (quoted in Ma, 1992) states that preservice education provides the rational and 

theoretical knowledge necessary for teachers but that on-the-job experience is where the 

emotional and practical knowledge or passion for teaching is acquired. Yu Yi sees 

preservice education as vitally luiked to inservke experience, providmg an essential 

foundation upon which the edifice of professional knowledge is raised. She uses the 

metaphor of rivers running toward the ocean. Each river signifies the subject matter 

learned in courses and assignments at the university; each having its own mdependent 

current. These diverse tributaries onfy become integrated m the ocean of the classroom 

where real teachmg is gomg on. She states that this integration requn^ considerable 

pressure, 'T don't think that planning to be a teacher could wield enough power" (Yu Yi, 

quoted m Ma, 1992, p.7) 
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These sometimes contradictory conceptions of teacher learning put teacher 

decision-making in the realm of personal style rather than professional theory-practice 

relations (Hursh, 1995). Feiman-Nemser (1983) questions the mtrinsic value of experience 

in learning to teach, arguing for careful mediation of the experience through supervision. 

This dOemma was also revealed in the research of Schempp, Sparkes and Templin (1993) 

in their interviews with new teachers; and in the research of Hursh (1995) who looked at 

the analysis of teacher decision-making provided by three pre-service teachers m extended 

interviews with him. Hursh found that the student-teachers attributed educational 

decisions made by cooperating teachers to personal style rather than to relations of theory 

to practice, thus retreating from substantive issues in decision-making with the consequent 

dem'al of the construction of real knowledge about teaching that could be shared. 

Dodds (1988) suggests that an ecological perspective which takes into account all 

the influences on student-teachers is more likely to yield information for teacher educators 

about how to disseminate attitude as well as content in professional preparation programs. 

The mfluences she identifies include the construct of teaching perspectives held by the 

student-teacher, dominant-subordinate relationships in American society, cooperatmg 

teachers as socializing agents, and pupils as socializing agents. She identifies some of the 

socializing strategies that the supervisor and cooperating teacher may use mcluding role 

modelmg, demonstration of specific skills, and discussion of their belief and attitudes, and 

reflection. She suggests that if student-teachers are conscious^ attending to the beliefs 

they hold, where those belief origmate, and bow thev belief systems influence ther 

actions, and vice versa then they can "active^ construct how they feel and act m the 

teacher role. Thus, they take control over how their teachmg perspective changes." (p.91) 
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Teachers as Agents of Change 

Teacher culture intersects movements to restructure schools because teacher 

culture is an institution, both within and extending beyond the institution of the school, 

which may be peculiarly resistant to, or particularly &cilitating of, changes. Indeed, 

teacher culture can be an indomitable force when mobilized for change, or a real 

impediment to innovation. 

Aguila and Parish (1989) reviewed the history of the dissemination of new 

technology to teachers in schools and found that certain models of dissemination have 

been less successful than others. Technocratic models, such as those so successful in 

promoting agricultural innovation, are manifestly unsuccessful compared with models that 

start &om the stance of teaching as craft knowledge. They suggest that the notion of 

teaching as craft knowledge is a cultural value and has implications for how new 

mformation is used. They suggest that models of dissemination must take into the account 

the necessity of innovation being perceived as enhancmg to teaching and thus cultural 

identity, in addition the innovation must be perceived as working (meeting professional^ 

and/or culturally defined objectives) before it will be espoused. 

There is a pragmatic link between school reform and reflectivity. 

Educational innovation most often is disseminated through admmistrators whose 

knowledge ^ technocratic; thus, teachers remam resistant and schools slow to change. 

Aguila and Parish argue that if teachers were seen as makers of teacher culture not simply 

passive receivers of it, reform of schools and curriculum would be considerably more 

likely. Others (for exan^le, Rudduck, 1988) argue that teachers must be reflective to 

realty become proactive at deep levels. 

Aguila and Parish (1989), although they agree there are multiple school cultures, 

also argue that school culture should be seen as a sub-culture of the larger American 
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society as, they claim, everyone in school cultures has some American cultural heritage 

also. In addition, the differences within school cultures, such as those between different 

institutions and those between different genders, ethm'c groups, age groups, subject 

specialization and student age group, should be seen as 'dialects' of school culture. 

Reflectivity as a desirable quality of practitioners can be seen to be an innovation 

itself. During the late 1980s and the early to mid-90s there was an explosion of interest in 

the subject m the literatiu-e. In the primary indicators of cultural discourse, our 

professional journals, this attention has now dwindled as the teaching profession grapples 

with the tightening expectations of accountability and testing. 

Teachers may resist change when to become uinovators will mean they risk 

professional isolation (Sparkes, 1991). The reproduction of teacher culture takes place 

under enormous pressure as Schempp, Sparkes and Templin (1993) discovered in their 

intensive interviews with three new teachers in their first five years of teaching in various 

public schools. Each new teacher disclosed instances in their dealings with their colleagues 

when they experienced conflict which was resolved in a pragmatic way such that their aim 

was to avoid retribution such as termination of contracts or, at the least, professional 

isolation. 

Implications ofNotions of Induction for Teacher Educatnn 

For teacher preparation programs to have an effect on the current culture of 

schoolmg, they must induct aspiring teachers into a particular view of themselves as 

professionals and their mission as teachers. Soder (1991) argues that teachers must see 

that, at heart, teaching is moral enterprise and therefore an ethical one. This fact must be 

dealt with explicitly durmg pre-service teacher preparation. The nature of morality is that 

it must be critically reflective in order to remain grounded m prmc^les of justice and 



49 

equality. Traditionally teachers have not necessarily seen it as within their sphere of 

responsibility to spearhead challenge and change in the education system. Soder (1991) 

argues that this has led to the struggle teachers now have to justify their claim to 

professional status. Implied in Soder's argument is that the professional teacher must also, 

of necessity, be an educational activist. 

Casey (1992) analyzed the life history narratives of thirty-three women who had 

been teachers and progressive activists but who had abandoned classrooms. She found 

that those teachers who have seen themselves as educational activists often do not remain 

in classrooms for long. Analyses prior to Casey's had located teacher desertion of schools 

as a result of personal difGculties with teaching or relationships with pupils. Casey's work 

chaUenges this assumption and presents the formulations of her informants which 

emphasize frustration with their repeated confrontations with systemic structures as the 

reasons for their finally changmg careers. Sultana (1995) and Gmsberg (1987) express 

their skepticism that teachers can be expected to carry out the role of agent provocateur 

and Burbules (1986) claims that change from within the educational institution as it 

currently exists is an anti-radical idea. These criticisms and doubts notwithstanding, if 

teacher educators are to influence the mission of teachers it will be by challenging 

induction to the status quo. 

Most teacher educators would now agree that then* intention is to prepare 

competent and reflective practitioners with the ami that the teacher will be able to act 

'appropriately'm the variety of circumstances that might face her during her workmg life 

(Richardson, 1990). Appropriateness is not a quality that can be readify measured as a 

competency m itself nor can it be taught precisely. In &ct appropriateness im'ght rank 

smiilarly to virtue (the subject of the Meno-Socrates dialogue described by Plato, 1956) in 

its contested and elusive nature. Aspmng teachers must be brought to an awareness that 
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appropriate knowledge-in-action is constructed through reflection on principles, methods, 

and specific outcomes of actions taken in specific circumstances (refiection-in-action and 

reflection-on-action). It is tacit icnowledge which shows more in the ability to act 

intelligently than in an ability to articulate the components of the action which made it 

inteUigent (Richardson, 1990). Richardson notes "Acting appropriately requies judgnwnts, 

assessments o^ and some experience with, the situation" ( 1990, p.l3). Determining what 

constitutes appropriate action also requircs cultural judgment. Note Richardson's 

inclusion of the need for experience which raises the question of whether teacher 

educators can realistically expect to graduate fully fledged reflective practitioners after 

relatively short preparation programs. 

Experience must be mediated by professional thought in order for professional 

cultural membership to be afiBrmed and strengthened. How better to ensure the 

development of prof^onal thinking than in dialogue between the inexperienced new 

teacher with an established member of the culture? The very construction of these 

statements begs the question of whether the term "professional" is uncontested. And of 

course it is not. New teachers must steer a course amongst competing views of 

professional cidtural membership each with a claim on her allegiance. Reflectivity 

developed during her preservice preparation, equippmg her to weigh the messages m the 

school environment with those in her university preparation envvonment, will give her the 

tools to ally herself to supportive groups without compromising her personal-professional 

mtegrity. 

Teacher educators expect student-teachers to be socialized into the "dispositions 

of the teachmg role" and to become " committed to mamtammg a professional orientation 

in their world' (Graber, 1988, p.59). Consequently, coursework m teacher preparation 

programs emphasizes pedagogical and subject-specific competence. These theories and 
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competencies are then supposed to be integrated with practice through field experiences. 

In addition to these objectives, there is an overarching concept relating to professional 

attitude; that reflectivity is important and that teachers should also be researchers in their 

own classrooms. Although it is less prevalent in the literature there is still a substantial 

body of material which suggests that teachers should also be critical of educational 

contexts and research them with the possible outcome of change. 

Reflectivity is one of the pronary tools in the professional's repertove for resisting 

trends towards purely technical roles in problem-solving. The recent resurgence of interest 

in reflection in teacher education can be traced to the work of Donald Schon (1987; 

1988). Schon (1987) suggests a model of a 'reflective practicum' by which preservice 

professionals may be inducted not merely into the technical skills demanded by thev 

occupation, but into the artistry of employing those skills as they work in a context in 

which they not only solve problems but pose them as well. 

Schon's Model of the Reflective Practicum 

Schon's work (1987) on the reflective practicum rests on the Meno paradox. 

Simpfy put, the paradox can be encapsulated in the question: How will one recognize 

knowledge when it is of something one did not know could be known? Socrates' answer 

was that knowledge might be found through recollection and he proved his point by 

helping an mnumerate slave solve a mathematical problem through questioning alone. 

Meno, fiustrated in the discussion, expostulates: 

"But how will you look for somethmg when you don't in the least know what it is? 
How on earth are you gomg to set up something you don't know as the object of 
your search? To put it another way, even if you come right up agamst it, bow will 
you know that what you have found is the thing you didn't know?" (Plato, 1956, 
80d, p. 128) 
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Schon applies this frustration to the business of learning professional artistry. In examples 

drawn &om the architects' design studio, the musical master class, and psychoanalytic 

practice he looks at the development of professional artistry in novices. Central to his 

discussion is the concept of dialogue between the experienced professional and the novice. 

This seems an omission in the dialogue between Socrates and Meno. In their shared quest 

for knowledge of how mathematical knowledge is constructed and known by the slave, 

neither man appears to My appreciate the central role Socrates had as the interlocutor. 

For if knowledge can only be known through elicitation of relevant memory, then the 

importance of the nature of the aide de memoir of probing questions cannot be 

overestimated. I shall explore the quality of Schon's notion of the dialogue further in the 

succeeding chapters of this review of the b'terature. 

Here I shall focus on another aspect of the construction of knowledge. For, in 

addition to the dialogue there is also the situation that is the object of knowledge (in the 

Meno-Socrates dialogue, the mathematical problem and the discussion of virtue), and the 

provision of opportunity and motivation to recollect or reflect on the situation so as to 

construct new knowledge and to reconstruct the knowledge one already had (the 

Meno-Socrates dialogue itselQ; Schon's knowledge-in-action. 

Schon suggests practice, that is what a person does in a situation, is a function of 

knowledge-in-action, nnmediate reflection-in-action, and the construction of new 

knowledge-in-action as m the modification of knowledge by expernnentation, assessment, 

and retrials. In simpler language this is to say that a reflective practitioner acts in the 

situatfon usmg what she already knows (knowledge-m-action), if the result of the action 

surprises her it»likety she will review the action she took and the response it evoked 

(reflectk)n-m-action) and modify her action m an attempt to achkve the effect she desires 

(construction of new knowfedge-m-action). Reflection-in-action is an /h situ process of 
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becoming conscious ofknowledge-in-action. Schon's notion of the reflective practicum 

puts novices in situations where they must act as professionals (utilizing 

knowledge-in-action, reflection-in-action, and construction of new knowledge-ni-action). 

In addition the novices must reflect on their approximations or mventions of professional 

action (reflection-on-action) with the aid of an experienced professional acting as mentor 

in a post hoc analysis in order to construct professional knowledge and to develop artistry 

in its in situ application. 

Schon's conception of the reflective practicum has come under some scrutiny. 

Richardson (1990) suggests that reflective teaching can be traced beyond Schon's work to 

a root in Deweyan philosophy which held that "a moral individual would treat professional 

actions as expernnental and reflect upon the actions and their consequences" (p.3). In her 

view, Dewey intended reflection to go beyond improvement of performances in 

classrooms and to include the attitudes embodied withm professional performances, and 

thev contexts. Thus, Richardson holds that Schon's (1987) notion of reflectivity is " a 

descriptive concept quite emp^ of content"(p.l4). In other words, she claims, Schon does 

not specify upon what teachers should reflect. He suggests their knowledge-in-action and 

reflection-in-actH)n should be the substance of deUberation but gives no guidance on how 

to decide which mstances are particularly noteworthy, nor how that determmation is to be 

reached, or reflected upon as an object itself. She mvokes Zeichner (1983) when she 

claims that Dewey meant that moral educators would not only reflect on their practice but 

also on the political conditions informmg ther behavior durmg everyday classroom 

mteractbns. 

Hills and Gibson (1988) also critk]ue Schon by argumg that he has not gone &r 

enough in his own critique of the technical-ratronal position. Schon suggested that the 

notion that problems which teachers confront ni thev daify working lives do not lend 
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themselves to technical rational solutions. In other words the problems are not simply 

problems of method or technique, and reflections on practice noay not be sufBcient in 

problem-solving. Hills and Gibson argue that Schon does not admit the possibility that 

notions of professional competency in problem-solving could be contested. In addition 

they suggest that a further differentiation between problems which respond to rational 

applications of technical solutions and those which requn« a more intuitive approach 

would be helpful. They suggest that the conditions for successful use of technical solutions 

include that the problem can be conceptualized snnply, that problematic situations occur in 

similar forms and do not change their appearance over time, that problematic situations 

occur as part of larger systems and are not unique, that all concerned parties see the same 

aspects of the situation as problematic, and that notions of professional practice and 

response are the same across all concerned parties. They argue that such differentiation 

aids in the determination of which types of solutions to seek. 

Critique notwithstandmg, Schon's case studies (1987) illuminate the process by 

which professional artistry may be developed whatever the content of the reflection, and 

places dialogue with experienced members of professional culture centrally in that 

endeavor. 

In a later article Schon (1988) discusses the critical potential of reflective teaching. 

He begins by definmg reflective teaching as 

"...listening to kids and respondmg to them, inventing and testing responses likely 
to help them get over their particular difBculties in understanding something, 
helpmg them buiki on what they already know, helpmg them discover what they 
already know but cannot say, helping them coordinate their own spontaneous 
knowmg-in-action with the privfleged knowledge of the school" (p. 16). 

The thrust of his argument is that reflective practke is research in practice (not for 

or about practice, but in practke). Schon (1988) assumes that there is sense in what 

chfldren say and do, the job of the reflective teacher bemg to find it; to discover the puazle 
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in behavior the teacher might otherwise take as a sign of the child's ignorance, stupidity or 

disorder. By allowing herself to be surprised the teacher then frames the child's behavior 

as a puzzle rather than as a disorder, and she becomes curious and searches for solutions 

by inventing experiments during which the chOd comes to "connect his spontaneous 

understandings or know-how to the privfleged knowledge of the school" (p.22). 

A critical stance is to forgo the possibility of a right answer ever emerging, or at 

least not immediately and thus the teacher may not be in control insofar as not knowing. 

The source of solutions is not outside the situation, it is right there, in the research the 

teacher does in her classroom. This will be hard for a teacher who believes in the 

possibility of universally 'right' answers and that she shoukl bold them. Her resistance will 

be to the anxiety and uncertainty, and to her own vulnerability. Schon warns that she may 

become defensive unless she is able to develop self confidence from her new self 

awareness and appreciation of her skills. The research the teacher does yields two kinds of 

useable knowledge: stories, which contribute to repertoire, and theory which ofifers 

perspective on practice, to be tested ui the next mstance of reflection-on-action. The 

knowledge learned from expert models of practice and from past experience is not 

transferred to new situations but is rather transformed to fit. The past experience is 

encoded in metaphoric stories or anecdotes which preserve salient features of the 

experience for the problem-setting and solving process. The stories extend repertoire 

rather than comprise part of an accumulation of procedures or methods. 

Schon (1988) argues that reflection comprises an essential weapon in an arsenal 

for combating normal cynkism, 

"reflective teachmg works uphill agamst the epistemok)gy buOt mto the 
bureaucracy of the school, with its lesson plans oriented to the 'coverage' of 
standardized units of privileged school knowledge, its standard divisions of tnne 
and space, its rout^ for testing and promotmg students and teachers, its 
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powerful system of mcentives - all geared to a view of knowledge, learning and 
teaching built around 'right answers' that teachers should be 'covering' and 
students should be learning to reproduce." (p.26-27) 

Schon suggests that teachers are often disillusioned, overburdened and cynical 

about the possibilities for change due to patterns of incentives, traditional ways of doing 

things, and a sense of disempowerment. He argues that reflective teaching can prevent 

teachers from contributing more inertia to the problems. 

" Reflection on reflection-in-action can challenge normal cynicism when it helps an 
individual focus attention on his own contributions to the creation of an 
institutional world in which he does not want to live - that is, when it helps an 
individual see how the embedded strategies and assumptions of his own 
theory-in-use mirror and reinforce features of his organizational world that make 
him cynical; when it helps him imagine and try out interventions aimed at making 
his organizational world more vigorous, substantive, and des^ble; and most of all, 
when it helps him see this task as something to reflect on, inquire into, and become 
increasingly competent to do" (p.28) 

Promotion of Reflection in Teacher Education 

For many student-teachers the first professionals they meet and really talk to 

about the business of teaching are teacher educators. Lortie (1975) points out that 

although American students-teachers have spent at least 13,000 hours of mtense contact 

time with teachers during their own school careers, there are lunits to which this 

observation can be termed a true apprenticesh^. Because pupils are generally not invited 

to participate m educational goal-setting, assessment of teacher performances, or scrutiny 

of their teachers' private intentions or motivations '̂ y are not pressed to place the 

teacher's actions in a pedagogkaOy oriented framework" (Lortie, 19?5, p.62). Lortie goes 

on to suggest that "the apprenticeshq)-of-observation is not likety to mstill a sense of the 

problematics of teachmg" (p.65). As the prospective teacher enters the teacher education 

program, her conceptualizing of her own teachmg career reaches a tummg point. For it is 

here that her professional socializatH>n commences, mediated her professors. Program 
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goals and course objectives, along with rationales for assignments, lists of competencies, 

and criteria for evaluation give ofiTexplicit and implicit messages about the importance of 

certain, sicills, aptitudes, attitudes and habits of mind desirable in successful 

student-teachers. Inevitably, these attributes will come to be seen as important in 

professionals unless they conflict too greatly with either prior or subsequent experience. 

Voipe and Starr (undated) suggest that: 

"A substantive inquiry-based and reflective model of teacher education needs to 
provide opportunities for teachers-to-be to examine the more 'sticky' issues 
inherent in critical practice, learn to see from the perspective of the child and the 
teacher, ask questions of interpretation that go beyond cause and effect, defer 
judgments, and be careful observers of students and coUeagues (e.g. to listen to 
their questions and how they make sense of their lives and work). Teachers 
educated in such an approach come to question instructional routines and 
curricular content in Hght of their beliefs about language, learning, and social and 
cultural contexts" (p.V-270) 

When teachers are shown how to research and reflect on their own contexts they 

can rely on the knowledge they derive from such a process and retam independence from 

so-called expert opinions about curriculum and method such that "solid theories relate to 

practices" (Volpe and Starr, undated, p.V-272). 

Reflection has been defined variously by dififerent authors and researchers 

Grimmett (1988). The definitions can be grouped according to whether they appty to 

refiection-m-action or reflection-on-action. Russell, Munby, Spafiford, and Johnston 

(1988) studied how teachers learned the practical and professional knowledge of teaching 

by intervkwing several teachers of various levels of experience onmediately after they had 

completed teaching of a lesson. Their mformants UKluded three student-teachers, four 

teachers m their first year of teaching, two teachers m thev 'earty years' of teaching and 

four with 'a number of years' of experience. The researchers defined reflection-in-action 

as "the process in whrch a professional, responding to puzzles and surprises m the context 
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of practice, reframes a problem in a way that suggests new lines of action" (p.70). 

Richardson-Koehler (1988) studied her own experiences as a supervisor through 

participant observation procedures during the field experiences of 14 student-teachers in 

elementary schools. In comparing the ability to articulate reasons for decision-making 

given by co-operating teachers during discussions about teaching which were held with the 

student-teacher and the supervisor, she found that less reflective cooperating teachers 

were less able to describe thebr decision-making (reflection-on-action). In this case 

reflection was "judged m terms of the degree to which a teacher could provide an 

articulate analysis of his or her own teachmg" (p.32). 

Grimniett (1988) suggests that an essential element of Schon's notion of reflection 

is that the actor/reflector, by reconstructing the experience, actually makes the experience 

^ain in terms of his or her own theories and these then determine or at least lend 

probability to particular kinds of solution; 

"What practitioners essentially 'see' in an uncertain situation of practice depends 
on what they make of the practice setting and the way m which they experimentally 
'converse' with the situation as they have framed it....the cyclical nature of this 
conversation is a fimdamental aspect of reflection for new understandings of the 
situation precipitate further reflection" (p.9) 

Importantly, Grimmett also reminds us that reflective practice is essential in 

situations where questions of meaning precede questions of truth. In other words, where 

the validity of the meanmg made is less important than the process of construction of the 

meanmg itself. 

Many have supported and extended Schon's rationale for fostering reflective 

teaching. Calderhead (1988d) defbes reflection as " the critical evaluation of one's own 

teachmg m the light of alternative models of the nature, purposes and context of teachmg" 

(p.9). He suggests that if teachers do not reflect then they often feel out of control of the 

classroom and their responses seem more reactive. Thus they engage less in the processes 
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of analysis, reflection or experimentation which could result in change and improvement, 

(p. 10) Thus, reflection has been seen as a process for Militating change in either personal 

practice or in the contexts in which education takes place. Reflection has been seen also as 

a process for commg to know. Calderhead (1988d) suggests that the ability to reflect 

allows teachers to direct their own professional growth in classrooms through the 

integration of theory and practice. Reflection in these terms &cilitates the articulation of 

professional knowledge as well as its evaluation which greatly increases authenticity in 

accountability. 

Some have tried to pin reflective practice down to a list of competencies. For 

example Roth (1989) supplies a list of 24 characteristics of reflective practitioners. 

Included are processes such as: the reflective practitioner will question why and how 

things are done by themselves and others; keep an open mind; identify and test 

assumptions and seek conflictmg evidence; and adapt and adjust to instability and change. 

The concern about such a list is how easily it can be made mto a definitive list of 

competencies against which a teacher may be evaluated rather than a description of some 

of the features of reflective practice. Roth's list is presented as exhaustive and is intended 

to be prescriptive whereas there is no research, that I am aware o^ that looks at the 

classroom ecology of a reflective practitioner to see what is actualfy occurring and which 

teacher behaviors are uniform^ effective mdependent of other variables. Such a complaint 

was made by Zeichner (1980) over two decades ago. Richardson (1990) expressed 

concerns that reflection would be operationalized as another competency in the trend 

which conceptualizes teaching as a set of technical skills known as coiiq)eteQcies. 

Competency-based education was seen by her as rising to the mcreasmg challenge of 

accountability, but carries with it a purety behavioral perspective, indicating, as it does. 
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that certain teacher behaviors lead to certam pupil outcomes, an assertion that has yet to 

be demonstrated. 

Sparkes (1991) argues for critical reflection to be an essential part of teacher 

preparation in order that teachers can interpret teacher culture itself, and challenge those 

structural aspects that disempower teachers m their struggle for professional responses to 

school reform efibrts. Sparkes raises concern that reflection on practice can actualfy serve 

interests that preserve the status quo and militate against healthy critique of the contexts 

of teachmg and learning. He suggests that teacher education programs have a 

responsibiUty to encourage student-teachers to "situate schools, the curriculum and 

pedagogy within their socio-historical contexts and understand the socially constructed 

nature of school knowledge and of schools" (p. 12). To do this student-teachers must be 

given tools for reflection and analysis so they can investigate the everyday 

taken-for-granted milieu of the school: they must be helped to explore how belief and 

values are come-by and why teachers do things the way they do. 

Inquiry based teaching and learning creates a community of teachers and learners 

in classrooms, schools, and universities; it serves to mcrease confidence m teacher 

knowledge. It also teaches teachers to collaborate. It is crucial that teacher education 

provides opportunities for the student-teachers to have relationships with each other that 

will reinforce them as reflective practitbners when they finish thek college courses (Volpe 

and Starr, undated). Collaboration amongst schools and universities should be coordinated 

through teacher preparation programs (Schempp, Sparkes, & Templin, 1993). However, 

Zeichner (1980) warns that field experiences must be chosen with care as they can 

socialize student-teachers into the status quo of prnnarity conservative institutions. In 

addition, Zeichner suggests that by focusing on the how of teachii^, teacher preparation 
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programs are reinforcing existing school structures and encouraging "acquiescence and 

conformity" (p.49). 

Lawrence (1992) argues that teacher preparation is not simply a cognitive process 

but also a socializing process in which there is personal growth for the new teacher 

coupled with professional growth of epistemological &ameworks and pedagogical 

understandings. Lawrence argues that reflection is essential to this process and that, 

without it, teachers will not deepen their understandmgs of outcomes and practice 

connections in classrooms and wOl have a ceiling on their ability to improve their 

effectiveness. Lawrence found that the inclusion of rationales with each task required of 

her participants was essential in promotmg the reflective aspect of the assignment. Graber 

(1988) suggests that discussion with student-teachers of the reasons for assignments and 

tasks in teacher preparation provides a face validity to those requu-ements such that 

student-teachers and teacher educators become co-constructors of teacher preparation 

curriculum and therefore of induction mto, and construction of, teaching culture. 

Chapter Summary 

In this chapter I have argued that new teachers, begmnmg during preservice 

preparation programs, are socralized into teacher cultures and the profession of teachmg. 

A key element givmg them control over their accuhuratran is the development of critical 

reflectivity. Whfle Schon's model of the reflective practicum has drawn support from all 

elements of the political spectrum, it's focus on problems of practice and neglect of 

content for reflection provided by teacher belief and attitudes, and contexts of education 

are problematic. However, Schon does provide iOumination of the central role dialogue 

between novices and exper^ed members plays in socialization and the development of 

professional artistry. In the next chapter I will revkw the research on dialogue as a 



mechanism of mduction. In the final chapter of literature review I will explore dialogue 

journals as a particular instance of mductive interaction. 
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CHAPTER 4 

CONVERSATION AS A METHOD OF ENCOURAGING REFLECTION AND 

ACHIEVING INDUCTION OF STUDENT-TEACHERS INTO THE 

TEACHING PROFESSION 

In the previous chapter I explained how the world of teaching is conceptualized as 

a culture in the literature (Feiman-Nemser & Floden, 1986; Zeichner & Gore, 1990). I 

distinguished between teacher cultures as local and specific to sub-groups of those 

vocationally prepared to be teachers, and a profession which binds members of this 

vocational group together across sub-cultures by virtue of particular ethical considerations 

as related to the moral quality of the decisions they make whilst teaching. I also discussed 

how movement fi-om status as novice to established member in the profession is partially 

achieved by means of an mductive process. This inductive process or socialization is seen 

as a bi-directional process whereby the student-teacher has agency in her acculturation 

(Gehrke, 1991). Initial induction to the teaching profession for new teachers takes place in 

teacher preparation programs. Exposure to teacher cultures in the role of teacher happens 

during field experiences although Lortie (1975) argues that the considerable 

'apprenticeship of observation' most student-teachers have enjoyed as chiklren gives them 

an abundance of notions about what it is to be a teacher, albeit &oni the perspective of 

pupils. 

Field experiences expose student-teachers to local teacher culture and fiequentty 

provoke a cognitive dissonance between thev devetop^ professional identity on the one 

hand, and on the other, thev natural desire to fit mto the local teacher culture of the^ 

cooperating teacher's classroom.While teacher educators m significant ways fiinction as 

gatekeepers to the teachmg professwn, not least by holdmg the keys to ga^g a teaching 
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credential, cooperating teachers may be seen as gatekeepers of teaching ciilture. Under the 

pressure of the field experience many researchers have noted the tendency of 

student-teachers to eschew university learning for learning by experience, a teacher 

cultural virtue. 

To ameliorate the acculturating effect of local influences in field experiences, 

teacher educators have encouraged the development of critical reflectivity in 

student-teachers (Groce, Henson, & Woods, 1999). It is possible that this skill is deemed 

more important to teacher educators than it is to teachers in classrooms, or to 

student-teachers during their early days as practicing teachers. However, for some years 

teacher educator have looked for ways to foster reflectivity in those to whom it comes 

naturally, and to develop it in those to whom it does not (Korthagen, 1985). Purposes of 

teacher educators for developing reflection have varied fi-om encouraging in 

student-teachers the improvement of practice (Schon, 1987), agency in school reform and 

change (Rudduck, 1988), integration of content-area pedagogy (Bean & Zulich, 1992)), 

and participation in the evolution of the professionalization of teaching (Groce, Henson & 

Woods, 1999). Whatever the objective, conversation or dialogue has been consistent^ 

identified as essential in these processes. 

Theories of Learning Through Educational Dklogue 

The review of selected theories of leammg through diafogue (those of Schon, 

Fre^, VygotslQr, and Garmston) which follows will introduce the research there has been 

on the inductive qualities of conversations between experienced teachers and novices. 

Inevitably, when theories of learning are mvoked so must some notion of 

knowledge. This is an enormous question aU of its own and it is beyond the scope of this 

project to thorough^ explore all the perspectives on the subject. Although, I would argue 



65 

that knowledge known by individuals is always a socially constructed knowledge, I also 

agree with Rorty (1979) that, theoretically, there is a point of confrontation with real 

objects outside the mind at which knowledge-of-that-which-can-be-known is bounded and 

finite. Knowledge-in-action is the practice of what the individual knows and thus can 

always be refined through social and individual reflection. Such refinement, however, 

always attempts the ultimate, if impossible objective, of approaching more closely a 

confrontation with the knowledge-of-that-which-can~be-known in any given situation. 

Schon's Theory of the Coaching Dialogue 

Schon's theory of the reflective practicum has already been explored in some 

depth. I have shown that central to the development of professional artistry in the 

reflective practicum is the diatogue between the established professional-coach and the 

novice. I shall explore the essential characteristics of this dialogue below. Schon uses the 

term coach to indicate a person engaged m a particular type of supervisory relationship 

with a novice. An essential quaUty of this relationship is that reflective practice is being 

developed by both participants. When I use the term ^coach' I am using it in this particular 

sense. Professionals may be mvolved with novices in a supervisory capacity but may yet 

not be coaching them in this way. 

As I discussed in the previous chapter, Schon's theoretical assumption that is it is 

not possible to know that which is unknown until it» known. This is the paradox that the 

novice must face when she embarks on a field experience where she must learn how to act 

by acting as if she knows what she does not know. Her knowledge is revealed or 

constructed through a gradual convergence of meanmg brought about by her action and 

by reflective dialogue with an established member of the profession acting as coach which 

conq>rises reflection-on-action. 
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However, it is not only the novice who must reflect on her actions. Schon also 

discusses the professional coach's own reflection on action as she views the novice's 

experiments as utterances and signs of what the novice has understood of the coach's own 

communications. Thus, a kind of reciprocal reflection-on-action takes place as the coach 

reflects on the meaning of these new utterances in the exchange. 

Schon suggests that the coach uses strategies grouped under fiinctions of 

language: telling and listening, demonstrating and imitation. Coaches may instruct, give 

instructions, criticize, set priorities, propose experiments, deliver reflections all within the 

context of the novice's actions. Meanwhile the enjoining of the student to act gives her a 

special readiness to listen to the coach or supervisor with what Schon (1987) calls 

'operative attention' (p. 103). Repeated attempts by either novice or coach to calibrate 

meaning are not seen as failures in this context but rather a learning process for both coach 

and novice about the meaning being made m the situation and the nature of professional 

knowledge and the assumptions which are inherent in it. Eventually, through repeated 

reflective processing the novice comes to internalize the performance which becomes part 

of her own repertoire. Thus, the principles of good practice may be mtemal^d and held 

in memory as stories. However, they cannot be used verbatim as subsequent performances 

must always be a unique and individual creation s^ one situation is not identical with 

any other. Schon recognized this and suggested a process by which knowledge was 

transformed and put to use m smilar situations rather than smiply transferred (Schon, 

1988). 

Schon (1987) postulates a ladder of reflection as he creates a model of clinkai 

supervision in which there is a reciprocal process of action, reflection, observation and 

listening, demonstration, onitation, criticism. There are also vertical moves where each 

participant not only becomes reflective but also reflexive on each stage of the reflective 
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process (reflection/demonstration/criticisiii, etc.). As the process spirals on, the novice 

begms to recognize aspects of her coach's language as descriptors for her own experience 

so she starts to recognize the form of what it is she is to learn k her own experience; 

materializing, as it were, from the fog and confusion of unsaliency and overstimulation 

that is her initial experience of the classroom situation. Schon suggests that "she puts 

herself into a mode of operative attention, mtensifying her demands on the coach's 

descriptions and demonstrations and on her own listening and observation" (p. 117). This 

uncertainty and risk-taking may provoke defensiveness in the novice which may in turn 

undermine the effectiveness of the coaching dialogue. 

Thus, at the heart of the coaching relationship with teachers, according to Schon 

(1988) lies a threefold task which he outlines as follows: 

" - To make sense of, respond to the substantive issue of learning/teaching in the 
situation at hand, 

- To enter into the teacher's ways of thinking about it; particularizing one's 
descnptk>n or demonstration to one's sense of the teacher's understanding, 

- To do these things in such a way as to make defensiveness less likely" (p.23) 

Fmally, what Schon suggests as features of useful research in schools can also be 

used to describe the objectives of the research that student-teachers do with then* 

supervisor-coaches. The coaching dialogue should have as its content research which 

builds on reflection-on-practice, that is aimed at producing knowledge that is usefiii to the 

student-teacher, and that the knowledge can either be used for designing effective 

educational mterventions or for "gaming msights mto the phenomena of practice" (p.28). 

Coachmg dialogue is also, by necessity, collaborative as both parties leam and generate 

hypotheses about the problems of practice the student-teacher brings as content to the 

conversation. 



68 

Freire's Theory of Pedagogical Tnteracti'ons 

Freire (1972) maintains that traditional models of the pedagogical process in which 

the teacher is seen as the holder of knowledge and the student is seen as the unresisting, 

uncritical, empty vessel into which this knowledge will be poured, are central to a culture 

of silence and acceptance of the status quo. By culture of silence he means that those who 

are oppressed by the institutions of a society remain sflent as to their oppression. I shall 

examine his argument and the illumination it may provide of the interactions between 

novice and experienced teachers by substituting these labels for those of teacher and 

student in his discussion. 

Under Freire's theory the non-critically reflective experienced teacher (that is the 

teacher who, while employing reflection-on-action to great effect, is not engaging in 

critical-transformational reflection at all) can be seen as an agent of the oppressive status 

quo, manufacturing knowledge and perspectives which allow unsatis&ctory systems to 

continue. Such mdividuals control mteractions with novices and actively intervene to 

prevent what Freire calls "concientization". Conscientization is defined as "learning to 

perceive social, political and economic contradictions, and to take action against the 

oppressive elements m society" (p. 15). Such concientization is a necessary fruit of 

critical-transformational reflection. Consequently, a "banking model" of education or 

pedagogical interaction is m force where knowledge is bestowed, like a gift, from those 

who consider themselves knowledgeable to those who are considered, and consider 

themselves, ignorant. In this case mteractions become a method by which novices are 

enculturated to the present system and learn to uncritically conform to it. Indeed, 

Scbempp, Sparkes and Templin (1993) identify just such a process of induction of the first 

year teachers they interviewed. Although the teachers m their study recognized the 

contradictions between the priorities of the school and those of the^ preservice education. 
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they perceived the school as the real world in which they had to survive. Thus, enormous 

power was rendered to the enculturating influences emanating &om the school setting. 

Freire, however, argues that it is each person's right to define his own world; to 

use words to create reality and indeed that this is a vocational necessity in order that 

people become My humanized or empowered to have an impact on their respective 

situations for the better. Friere advocates for a pedagogy of praxis; problem-posing 

education in which people are encouraged to critically engage with reality through 

reflection and action to transform their worlds. All those oppressed by the status quo can 

thus liberate themselves. Applied to teacher induction this argument indicates that the very 

cultural codes passed on by experienced teachers can, themselves, become objects of 

reflection; that Foucault's regimes of truth may be posed as problems. Thus, by virtue of 

these conversations, both experienced teachers and novices can become agents of change 

withm the education structure. 

If novices see themselves merely as mstrumental decision makers using, 

unquestioningly, received techniques then they will be unable to challenge and then 

transform the imperfect realities in which they work. This role resembles that of a 

technician rather than a professional with praxis or multidimensional potentials for 

problem-solving derived through reflection of all kinds. The emphasis on reflectivity that is 

currently found in some teacher preparation programs is designed precisely to combat the 

self-perception teachers may hold of themselves as mere educational technicians. Novices 

are rather encouraged to develop the wisdom, flexibility, and intuition that is so essent^ 

in the indeterminate zones of practice which abound in professional life. Schon (1987) 

de&ies these zones as the murky areas of professronal experience m which technical 

applications of theory provide insufiScient solutions for the problems posed. 
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Vvpotskv's Theory of the rntemalization of Higher Psychological Functions and the Zone 

of Proximal Development 

Vygotslqr (1978) suggests a developmental sequence by which a child learns to 

internalize learning and knowledge. This sequence can be advanced as a theory of the role 

dialogue plays in the learning of any novice. I shall demonstrate this by using exemplars 

&om the student-teaching situation in a reprise of Vygotsky's argument. In the 6rst 

instance an underlying assumption of the theory is that meaning is constructed about 

objective situations by the people who surround the child. In the case of adult 

socialization, as I have already discussed, there is also the issue of agency (Gehrke, 1991; 

Dodds, 1988). Adults have agency in then* socialization and thus I would modify 

Vygotsky's conditions in adult cases to say that meaning is constructed by the people 

around the novice in collaboration with the novice. 

At first the novice or student-teacher in the teaching situation beg^ to act. 

Through her reflection-in-action on her knowledge-on-action, reflection-on-action in 

concert with peers, supervisor acting as coach and co-operating teacher, and her 

subsequent experimental attempts to resolve problems of practice she begins to gain some 

'practical intelligence, voluntary attention and memory' for what appear to her to be 

important aspects of the situation (p.57). The mterpersonal process that she is 

participating m with others becomes an intrapersonal process as the scaffoldmg n the 

external dialogue becomes her own schema for creating understandings and designing 

trials for subsequent knowledge-m-action. "Aspects of external or conununicative 

speech...become the basis of inner speech" (Vygotsky, 1978, p.57). Thus, her fimction as 

a reflective practitioner appears &st on a social level as she reflects m outer dialogue with 

others, and then on an mdividual level as this dialogue scaffolds her inner conversation 

with the materials of the teachmg situation over which she is deliberating. Inner speech 
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does not signify inner representations of previously held dialogue, but rather the interface 

between social language and private language. Developing refinement of the 

student-teacher's acquisition of cultural forms of language will modify her mner speech 

correspondingly, giving her more culturally appropriate ways to transform her private 

language to articulate her knowledge to herself. Finally, as a result of prolonged 

development there is the internalization of what are essentially cultural forms of behavior, 

in this case reflective practice(p. 57). Thus, the dialogue may be seen to take place in the 

zone of proximal development and the student-teacher becomes able to see and to know 

about the classroom in culturally specific ways through her collaborative formulations with 

the supervisor acting as coach. 

Garmston's Theory of Cognitive Coaching 

In Cognitive Coaching the participants of the dialogue are a teacher with fiill 

responsibility for her own classroom, and a person who stands in some kind of evaluative 

role, such as a supervising teacher or principal. This person is trained under the Cognitive 

Coaching theory to be a coach in the sense described below. This is rather different to the 

coach in Schon's model, m that the object for reflection is the teacher's thought rather 

than her practice. Garmston, Lmder and Whitaker (1993) define cognitive coaching as 

follows: 

"Cognitive Coaching...supports teachers' existmg strengths whfle expanding 
previous^ unexplored capacities. Cognitive Coaching is a process durmg which 
teachers explore the thmkmg behind their practices. Each person seems to maintain 
a cognitive map, only partialfy conscious. In Cognitive Coachmg, questions asked 
by the coach reveal to the teacher areas of that map that may not be complete or 
conscious^ developed. When teachers talk out loud about then: thinking, their 
decisions becooK clearer to them, and their awareness mcreases" (p.57). 
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The phases of Cognitive Coaching, pre-conference, observation of lesson by 

coach, and post-conference are for the sole purpose of assisting the teacher to become 

more reflective about her teaching, rather than for the coach to evaluate her. 

Consequently, the coach doe not provide answers but uses a Socratic style to attempt to 

elicit introspection from the teachers. In Garmston, Linder and Whitaker's (1993) study of 

their own coaching experience in which Garmston acted as coach to the two others who 

were teachers for four months, one of the ^tors which inhibited honest disclosure of 

reflections at the outset was the lack of trust in the relationship each teacher had with the 

coach. The project lasted four months and discussions of the results m terms of changes in 

these teachers' thmking are framed in terms of a nascent change. 

Most student-teacher field experiences are a matter of weeks long. There is the 

distinct possibility that hoping to see changes in reflectivity revealed in Journals of such 

short duration is, at the very least, optimistic. Dyer and Fontaine (1995) discuss the 

outcome of a cognitive coaching mtervention m a school district's supervisory policy. A 

principal (Fontaine) was trained in cognitive coaching techniques in a session facilitated by 

his co-researcher Dyer. He then used the new technkiue with the teachers in his school 

instead of the more traditional clinical supervision and evaluation approach he had been 

using hitherto. The mam obstacle to success was the lack of trust teachers felt in hm and 

the process. However, with the passage of time, a marked effect was felt by teachers and 

withm a year of making cognitive coaching the exclusive supervision mode there was a 

significant eflfect on pupQ achievement at the school. The teachers and the researchers 

attributed this change to the mcreased reflectivity and selfk;onsck>usness wrought m the 

teachers by the Cognftwe Coaching process. Cognitive Coaching structures the form of 

the dialogue and sets the evaluative supervisor in the role of fiicilitator rather than source 
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and/or adjudicator of'correct' answers. Central to this model of coaching is dialogue once 

again. 

Relationships Which Facilitate Educational Dialogue 

Each of these theoreticians (Schon, Freire, Vygotsky, and Garmston) stress the 

importance of aspects of relationship in their models of educational dialogue. The 

foundation of trust in the Cognitive Coaching model of teacher supervision has been 

mentioned above. Schon (1988) suggests that the uncertainty brought about by a student 

teacher having to act as if she knows something she does not know may cause her to be 

defensive, especially in dialogue with a professional coach who she perceives as 

possessing the knowledge she seeks. He suggests that this defensiveness will undermine 

the reflective coaching dialogue. The answer, he concludes, lies b the collaborative nature 

of the research that the pau: are to do on the student-teacher's reflection-on-action. Schon 

represents the relationship of the coach to the student-teacher and the content of her 

reflection thus: 

COACH [TEACHER(KIDS' PHENOMENA)] (Schon, 1988, p.22) 

The coach's responsibility is to help the student-teacher see that the objective of 

the reflection-m-action and the reflection-on-action ri which they are both engaged is to 

better understand and formulate responses to the 'kid's phenomena'. The research 

coQaboration implies that neither hold the right answers but just ideas and thoughts based 

on thev research together for foture atten[q)ts to solve the problem. The ami therefore is to 

help student-teachers to see their own practice as source material for the devek>pment of 

thev fiiture practice. 

Freire's work (1972) with aduh students and their teachers also suggests an ideal 

of collaborative partnersh^ m the socM construction of knowledge. Each party to the 



pedagogical interactioa must come to the conversation with respect for the other and an 

acceptance of the dialectical nature of truth. Friere developed these themes in later work 

(1998) with reference to teachers and chfldren. Here he speaks of the importance of the 

teacher's willingness to set parameters for the learning experience, instigating order such 

that the children are clear about the bounds of their freedom to think and to know. In 

these moments of setting boundaries the teacher must talk to their pupils. However, these 

moments are interspersed with times when the teacher talks with pupils, exploring with 

them topics of interest to them both. According to Freire, the teacher should not always 

im'tiate discourse. Children must know that their interests are respected and known to their 

teacher. By listening to the children the teacher will come to know about their lives as well 

as about their knowledge and their ways of knowing. In so doing the teacher can modify 

her contributions such that she is better heard by her pupils. 

For Vygotsl^ (1978), the essentials of the relationship which facilitates the 

ultimate internalization of cultural forms of behavior must inchide attention by a more 

experienced cultural member to the approximations of the novice. In his example of the 

child learning to point, if the mother does not make meaning of the child's gestures then 

she cannot demonstrate the potential of his gestures to him through her responses, and he 

cannot begin to conform bis behavior m order to manipulate his environment. In the same 

way if the supervisor acting as coach does not care enough, or make time enough, or 

know the student-teacher well enough to make meanmg of her mitiations (gestures), then 

the former's responses will lack useful mformation about the cultural short&Us to the 

mitiations, and the student-teacher will remam ignorant of how to conform her ways of 

seemg and knowmg to those of the culture in which she is clanning membership. 

Vygotslgr's concept of the zone of proximal development is also essential to this 

discussion (Vygotsky, 1978). If the supervisor acting as coach does not give sufiScient 
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attention to assessing the student-teacher's current stage of development, neither can 

appropriately act within the zone of proximal development, defined as " what the child 

[student] can do with the assistance of others" (p.85). This notion echoes Schon's 

discussion of collaboration as a critical characteristic of educational dialogue, and implies 

Friere's notion of the supervisor as coach guiding as opposed to leading the way to the 

solution of educational problems. Bolin (1988) suggests that VygotslQ '̂s notion of 

modeling and social dialogue being instigators of development that might not otherwise 

have taken place so soon, are helpfiil when looking at ways supervisors as coaches can 

help student-teachers deliberate about their teaching. In her study of the dialogue journal 

exchanged by a student-teacher with his university supervisor during an field experience 

she noted that cognitive dissonance promoted reflection and that it was in the 

problematizing of the taken-for-granted by the university supervisor that stimulated 

unforeseen growth in the student teacher. Vygotsky (1986) also assumes that dialogue will 

take place between partners who can make assunq)tions about sharmg some knowledge of 

the content of the exchange. The actual speech m the dialogue only signifies meanings of 

which both partners are fiilly aware. 

Other writers have also written of the relationship within which effective 

educational dialogue can take place (Burbules, 1993; Noddings, 1991;1984). Burbules 

(1993), suggests that dialogue is not a form of communication event, rather it is a social 

relation in which there is a willmg partnership and cooperation m the &ce of likely 

disagreements, confiisions, &ilures, and misunderstanding. Persisting m this process 

requires a relation of mutual respect, trust, and concern" (p.l9). Once the two participants 

in the dialogue have committed to the partnership they cease to be discrete individuals and 

become "relational selves" (p.21) hi the shared pursuit of meanmg, a process through 

which each may come to think beyond where he or she was thinlring before. 
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Noddings (1984) suggests that partners in dialogue can be '̂ ed beyond the intense 

and particular feelings accompanymg our own deeply held vahies, and beyond the 

particular belief to which these feeUngs are attached, to a realization that the other - who 

feels intensely about that which I do not believe - is still one to be received" (p. 186). 

Noddings (1984) goes on to suggest that restructuring of schools would allow teachers to 

take roles as advisors and counselors of their pupils in deepening caring relationships 

rather than just 'imparters of knowledge' to children onfy superficial^ known. In 

Noddings' (1991) discussion of the relationship in which interpersonal reasoning is 

embraced, she states that the underlying attitude is of "care and solicitude" (p. 160). This 

caring is exemplified by moves to praise, compliment and give attention. Flexibility m 

personal objectives is also essential as the primary purpose of the relation is the sustaining 

of the relation itself! without which the dialogue could not take place. 

These theories are borne out in recent studies. Fairbanks, Freedman and Kahn, 

(2000) explored IS 'mentor teacherVstudent-teacher pairs and tteir perceptions of 

successfiil mentormg through dialogue duruig monthly workshops. Additional data was 

generated through dialogue journals, interviews, and videotapes of conferences. The 

research revealed three central characteristics of a successful mentoring relationship. The 

first of these was that the student-teacher had been helped to survive her teachmg field 

experience and had begun to understand herself as a teacher. The second characteristic 

was that the combination of opportunities m the mentoring relationsh^ had created space 

for the development of a relationsh^ based on dialogue and reflection. Fmalfy, the mentor 

teacher and student-teacher built a professional partnersh^. 

In another recent study, Dever, Johnson, and Hobbs (2000) conducted a 

qualitative ana^rsts of collaboration between a 'mentor teacher' and an 'apprentice'. They 

drew their data fit>m two mentor-apprentice pairs m a formal mentormg program. The 



77 

research lasted the duration of a one year participation in the mentoring program. One 

dyad comprised a first year teacher apprentice matched with a teacher of four years 

experience acting as mentor. The second dyad matched a first year teacher apprentice with 

a teacher of fourteen years experience acting as mentor. The dyads were then set to 

co-teach a class. For a semester each pair worked together as a teaoL In the second 

semester the mentor teachers left the classroom for M-tme graduate study and only 

visited weekly to ofifer support and input to the apprentices who now shouldered the 

whole responsibility for the classroom. The researchers found that the most productive 

mentoring strategies involved mentor teachers sharing Joys and concerns with the 

apprentice, building trust through dialogue and afBrmation, and building a sense of 

working as a team. Central to both these recent studies ^ the opportunity for reflective 

dialogue between mentor teachers and apprentices, and the inductive nature of the ensuing 

conversations. 

In the next section of this chapter I will review research on educational dialogue as 

it relates to the field experience in teacher preparation. 

Conversation as a Mechanism of Inductk)n Durmg Student-Teaching 

Interweaving the theories of educational dialogue outlined above, certain principles or 

qualities of the supervisor's presence in the dialogue, if it is to fecOitate critical reflection, 

can be plainty seen. First, the dialogue must have boundaries set by the supervisor such 

that the freedom of the student-teacher to express kleas is not without the constramt of 

expectation as a disc^line (Friere, 1998). Second^, the supervisor must clarify ways in 

which she and the student-teacher are connected by common experiences (Freire, 1972). 

Thirdly, the dialogue shoukl take as its content mitiations by the student-teacher relating 

to the educational enterprise such that supervisor and student-teacher collaborate on 
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research into the children's phenomena (Schon, 1988). Fourthly, the dialogue should 

comprise of reflections from both parties (Schon, 1998; Freire, 1972). Finally, there are 

certain characteristics of the relationship within which the dialogue takes place which will 

facilitate openness and reflection such as mutual respect, listening, caring, interest, 

attention and responsiveness (Garmston, 1993; Noddings, 1991; Freire, 1998; Schon, 

1988; Vygotsky, 1978). I now review the research on inductive conversation and 

comment on these features of the dialogues that have been investigated. 

It has long been held that conversations between experienced teachers and novices 

as instances of learning through dialogue have served as an important mechanism of 

induction. Indeed, Ma (1992) and Schempp, Sparkes and Templin (1993) identify 

interactions between novices and experienced teachers as the primary mechanism of 

induction. In Yu Yi's school in Shang Hai these interactions are formalized in mentoring 

relationships that are assigned through subject matter aUiances (Ma, 1992). Thus, teachers 

who teach the same subject matter are grouped for curricuhim development purposes and 

form a working team that meets regularly. Novice and experienced teachers m these 

groups are paked with one another. In each pairing the experienced teacher serves a 

mentoring fimction, allowing her novice partner to observe her in the classroom. After 

such observations the experienced teacher and the novice will discuss the integration of 

practice and theory m relation to these experiences. Yu Yi argues that two con:q)onents of 

learning, namety the imitation of an experienced teacher by a novice, and reflective 

diabgue between the two about the experience is achieved in these mentormg 

relationsh^s although the novice often has to be shown how to take advantage of the 

opportunity (quoted in Ma, 1992). This mduction program design foOows Dew^s 

contention that novices should observe masters (Dewey, 1904). Yu Yi asserts that novices 

must be taught how to observe, on what to focus their attention, and how to recognize 



79 

and appreciate high quality teachmg. Then they must have the opportunity to reflect on 

what was observed with the experienced teacher. The initial assignment of an experienced 

teacher as mentor &om a common subject area and the emphasis on observation of high 

quah'ty teaching models implicitly indicates a primary focus on educational considerations. 

Thus, these conversations serve two purposes, to oiduct the novice into teaching culture 

by making explicit and observable the characteristics of good teaching; and to consolidate 

that awareness of the characteristics of good teaching and render transparent the process 

of teaching through promoting reflection on the models observed. Implicit in this 

procedure is that in the course of the conversation between the experienced teacher and 

novice the former will also model teacher-like ways of thinking about her practice for the 

novice who will be inducted not just into ways of being and doing but also into ways of 

seeing and talking that are teacher-like or professional. 

The new teachers mterviewed by Schempp, Sparkes and Templm (1993) revealed 

that the newcomers learned cultural codes from the more established teacher members of 

the school culture mformally, often at meetrngs. These codes comprised ways of thinking 

and acting that were meant to help the new teacher become a member by developing 

strategies that would influence her 'success and survival' at the school. The cultural codes 

were rarety explicitfy discussed with the new teachers. Rather there was an informal 

passing on of wisdom in the form of stories told about the consequences to mythical 

teachers who had not conformed, and the way 'it is done' or 'not done'. These cultural 

codes were less to do with what to do and how to do it so much as "when a difference of 

perception or assunq>tk)n occurred" (p.458). Thus the cultural codes were more 

concerned with an "kleology of professranalism" (Gmsberg, 1987). 

Foucault (1977) called these cultural codes or ideologies "regimes of truth", 

referring to the cultural controls on appropriate topic and tone of conversations in certain 
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contexts as mentioned in Chapter 3. Schempp, Sparkes, and Templin (1993) characterize 

these regimes as "fundamental codes of culture that govern a society's discourse, modes 

of interaction, and values....they inform members as to what can be said and what must be 

left unsaid, which practices are acceptable and which are unacceptable, and the criteria for 

distinguishing between truth and error" (p.449). However, Guinier (1997) in her study of 

women and people from minority cultures becoming lawyers, notes the difficulties novices 

experience when onty exposed to these codes in informal settings. She found that when 

novices were exposed to cultural codes in archetypal situations such as courtrooms, 

lecture theaters or simulated legal scenarios they felt more confident in wielding cultural 

knowledge than when they were m less formal settings such as social occasions where they 

mbced with experienced professionals who wielded their cultural knowledge m 

unstructured ways which were not easily observed. 

The implication of the notion of regimes of truth and the struggle of novices to 

gain proficiency in conforming is that, in the attempt to become fluent and the desire for 

approval and acceptance (for the mconspicuousness of belonging) reflection-on-action is 

an important tool in the process of acquHng of culturally acceptable practices. However, 

critical reflectk)n is lost m the struggle to fit in. Thus, exchanges between novices and 

experienced cultural members may serve to reinforce rather than challenge the current 

structures and processes of the culture. If the objective of teacher educators in teacher 

preparation programs is to promote not only reflection-on-action but also critical 

reflection then a different kind of conversation must be encouraged between novices and 

experienced professionals. One in whkh novices are invited to reflect on, question, and 

chaflenge the statiis quo by the risk-taking of the experienced teachers wfth whom they are 

conversing (Brazee & Tomkiewicz, 1991). 
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Problems Faced by Teacher Educators Facilitating Reflective Dialogue 

Although my primary interest is in pre-service teacher education, there are some 

common experiences among pre-service and inservice teacher educators. Consequently, 

where relevant, studies and accounts of inservice teacher education and induction 

programs are included in this review. 

It is perhaps one of Foucault's regimes of truth, in many circles of the professional 

world of teaching, that if something can be learned then it can also be taught, leading to 

somewhat behaviorally stated goals in some teacher education programs. Yu Yi argues 

that the goal of teacher induction programs is to foster the acquisition of emotional and 

practical knowledge through both the imitation of experienced teachers, and reflective 

dialogue between experienced teachers and novices (Ma, 1992). Blair-Larsen and Bercik 

(1993) state that induction has, as one of its goals, the ofiering of "instructional and 

interpersonal support, thus fostering both professional development and retention as a 

teacher" (p. 18). 

Schempp, Sparkes, and Templin (1993) found that induction outcomes had less to 

do with education of children and more to do with the new teachers' adaptation and 

performances in school culture. To be sure, education of chOdren played a part in this 

performance, but novice teachers perceived classroom management and child-wel^, 

expectations regarding participation on committees, and attitudmal norms to be more 

important to their success at the school and job retention than, for example, subject matter 
I 

competence. Holmes (1990) found that in student-teachers' professional concerns relating 

to the mtegration of theory and practice or developing reflectwe attitudes were 

considerably less miportant to them than to their university supervisors. The 

student-teachers were more mterested in the nitty-gritty of classroom life; classroom 

management and control of children in particu^. Were the university supervisors 
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attempting to provide feedback on what they knew would be important issues to 

cooperating teachers in the student-teacher's field experiences and subsequent 

workplaces? Or, despite their professed goals of integrating theory and practice in direct 

instructional arenas, were they actually also engaged, however covertly and perhaps 

unconsciously, in a direct process of mduction to the concerns of teacher culture as 

distinct from the ideology of the teaching profession? 

From Freire's (1972) point of view these conversations must be described as 

remarkably uncritical of school structures with the student-teachers united with their 

respective cooperating teachers in the struggle to find strategies for survival within 

received structures by conforming to them. It does not seem that the cooperating teachers 

in this case were involved in encouragmg the student-teacher to challenge the structures 

by which she was feeling so oppressed, and neither was the college supervisor. 

If this is so, then an ethical question u raised. Schempp, Sparkes and Templin 

address it in the discussion of their study (1993): What about the nnportance of the 

education of children? These researchers' concern is that the induction of student-teachers 

is too heavily weighted towards professk)nal concerns that relate to systems of the 

institution, to the micropolitics of silence and change, to conformity to a status quo, all of 

which is nivolved m. the adult world of'The Job' rather than the children's workl of 

education. The Schempp, Sparkes and Templm study was carried out m three large public 

schools. The school structure described by the three student-teachers is remmiscent of that 

found in other studies (e.g. Fine,1991; MacLeod, 1987). One forms a clear impression of a 

monolithic institution existmg quite mdependentfy^ of mdivklual teachers or children when 

readfflg excerpts from the mterviews conducted by these researchers. 

There is an emergent dichoton^r of adult-centered and child-centered concerns of 

student-teachers. Adult concerns of survival as a professional withm the institution are, in 
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composition, personal, immediate and shared amongst the group of professional peers. 

The individual teacher is held responsible for her behavior in this area by that same peer 

group and it is upon them that her survival depends when being held accountable for 

schooling outcomes by the wider community. This wider society represents the group 

from which teachers are drawn. However, in the stress of the classroom inter&ce the 

teacher may identify more with teacher culture than with the wider culture from which she 

hails. While the school's stated objective is the 'education' of children (a chfld-centered 

concern), notions of how that education is to be defined and how schooling is to be 

conducted are not in &ct invented by the school, or the teachers who work there. Instead 

they are proposed by groups currently in power in the wider community which are 

somewhat removed from the actual inter&ce of schooling in classrooms. Nevertheless, 

these groups hold teachers accountable for meeting their objectives for education. In 

addition, these groups have representation m the institution embodied in their group 

members' presence in classrooms as teachers and as parents, and are also represented by 

governmental involvement m public educatioiL Of parents, teachers and governmental 

mterests the latter exert by far the most influence over public educational policy. 

What seems to emerge from the research on novice-experienced teacher 

conversations then is that, for the mdividual teacher, unmediate, adult-centered concerns 

of acceptance and shelter in teacher culture almost entorely eclipse the espoused 

child-centered goals of the wider society of which she is also a member. 

Several researchers have explored this finding and suggest an almost 

developniental series of stages through which new professionals move as they become 

members of their professional culture (Lashley, 1989; Gehrke,1991; Pichert & Elam, 

1985). Along with an evohition of content throughout the stages described by several 

researchers inciudmg Feiman-Nemser and Floden (1986) and Brufaacber, Case and Reagan 
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(1994) where new teachers are, at first, scrambling for survival in the classroom. Their 

struggles revolve around classroom management and organization of materials and lessons 

with the personal objective of being in control holding sway over the desire to be effective. 

Eventually, through a combination of increasing competence and the realization that 

competent classroom management is somewhat dependent on pedagogical competence, 

the impact of their behavior on their pupils begins to be more important in their 

reflections. Finally, they become interested in the other &ctors that influence the growth 

and development of children, and the contexts of learning and teaching in schools 

(Brubacher, Case and Reagan, 1994). However, I would argue that there is another 

difference between expert and novice thinking and concerns, one that is marked by their 

abilities to differentiate aspects of their experiences in their reflections on them. 

Borko, Lalik and Tomchm (1987) reviewed the non-interactive journals of 14 

student-teachers to investigate student-teacher conceptions of successful and unsuccessful 

teaching. They found that although the conceptions did not change across the year of the 

study there were marked differences in the criteria used by 'stronger' and 'weaker' 

student-teachers. The discrepancies were most wide in the case of unsuccessful teaching 

experiences. The student-teachers were asked to reflect on one successful and one 

unsuccessful lesson in their own teaching each week. Themes were extracted and 

subjected to a rigorous qualitative analysis. In their literature review Borko et al note that 

previous studies mdicated that preservice teachers had few categories of concern when 

compared with experienced teachers. My observation of their data is that the categorks 

overlap to such an extent that it might be more accurate to characteriK the experienced 

teachers' concerns as snnilar but more differentiated. For example, the researchers note 

that concerns about the task or learning activity accounted for some 25% of the preservice 

teachers' mterests. In contrast experienced teachers thought about "modifymg the lesson. 
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pacing the lesson, facts and ideas in the content of the lesson, achieving the objectives they 

wrote in their plans, and materials they used in their lessons" (p.78). These factors might 

be components of the preservice teachers' concerns although they may have been too 

inexperienced to know how to unravel their experiences and isolate their difficulties. 

To return to Freire (1972), his model offers suggestions for the transformation of 

interactions between experienced teachers and novices such that the former comes to 

conceive of herself as a teacher-student; a person who is also learning in the setting. In 

such a case concerns about 'how it is done' may yield before propositions by either party 

regarding 'how it might be done'. In the process of such problem-posing the experienced 

teacher must come to see the novice as a student-teacher; in Freire's parlance, a person 

from whom, and with whom, she can learn. Problems are posed by teacher-students who 

are learning alongside student-teachers and the teacher/student relationship is transformed, 

making the experienced teacher a leader of reform rather than an agent of the oppressive 

status quo. The novice becomes jointly responsible for the reflective and professional 

interaction process. The problems posed in the conversations could therefore be anned at 

revealing oppressive structures which also might ^lude Schempp et al's 'cultural codes' 

perhaps, or Foucault's 'regimes of truth', as limiting conditions to be overcome or 

circumvented rather than the true or inevitable nature of reality. Such a perspective would 

empower the alliance of veteran teachers with novices to see themselves as transformers 

of reality through thev collaborative professional enqu^, reflection, and subsequent 

actions. 

"Problem-posmg education a£&ms men [sic] as beings m the process of becoming 
- as unfinished, uncompleted beings in and with a likewise unfinished 
reality". (Freie, 1972, p.56-57) 

Freire goes on to discuss the specific nature of the dialogue necessary in such 

transformational mteractions. He takes the Tolstoyan view that epochs exist m human 
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history and constitute the context in which dialogue can take place. Epochs are delimited 

by the complex of ideas, concepts, hopes, doubts, values, and challenges strivmg towards 

fulfillment. The representations of these notions and principles constitute the generative 

themes of the epoch. The interweaving of these themes is the thematic universe of that 

particular epoch. Freire's model indicates that dialogic relationships must operate between 

novices and experienced teachers, as distinct &om lecture-style interactions where the 

experienced teacher imparts and the novice absorbs. Within such a web of the trustmg and 

respectful relationships Freire advocates, dialogue will take place out of which will emerge 

the "generative themes" of interest to that particular group of people in that particular 

spatial, professional and temporal context. The dialogue between novices and experienced 

teachers will, to some extent, be conditioned by the thematic ui^erse although that 

universe may itself become the object of reflection and dialogue. 

Freire's theory suggests that the dialogue itself should center about the participants 

and theff actions and should act to conftont the novkes and the experienced teachers 

themselves with their uncritical perceptions of the world (or schooling in this case) and 

themselves as people without power. A second function of the dialogue is to dispel myths 

upon which the system or status quo is founded and by which it is maintained. 

Freire discusses the essential characteristics of the dialogue at length. Accordmg to 

Freire, the naming of the world and of experience is the vocation of humankind. Such 

naming is not the privilege of only a few, but of all people, who must name together if the 

act of nammg is not to rob others of the power to name. This joint naming process is 

dialogue. 

"Dialogue is the encounter between men, mediated by the world, m order to name 
the world... Jf it is in speakmg their word that men transform the worki by nammg 
it, dialogue in^ses itself as the way hi which men achieve significance as men. 
Dialogue is thus an existential necessity" ( Freve, 1972, p.61). 
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Freire goes on to state that dialogue cannot occur in the absence of love and trust 

for people, humility, interdependence, hope and faith. Participants in the dialogue must 

know that "...at the point of encounter there are neither utter ignoramuses nor perfect 

sages; there are only men [sic] who are attempting, together, to learn more than they 

knoV (p.63). The final ingredient of liberating dialogue is critical thought, for it is such 

dialogue that will generate the essential criticism of the status quo that precedes action to 

transform it. 

Friere's contentions are discussed in such detail because of the illummation these 

ideas throw on the possible self-concept and motivations of the participants in the 

dialogues between supervisor and student-teachers that are the subject of this study. Even 

so two questions arise: Is the university supervisor really synonymous, in the 

student-teacher's eyes, with an experienced teacher, given that the supervisor is not an 

actor in the world in which the student-teacher is practicing? Secondly, in a conversation 

where the express objective of the university supervisor is to mduct the student-teacher 

into teacher-like thinking, are we likely to find the kind of open, egalitarian and status-quo 

challengmg pedagogical interaction that Freire hopes for? 

Assignments Used to Promote Reflectivity 

At the heart of all assignments which are mtended to promote reflectivity is 

dialogue. Although there are several other popular assignments mcluduig philosophical 

essays (Lawrence, 1992; Yinger, 1985) and professional portfolios (Riggs et al,1997) 

which are intended to promote reflectivity, this study is focused on dialogue journals in the 

context of field experiences. 

Calderhead (1988 a,b,c,&d) explores the usefulness of the student teaching 

experience for developing teacher knowledge. He draws his data firom mterviews and 
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questionnaires with student-teachers, university supervisors, principals and cooperating 

teachers. In one study (1988a) he tried to unpack the intentions each of these groups had 

for a two week Introductory School Experience to be conducted very early in the 

student-teachers' preparation program. He found that the intention was that the field 

experience should help student-teachers become familiar with the nature of classroom life 

fiom a teacher's perspective, begin to appreciate the complexity of teaching, orient the 

student-teachers to the learning they would receive in subsequent coursework, provide 

practical examples that could be used as exemplars in subsequent coursework, and to 

encourage people not suited to the profession to drop out. Unfbrtiuiately, he does not 

describe the relationships developed among the different participants in the field 

experience. 

In a second study (1988b) Calderhead interviewed student-teachers, cooperating 

teachers, supervisors and principals on the subject of how a field experience of several 

weeks duration after several weeks of coursework facilitated professional learning. 

SupervBors were fiiistrated in their attempts to help student-teachers integrate theory and 

practice by conflicts they perceived ui their roles as evaluators and supporters. They 

noticed that the firameworks with which the students approached the busmess of learning 

professional knowledge were pivotal to the quality of the leammg they achieved durmg the 

field experience. However, supervisors found that intense and regular contact through 

dialogue journals and an accompanying semmar did much to overcome these problems due 

to the opportunities to tailor supervision to individual student-teachers' needs. 

Calderhead (1988c) drew on the data from his previous two studks to expbre the 

approaches student teachers brought to the busmess of learning to teach. He conchided 

that the field experience was essential for the purpose of making conscious the integratbn 

of theory and practice. 
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The use of the phrase 'integration of theory and practice' contains an assumption 

that there can be practice without theory, which of course there cannot. The advantage of 

reflective assignments accompanying the field experience is that student-teacher theories 

can be revealed and examined in the b'ght of experimentation in classrooms and the 

comparisons of learning theories which have been taught during preparative coursework. 

Much has already been said of the mhibiting influence of prior belief on new teacher 

development, especially of its frustrating effect on assimilation to teacher education 

philosophies. In reality these prior beliefs amount to competing theories with those 

introduced by teacher educators. Carr (1989) endorses the need for a reflective practice 

promoting teachers investigations of the "theories implicit in their practice" (p.85). 

Reflective assignments in teacher preparation are a way in to revealing these on an 

individual basis and for teacher educators to tailor their feedback and support to individual 

student-teachers. 

Chapter Summary 

In this chapter I have outlined a selection of the theories which discuss the dialogic 

relation m learning. Each theory discussed highh'ghts the importance of the quality of the 

relationship between participants in educational dialogue. From a review of the research it 

was possible to distill the characteristics of educationally &cilitative dialogue. Pr^ipal 

amongst these are that the supervisor should set a boundary of expectation about the 

student-teacher's freedom of expression; that the supervisor must disclose elements of her 

own experience which show how she and the student-teacher are connected through 

common experiences; the dialogue should take as its topk: issues brought by the 

student-teacher although it should also mvolve reflections by both participants; and 

aspects of relationship such as respect, listening, carmg, interest, attention and 
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responsiveness should be present for trust to be buQt. The role of such ^cilitative dialogue 

in the field experience was described through a comparison of the research and a 

discussion of the theories. The literature suggests that experienced teachers seem to have 

more differentiated perceptions and therefore experience of classroom events leading to 

the speculation that the supervisor providmg a model of such differentiation might be an 

important characteristic of inductive dialogue. I explore the dialogue journal assignment as 

a possible means of such educationally facilitative dialogue in the following chapter. 
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CHAPTERS 

DIALOGUE JOURNALS AS CONVERSATIONAL INSTRUMENTS FOR 

FURTHERING THE GOALS OF TEACHER EDUCATORS 

I have presented evidence from the research that teaching is a culture into which 

new teachers are inducted in Chapter 3. One of the desirable characteristics of inducted 

teachers, from a progressive point of view, is that they be reflective practitioners. The 

purpose of reflection is not merely to improve practice in unquestioning allegiance to 

educational agendas cunently set by governmental interests more allied to corporate and 

financial goals than to social and educational ones in the classical democratic sense. The 

progressive goal of reflectivity m teachers is for them to realke and wield their power as 

citizen-educators, participatmg in setting the education agenda as well as carrying it out it 

in classrooms. For schools to be truly a product of a democratic process, citizens from all 

parts of the political spectrum must participate in the relevant debates. Consequently, all 

teacher induction and teacher education programs have a responsibility to encourage the 

development of reflection m ail aspiring teacher-practitioners. 

Schon's argument for reflectivity amongst professionals has been discussed in 

some detail in the previous two chapters. I have also discussed the development of skilly 

of critique in conversation by explormg Fred's theory of pedagogical dialogue (1972). 

Dewey (1904) and Foucault's (1972) assertions of the des^bility of participatory 

democracy and citizenship have also been invoked. The product of these strands of 

argument is that active citizenship, employing not just reflection-on-action as a personal 

disciplme but also critrcal-transformational reflection as a social discipline, is des^Ie 

practice m individual members of aiQr culture. Conversation between novices and 

established members of cultures is one of the ways such citizenship may be learned. 
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However, the reflection-on-action espoused by Schon in his model of the reflective 

practicum does not necessarify allow for or encoun^e critical reflection such as that 

promoted by Paulo Freire in his model of pedagogical interactions. Reflection-in-action at 

first sight could have the limited objective of enhancing student-teacher performances such 

that they develop artistry in the employment of technical sidlls associated with their new 

profession Artistry promotes the satisfactory solution of problems in what Schon (1987) 

calls the indeterminate zones of practice (p.4). Critical-transformational reflection can 

extend this possibility &om practice to the contexts of practice and inspire professionals to 

approach the conditions in which they work critically, becoming empowered to confi-ont 

the structural assumptions of the status quo. 

For reflection to have substance the student-teacher must practice in authentic 

educational contexts (Yu Yi, quoted in Ma, 1992) with the close supervision not only of 

the student-teacher's practice but also of the meaning constructed from experiences. 

Consequently, field experiences are seen as pivotal in adequate teacher education. 

Conversations between student-teachers and experienced practitioners have been seen as a 

way to promote reflection about the integration of theory and practice. The opportunity 

for such conversation has traditionally been provided through the supervision of field 

experiences. 

Researchers fix)m the progressive canq) have argued that student-teachers are 

often assimilated into a very conservative teacher culture through their experiences with 

cooperating teachers ( Zeichner, 1980; Feiman-Niemser, 1983). To ameliorate this effect 

they advocate several courses of action, one of v^ch is to ensure a contmued university 

&culty mvolvement m student-teacher learning (Graber, 1988; Richardson-Koehler, 

1988). Creating opportunities for lengthy &ce-to-&ce kteractiondurmg which 

student-teacher perception of their field experience can be mediated by the supervisor's 
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reflections may be impractical Field experience sites may be located at a distance from the 

preparation program, and supervisors and student-teachers may have conflicting 

responsibilities militating against long supervisory visits. In addition, iace to face contacts 

may not encourage the disclosure of beliefs and attitudes. 

Thus, alternative forms of interaction have been sought. Dialogue journals have 

been introduced as a tool for commimication in many vocational courses besides teaching, 

as well as extensively across teacher education over the last fifteen years. The intention 

has been to overcome some of these problems. But, what are the grounds for thinking that 

dialogue journals can provide an opportunity for the range of reflective thinking, 

encompassing as content not only practice but also, belief and attitudes, and the context 

of educational decisions? In this chapter I will review the research fburvdation for 

considering dialogue journals as a tool for fostering reflection through interaction, by 

comparing and contrasting such exchanges with other written and spoken types of 

fflteraction and personal examinatron. I will then review the literature which describes 

various uses of dialogue journals fostering professional mduction. 

Dialogue Journals as Reflective Written Communication 

How should inductive conversation be achieved within the geographical, temporal 

and logistical constraints of a teacher preparation program? Cummins (1984), workmg m 

the field of bOingual education, suggested indivkluals leammg new langu^es can take as 

many as seven years to achieve fluency, and that a mmtmum of five years may be expected 

for reasonable linguistk and cultural competence. Can this tune fi'ame be applied to the 

acculturation of new teachers? And if so, how can th^ be prepared for achievmg cultural 

competence in con^)aratively short teacher preparatron programs? What kinds of 
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experiences will best induct them to teacher culture, or at least initiate that process, in so 

short a time period? 

Dialogue journals have been used in several professional programs to initiate the 

development of reflective practitioners (Lashley, 1989; Gordon, 1991). The claim is 

miplicit that dialogue journals are sufBcientfy similar to oral conversation that they may be 

considered to have equivalent inductive efBcacy. Before moving on I shall investigate this 

claim. 

Dialogue journals are characterized by the exchange of written commuiucation by 

at least two participants on a regular basis over a period of time. In some ways they 

resemble other modes of written communication and m others dialogue journals are more 

reminiscent of the informality of face-to-&ce conversation. 

Some of the characteristics which resemble those of conversation include the 

assumption of shared experience between participants, the fact that there are identifiable 

turns taken in the flow of interaction, and that there are clear instances where strategies 

are used to repak, clarify and elicit information (Staton (1985). However, there are also 

similarities with written communications such as the possibility for participants to plan 

utterances (Vygotsky, 1986), and to visually organize the message by means of headings 

for example (Johnson & Hoover, 1989). Unlike spoken dialogue there is no immediatety 

shared context in written diak)gue, necessitating considerable elaboration and complexity 

of language in order to provide "situational expressive support" (Vygotsky, 1986, p.242). 

However, it is in this elaborated description that prwr beliefi and perspectives may be 

revealed and cast as objects for reflection. 

Topics are generalfy mitiated by any or all of the partic^)ants. The written entries 

are kept in one place so they may be re-read and reflected upon, much as earlier 

contributions to oral conversations are returned to (Staton, 1985). Diabgue journals have 
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been used with a variety of age-groups and in a number of settings to foster relationships 

between a variety of combmations of participants (Staton, 1985; Mettler & Conway, 

1988; Lashley, 1989; Bean & Zulich, 1990). 

The bulk of the early use of dialogue journals was with children who had various 

types of difiSculty wielding spoken and written language. Studies were done on the use of 

dialogue journals with deaf pupils (Staton, 1985; Lucas, 1993), children with learning 

disabilities (Johnson & Hoover, 1989), and chfldren who were learning English as a 

second language (Peyton & Seyoum, 1989). Positive results were found in enhancement 

of instructional relationships between pupils and teachers, and elaboration of written 

expression because of opportunities for children to write without risk on topics of interest 

to them. Elaboration was measured by increasing richness in the variety of language 

functions found in the pupQ initiations (Staton, 1985). 

These issues, fluency, expression, relationships are also of concern during the 

induction process. Student-teachers must come to learn how to express classroom events 

in such a way that they can clearly see what their part is in finding solutions to problems 

that may emerge. Fluency in educational concepts and in the framing of situations such 

that all relevant details are included and irrelevancy discarded is essential to effective 

problem-solving and these skills are learned m the context of trusting relationships with 

more experienced teachers. As a result dialogue journals looked promising as a method of 

promoting induction to reflective thinking. This idea was confirmed by researchers m the 

area of personal writmg who were able to demonstrate the value of wrfting as a tool for 

leammg about one's own motivations and belief (Yinger, 1985). Richardson (1990) 

claims that practice is always embedded in theory. It is revealmg which theory is influential 

on particular performances that is the busmess of the reflection in dialogue journals. 
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Although dialogue Journals are somewhat removed from thejoumalling experience 

there are some qualities of personal journals which support claims of the efScacy of 

dialogue journals as reflective assignments. Ymger (1985) describes the writing process as 

one of learning. He utilized personal writing in his university teaching to enable aspiring 

teachers to uncover their personal educational theories. He found that the effect was to 

enhance his students' ability to evaluate other theories they encountered as they conq)ared 

and contrasted them with their own. 

Emig (1977) describes four major characteristics of writing in terms of its fimction 

for the writer; writing is multi-representational and integrative, writing incorporates 

self-provided f^dback, writing requires structure of meaning, and is active and personal. 

These characteristics of writing are realized in the dialogue journal exchange due to the 

communicative &nction of the dialogue. The writer elaborates in&rmation and thereby 

enhances memory and improves learning by creating an understanding of her encounters 

with events. In fact, the manipulation of memories of these events so as to represent them 

in words may produce a transformation of their meaning to the writer. The dialogue 

journal also provides an opportunity for the writer to converse with herself about 

experiences and perceptions as well as with the audience. The communicative purpose of 

the dialogue journal reinforces the demand on the writer's organizational skills as well as 

reflection and manipulation of meaning m the communication act and allows the writer to 

evaluate her success in so doing. 

Joumalling utilizes writmg to assunOate experience in addition to being an 

mvaluable tool of anafysis and an instrument of change. Joumallmg is an intensely personal 

and private activity. In a journal the wrfter can have the conversations that he or she does 

not dare to have &ce-to-face and alternative problem-solving strategies may be explored. 
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Such explorations can take place in the student's own time, free from the distraction of 

others (Abrams, 1987). 

Journals and dialogue journals have similarities and differences. They are similar in 

that they are reflective, by this I mean that they allow examination of experience (action 

and reaction) and sufficient removal from it for general principles to be derived from 

particular occurrences. Experience may then be contextualized in a 'bigger picture' 

allowing for problem-solving and planning. In this sense reflective dialogue journal 

exchanges are necessarily inductive. Johnson and Hoover (1989) suggest that dialogue 

journals which touch on content enhance learning also, however they advocated further 

research in that area since research to that date was "equivocai"(p.79). 

Journals and dialogue journals are different in terms of audience. A journal is 

usually written for the writer as audience. In contrast, the dialogue journal is written with 

a specific audience in mind who is not the writer. It is thus not only a record of thoughts 

and feelings, but an act of communication of those interests requiring an understanding of 

the joumalling process, both as a personal activity and as a shared experience. The entries 

are more m the nature of utterances than independent commentary and the relationship 

hinges on the quality of one responding to the comments the other has made. This is what 

makes the writing a dialogue. In addition, responses to utterances may stnnulate new 

thoughts and ideas bringing about development that might not otherwise take place 

(Vygotslqr, 1986; Bolin, 1988). 

Sometimes the writers share the context of the writing, and sometimes they do not. 

An example of shared context woukl be of classroom events in which both writers were 

involved. This distinguishes some dialogue journals from other forms of text in that 

shared context is not usual between writers and audiences. Another major difference 

between dialogue journals and other texts, with the exception of letters, is that the reader. 
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who is supposedly an active participant in the dialogue, reads in order to write and to 

respond to or influence the other writer. As we shall see below some dialogue journals 

tend only to be responsive in one direction and instead of maintaining an even exchange 

across several utterances tend to fall into initiation-reflective response couplets. 

The study of linguistics makes the assumption that "in dialogue, the two 

participants will adapt to each other's language, imitating each other's intonations and 

vocabulary, and becoming more and more accommodating and synchronous" (Bailes, 

Searls, Slobodzian, & Staton, 1986, p. 103-4). When one of the conversation partners is 

capable of sustaining the discourse in such a way that the culturally appropriate use of 

language is consistently modeled, there is almost literally a scaffold against which the less 

experienced participant can conform his or her contribution. 

Dialogue Journals Reveal Attitudes and Change 

Kretschmer (1989) mentions the development of reflectivity when he suggested 

that the acquisition of certam "cognitive styles (affective traits) is believed to be the result 

of various... interactional patterns" (p. 19) Consequently, researchers have used dialogue 

journals to access cognitive styles as well as beliefs in thev subjects. There are two 

characteristics of dialogue journals which make them particularly suitable for mvestigatmg 

attitudes and change. These are &st, the way student-teacher initiations reveal their 

personal belief and thought processes. Secondfy, supervisors in the other participant role 

can scaffold culturally appropriate thought processes, thereby mediatmg the student's 

construction of knowledge from experience. 

Bean and Zulk:h (1990) used diafogue journals exchanged between students and 

their professor to uncover change m attitudes to thefr roles as content teachers as a result 

of a content area reading course they undertook at a university mtandem with an intensive 
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field experience. The professor was able to uncover specific details in each student's 

repertoire of beliefs which could be addressed (however unsuccessfully in this instance) by 

him as he encouraged change in attitudes to content-area reading. The &ct that attitudes 

were revealed made it possible to develop more specific and individually tailored plans for 

intervention. 

This quality of reflective writing, that it reveals individual characteristics of 

students such that university faculty can structure teaching according^, was also found in 

the non-interactive Journals of 14 student-teachers studied by Borko, Lalik and Tomchin 

(1987). The researchers were interested to docimient conceptions of successfiil and 

unsuccessful teaching and how these beliefs changed over the period of a year. The 

student-teachers were required to reflect on one example of succcssfiil teaching and 

another of unsuccessful teaching each week. Although there were no changes noted over 

the research period they did notice a significant difierence in criteria used by 'strong' and 

'weak' aspirmg teachers as they discussed their conceptions. 

These studies can be set m contrast to the change noted in the dialogue journals of 

Fishman and Raver (1989) where journals exchanged between a cooperating teacher and 

her student-teacher were analyzed by the participants. Aga^ the onportance of the 

dialogue journal for revealing the personal stance of the student was paramount. Fishman 

writes, 

"If I were to help her [Raver] become more prof^ional by sorting through the 
mass of conflicting ideas, thoughts and feelings she was experiencing, however, I 
had to have access to those ideas, thoughts and feelings" (p.98) 

Fishman found that Raver's "growing professional self-consciousness... was enabled as 

weD as revealed by what we wrote" (p.98). This testimony leads inevitabfy^ to the 

conclusion that mteraction is critical to change and that the characteristics of the responses 

to the student-teacher's mitiations may bold the key to determmmg efScacy. 
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Fishman and Raver (1989) suggest that it is the experienced teacher's commitment 
9 

which is at the foundation of successilil dialogue journal exchanges. In &ct, it is the 

teacher's "models of thought and reflection, unpredictability and honesty which the 

students need" (Staton cited in Fishman and Raver, 1989). 

Kretschmer (1989) endorsed this notion when he suggested that interactions which 

&cilitated the acquisition of culturally appropriate styles are interactions in which the 

experienced participant mediates the learning of the less experienced one by framing, 

filtering, prodding and focusing him in particular ways. Kietschroer (1989), speaking of 

first language acquisition in children, warns: 

'Svhen the chOd does not receive appropriate mediated experiences, he or she may 
develop certain cognitive deficits...and an impoverished knowledgebase. From an 
anthropological perspective this represents a breakdown in the intergenerational 
transmission of information, a failure of significant others in the environment to 
flilfiU adeqiiately and appropriately their roles in orienting the child to the culture." 
(p-19) 

Dialogue Journals Foster Kducationally Facilitative Relationships 

I have mentioned the importance of the quality of the relationship in which 

educational dialogue takes place m Chapter 4. The work of several researchers and 

philosophers has been invoked to describe various characteristics of relationships in which 

educationally &cilitative dialogue is most likely to occur. Qualities emerged such as 

caring (Noddings, 1984), commitroent to shared learning (Clarke, 1997), attention (Schon, 

1987), shared apperception (Vygotsky, 1986), and shared relationship with actk)n and 

knowledge (Freve, 1972). Fishman and Raver (1989) who shared in a dmlogue journal 

durmg Elizabeth Raver's student-teaching experience reiterated the nnportance of these 

qualities in their exchanges. Although Fishman was an experienced cooperating teacher 

there were moments when the dist^tion created by experience was lost as the 
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participants co-constructed knowledge in their interactions. Unusually, in this situation 

both women had their own journals and exchanged them with each other. They found that 

their journals served three primary purposes; they constructed new knowledge at the same 

time as consolidating what they already knew; initiated Raver into the teaching profession; 

and served to promote understanding and shaping of the experiences of both participants 

such that they were able to evaluate and influence events instead of simply being affected 

by them. 

"Our journals brought insight, complexity, and stability to what could have been a 
superficial, one-dimensional, mechanistic relationship, thereby increasing the 
personal and professional value of the experience for both of us" (p.92-93). 

In contrast. Bean and Zulich (1992) explored the dialogue journals exchanged 

between one of the researchers and student-teachers m conjunction with a content area 

reading course and its related student teaching practicum. Three journals were reviewed 

and a content analysis of the professorial comments was completed. In spite of the &ct 

that the professor utilized strategies of extending thoughts, complimenting the 

student-teachers on their performances, and acknowledging their skills and talents the 

dialogues became initiation response couplets rather than an organic dialogue between 

two coUegial participants. The researchers concluded that sel^disclosure on the part of the 

professor was missing as an important element in establishing trust and reciprocity. 

Although the professor's age is not mentioned relative to that of his student-teachers, the 

journals were exchanged with women students. Such dyads (i.e., male professor: female 

novice) have been found to be the least effective m mentormg collaborations as reported in 

the review of research by E)ever, Johnson and Hobbs (2000). Bean and Zulich drew 

heavily on Tannen's concept of asymmetry in relationships to understand their results. 
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Dialogue Journals Promote Reflection 

Increasingly researchers have focused on the quality of teacher response to student 

initiations in dialogue journals (Abrams, 1987; Gordon, 1991). In addition researchers, 

enqumng into the antecedents of reflectivity as they struggled to facilitate it in those to 

whom it did not come naturally found that reflectivity rested on a basis of self 

consciousness. Consequently, other assignments have been investigated as having potential 

for promoting self-consciousness. These assignments included creating professional 

portfolios (Riggs et al, 1997)), writing essays to develop professional and educational 

philosophy (Yinger, 1985), case study (Carter, 1987), and writing reflective lesson plans 

(Dyer & Fontaine, 1995). 

However, other researchers have found much less growth in non-interactive 

assignments (Borko, Lalik, & Tomchm, 1987). In this study Borko, Lalik and Tomchin 

reviewed the non-interactive journals of 14 student-teachers to investigate student-teacher 

conceptions of successful and unsuccessful teaching. The student-teachers described 

successfiil and unsuccessful lessons on a weekly basis, and assessed their own professional 

development in journals which they kept throughout a year-long teaching practicum. The 

researchers found that conceptions of success and lack of success did not change across 

the year of the study. The lack of change found m non-interactive journals when compared 

with the opportimities offered in mteractive journals leads to the hypothesis that there is 

something uniquely potent m dialogue that &cilitates the awakening to a particular 

perspective by one participant of the other. 

"Dialogue journal writmg, written mteraction between teachers and students, gives 
students the opportunity to write about topics of thev choice, to focus prmiarity on 
the meanmg of what they write rather than on its form, and to write to an audience 
who is known and who responds to their ideas rather than evaluating what they 
have said or bow they have said it" (P^on & Seyoum, 1989, p J10) 
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Although the authors were writing of dialogue journals used with children learning English 

as a second language, this passage describes well the singular characteristics of dialogue 

journals as assignments. The researchers noted that the teacher not only modeled grammar 

and syntax but also more informal uses of language such as manners of self expression and 

thought processes. It is this quality of the journal which allows thought patterns to be 

revealed on both sides which makes the dialogue such a powerful inducting tool. 

The power of interaction to bring about induction to fluency has been well 

researched in flrst and second language acquisition. In the teacher induction studies it has 

seemed that enculturation has been a less straightforward process than language 

acquisition in children due to adults' agency in theur own socialization (Zek;hner & Gore, 

1990). Thus, induction is not a simple one-way process of teaching and learning where the 

teacher educator reveals cultural^ appropriate knowledge and the student-teacher absorbs 

it. Rather, there is a constant negotiation process that is taking place such that 

acculturation is mediated by the previous experiences and beliefs of the aspiring teachers 

about teaching and themselves as teachers as they are revealed to them in reflection on 

knowledge-in-action. 

Borko, Lalik and Tomchin (1987) stated that student-teachers brmg beliefs about 

teaching to then* teacher preparation programs that may not change much durmg their 

studies. However, the field experience allows student-teachers to "translate and adapt this 

declarative knowledge into a system of procedural knowledge...to operationalize the? 

conceptions of teaching" (p.89). Many researchers endorse this notion of previous belief 

bemg nnmensely infhiential m developing professwnals (Calderhead, 1988b; Bean & 

Zulich, 1990)). These researchers all cite Lortie's notion of an "apprentkeship of 

observation" (1975). Bean and Zulich (1990) studied three student-professor dialogue 

journals, one each from the disc^lines of English, Agriculture, and Mathematics. The 
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researchers found the university's emphasis on the importance of content-area reading was 

undermined by the students' prior beliefs, their experiences with reading, their 

apprenticeship experiences at the field experience including subject area sub-cultures in the 

teaching culture to which they were exposed during their field experience, although the 

extent to which each of these factors affected integration of "content-reading concepts 

with students' individual schemata for teaching" (p. 177) was highly variable across the 

three cases. 

However, given the integration process which undoubtedly takes place during field 

experiences, the student teaching assignment seems to be a site of considerable potential 

for influencing the translation process ui ways that will foster attitudes held as desirable in 

professionals. Dialogue journals have been extensively used to foster reflection in 

student-teachers during theur field experiences. The bulk of research on the use of dialogue 

journals in teacher preparation has been on their use in conjunction with field experiences. 

Bolm (1988) investigated the exchange of a dialogue journal between a single 

student-teacher and his university supervisor in a program of teacher education Bolm 

d^ted. Intentions for the dialogue journal m this program were described as bemg that 

the student-teachers should write daily reflections on teachmg raising questions out of 

their experiences; and also weekly reflections on teaching, supervisor meetings and 

seminars to integrate learning. Supervisors in the program had already noticed that 

supervisor comment often became the basis of lengthy dialogue. The stated intention by 

&culty was "for supervisors to engage students as persons, mviting an interactive process 

that promotes mutual growth" (p.SO). Supervisors also intended to encourage 

introspection while the student-teacher benefited fix)m supervision support. In the stutfy 

the s^e diak)gue journal used was supplemented by mterviews with each particq)ant. 

Bolm sought to explore ways the student-teacher could be helped to deliberate about his 
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teaching. She found that reflection took place where there was cognitive dissonance and 

conflict. Bolin also suggested that situations where conflict arose presented opportunities 

for growth. "Ambiguity creates dissonance, a disequilibrium, making problematic the 

taken-for-granted" (p.52). She tied this process to Vygotsky's zone of proximal 

development. Bolin followed Vygotsky by recognizing that, through modeling and social 

dialogue, characteristics and skills may be developed before they might otherwise have 

emerged developmentally. She also suggested this function of the supervisor is less 

providing a model and more becoming part of the student-teacher's internal dialogue. 

In order to foster this cognitive dissonance Bolin recommended that, at some 

pomt in their preparation, asphing teachers be placed with cooperating teachers with 

whom they might not agree. Bolm argued that such cooperating teachers should be very 

articulate about their own philosophy and practice creating what she calls an "optimal 

mismatch" (p.53) between student-teacher and cooperating teacher. The result of this was 

the student-teacher was to be challenged to reflect on his or her own values. Calderhead 

(1988b) studied the dialogue journals of 10 student-teachers and supplemented this data 

with interviews with the student-teachers, and their associated head teachers, cooperating 

teachers and university supervisors as he attempted to ascertam the value of the field 

experience in terms of professional learning. He found that until student-teachers were m 

situations of conflict or difficulty they tended to be less reflective. 

One of the problems with the relationship between university supervisor and 

student-teacher m practkum experiences is that often supervisors are seen to be operating 

in a virtual or ideal world of teachmg which is ^levant to the real world of the practicum 

classroom (Calderhead, 1988b). The result is that supervisory mput is discarded by 

student-teachers m &vor of the cooperating teacher's (possibty more conservative) 

feedback. FeunanrNemser (1983) suggests that student teachmg experiences may be 
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miseducative and that caution must be used by teacher educators to ensure that program 

intentions are fiilfilled. Feiman-Nemser and Buchman (1987) state that the university 

supervisor's role is to 

"help the student teacher relate the specifics of the classroom to larger fi^es of 
reference such as disciplinary knowledge, societal mandates, research on teaching, 
a broad view of learning to teach...the supervisor can connect foundational 
ioiowledge to particular actions and decisions and reinforce important concepts 
and orientations fi-om the program" (p.272) 

Calderhead (1988b) found that the intensity of dialogue with university 

supervisors made possible by the dialogue Journal went a long way to overcome problems 

of program goals beuig undermined by field experiences. In the course of his research 

Calderhead found that, prior to using dialogue journals, supervisors felt that their feedback 

to student-teachers was often dismissed on the grounds that supervisors lacked familiarity 

with the particular setting. In addition the supervisors felt that their concerns seemed 

obscure to the student-teachers and that they were unaware of problems supervisors 

identified. Using dialogue journals had enabled supervisors to establish relationships with 

the student-teachers such that these difBculties had been surmounted. 

Drawmg on knowledge of the scaffolding function of the utterances of experienced 

participants in cultural interactions, researchers have focused on the style and strategies of 

the more experienced participants m dialogue journal exchanges (Bailes, Searls, Slobozian, 

& Staton, 1986). Special attention has been given to the experienced participant's use of 

response strategies to elicit cultural conforming m their less experienced partner. Abrams 

(1987) noted four major strategies that seemed to influence quality and quantity of output 

m students m her survey of the use of dialogue journals with second language learners 

with theff teachers. First, teachers writing the same amount as the pupils seemed to be 

associated with lengthkr student texts. Second^, she discovered that when teachers 

refi'anied from comment on structure and form, Imguistic ruk-takmg and pupfl attempts at 
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discussing complex content increased considerably. Thirdly, dialogues were more 

successful when pupils were exclusive^ responsible for initiating topics, giving them 

control over content. Finally, it was noted that when the teacher modeled structures and 

spelling the pupil eventually started to achieve more accuracy with those same features. 

Peyton and Seyoum (1989) studied the dialogue journals exchanged between one 

experienced teacher of English to pupils with limited English proficiency and 12 of her 

pupils in sbcth grade. Sbc of the twelve children were Asian, and the other sbc were Latino. 

The group were also evenly divided by gender. The pupils could also be differentiated by 

language proficiency as measured by tests in addition to the teacher's observation. The 

chQdren wrote for some 10-15 minutes each day with a three sentence minimum 

contribution. The researchers noticed that teacher utterances in dialogue journals were 

either characterized by requests for a reply fi'om the pupils, or by 'personal contributions'. 

Direct requests were considered to mchide any kind of question, where personal 

contributions covered a variety of strategies mcluding statements of personal or general 

&ct, opinions, thanking, evaluating, predicting, acknowledging, or giving directives. They 

found that the teacher elicited more language when she responded to the children's 

initiations than when she requested a response. Although requests for responses nearly 

always elicited responses they did not necessarily elicit more writmg. Usually, her 

questions appeared to be more embedded m her personal contributions to the dialogue. 

When the teacher and the child were interested in the topic and the teacher made personal 

contributions, the length and complexity of the utterance increased. Interestmgly, ahhough 

the children with "higher" language proficiency tended to write a little more than those 

with "less" language pro&iency, the difl^nces were not found to be statistical^ 

significant. The researchers concluded that characteristks of &cilitative responses by the 

teacher included a high level of personal contributions of either information or opinion on 
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topics the child found interesting. The dialogue in the journal was different than most 

dialogue m educational contexts. In this situation the teacher "acted as supporter and 

sustainer of student participation rather than as an mitiator and prompter of it" (Peyton & 

Seyoum, 1989, p.329). Abrams (1987) after observing the dialogue journal project led by 

Jana Staton at Gallaudet University offered several suggestions for facilitative teacher 

responsiveness in dialogue journals. These included writing ai a conversational rather than 

formal letter-writing style, keeping contributions about the same length as the pupils', 

responding direct^ to the pupils' messages in order to establish respect leaving the 

introduction of new topics to the end of the entry, and restricting questions only to those 

where the answers were of genuine interest to the teacher. Following on from this Abrams 

thought the pupils should, at least initially, be the prnnary aistigators of topic choices, 

foreshadowing the Peyton & Seyoum finding (1989) that pupils would write more about 

topics in which they were interested. Abrams also encouraged straightforwardness in 

responses so that reasons for discomfort with topics were made explicit and uncertainty or 

ignorance revealed. 

Dialogue Journals Facilitate rnduction 

Dialogue journals look promising as a means of enabling teacher educators to meet 

induction goals. Lashley (1989) used dialogue journals with her student community nurses 

and noted that the student nurses found new ways to thmk about the elderty m the course 

of the dialogues journals exchanged with then: nursing education supervisor whilst 

engaged in nursmg practkums. Lashley used processes that Staton (1985) had observed m 

dialogue journals to foster reflectioiL One such process was scafifokling or modeling. 

The scaffolding or modelmg of language in diak)gue journals was &st identified 

when their use hi second language leammg environments was studied (Peyton & Seyoum, 
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1989). It is well known that the modeling of a culture occius with the modeling of 

language and that initiates into new cultures and languages often receive such models 

through the scaffolding of native members. This scenario can be direct^ appb'ed to the 

case of the student nurses in Lashley's study (1989) and to the student-teachers in this 

study. In both cases, novices were claiming membership in the professional culture 

through thenr conversations with experienced professionals from those cultures. Lashley 

observed a change m keeping with a more professional way of thinking about the elderly. 

In the dialogue journal the novice has the opportunity to observe conscious 

models of professional discourse provided by the more experienced participant. As with 

any language this professional discourse has its own idioms and coOoquialisms, those that 

frame the regimes of truth discussed by Foucault (1977). Thus, there is a clear indication 

that dialogue journals can serve this secondary inductive function (besides the inductive 

function of the reflection outlined above) of gradually initiating novices into professional 

ways of seeing and then talking about experience. 

The dialogue journal process as a strategy for promoting reflectivity is supported 

by educational research and theory in two areas of relevance to the current study. First, 

using language in writing or speech is a purposeful social action in a context. More than 

simpiy knowing the right words it also requires that the words are combmed m a way that 

realizes the communicative mtentions of the participants. Perceptions are framed with 

mcreasing accuracy by novices m particular forms of discourse consistent with 

professional parlance. Dialogue journals offer experienced professionals the opportunity to 

scaffold professional ways of framing experience to novices. 

Second, some of the conditfons under which second languages can be acquved are 

that mteresting and relevant language is made available for the learner to read; that 

opportunities are ghren for the learner to clar^ ideas; and that the focus is not on 
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accuracy but on meaning and communication thus promoting risk-taking (Peyton & 

Seyoum, 1989). These conditions also apply to the acquisition of culture, especially if the 

person being inducted is to become a proactive member of that cultxire. Ideally, the 

experienced professional establishes suflBcient rapport with the novice that the dialogue 

journal environment is charactered by mutual trust, respect and caring thus facilitating 

the novice's introduction of topics of interest to them. 

Inevitably dialogue journals are not usually such completely open-ended 

assigmnents when used in professional trainmg programs. Generally, the conversations and 

ways of responding to novice initiations are very deliberate on the part of the supervisor 

concerned. The supervisor's role is to gently promote professionalism by demonstrating 

the integration of theory and practice through scaffolding in her own writing. Thus, 

although the explicit goal is to encourage reflectivity in the novice the actual goal is to 

guide that reflectivity along specific pathways so as to ensure induction to a successfiil 

professionalism. In this way objectives of aiduction and reflectivity may appear to be at 

odds unless reflectivity is to be appropriated and then limited in certain ways in the 

professional discourse. 

Summary of the Literature Review 

In summary, the literature stipulates the existence of layers of teacher culture 

which may compete with vahies of the teachmg profession for attention fi-om 

student-teachers. In the resultmg conflrct student-teachers may raise topics in ^iations to 

experienced cultural members whkh serve to organize and constrain their socialization 

mto then: chosen profession. Teacher educators are mfluentiai profe^onals in the lives of 

pre-service teachers and can mediate acculturation to teacher cultures through reflective 

interactions. These interactions are especial^ nnportant durmg fiekl experiences, when 
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student-teachers are under pressure and also exposed to a competing theory of learning: 

that teaching is learned by experience rather than book-learning. 

Dialogue journals have shown themselves to be a valuable tool m promotmg 

reflection due to several unique characteristics of this assignment. The dialogue journal is 

a mutual exchange on the business of learning to teach. The fact that the initiations are 

written allows the student-teachers to reveal theor theories of learning and teaching and 

supervisory interventions can be particularized. 

The objective of this study was to unpack the particular qualities of the dialogue 

journal exchange between a supervisor and five student-teachers during a field experience 

in the hope of ascertaining the characteristics of the dialogue which were effective in 

promoting reflection and induction to the teaching profession. 
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After a brief review of my research questions, I use the first section of this chapter 

to set out the research design and elaborate on the context in which the dialogue journals 

were conducted. I reveal the exact procedures and describe the supervisor questionnaire I 

administered to probe the supervisor's intentions for the dialogue interaction. 

In the second section of the chapter I continue with a descnption of the 

participants in the study, brief biographical details and describe how confidentiality has 

been preserved. I also discuss the ethics of revealing evolvmg thoughts during a study to 

the participants, particularly to Lorraine, the supervisor. 

The final section of the chapter deals with my analysis of the data, how I prepared 

it and the nimierous times I read the mater^ with different purposes in mind. I continue 

with a description of my templates and the creation of the taxonomy. I describe the effect 

writing it up had on clarifying relationships and connections amongst the different ideas. 

Finally, I briefly acknowledge some of the limitations of this particular study. 

Research Questions 

What is the nature of the conversations in the dialogue journals of student-teachers 

exchanged with a university supervisor? 

Guiding questk)ns; 

What is the treatment of topics raised m the dialogue journals? 

What strategies does the supervisor use to respond to the student-teachers? 

What does the supervisor do to promote reflection? 

Can any combination of strategies be said to be mductive? 
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The Data 

For several years, faculty in the teacher preparation program in which the 

contributors to this study were enrolled, had used dialogue journals overtly to encourage 

students to reflect critically on the match between theory and practice. I was interested to 

discover if there was an overt or covert process of induction occurring in the dialogue 

journals, whereby supervisors were drawing then- students into the profession of teaching. 

The Dialogue Journal Context 

Dialogue journals were assigned in the graduate teacher preparation program in 

education of Deaf and Hard-of-Hearing children, during each field experience undertaken. 

In all there were three mandatory field experiences and an optional fourth was available 

according to individual need. 

Over the four years I was involved with the program I collected the dialogue 

journals of some 20 student-teachers exchanged with a total of 5 supervisors during each 

of the four field experiences. This gave me a data set of about 40 dialogue journals which 

was totally unwieldy. Dialogue journals varied hugely in length but many contamed several 

pages for each entry and up to twelve entries by each dialogue partner in each journal. 

It became apparent as I read, transcribed and re-read the texts that a story of 

mduction was emergmg so clearfy that it could be told through a detafled exammation of 

the journals exchanged just with Lorraine, a smgle supervisor, durmg the &ial field 

experience. I limited the data set to the five student-teachers in this study because all 

completed thes' final fiekl experience m the same year (Derek completed his &)al field 

experience one semester later than his peers). Thus, Lorrame was exchanging dialogue 

journals with all these student-teachers at approxmately the same tune. Lnnitmg the data 

set this way served to mmimize the possible efi^t of change in Lorrame's perspective 
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over time so that any such change could be assumed to afiect aU the dialogue journals 

similarly. Also all these student-teachers knew each otlier as part of a cohort and by 

attending the same classes and seminars together had been exposed to somewhat similar 

program influences on their thinking about teaching, learning, and the dialogue journal 

assignment itself. 

The student-teachers in the research group were completmg the final field 

experience of their graduate teacher preparation program. Three of the student-teachers 

were expecting to graduate as qualified teachers at the end of the field experiences upon 

successful completion of the comprehensive examination which took place during the 

semester in question. Two student-teachers were writing theses mstead of studying for the 

comprehensive examinations and were expectuig to graduate a semester after completing 

the field experience. The field experience extended for nme weeks and the 

student-teachers were in their respective classrooms four and a half days of each of those 

weeks. The rema^g half day was utilized for a supporting seminar and for exam 

preparation or thesis research. For most of their time in the classroom the 

student-teachers took complete responsibility for mstruction. Each student-teacher 

assessed the children in his or her classroom, writing content and language objectives for 

each one usmg the children's Individualu%d Education Plans and the mformation provided 

by the cooperating teacher to coordmate thebr objectives with the child's needs. The 

student-teachers were responsible to prepare and conduct children's educational 

experiences through which these objectives could be met and monitored. They were also 

requked to set up an adequate record>keeping system and lesson evahiation procedure. 

The educational experfences were expected to be a mbcture of lessons associated with 

particular subject matter such as math, social sciences or history. Each student-teacher 
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was also expected to create a thematic unit as an encompassing project which would 

provide continuity, context, and direction throughout the practicum. 

The student-teachers were requbred to demonstrate their ability to infiise language 

and speech objectives into the content curriculum as appropriate. By infusion I mean that 

language and speech objectives were met through content and were met concurrently with 

other lesson goals. Program faculty hoped that the student-teachers would have the 

opportunity to communicate with parents and to participate in an lEP conference although 

this was not always possible to arrange. 

Intermittently during the field experience, the student-teachers videotaped 

themselves teaching. They then reviewed and critiqued the tape, meeting with the 

university supervisor, Lorraine, to watch the tape again and to present their critique. 

Lorraine also visited the classrooms to observe the student-teacher teaching at least twice 

during the field experience. In addition she would meet with each student-experience and 

cooperating teacher at the beginning, middle and end of the field experience to assess the 

student-teacher's progress and to design individual objectives with the student-teacher. 

Lorraine also &cilitated a seminar which met weekly during the field experience where 

topics of general interest and specific concerns could be addressed. All the final field 

experience participants attended this semmar. For a good part of the semester the semmar 

sessions were used to structure review for the comprehensive exam^tions. 

It is important to note that there were several facets to the context in which the 

dialogue which took place. The expectations embodied in the field experience 

requ^ments were onfy one of these influences. In addition, the field experience took 

place in the spring of 1994, a specific year embedded in a specific historkal period in 

terms of how the coursework of the teacher preparation program was envisioned. The 

conversation was also contextualized by the other conversations and experiences tlie 
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student-teachers and Lorraine herself were having with numerous people including each 

other. 

In addition, the student-teachers' relationship with Lorraine was muhiiaceted. She 

was not only the journal respondent. She was also supervisor, implying face-to-face 

encounters; grader of field experience assignments, implying notations, suggestions and 

margin notes appended to assignment drafts; support seminar facilitator, implying 

comments, suggestions and perhaps even directives issued in the course of discussion. 

Lorraine had been a member of the teaching faculty since the student-teachers had joined 

the program implying a professorial and/or tutoring role, she even acted as advisor to 

some student-teachers. Consequently, her responses to the journal did not stand alone but 

rather contributed to the stream of input the student-teachers were receiving from her, as 

well as standing in contrast to other voices in the student-teachers' environment. The 

point is that student-teachers' dialogue initiations did not occur in a vacuum comprising 

only the student-teachers' interests. The student-teachers knew Lorrauie's strengths and 

interests well and may have unconsciously made their initiations with Lorrame's 

personality in mind. In other words, they were writing for a particular and known 

audience. Their attitudes and belief about then- audience are significant but were perhaps 

not totally accessible here even if certain speculative comments may tentatively be made. 

As the preceding discussion clarifies, not only is the dialogue journal merety a 

window on the communications between student-teachers and supervisor, but this 

semester is but a wmdow on their universe of interchanges with dififerent mdividuals 

across time. The diabgue journal exchanges were not the onfy opportunity the supervisor 

and student-teachers had to talk, mentor and be mentored; induct or to be inducted. 
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The Procedures for Conducting Dialogue Journals 

In this section I sununarize general procedures providing more detailed 

descriptions of the individual cases in the section on participants below. The 

student-teachers were asked to initiate entries in their dialogue journals on a weekly basis. 

The dialogue journal was then given to the supervisor who responded to the 

student-teacher entry in time for the student-teacher to read the response before turning in 

their next initiation. This was the expected format although three student-teachers elected 

to change it slightly. One student-teacher included her cooperating teacher in the dialogue 

journal alternating between cooperating teacher and supervisor (Debbie). Two other 

student-teachers, Nicole and Lisette, kept a separate dialogue journal with their respective 

cooperating teachers. The remaining two student-teachers exchanged a dialogue journal 

only with Lorraine. The intention was for the dialogue to be reciprocal in each direction, in 

other words, Lorraine's comments were not supposed to terminate the conversation in the 

way a teacher's grade terminates the communication of an assignment. It was hoped the 

student-teachers would respond to Lorraine's comments in their next initiations. In other 

words the dialogue was supposed to be just that, a dialogue. To that end guidelines were 

given to aU the participants m the dialogue journals with the exception of the cooperating 

teachers as their contnbutions were not withm the purview of the program. 

As I have already mentioned, my work with these student-teachers and dialogue 

journals in their introductory course three semesters earlier had somewhat set the stage 

regardmg thev belief and purposes for the dialogue journals. In addition, they had all 

exchanged diatogue journals with other feculty m the course of subsequent field 

experiences and course work. I had emulated guidelmes devek)ped m response to the 

work of Abrams (1987) as foQows for the use of both coUeagues and student-teachers m 
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earlier semesters, so all the participants in the study had certainly seen if not used the 

following guidelines: 

* the journal is a reflective document intended to help the student-teacher to 

integrate theory with practical experiences derived through observations 

and a field experience. 

* the student-teacher shall initiate topics 

* the student-teacher's writing should not be corrected fi)r form or structure 

* the grade attached to the course or field experience was to be associated only 

with pimctuality of journal submission, not with content, nor with quantity, 

nor with the givmg of permission for the journal to be used in my study. 

* the journal should be handwritten and contained in a notebook 

Lorraine, along with other supervisors and faculty members, was informed of 

Abrams' finding that when the respondent writes the same amount as the student, the 

student seems to be encouraged to write more. 

Lorraine created a set of guidelines for the field experience manual she authored 

which contained instructions for fulfilling all the university requirements and was 

distributed to the student-teachers as they began then- field experiences. Lorraine referred 

to the student-teachers as 'mtem' or 'student'. What follows are the guidelmes for 

dialogue journals precisely as they were presented ni the manual; 

Purpose [of the dialogue journals] 
To build a supportive and confidential relationship between intern and supervisor similar 

to mentoring. 
Self reflection and observations. 
To evaluate the intern's own and other's teachmg practice 
To reflect on and synthesize information gleaned &om classwork, observation and 

practice. 
An opportunity for the supervisor to model or scaffokl evaluative skills. 
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An opportunity for the intern and supervisor to discuss issues related to the field of 

hearing-impairment. 
An opportunity for the intern and the supervisor to discuss professional issues. 
1. Select a notebook that is easily portable and of a size that is not intimidating. 
2. Decide when the journal will be exchanged between the two parties. 
3. Arrange the logistics of this exchange so that each party can access the journal 

regularly. 
4. Student and Supervisor should discuss the purpose of the dialogue journal, deciding on 

the level of confidentiality to be preserved. 
5. The student is responsible for selecting topics of interest and reflectmg on them in the 

pages of the journal, the supervisor is responsible for responding to questions and 
for sharing personal experience and knowledge on the topics the student raises. 
The journal may be used to solve problems or to alert the supervisor to needs the 
student has. 

6. In written communication, as in spoken communication, it is important to acknowledge 
the communications of the other party even if no fiirther response is planned. 

7. The dialogue journal will not be graded on content, however, irregularly turned in or 
careless^ written journals may jeopardize the student's grade. 

Note that in Lorraine's guidelines the student-teachers received explicit direction 

that they were to reflect. In addition she provided specific guidance as to suitable content, 

for example observations, student-teacher's own teacliing, and professional issues. 

The physical appearance of the diatogue journal was most often a spiral bound 

notebook. The student-teacher wrote on one side of a double p^e spread and Lorraine 

wrote opposite the student-teacher's entry. This arrangement allowed Lorraine to write 

her responsive comments and reflections directly opposite the utterance to which they 

referred with the consequence that her entry was not always m contmuous prose. The 

Interesting result of this was that when dialogues were read m then* entkety they appeared 

more conversational than if Lorrame's comments had been at the end of the 

student-teacher's monologue resembling consecutive communications such as letters or 

email Although the student-teacher entries were general^ in continuous prose it was 

evident that after Lorraine had made her comments the student-teachers re-read their own 

entries interspersed with Lorraine's comments, mdeed were apparentfy^ most motivated to 
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do so ('Nicole', personal communication. Fall, 1992). Entry lengths varied greatly both 

across student-teachers and within each student's dialogue Journal. 

The Supervisor Questionnaire. 

In addition to collecting the dialogue journals I used a questionnaire to obtain 

information about the beliefs of the university supervisors, including Lorraine, regarding 

the dialogue journals (see Appendix C). I gave the questionnaire to each university 

supervisor and faculty member involved in dialogue journals with students-teachers (see 

Appendix C). The respondent was asked to consider the following questions in writing 

and return their comments to me when possible; 

1) What is/are your goal(s) for the dialogue journal? 

2) How do you perceive your role in the dialogue journal? 

3) What do you feel your students need from you in the dialogue journal? 

The Participants 

The contributors to my investigation were five student-teachers and a university 

supervisor, Lorraine, in a graduate teacher preparation program in education of Deaf and 

Hard-of-hearing chfldren. The student-teachers shall be known as Beverty, Debbie, Derek, 

Lisette, and Nicole. All five student-teachers had competed three or more semesters of 

course work in the training program. Beverty, Debbie and Nicole were preparmg for and 

takmg their final comprehensive examinations during the field experience in question. 

Lisette and Derek had elected to waive exams m &vor of writmg theses and were engaged 

m their research. Beverty, Lisette, Nicole and Derek bad each conqsleted two prior fiekl 

experiences. Debbie had chosen to include the second semester optional fiekl experience m 

her program and so had completed a total of three fieki experiences prior to this final one. 
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Three of the five student-teachers completed their course requirements and graduated at 

the end of the semester in which they took the field experience. Lisette completed her 

thesis and graduated a semester later and Derek undertook this field experience the 

semester following that of his peers and completed his degree requvements a few months 

later. 

Lorraine was an experienced supervisor who also taught courses m the program 

and was involved in tutoring and informal mentoring. Lorraine designed the syllabi 

requirements for all the field experiences in the program, supervised all five 

student-teachers in this study, and was responsible for orienting aU the other supervisors 

including myself. She organized the placements of the student-teachers in their prior field 

experiences (including the optional one) and supported the student-teachers to set up ther 

own final field experience placements. More detafled biographies of the individual 

student-teachers and Lorraine are provided below. 

The five student-teachers had been enrolled in classes or field experiences that 

comprised required coursework in the graduate teacher preparation program during a two 

year period. Derek was the only male contributor. The remaMig data was derived fi-om 

women, consequently, I use the feminine pronoun except when it is clearty inappropriate. 

The age of the student-teachers ranged fix)m early to later-twenties. Lisette and Derek 

both had hearing hnpairments, the others were normally hearmg. However, all the 

student-teachers identified themselves as part of the dominant hearing culture, and of the 

dominant mainstream American ciilture upon their arrival in the program although, by the 

time the final field experience was in progress, both student-teachers with hearmg 

inqjanmients were effectmg a transition to Deaf culture. 

Background e}q)eriences varied amongst the student-teachers. Four of them came 

into the program with teachmg quali&ations. Three had Bachelors Degrees in education 
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and Lisette came to the program with most of her coursework toward a Masters in 

Education completed. Debbie came into the program with a degree in speech-language 

pathology. She had some clinical experience in addition to some preschool teaching 

experience. All the student-teachers had been asked to obtain some experience with 

children who are deaf or hard-of-hearing before entering the program. 

None of the student-teachers had participated in dialogue journals outside the 

context of the graduate teacher preparation program, and most had been ignorant of 

dialogue journals as an option for communication until their exposure to them in this 

program. 

Beverly was hearing and in her mid-twenties. She had an undergraduate teaching 

degree in Elementary education: she completed her student teaching in a whole language 

classroom. A fluent user of American Sign Language (ASL), Beverly had some contact 

with the University Deaf community and took additional courses in ASL/Deaf Studies 

mcluding the teaching of English as a second language to Deaf and Hard-of-Hearmg 

children. For a time during her bachelor's program, Beverly worked as a resident dorm 

counselor at the state school for the deaf where she was responsible for transportmg 

chfldren to a variety of extra-curricula activities as well as to mainstream public schools 

and to doctor's appointments. She was also a bus aide for five years and chaperoned the 

bus that took residential children home to a neighboring city each weekend. Beverty 

obtained a final field experience placement in a classroom at the school for the deaf with 

first-second grade chfldren and a cooperating teacher who, whflst hearmg, was skflled m 

ASL. Beverly was studymg for her final comprehensive exams simultaneously with her 

field experience and had con:q)leted two prior field experiences. 

Debbie was hearing and in her mid-twsnties. She had a speech language pathology 

degree and some preschool teaching experience. She was taking courses in Early 
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Childhood Education in addition to her courses in education of Deaf and Hard-of-Hearing 

children. She had completed three prior field experiences, including the optional second 

semester placement, and was studying for final comprehensive exaniis simultaneous^ with 

her final field experience. She spoke some Spanish and one of her three field experiences 

had been in a bilingual (Spanish/English) itinerant setting. Debbie obtained her final field 

experience placement at the school for the deaf with middle school children. She was 

proficient in ASL upon her arrival in the program. 

Derek was a deaf man in his mid-twenties. His own educational experience had 

been entirely in mainstream pubh'c schools as distinct fi-om centers or schools for deaf 

chOdren. Derek was from a hearing &mily and communicated orally, usmg hearing aids, 

speech and speech reading. His hearing loss had progressed from moderate to profound as 

he grew up. However, he had had sufBcient hearing during his early childhood that he had 

naturally acquked spoken language. He was exposed to ASL for the first time in the 

graduate teacher preparation program. Derek became more and more drawn to Deaf 

Culture as his program unfolded. He took a sabbatical during the fourth semester of his 

program and attended Gallaudet University, thus postponing his final field experknce to a 

fifth semester. By the time he began this field experience he was efifecting a transition to 

membership m the Deaf culture. Although he first learned to sign during his graduate 

teacher preparation program, by the end of his preparation as a teacher he was using ASL 

as his preferred mode of communication. Derek mitially elected to write a thesis mstead of 

taking exams. He later abandoned this plan and took the comprehensive exams a year after 

his peers. He chose a final field experience placement m an experimental bilingual 

(ASL/English) classroom team-taught by a hearmg teacher and a Deaf teacher. Derek had 

completed two field experiences prior to the final one. 
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Lisette was a deaf student in her late twenties with a progressive hearing loss 

which had begun in her elementary school years. She was nine years old when her hearing 

difSculties were identified although there is some question as to whether her hearing loss 

was present prior to diagnosis. Lisette had been exclusively educated in mainstream public 

schools. FoUowing her Bachelor's degree, Lisette began a Masters in Education degree 

which she was unable to complete due to a significant drop in her hearing sensitivity as she 

embarked on her final field experience. At that point, desirous of remaining in education, 

Lisette transferred to begin preparing as a teacher for children who are deaf or 

hard-of-hearing ('Lisette', personal communication, August 16th, 2001). Lisette began to 

ef^t a transition to Deaf culture durmg her graduate program. She did not know ASL 

upon her arrival but by the time she graduated, two years later, she was quite fluent, often 

using ASL as her preferred language. Lisette elected to wnte a thesis instead of taking the 

final comprehensive exams. She chose a placement in a classroom at a school for the deaf 

with a deaf cooperatmg teacher and middle school chiklren. Lisette had completed two 

field experiences prior to the final one. 

Nicole was a hearing graduate in her mid-twenties with an Elementary teaching 

degree. Her prior teaching experience was confined to her undergraduate student teaching. 

She organized her final field experience placement m a classroom of kindergarten-aged 

children at the school for the deaf with a hearing cooperating teacher. Nicole studied for 

her final comprehensive exams simultaneously with completmg the final field experience. 

She had completed two field experiences prior to the final one. 

Lorrame had been an adjunct part-tune fecuhy member of the program for ten 

years. She had a doctorate of Philosophy m Developmental Psychology with a mmor in 

special education of deaf and hard-o^hearmg children. Her mam responsibility was for 

designing the fiekl experience sequences, requurements, and for organizmg placements. 
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She was chiefly responsible for supervision of student-teachers in their second through the 

fourth semester field experiences. Prior to her obtaining her university position her 

professional experience was in preschool education and developmental psychology. 

Lorraine was also a very involved parent, volunteering some time in the schools of each of 

her two children each week. In addition to these commitments she worked as a parent 

advisor providing in-home education and support to parents with infants and preschool 

children who were newly identified as deaf or hard-of-hearing ('Lorraine', personal 

communication, August 16th, 2001) 

Protection of the Participants 

To protect the student-teacher contributors to the dialogue Journals, I developed a 

format for a brief presentation I gave in a seminar which was held at the begmning of each 

field experience. At my presentation I handed out a letter with a permission slip attached 

which I asked willing participants to date, sign and return to me (see Appendix A). I 

ahvays stated that: 

a) Anonymity would be guarded by the use of pseudonyms and biographical 

changes. 

b) I would be the onfy person besides the supervisor to read the dialogue journals. 

c) I would give the student-teachers anything I wrote in which their journal was 

prominent, to read and review, and would take all feedback into 

consideration. 

d) There was no requkement to contribute to my study and that non-participatioa 

would have no effect on thev grades. 

Most of the permission slips were returned to me the same day as the presentation. 

The dialogue journals for which I had permissioa were collected once, at the end of the 
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semester, by me in person, or were passed on to me by Lorrame, at the behest of the 

student-teachers. I then photocopied them myself returning the originals to the 

student-teachers. I read the dialogue journals and blacked out names and revealing details 

on my hardcopy and then transcribed the remaining text mto my computer. 

Through the auspices of feculty members I kept track of the student-teachers after 

they graduated over the period of analysis and writing up the research. In the months that 

I wrote the dissertation I attempted to contact all five graduates and successfully 

contacted Lisette, Debbie and Beverly. I had also kept in touch with Lorraine in spite of 

her move ftom the university. I sent drafts of this chapter, and the results chapters to these 

four participants. Lorraine, Lisette and Beverly provided feedback which has been 

incorporated in the manuscript. 

Lorraine was one of my mentors and colleagues during the data collection phase of 

the study. She was protected through the firequent discussion of the study in the course of 

our weekly program meetings with other faculty members and supervisors who also 

dialogued with student-teachers as part of their responsibilities. During these discussions [ 

solicited and secured the participation of all these individuals including Lorraine, 

explaining that I would use pseudonyms and disguise the salient details of biographies. I 

requested and received signed permission forms from all willing participants. It was at 

these meetings that questionnaires were distributed and collected, and the findings and my 

interpretations discussed. 

It would have been unethical not to have kept Lorraine and my colleagues apprised 

of devebpments m my thmking resulting from data analysis and readmg throughout the 

investigation. These discussions undoubted^ made us all much more aware of what we 

were domg in the dialogue journals and may have operated to transform the context and 

the envvonment of the diak)gue journals themselves over time. 
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Although the anthropological metaphor for my research process suggests travel to 

an exotic location, in reality I sought to be a tourist in my home town, so to speak. I had 

been teaching in the Masters program since these student-teachers had begun their 

preparation as teachers, and had worked as a supervisor for the program for two years 

previously. I was seen as part of the teaching staff by both faculty and student-teachers. In 

addition, I had taught these student-teachers their introductory course to the program, 

consequently supervising all the student-teachers in their initial field experiences which 

included initiating them into the dialogue journal assignment. Thus, the student-teachers 

knew me severally and together in a variety of roles: instructor, supervisor, dialogue 

partner, mentor, fellow student, and, in one case (Derek), research colleague on one of 

our advisor's projects. So fiur &om bemg a new arrival in an established field, [ was part of 

setting the field the student-teachers, and to some extent Lorraine, found themselves in. 

Coming to tJnderstand the Dialogues 

In this section I illuminate the process by which I came to understand the dialogues 

and the way n^r own thought developed over time. 

At some point I stopped thinking of the journal entries as 'data'. The word data 

implies a distance and objectivity that mcreasing &niiliarity with the diatogues rendered 

undes^ble. To realty understand what was happenmg hi these relationships I had to shift 

fi'om the perspective of cool research anafyst and open myself to the feelings the dialogues 

evoked in me. I realize that I allowed my caring to embrace the dialogues; to illuminate 

them. I cared about these people who I already knew &om dqt own independent 

interactions with them. I cared about their predicaments. I wanted to reveal those 

characteristics, threads, or tones m the dialogues that would draw my readers to care for 

these writers of the journal entrks also. So I asked myself: What drew me to care? The 
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answer was clearly empathy at &st, as I too am a teacher. I remembered all too well the 

anxieties and stresses of juggling field experience and university requirements against the 

demands of particular pupils, classroom idiosyncrasies, and the buQding of a congenial and 

coUegial relationship with a cooperating teacher when some distrust and criticism might be 

reciprocated. After repeated steepings of myself in the journal dialogues I began to know 

these people as separate individuals both from me and from each other. This is where 

empathy ends and carmg really begins. I no longer tried to moagine how I would feel in 

their position, nor made the assumption that doing so would render their motivations 

transparent. Rather I came to see the world through their eyes; borrowed their eyes, hearts 

and mmds through their words as it were, in order to understand these interchanges about 

teaching. 

Preparation of the Data 

My first reading of the dialogues was when I photocopied the dialogue journals so 

I might return the originals to their owners. Before returning the originals, I read the 

copies carefully to ensure I had the best possible reproductions, and to note any illegible 

segments for clarification With the participants. There was a brief second pass through the 

dialogue exchanges for the purposes of eluninating any identifying comments such as 

names and specific locations. 

The third pass through the dialogue journals was to pilot a way of coding the 

journals usmg one dialogue journal as a startmg point. Derek's was selected and I set to 

with colored felt pens and post-it tape, wantmg to preserve the mtegrity of the hardcopy 

at the same time as graphkalty recording my emerg^ categories. I soon realized that this 

method would be quite inadeq^te for ensurmg both reliability and validity as it would 

make the comparison of coded items very cumbersome as I waded through pages and 
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pages of photocopy. I began to visualize a physical cutting and pasting of dialogue journal 

utterances mto clusters of apparently like statements/propositions and responses and 

realized that I was indeed going to have to transcribe them. 

I have described how I had reassured my informants that I would be the only 

person to see the original data in its entirety. Consequently, I personally transcribed the 

dialogue journals. As I did so, I made the decision to do no editing, but to attempt to 

preserve the integrity of the individual voices of my informants through spelling and 

esoteric grammar use. Admittedly this made the transcription process very laborious. 

However, it became a way of coming to know and care for these thinkers and strugglers 

as human beings, and attached me to them as mdividuals rather than as dispensable 

generators of data. My process contextualized the question of the nature of the dialogues 

in my wider curiosity about the characters of the individuals doing the writing, and the 

parameters of their respective situations. I could no longer just look at the dialogue 

journals and hope to understand them without thinkmg more about the context, both 

particular and general in which they took place. 

Passes Over the Landscape of the Dialogue Journal Entries 

In the course of preparing the dialogue journals for analysis I read them several 

times with different degrees of mtensity and different purposes in mind. Each of these 

passes generated thoughts which I recorded in my research journal, or which sometimes 

warranted sheets of foolscap grandly and hopefully entitled "fieldnotes" or even, 

"expanded fieldnotes". There were also documents and fiks entitled 'Impressions", "broad 

nnpressions" and "pondermgs". All my data was text, and soon all these texts became 

data, especially as the interweaving of my own quest for understandmg became situated in 

time and space and my own notes became historical elements of data. Thinkmg 1 was 
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going to whistle through the whole research process in a year or so, I had not dated the 

earliest entries in my research journal very carefoUy, only supplying day and month, but no 

year. As time went on, I realized the year was important. Events such as dialogue 

exchanges and the readings of them occur embedded in specific temporal, personal, 

political and geographical contexts. This is unavoidable and must be acknowledged as 

having unplications for the findings, because this same layered context exerts an influence 

over the researcher and on what is examined and sought. It is these inevitable shifts in 

perspective that I have explored in Chapter 2. 

It makes sense to organize my account in this orderly way, dealing first with the 

collected artiiacts I ^ially considered as data and then with notations, codmg and 

fieldnotmg. But, of course the lived experience was anything but linear. In a given day I 

might read a dialogue journal, make some notes of thoughts I had during the reading, 

re-read notes I had made previously, make comments about those, pose a couple of 

questions, seek out an article or chapter or book, read, make some notes relevant to n^ 

query but also to others that cropped up along the way, revisit the dialogue journals, pose 

new questions or thoughts in my mind, speculate, ponder, hypothesize, wonder, ruminate, 

reflect, write. What would bring about the end of this trail of thought? As often as not a 

practical interruption rather than an mtellectual dec^n to abandon it. Sometimes there 

were protracted gaps between my visits with the dialogue journals, but never long 

between my excursions in mind, and I was usually reading something related or that 

could relate to the project even durmg times when, for various reasons, I had to 

completely set it aside. As I said in Chapter 2, my journey has been more like climbmg a 

sp^ stair within a tower with periodic and inegularty placed wmdows lookmg out on the 

view. I could have written a version of this story fi'om any landing on that staircase. 
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At tunes there was a dizzyingfy rapid coalescing of several views, somewhat 

resembling a simulation of vision through a compound eye, multiple &cets all yielding 

slightly different perspectives. My struggle to integrate these into a seamless worldview 

was acute and intense. The nearer the end of the project came the worse this effect 

became until I despaired of ever being able to write a coherent account. 

Creating a Template 

I read one transcript, chosen at random, and made general notes of my thoughts 

and unpressions in the margins. After completing the reading I then reviewed my notes 

and expanded them as fieldnote impressions of the journal. Already I suspected patterns 

were emerging. However, it was in the reading of a second journal that I began to notice 

marked similarities in the supervisor's responses and contrasts between the 

student-teachers, and tentative categories began to emerge. 1 read a third and then a fourth 

journal all the time expanding the categories and the lands of notes I was makmg. At first 

the notes referred to the dialogue journals, then I began to make notes about the 

categories. When I had read and coded four of the journals in the space of about two 

weeks I stopped and coOected all the responses that I felt characterized my, by now, quite 

detaQed list of categories under tentative headings. I then reviewed the group of 

statements beneath each category heading and wrote a deftiition for that category, thereby 

creating a kmd of manual. I used the manual to code the final journal. The &ct that there 

were statements m each dialogue journal that could be coded using these categories, and 

particular^ that no new categories appeared as a result of reading the fifth journal led me 

to belkve thev listmg m the manual was valkl. 
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An Emerging Taxonomy 

While a list of categories is of some interest certainly, clustermg them m like groups 

suggested relationships and hierarchical orderings which illuminated the whole dialogue 

process in certain ways. To create such a taxonomy I printed the list of categories, cut it 

up and arranged and re-arranged the items. Each time I did this different groupings would 

emerge. When I tried to title the groups I often found a lack of parity. Not only was it 

difScult and somehow artificial to create similitude amongst the groups but also, clarifying 

vertical relationship and understanding the nature of the links proved challenging. For 

example, was 'contextualizing' a linguistic strategy for interrogating a student's story, or a 

modelmg of professionalizing talk? I wondered if renaming categories would help me 

order them better. My reading gave some illumination and alternative perspectives on 

what I had found. Thanks to Noddings (1984), I was able to locate some of my categories 

as qualities she had found in ways of caring. Schon's work (1987) also illuminated the 

processes of professionalizing discourse and it is primarily k these two strands that the 

forms of the supervisor responses could be understood. 

Writing It Tip 

It is true to say that in the development of the account itself there is inevitably 

more anafysis of the original material. As I came to write what I know, I was challenged to 

order my thoughts about the relationships and significances of the patterns Imguistically, 

grammatically and m such a way that a picture could be buHt for my audience, of the 

landscape I had seen. Writmg, rewriting, readmg, reading aloud, submfttmg drafts to 

longsuffermg colleagues and adv^rs; and at last to the four of the six partic^)ants in the 

dialogues who agreed to do a member check of the core of my writing, contributed to my 

understanding as well as representation of my work. One day, near the end of the writn^. 
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I realized how little I had with me as I edited and re-edited. Before me on the table top 

were just my own previous drafts and the dialogue journals. Where were the pfles of 

notes, the texts of others which had loaded my desk and satchel for so many years? I 

realized that I was beyond their help now, the guidance must come from the dialogue 

journals themselves and from within myself as I sought clarity and then a strange kind of 

obedience to my own version or 'truth'. 

Limitations of the Data 

In the next three chapters I unpack the mtricacies of a small selection of human 

mterchange. As the research endeavor continued I increasingly wondered if the dialogue 

journals were too small an aperture on the pre-service induction landscape to yield 

meaningful insight. As mentioned in the previous chapter, in addition to the journal 

exchanges, Lorraine and these student-teachers conversed while she visited their 

classrooms, facilitated meetings with cooperating teachers, reviewed videotapes of the 

student-teachers' teaching, responded to theff assignments, and led seminars. I often 

wished I had conducted pre- and post- field experience mterviews, or that I had inserted 

some provision for follow-up interviews five years after graduation. At the t^ that I 

designed research project I had no idea how many more questions would be provoked 

by the dialogues than answered by them. This Imiitation notwithstanding, certam 

propositions can be made about the nature of the dialogue exchanges which inform our 

understanding of the process of mduction as initiated in preservke teacher preparation 

programs and it is to these propositions that I will now turn my attention. 
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CHAPTER? 

RESULTS I: TREATMENT OF TOPICS BY 

STUDENT-TEACHERS IN THE DIALOGUE JOURNALS 

This chapter and the two which follow contain the findings from the study of the 

five dialogue journals exchanged between Lorraine and the student-teachers. The 

organization of the material in three chapters reflects the questions I used to guide my 

research endeavor. My overarching research question is: What is the nature of the 

conversation in the dialogue journals? I used guiding questions to structure my enquiry. 

The first of these questions asked how topics were treated in the dialogue journal. My 

findings m this area are my concern in this first of the three results chapters. I believed an 

answer to this query would clarify the fiuictions of the dialogue journals for the 

participants. The second question enquired into the strategies Lorraine used to respond to 

the student-teachers oi the dialogue journals. These findings are presented in Chapter 8. 

The thffd question related to reflectivity as this was a stated intention of the dialogue 

journal assignment; and the final question asked aboiit the relationship of particular 

responses to mduction of the student-teachers into teaching culture and/or the teachmg 

profession. These latter two questions involved my exploring a process which unfolded 

across entries in the dialogue journal over the course of the field experience. It requved an 

understanding of the conversational aspect of the dialogue rather than patterns withm the 

utterances of a single particq)ant. These results are presented in Chapter 9. 

In this first chapter of results I describe the way the student-teachers wrote about 

thek concerns m their dulogue journals. I use excerpts &om the dialogue journals to 

explore the unkjue content of each journal and the fimction of the dialogue journal 
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assignment for each student-teaciier. In the second part of the chapter I describe and 

discuss themes which emerged, completion, competence, carmg and conilkt resolution. 

In Chapter 8,1 turn my attention to Lorraine's responses to the student-teacher 

initiations. I describe the strategies which structure two principle intentions of her 

contributions, that of connecting with the student-teachers ui caring relationships in which 

they could take risks, and the second intention of being a model of professional ways of 

thinking about experience such that problems could be posed and educational solutions 

found. I argue that the bridge between these two types of intention was founded upon a 

coUegial matrix of form and tone in Lorraine's utterances. 

In the third results chapter (Chapter 9) I explore the notion of reflection as it 

emerges in the dialogue journals, showing how there were essentially three types of 

reflection; reflection-on-action, reflection-on-belief, and reflection-on-context. I discuss 

how reflection always yielded fruit in terms of change or plans for change. 

Reflection-on-action produced practice, reflection-on-belief produced development of 

professional ethic and reflection-on-context produced critique and talk of possibility in the 

context of schooling (Burbules, 1986). The analysis of the dialogue Journals for data 

relating to the reflectivity query revealed a process that took place over successive entries. 

It was in this analysis that the issue of responsiveness surfaced. The cumulative 

interchange of comment and thought provoked by the reflective and ruminative initiations 

of the student-teachers made apparent a process of development which seems to be related 

to mduction to the teaching profession. These ideas, illustrated by excerpts from the 

Journals, are presented m the final chapter. 
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Issues Raised in the Dialogue Journals 

Returning to the issue of how the subject matter was treated by the 

student-teachers in their dialogue journals, I first describe the function of the dialogue 

journal to each student-teacher. In the second and major part of the chapter I explore the 

way common concerns shared amongst the student-teachers were underpinned by four 

dominant themes, completion, competence, caring, and conflict resolution. Throughout 

the chapter I use excerpts from the dialogue journals to support my contentions. These 

excerpts create a window on the external world of the classrooms in which the 

student-teachers worked during their final nine-week field experience. But, it is between 

the lines of the dialogue journal entries that the teacher within each student-teacher is 

revealed; the professional simultaneously discovering and constructing him or herself in 

the crucible of the interactions between the student-teacher and his or her human 

environment. The dialogue journals were informal, handwritten and apparently largely 

unedited by the participants. In order to preserve as &r as possible the integrity of the 

original texts I have retained the grammatical and spelling idiosyncrasies of the writers, 

editing only where these irregularities would obstruct understanding. 

A brief word should be said about the pragmatic form of the dialogue in the 

journals. As might be expected there are sonilarities between dialogue journal texts and the 

spoken word in spoken dialogue. There are also some parallels with written 

communication of letters and the private reflections recorded m personal journals. These 

overlaps are more familiar to us all now in an era of email than they were in the early 

1990s when these dialogue journals were exchanged. In this age of electronic access -

which was just dawnmg at the t^ of this study - we have become aufait with some of 

the pragmatic devices of written communication for abnost mstantaneous response that 

seemed so singular then. For example, in almost every case all the entries m the dialogue 
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journals were written to Lorraine. However, almost always the student-teachers felt the 

need to prefece new entries with "Lorraine" or "Dear Lorraine" only occasionally omitting 

the formal salutation. Likewise, even though the journal was a physical book that belonged 

to a particular student-teacher, the participants almost invariably signed theb names to 

close their entries. However, these &rewells sometimes ilhistrated the pecub'ar constraints 

of the written dialogue. For example, when one student-teacher wrote: 

"...bye. 

Nicole." 

she combined spoken (as used on the telephone) and written (as used in letters) pragmatic 

devices in order to close her entry. 

In my discussion of the guidelines for the journals in Chapter 61 explauied that the 

student-teachers took responsibility for setting the topic in the dialogue exchanges. 

Lorraine might respond in such a way that she clearly intended to sustain the dialogue 

about a particular subject but if the student-teacher dropped the topic so did Lorra^ 

unless it could later be linked to a related initiation. However, Lorra^ had numerous 

ways of redirecting the student-teacher's attention to various aspects of the dialogue 

which contnbuted toward setting the topic. These strategies are discussed more fully in 

the followmg chapter on Lorraine's contributions to the dialogue journals. 

The Field Experience Environments and the Function of the Dialogue Journal 

for Individual Student-Teachers 

Beverhr 

Beverly arranged her field experience with a hearmg cooperating teacher who had 

first and second grade children in her class. Beverfy's cooperatmg teacher was only a few 

years older than Beverfy^ but was nevertheless an experienced educator of this age-group 
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of children. Chiring Beverly's undergraduate program in Elementary Education she 

volunteered in this classroom and had great admiration for the teacher. Thus, she elected 

to do her final field experience here. The classroom was on the campus of the state school 

for deaf children. The classroom schedule was interrupted by the usual variety of 

extra-curricular events as well as services o&red to individual children. Beverly knew 

some of the chfldren from her previous work at the school. She was fluent in ASL but the 

communication method for instruction in the classroom was Simultaneous Communication 

(spoken English used simultaneously with English-based sign). 

Beverly saw herself as a teacher, which is not surprising given her completion of 

student teaching for her undergraduate degree. She was clearly conscious of herself as a 

new teacher and was not threatened by her novice status at alL She seemed to see her 

difiSculties as reflective of her position on a continuum of professional experience, Le., that 

they actually identified her as a teacher. She was confident that she would be able to 

improve: 

"Gettmg stuck m a lesson can be very stressfiil, & depressing. But, I know it 
happens to all teachers." 

Beverly's confidence in her ability to acquu« experience was grounded in her 

resourcefulness and awareness of sources of uformation. Numerous tunes m her journal 

she recorded that she had interviewed her cooperating teacher about practices she had 

observed in the classroom. In addition she found other ways to learn; 

'T)o you know any good books or articles that discuss teachmg strategies for 
reading & writmg? I have the [class text] & I think ft is great. I want to start 
readfflg more related to that topic. Next week I will drop down to teaching 1-2 
activfties a day. [ will use the rest of the time to observe ni the pilot program & 
review many of the standardized tests used to assess students [at the school]. I 
want to be ^miliar with the tests for future use," 
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The function of the dialogue journal for Beverly. Beverly used the dialogue journal 

to keep Lorraine up-to-date with her activities, to ask questions, to request resources, and 

to appeal for specific advice. Throughout the dialogue journal with few exceptions she 

presented only her work-related concerns. The impression given is of a competent 

professional refining her practice, clearly aware of gaps in her professional repertoire and 

showing disciplined, self-motivated strategies for developing her abilities which included 

observations of several teachers, conversations with her supervisor and cooperating 

teacher, and reading and reflection on her own and others' practice. 

Debbie 

Debbie arranged her field experience in a middle-school classroom at the state school for 

deaf children. While she worked on her field experience she also worked a job and 

prepared for her final examinations. During the week these exams took place, she 

expressed that she was feeling overwhelmed. A kind of integratk>n seemed to occur in her 

teaching after the additional pressure of her final examination was relieved. The primary 

commum'cation mode employed at the school at this thne was English in either sign, 

writing, or speech. Most children used some form of Simultaneous Communication or 

ASL to communicate. Debbie onfy exchanged her dialogue journal with Lorraine once. 

The remaining exchanges were conducted with Debbie's cooperating teacher, who I call 

ViclQr, was hearing and an experienced educator with this age group although only a few 

years older than Debbie herself. A letter was sent to Vicky askmg her if I might use her 

comments m the diak)gue journal to illummate the dialogue process. Unfortunate^, 

repeated efforts to secure her permission fafled to elicit a response so I only describe 

Debbie's entries. 
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The function of the dialogue journal fhr Debbie. Debbie used the dialogue journal 

extensively for praising her cooperating teacher. It was evident that Vicky found the praise 

discomfiting fi-om Debbie's admission that her approbation made Vicky laugh. I suspect 

Vicky may also have tried to deflect it, resulting in Debbie not really feeling her admiration 

was being received. Something Debbie said to Lorraine indicated that communicating her 

deep respect for her cooperating teacher both to Vicky herself and to Lorraine, was very 

important to her. 

"Feel free to reread my journal entries this far to Vicky. Then I will save all my 
praising of her for the journal to Vicky". 

The journal allowed Debbie to present her esteem and gratitude as efiiistvely as she wished 

without having to concern herself with Vicky's embarrassment. 

The dialogue journal also allowed Debbie to explore some of the murky issues of 

professional decision-making teachers face such as communication with parents, 

motivating children's interest, and managing difBcult behavior. 

Derek 

Derek arranged his field experience in an experimental classroom within the context of the 

state school for deaf children. The classroom was bilingual in English and ASL. There 

were two cooperating teachers, a deaf man, Kevin and a hearmg woman, Betsey. Both 

were experienced teachers and had worked at the school for some time, although this was 

the first semester they had led a class as a team. The children were elementary-aged and all 

of them were from deaf families where ASL was the first language. Derek undertook this 

final field experience a semester later than his peers because he took a semester's 

sabbatical to attend Gallaudet University, a university specifically serving Deaf students. 



141 

He seemed to feel well equipped, phOosophically and methodologically, to teach in, and to 

develop, bilingual programs. 

The function of the dialogue journal For Derek. Derek was the only student-teacher 

who did not discuss a single lesson in his dialogue journal. He did not write at aU about his 

teaching, his fulfillment of university requirements or the instruction given by others. 

Besides his discussion of respect and expectations he also mentioned interactions with 

parents and other teachers but never discussed specific, observed educational interactions 

with children other than in general terms. When a dilemma presented itself in relation to 

his role as an example of a deaf adult he raised his concerns in the dialogue journal. 

An important function of the dialogue journal for Derek was that it became a place 

for him to vent his fi^rations as his professional ethics clashed with the teacher culture 

he encountered in his field experience classroom. The dialogue journal was a reflective 

document where Derek revealed his philosophy and delivered critique. It was where he 

and Lorrame discussed issues of wider implication than just this field experience. If they 

did discuss teaching techniques and specific lessons and objectives they did it elsewhere. 

Lisette 

Lisette arranged her placement in a middle school classroom with a cooperating teacher, 

Mandy, who had a hearing nnpairment. The classroom was at the state school for deaf 

children and some of the chfldren m the room were residential. During the semester of the 

field experience Lisette was collecting data and writing up her thesis and felt somewhat 

distracted from her field experience work as a consequence. Lisette conducted two 

dialogue journals during the semester, one with Lorrame and one with Mandy. I onty 

collected and read the journal she exchanged with Lorraine. The two dialogue journals had 

different Suctions for her partty as a result of her perceptions of what she had hi common 
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with her two respondents, and what she needed from each of them. In some ways this 

separation indicated most clearly that induction to teacher culture and induction to the 

professional community might be two somewhat different processes. 

The function of the dialogue journal for TJsette. Lisette used her dialogue journal 

to search her own soul as a person who wanted to become a teacher. Her experience was 

always mediated strongly by her feelings and her relationships. Although she discussed 

assignments and some issues related to the realities of teaching in her entries, her main 

focus was with her inner responses while living the field experience. Writing was an 

important tool for Lisette as she processed her observations and the expectations placed 

upon her. She revealed this in the following passage: 

" I haven't been doing much writing, mostly because I haven't been able to find the 
time, but also because, perhaps, things have been going pretty smoothly and I 
haven't found the need for the emotional outlet that writing provides me." 

In the dialogue journal Lisette revealed the importance of human relationships to 

her sense of success, incidentally revealing parts of her schema for solving problems. 

These particular aspects of her schema located her difficulties m her personal failings 

rather than m the very real exigencies of her situation. 

Lisette revealed her beliefs about the opportunities presented by the dialogue 

journal when she wrote about exchangmg a dialogue journal with her cooperating teacher: 

1 think, maybe, if she is wQUng, I would like to keep a separate diafogue journal 
with her, because, for one thing, it would give us the chance to talk about thmgs 
that we might not have the time to do otherwise. In addition, I think, since writing 

for me, a more fluent means of commimication, it wld make it easier to 
establish the kind of relationship with her that I woiild like to have". 

The relationship aspect of the field experience was very nnportant to Lisette. In aU 

her entries about classroom relationships L^tte used the word "comfortable" prolifically. 

There were other words that seem to be attached to the comfort idea. Attached to comfort 
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with her cooperating teacher were the words "confident", "trust", "connection", "like 

what I see", and "relationship". Attached to the word comfort when she was talking about 

the children were the words "control", "feeling free", "feeling easy", "accepted by". It was 

interesting to me that words like skill, achievement, objectives, standards, grades were not 

associated with comfort in these excerpts. My observations led me to wonder if comfort 

was associated with "relationship" m Lisette's mind, rather than "competence". There 

would be advantages and disadvantages to this schema in terms of addressing problems in 

relationships in classrooms of the future. Experienced teachers know that relationships in 

which learning takes place and therefore which are comfortable for teachers with integrity, 

such as Lisette, are founded on competent teaching. 

Nkok 

Nicole arranged her placement in a lower elementary classroom at the state school 

for deaf children. Her cooperating teacher, Nancy, was an experienced teacher both at the 

school and at this grade level. Nancy had served as a cooperating teacher for other 

students in other field experiences and her classroom was regularly observed by faculty 

and students. While Nicole was doing her field experience she was also studying for her 

comprehensive examination and working at a job. She kept two dialogue journals, one 

with Lorraine and another with Nancy, because, as she said; 

"I decided to write to both you and N. but they will be separate journals. I found it 
is too hard to write to two people in one book, there is no dialogue because it is 
ahvays changing to fit the people" 

I did not have access to the dialogue journal Nicole exchanged with her cooperating 

teacher. 

The function of the dialogue journal for Nicole. One very important fiinction of the 

diak>gue journal between Nicole and Lorraine (as I have noted with Derek's dialogue 
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journaO is that it provided a confidential and sympathetic place for Nicole to vent the 

fiustrations that arose as a result of her professional ethics coming into conflict with the 

local teacher culture of Nancy's classroom. Nicole used the journal in this instance to 

explore professional ways to deal with the conflict whfle addressing the moral dflemma 

which it provoked. She also examined the contextual and structural characteristics of 

classroom as well as the use of resources which brought about the conflicts in the first 

place. In using the dialogue journal to address professional issues of competence and 

control of the classroom through her entries about the challenging behavior of one of her 

pupils, Nicole revealed her persistence and resourcefiilness. Thus, it was here in the 

dialogue journal through the content she raised and her reflections on it that she 

constructed herself as well as recognized herself as a teacher. 

Emerging Themes in the Dialogue Journal Conversations 

In the previous section I have introduced each dividual student-teacher's 

dialogue journal oi general terms by explormg the fiinctions that were revealed in their 

concerns. There were significant overlaps in the issues the students raised. The concerns 

could be organized into four clusters which might be characterized as themes. In my view, 

these themes all related to the students' self-concept as teachers and professionals. The 

topics and the way they were treated clustered around these four central themes. First, and 

most pressmg for the students was the theme of completion as they traversed the hurdles 

on the course and transitioned fiom being students, to becoming teachers. The second 

theme was of competence as the student-teachers re&ied thev skills as teachers. The third 

theme was that of caring as the student-teachers devetoped or made conscious their 

professional ethk;. Finally, there was in each of the dialogue journals a theme of conflict 

resolution where the definition of self as a professional clashed with the compromises that 
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had to be made in each student-teacher's particular situation, and the resolution of that 

conflict. This resohition was often found through an idealized image of a classroom and 

self as teacher free from external interference. 

After reviewing Lorrame's intentions for the dialogue journals I will use excerpts 

from the dialogue journals to illustrate the four themes of completion, competence, caring, 

and conflict resolution. I will then offer interpretations in partial answer to the guiding 

research question about the treatment of topics in the dialogue journals. As stated above 

the excerpts are reproduced as they were written with only essential editing of spelling 

where idiosyncrasy obstructed clarity. 

Lorraine's objectives for the dialogue journal exchanges included her intentions to 

build a relationship with the student-teachers that would support their reflections, 

observations, synthesis of theory and practice, and discussion of professional issues (see 

Chapter 6 for a detaOed exposition of guidelines distributed to student-teachers). These 

instructions auned to ensure the dialogue facilitated the development of a multiplicity of 

facets of student-teacher experience including observation, evaluation, reflection, and 

mquiry. 

I did not ask the student-teachers what theff intentions were for the fiinction of the 

dialogue journals. But it was possible, through careful readmg, to make some suggestions 

about what each student-teacher used his or her dialogue journal for and these functions 

have been outlined. However, I cannot say whether these purposes were intended at the 

outset of the semester, or if they emerged as the semester unfolded. It is certainly possible 

that Lorraine and the student-teachers saw the dialogue journal in dififerent lights 

throughout the semester dependmg on a variety of Actors. For exan:q)le, the stresses of 

the field experience may have been such, that, despite Lorrame's hopes for reflection on 

wider issues, the exchanges came to be more pragmatic than philosophical or reflective m 
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content. In other words, if the student-teachers didn't seem to be broadly reflective here, it 

does not mean they were not in some other forum, or had not been at some other time in 

their teacher preparation program. An earlier study of these same student-teachers' 

dialogue journals during their first semester in the teacher preparation program had 

revealed a dififerent emphasis in their reflections; they had been much more interested in 

offering critique of the context of teaching and learning (Hardesty, 1993). However, their 

reflection on action and practice was, not surprisingly, much more limited at that time, 

due, I suspect, to the fact that they were not engaged m teaching themselves. 

Completion 

This cluster of concerns reflected the student-teachers' interest in completing field 

experience assignments. These assignments mcluded the development of record keeping 

systems, the drafting of thematic unit plans, the preparation of individual lesson plans, the 

assessment of children and the setting of educational objectives for each child. Objectives 

were to mclude language/communication objectives as well as content objectives and were 

to be mtegrated mto lesson planning. The student-teacher also used video technology to 

record, critique and reflect on her own practice, and made observations of her own 

cooperating teacher as well as a similarly a^ed group of hearing chOdrea m a local public 

school m order to reflect on the practice of other 'master' teachers. Student-teachers were 

expected to make meaningM and authentic connections with the parents of the children in 

their classes and to participate in the writing of Individualized Education Plans. In essence 

then, the assignments were designed to ensure the students were accountable for theff time 

and the educational and socral progress of the chfldren m thev care dur^ the field 

experience. The student-teachers were expected to take M responsibility for the teachmg 

m the classroom for four weeks of the nme week &kl experience. 
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Derek alone did not use his dialogue journal as a channel for administrative 

concerns to do with completing assignments. The remaming four student-teachers wrote 

about these issues with a variety of purposes. These included finding out if a plan for 

completing an assignment was adequate, exchanging information regarding schedules and 

handing in assignments, and on one occasion, asking how a task should be completed in a 

teacher-like way. 

Confirming the Adequacy of Plans for Completion 

Student-teachers used the dialogue Journals to ask very specific questions as they 

tried to complete their assignments. For example, hoping to ascertain the exact format or 

instructions for completing a particular assignment, when Beverly asked Lorraine: 

"I've been thinking about planning my unit & lesson plans & I want to know if we 
need to write a lesson plan for every activity." 

Debbie used the dialogue journal to record her process for completing assignments 

and asked for feedback or approval of her plans from her cooperating teacher: 

" Regarding n^r lEP [Individualized Education Plan] -1 was thinking about 
looking @ D.'s writmg log & trymg to anafyze his writing. I think I'll be able to 
look at syntax and semantics w/ that. Readmg - well I could wait untfl I have C. 
and D. m 2 weeks to do sonoe reading observations (& use sflent reading 
observations as well). In terms of ASL -1 don't feel I can complete a thorough 
eval - however, I would like to try... Let me know what else you think I could look 
at." 

Anotter way the dialogue journal was used to ensure appropriate responses to 

assignments was to set up systems between the student and Lorra^: 

"I will be exchanging a journal - a separate journal - with Mandy as well as you, 
so I will give this to you every other week. I guess you can have it for a week and 
then I'll give it back again the foUowing week. I thmk I will stop at the [university] 
every Friday after I get done (around 12:30) and leave stuff and pick up stuff from 

box. Since I will be working oa my thesis too, and leav^ thmgs for different 
people, I thmk that will work well" (Lisette) 
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Exchange of information 

While some student-teachers used the dialogue to make plans explicit, another 

student, Nicole, used hers' for scheduling and to keep Lorraine abreast of her progress on 

her assignments: 

" I guess I will see you Tues for an observation. Oh, I wanted to tell you that my 
lEP will not be due this week. We have gotten realty behind so I'm not sure when 
I will get it in. If that is a problem please let me know." 

Acting Like a Teacher 

Debbie used her dialogue journal to find out how a task should be completed in the 

particular way of'a teacher': 

'T have enjoyed watching [the children] read, retell stories & looking at their 
writing. Do you find as a teacher that you remember a lot of data/details w/o 
writing it down? Two peers and I were chatting about how frustrating it has been 
for us that every teacher we ask about data collection, their response is, 'It's in my 
head'. How do we get started?" 

She appeared to feel that teachers as a professional group had a particular 

methodology which she was not privy to in her capacity as novice. Perhaps what she was 

bemoaning was her own lack of artistry and knowledge as to how to transition from 

knowing technicalty how to gather data from children, to actuaOy domg the task in the 

complex, busy environment of the classroom. 

Although there were no mutinous comments about the assignments in these 

dialogue journals, student-teachers m field experiences sometimes became petukint and 

fiustrated by the seemingty endless sel^onsciousness of the assignments. Perhaps it was 

the memory of that m previous supervismg experiences, which had Lorrame repeatedty 

reminding the student-teachers of the connection between ass^nments/teacher 

accountability, teacher effectiveness and children's leammg. For example, each 
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student-teacher was responsible for writing objectives for the children m their classes and 

Lorraine reassured Beverly at one point: 

"As you become ^miliar with the children and their objectives, you'll find 
yourself using every opportunity to address these objectives. This is really exciting 
as it tells you that you are increasing your level of competency and providing very 
integrated instruction tor your students." 

The student-teachers' concern with timely, accurate and effective completion of 

assignments mirrors the real world business of the administration of teaching. Teachers 

have numerous obligations to be accountable and a great deal of record-keeping, testing, 

logging, and monitoring to do besides the business of teaching content and educating 

children. Although the purpose of these admmistrative tasks is ostensibly to improve the 

education of children there is no doubt that, at least at times, the preoccupation with 

accountability can be experienced as busy work, a waste of time, and also somehow 

threatening to teachers. 

Competence 

All the student-teachers addressed issues of competence m their dialogue journal 

entries. There was the specific discussion of classroom management s^Ies m Beverly's 

earfy entries and her mterest in reading and writing strategies. Debbie was interested ni the 

teaching of specific content as well as the pacing of lessons as she noted her tendency to 

swamp the children with activities leaving Innited tone for discussion. Lisette's difiSculties 

m pitchmg material at an appropriate level for her pupils caused her to doubt her ability as 

a teacher durmg the field experience, and Derek also wanted information on successful 

team teaching. Nicole's difiSculties with mfiising commumcatk)n objectives into 

content-based lessons gave Lorrame much to talk about and Nicole made a steady attempt 

to inqjrove her competence in this area. These diverse concerns coukl once again be 
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grouped. The principal topics forming the centers of these groups were behavior 

management, mastery of content, improvement of practice, and the joy of teachmg. 

Behavior Management 

All five student-teachers raised the issue of behavior management at some point in 

their dialogue journals. Beverly, Debbie and Lisette each sought ways to implement the 

cooperatuig teachers' systems of discipline. 

Beverly wrote as follows: 

"..one student wasn't domg her work & acted as if she didn't know what to do. I 
think she was just testing me and honestly it was very fiustrating. I talked to Raina 
[cooperating teacher] about it & we started to discuss behavior modification 
programs." 

Beverly showed her resourcefiilness and personal standards m seeking solutions to 

this difBculty by talking to her cooperating teacher with the intention of learning new 

ideas, and by focusmg her observations in a local school (another field experience 

assignment) on behavior management: 

" Raina gave me some good ideas using positive reinforcement & givmg pennies 
for good behavior. Later the students can trade in the pennies for prizes. I will try 
not to use this method but 1 know in the fiiture there will be kids that need external 
reinforcement to stay on task....one thing that I really noticed [in the public school] 
was the need & use of lots of positive reinforcement. It seemed to work but sad 
for me to think that every few mmutes the teacher has to talk about good behavior 
& try to ignore a lot of bad behavior. I mean it would get so annoying having to 
say somethmg nice about good behavior all the time. I Uke to compliment because 
of somethmg that is mq)ressive not because I have to. Then praise & 
encouragement becomes &ke, not genuine. Do you know what I mean?' 

Debbie also commented on her cooperate teacher, Vicky's, effectiveness in the 

area of behavior management This time the discussion centered arotmd Vkrlqr's 

consistency with positive remforcement. She went on to wrfte more about her concerns 
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relating to classroom management. It is not clear if she was having difiBcuIties herself or 

simply reflectmg about the issue of classroom management m a more general sense: 

" I used to teach preschool and I remember trying to advocate [positive 
reinforcement] but it was tiring. It's especially difBcult w/ kids that you almost 
need to ignore the bad behavior & commend the good. It's difficult for me in 
terms of behavior management to decipher which consequences are most 
appropriate for certain behaviors. I realize they will be dependent on the kid, 
situation & teacher belief however, I still struggle w/ that. I noticed you 
sometimes giving a warning or two then when appropriate directing the student(s) 
to a different area. I find it fiiistrating not knowing what is most appropriate, but I 
am anticipating that once I get to know the kids better -1 will be a better judge." 

For £)erek the problem was not specific to the classroom and he did not describe 

any particular incident in any detail. Rather, he expressed his frustration m a reflection on 

the subject of respect which is discussed later as I describe reflectivity and responsiveness 

in the dialogue journals. 

Lisette experienced some difficulties with the chOdren's behavior in the second 

week of her field experience: 

" ..yesterday I ran into some problems w/ 3rd period & had hoped to talk 
w/ Mandy this morning about use of behavior system I thought about last m'ght, as 
we had agreed. I'm basically following her system, because it works for her and 
it's what the kids know. However, I am gomg to make it clear to kids that it is 
what I expect to make sure everybody knows what is going on. I had thought 
about makmg some modifications, because I don't really feel comfortable giving 
detention, but I couldn't come up w/ anything. So will see how this goes". 

Later the same day she wrote: 

First period went well -1 was really pleased w/ students behavior. O. & 
B. were very telpfiil and cooperative for me. 3rd period went pretty good too 
ahhough time went by so &st I didn't do everythmg I wanted to do. But that's 
better than runnmg out of stuff". 

Nkole's idea of how to run the classroom brought her mto conflict with her 

cooperating teacher. The dialogue journal didn't just provide her with an outlet for her 

frustration, she used it to find out how to work with her cooperating teacher too: 
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" The one area I will struggle with is classnn management. This has always been 
my strong point but I'm finding that deaf kids are a little harder.. I don't know if it 
is because of the tolerance level of the teacher, the school setting or if the kids just 
have an easier time tuning off because they can close their eyes if they don't want 
to listen. There is a lot of behavior in that class that is unacceptable: pushing, 
hitting, sitting on tables. I don't think it is right but N. doesn't disapline. Am I 
stepping out of Imes when I do disapline and I would like to develop some reward 
systems and a time out area. Will this be appropriate when I am teaching full time? 
Or do I follow her lead?" 

Nicole was highly responsive to the suggestions Lorrame made and after noting 

the usefulness of sittmg back and observing more she wrote; 

"I had a problem w/ one child and when I started to discuss it he kept 
saying 'Don't know'. I thought maybe it was a language problem so instead of him 
generating the answer I gave it to him and asked if that was what he was feeling. 
He still said 'Don't know'! So it didn't get far disapline wise but language wise it 
said alot. One, that he can't really express himself and two, he may never have bad 
the oppurtunity to tell how he was feeling. I'm going to continue this because it 
will help both with the d^pline and langu^e". 

It was clear that Nicole realized that reflecting on her own practice and the impact it 

seemed to have on the children was empowering her as a problem-solver. Nicole was the 

only student-teacher who explored the misbehavior of an oidividual pupfl in the dialogue 

journal, and set up individual responses to it, and then monitored her effectiveness. 

Finding that all the student-teachers wrote of behavior management issues is hardly 

a surprise. Literature m the area of new teachers suggests that such concerns are primary 

among new teachers for control of children is seen as fundamental to creating an effective 

leammg environment (Clarke, 1997; Brubacher, Case, & Reagan, 1994). 

Mastery of Content 

Two student-teachers wrote about the importance of a teacher's grasp of content 

to be taught Derek mentioned this issue m general terms. He wrote in his Mh week: 
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'1 think some of the teachers are looking at the material being presented 
now as material for the kids. I always believed teacher need to learn and study a 
subject at their level so they understand it a very high level. Then change mode and 
fit your information to the child level of language and cognitive development. 
Some teacher seem to learn at the same level as the children. I fell this does not 
allow a teacher to be able to clearty explain a topic if they don't have a high grasp 
of the topic". 

Lisette identified her struggle with the content she was supposed to be teaching as 

central in her difficulties to motivate the children in her classes. In her second entry Lisette 

wrote about her experience in some detail: 

" I'm having a very difBcult time trying to teach the content -1 don't feel 
comfortable w/ the material myself to decide what's important and what's 
important for each group. The homework I gave 7th period I think was not 
appropriate maybe, too hard. Too much reading mvolved. I feel like I'm missing 
something & am fiiistrated. Maybe I need to do more planning, but I only have 
limited time... I'll have to admit though, it is taking me a lot longer to get going 
with these kids and this subject than I expected. Last semester, I had so many ideas 
for thmgs I wanted to try - this semester, I feel so stuck. I can't think of anything. 
Maybe because I haven't had a lot of time to think about how I would teach social 
studies. Maybe because of that I need to spend more time planning. When I was 
doing [previous area of specialization], it was so easy to get up there and have a 
general sense of what I was doing - n^ objectives for the day and a general 
sequence of events. Everythmg depended on the kids and their performance I 
know n^ objectives and the places I wanted to [practice] but I didn't have to plan 
it in detail or think too much about how I wanted to do it because it was 
mtemalized because of my familiarity w/ the content and so much depended on 
how the kids performed too.. J guess I am just havmg a hard time...becaiise at the 
same time I have to really think about the content area". 

There was a week of vacation shortly before the end of the field experknce. 

Lisette anticipated it happily, reflecting fiirther on the relationship between content 

mastery and her personal confidence as a teacher: 

I am tookmg forward to the next week of vacation so I can do a lot more 
background readmg -1 find that the more I know, the better I am able to express it 
to the kids, even if I onty touch the sur&ce of what I know. And, as I learn more, I 
also become more excited about teachmg it too". 
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Both student-teachers' comments indicate their realization that the respectM 

relationship between teacher and pupil is influenced, indeed often founded upon, the 

teacher's adequate grasp of the content she or he is teaching. 

Improvement of Practice 

In many cases, the student-teachers wrestled with some aspect of practice which 

was unsatis&ctory. For example, Beverly struggled with how to include children of 

divergent ability in her teaching. She brought up the topic a number of times 

experimenting with a number of ideas for relieving the difficulty. In her early entries she 

acknowledged the difficulty, she then made various suggestions for improving her 

resources for dealing with the situation; 

First week's entry: "There are some really interesting kids in ray class with a 
variety of skills" 

"One thing I thmk will be difficult when I start teaching is how 
to work with two groups at the same time." 

"As I said before havmg students at various levels of skill is 
difficult because you have to figure out how to teach both 
groups at the same time. I think that is when having an aide or 
a parent helper becomes very useful". 

Second week's entry: " I do think that having a speaker discussing how 
to address all students' goals while teaching a lesson or unit 
would be very beneficial for me, as well as others". 

Finally, Beverly narrowed down a precise area of difficulty as it was exemplified in 

the classroom. This final entry on the topic only dealt with one manifestation of the 

difficulty, but my sense is that m so doing she became able to isolate the exact components 

of her own action which contributed to or helped to defiise the problem: 

Fourth week's entry:" I &id it very challengmg to ba^e the high level 
student with the lower level student. It is difficult to allow 
wait time when you know other students know the answer. 
But, it's so important..." 
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Derek wrote about language learning in the classroom in general terms. He did not discuss 

his own effectiveness: 

"Well, some interesting topics has come up withm the school. Some 
teachers beh'eve glossing would not work with such young chOdren. I feel it has it 
place in the elementary education class...Anyway, ESL seem to come out of this 
highly heated debate of glossing. ESL tend to on my understanding believe in lots 
of exposure. I like that but hearing children are exposed to the second language, by 
sight, hearing, writing, ect. This allows the child to find and use his/her strength in 
learning the language the best way they can. Now, a Deaf child in this program 
tend to through sight and writing. They tend to rely on memorization. My problem 
is what about the kids who have a hard tone memorizing. How can we help them?' 

The opportunity the full-time field experience ofiered for student-teachers to 

experience some of the difficult decisions teachers make about content, curriculum, 

communication and learning allowed them to take responsibility for developing 

methodology and personal styles compatible with solving some of these problems. The 

combination of methodology and style might be called an individual's practice. 

Consequently, it was in these passages about practice that the student-teachers were 

perhaps most recognizable to themselves as teachers. 

The Jov of Teaching 

In the following excerpt Debbie told a story cubninatmg m a moment of joy in her 

teaching. She moved from a philosophicai point about chfldren's self-esteem through a 

detaOed description of teaching, to her feelmgs as a result of the chfldren's realizing a 

concept: 

" It was mteresting to see [the chfldren's] reactions to the 'intermittent 
remforcement'. It seemed as if they wanted to know some 'hmts' about how to get 
another reward or how not to. I agree with the perspective that kids should learn 
to feel good mside. I have seen many teachers try to give rewards for good 
behavior & it seems as if the kids take if for granted. Plus, they tend not to want to 
do things well if there is no prize mvobed. kids did seem excited though! It 
was fimny during math - when D. & N. had candy because we used those as a 
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model 'set' for fractions. It seemed to make more sense because it was a real 
situation. 'I have how many? I gave you how many? Now what is the fraction I 
gave you?'. Another interesting thing they were confiised about was when to use a 
fraction. For example, each time they say [three diagrams of dissected circles or 
squares with various numbers of segments] they immediately said 1/2,1/4,1/8... 
But they didn't understand that a fraction describes a part of the whole. We used 
examples [circle divided in half with one of the areas dotted] 1/2 is w/ dots, etc. & 
D. had a h'ght go on!! A-Ha! They were so attentive. It made it more exciting." 

Meanwhile, Lisette was having a rather different experience: 

"I'm really frustrated by the 1st period class...because of their behavior -
I'm not sure what to do but I feel like giving up but at the same time know that I 
can't because that might make it harder for me to get back in agauL And I'm also 
too stubborn to do that too - maybe I'm afraid of makmg a mistake in dealing w/ 
that group or I'm afraid of failing. I am afraid, though of something, I can't say 
exactly what. Third period, on the other hand I am enjoying immensely - even 
though they are a challenge to keep on track sometunes too. Maybe because I have 
had them longer, or because we have them twice a day I have developed a greater 
sense of comfort and know the kids better too....5th period is pretty smooth until 
the quarter ends...it's the same group as 3rd period, so I know the kids & I really 
enjoy that group. 7th period is frustrating because I don't feel like I'm teaching 
them anything, and also that I am boring them to death. It's hard to come up with 
activities that are conceptually appropriate but at the same time fit thev skill level, 
m terms of attention, readmg/writing, discussion. I've got to figure out some way 
to get them more involved actively". 

However, it was in this same week (in the middle of the field experience) that 

Lisette experienced joy m her teaching at a noost unexpected moment. Contrast the mood 

of this excerpt and that of the previous one and it is clear how niqx)rtant these moments of 

joy, derived from a perception of their effectiveness, are to teachers: 

"I think the high point of the week was Thursday 3rd period. I asked the 
students if they remembered what tyranny meant - it was one of thev vocab 
homeworks from the previous day. No one eld remember off the top of their head, 
but mimedmtely notes and books came out to look it up - without me saymg a 
word! I had the biggest smQe when that happens because that is the kind of 
excitement and motivation you always hope to get from your students. I wish I 
could have had that on tape..." 
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Caring 

The student-teachers wrote about their relationships with Lorraine, theff 

cooperating teachers and with the children they were teaching. These relationships were 

clearly of great importance. With all the student-teachers it was the first subject they 

raised in their dialogue journals and recurred throughout the semester. 

Relationship with r^orraine 

Only two student-teachers, Beverly and Nicole, made comments directly indicating 

rapport with Lorraine. Lisette, Debbie and Derek's comfort with Lorraine could be 

assumed by the informah'ty of the language used in the dialogue entries, the assumption of 

famiUarity with subject matter and stance, and with the use of various handwritten 

mood-carrying devices such as margin comments written obliquely and little &ces with 

various expressions punctuating their remarks. Of the two student-teachers who overtly 

made rapport-buflding moves, Beverly did so by sharing how she would be spendmg 

personal and vacation time. She also wished Lorraine well for these breaks, of which there 

were two, lasting a week each, durmg the semester. la addition to the inclusion of 

personal content most of her entries were pre&ced with some kind of greeting such as "Hi 

Lorraine" or simply "Lorraine". Those that were not began with colloquialisms that would 

naturally preclude even that much formality: 

"Wowl" 

"Oopsr 

Beverly always concluded her week's remarks by signing her name without any 

other kmd of customary clos^. 

As with Beverly's mformality, Nicole's openmg greeting to Lorrame in her first 

entry indicated that there was already a comfortable relatranship between them: 
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" Hi! How are you? I hope fine. I haven't started my schools hours at work yet so 
I have been work 13 hour days. Today I got off earfy because I needed to get 
school stuff done so I can get it turned in by Fri. And tomorrows my birthday 
and I'm trying to get things done so I don't have to bother with it" 

Relationship with Cooperating Teacher 

Most of the student-teachers wrote at least once about their relationship with their 

cooperating teacher. Debbie's relationship with her cooperating teacher, Vicky, was very 

important to her. It is clear that she believed that the quality of her relationship with Vicky 

was central to her success in the classroom. So much so that she wrote this in her first 

entry which was addressed to Vicky: 

"I feel fortunate that nty internships have been with cooperating teachers that were 
very supportive and ones I was able to establish rapport with". 

She took a great deal of trouble to praise Vicky and to admire various aspects of 

her behavior. For example, regarding the way Vicky taught: 

"I really like that you include things such as Fast Math & the vocabulary words 
each week...you do it so quickly it doesn't bore them. I like that." 

regarding the way Vicky treated Debbie herself: 

"...you have not treated me as if my questions or concerns are not valid & I 
appreciate that". 

regarding Vicl '̂s stamina: 

"..J noticed your consistent positive reinforcement. Doesn't it ever get 
exhausting?' 

regarding Vicky's knowledge of what mterested the children: 

"...you are really good about remembermg sports scores & teams. Kids k)ve that!" 

regarding Vicky's relationsh^s with parents: 

" You've been so good about follow-up and contact & I'm so fortunate to see 
that". 
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It seemed that Vicky foimd some of Debbie's praise diflBcult to hear as Debbie 

herself implied when she wrote in an entry to Vicky: 

"I know you laugh when I say things, but I really admire your effort! Thanks for 
being a great role model". 

Giving and achievmg respect was also central to Derek's relationship concerns 

during this field experience. He seemed to come to the field experience with a 

well-developed sense of himself as a teacher. Derek wrote in his first entry about respect 

and fitting in &om the point of view of a person joining the classroom with a distinct role 

to play. His comments implied that he thought of hmiself as the one who must do the 

adapting at the same time as being a peer of the other teachers in the room with his own 

beliefs and philosophical approaches: 

I had to learn how to fit in with the distinctively different teaching style...I 
did struggle with getting respect &om my student. They seem to thmk I was 
another Volunteer...My teacher tends to let things go by at time. This is hard for 
me becuz I have a stricter believe". 

Later in the semester Derek wrote: 

'T feel I need to respect my cooperating teachers and their classroom. This is a 
very delicate line. I did talk with my teacher about desciplining. Betsey 
[cooperating teacher] to my surprise says the students are not at the level of 
respect as she would like them to be. She thmks I am really laid back. This 
fiisturates me because I watch how they controlled the classroom for two weeks 
and it was the same or maybe worst. Well, I told I am usually very strict and have 
high expectation. She told me to do things the way I want. I think I will do that for 
now on. Hopefiilly thing will turn out a lot better". 

Lisette began her first entry to Lorrame taDdng about her relations!)^ with Mandy, 

her cooperating teacher. She was the only student-teacher who wrote of the personal 

impediments there might be to buildmg a productive relationship with a woman she 

obviously admired: 

" This is going to be a very good placement for me, I think. I am very 
excited about working w/ Mandy and realty feel comfortable w/ her so &r. More 
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comfortable than I've felt w/ any other teacher I've worked w/ in this program or 
in my previous experience..Mandy seems very eager to support and help me learn 
and concerned that I feel comfortable and confident doing what I'm doing. That is 
important to me, although I need to make sure that I reciprocate by not feeling 
afiaid - well, I can't say 'not feeling', but at least not letting that fear be an 
impediment to ask for help, express confusion, look for feedback. In short, to trust 
her and to trust myself to work together. That's not easy for me to do, but think it 
nught be little bit easier for me w/ Mandy bcse I have a sense of connection w/ 
her, perhaps because her expenences are more like my own, perhaps because I like 
what I see in her teaching, I'm not sure. But there is something there and I have to 
be willing to take to risk and step through the door that she's holding open." 

Nicole too regarded her relationship with Nancy, her cooperating teacher, and the 

children too as important enough to mention, if briefly, in her first entry: 

" I like the class and Nancy a lot. She is really laid back which is nice." 

Relationship with Children 

Debbie's relationship with the children was important to her and ended up bemg 

the defining achievement of her field experience. Debbie closed her last entry by saymg: 

'Today, I realized (I guess it just hit me) how comfortable & @ ease I feel 
w/ the kids. During math & reading activity - it was nice. I enjoy being myself & 
knowing that they depend or TRUST me? I can only hnagine how it will be w/ my 
own class. How exciting." 

In the second week Derek wrote a note in the margin of his entry; 

" I seem to be getting more respect fixim the student since I have become 
more involved. Wed. Kevm [one of the two cooperating teachers] got sick and I 
took over his part of the class with the sub. This was a major mprovement for me 
gettmg respect". 

Further on m the same entry he went on to say: 

"Respect? I believe everyone has a difi^nt opinion what Respect means in 
the classroom. I believe we all have a different picture in what the classroom 
should be like and how the kids behave. Well, I guess I feel that the two teachers 
need to be more consistent with discipline and expectation &om the kids. I expect 
the kids to line up, listen to me, & sit when expected! This doesn't happen very 
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often. I've notice that the school in general tends to allow thing to happen without 
adjusting to it. To me respect is children following the rules and just bemg polite". 

Lisette also wrote about her relationship with her pupils; 

"After the first day here, my apprehensions about working w/ Middle School age 
kids again were put to rest. It's really strange, but I feel more accepted by these 
kids im'tialfy than when I did my student teaching....Maybe because the school is 
smaller, because I've spent time here before, I've met some of the kids 
before...I don't know. There are of course the kids who test you out, but overall I 
feel almost as comfortable w/ these kids as I would had it been elementary kids". 

In her last entry just two weeks before the end of the field experience Lisette noted; 

" Maybe because Mandy was out of the room most of the wk I felt a little 
more in control, a little more easy, a h'ttle more free to be with the kids and interact 
w/ them in a way I felt comfortable. I'm not sure - certainly this is one of the best 
weeks I've had." 

The characteristics the student-teachers celebrated in their relationships with 

chfldren were for Debbie, trust; for Derek, respect; and for Lisette, acceptance. Each of 

these student-teachers desired these elements of relating to be extended toward them by 

the children, but did not talk about what they were feeling toward the chOdren. 

Conflict Resolution 

Beverly, Derek, Lisette and Nicole wrote extensive^ about at least one area of 

conflict. For aD four student-teachers the princ^ area of conflict was between ther 

notions of what they were supposed to be doing as a teacher, in other words their 

professional ethic, and the constraints of their situation. The student-teachers struggled to 

reconcfle themselves to the incompatibilities with theu- belief about what it is to be a 

teacher and do a teacher's job embodied m classroom systems or their cooperating 

teachers' preferences. Three of the student-teachers also experienced stress as they tried 

to juggle their obligations to the university and what they saw as their role in the 

classroom. 
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Conflicts between Professional Ethic and Local Cultural Norms and Expectations 

E)ereic struggled from early in his field experience; 

" The first week was a huge transition for me. I had to learn how to fit in 
with the distinctively different teaching style. This was a real challenge for me. In 
the past I would only need to worry about one teacher. The first week was spent 
just trying to fit in. I felt this was a key ingredient to my success". 

Clearly Derek was unsure as to how to proceed and he returned to the topic later in the 

same entry asking for input from Lorraine: 

"My teacher tends to let things go by at time. This is hard for me becuz I 
have a stricter believe. I know [ will struggle with this issue since both teacher 
tends to be laid back in this area. Do you think it ok for me to create a discipline 
plan for my kid for reading only?" 

The concern continued into the second week and second entry in his journal; 
" I guess this dellma may continue throughout the internship since I'm 

really only a guest/visitor and can't expect to change the situation when different 
expectation are [illegible] on the the children from other teachers. I hope I don't 
sound like I'm complainmg to much but this is the least control I've ever 
experienced with children". 

Derek returned to the problem and addressed it head on under the title 

'Thilosophies" in his sixth entry: 

" This has become ny major struggle this mtemship. From my past 
experiences I have always adjusted my phflosophy to meet the cooperating teacher 
classroom. The reason for this adjustment is so the classroom is not disrupted. As 
a student teacher you can't expect to go into a classroom and change the whole 
room. You will meet resistence." 

Lisette used the dialogue journal to process her feelmgs as she accepted the 

realities of teaching and the teacher's role. For example as she thought about the provision 

of sex education m school: 

"...every week the students have one period [of] sex ed. Several classes 
come together for this period. It was good to see K. and L. teach^ the session 
today and the calm and open way they led discussion and dealt with student 
questions. The kids were mature about it too. I guess it's really important for these 
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kids to get accurate infomiatioa about birth control and other issues from the 
school because a lot of them don't have parents who can communicate fluently 
enough w/ them to provide the type of guidance and education the kids need. I 
really think that this area shld be the responsibility of parents, but given the fact 
that parents can't or won't accept that responsibility, the kids need the info, 
accurate mfo, for their own protection". 

Lisette also used the dialogue Journal to discuss the problem of scheduling. In her second 

communication to Lorraine she said this: 

"Again, today I have no 'teaching' as there is the performance by the high 
school kids for deaf awareness week during 3rd & 4th period, and computers Sth, 
6th & 7th period. It is kind of frustrating because there is so much going on that it 
is hard to have a sense of continuity. But that is the realities of teaching, I suppose, 
and I best figure out some way to deal with it". 

The quotation marks around the word teachmg are interesting in this excerpt. Did 

Lisette mean that she is only "teaching" when she is dealing with content in the fimework 

of a lesson? Does she thmk this is the only kind of "teachmg" that counts towards her field 

experience requffements? Or does she think the only kind of "teaching" the pupils receive 

is durmg lessons in tlie classroom? 

During the member-check in which I solicited input from several student-teachers 

and Lorraine on my manuscript, Lisette refiited these possibih'ties stating that she had 

always believed that, "some of the most memorable, impacting and motivatmg lessons 

occur outside the formality of a classroom lesson. I think I merely meant that I was not 

responsible for plannmg objectives and activities, and that I could take a less proactive 

role" ('Lfeette', August 2001, personal communication). 

Nicole mplicitfy referred to her professional ethic in takmg responsibility for 

maintammg order m the classroom m the precedmg discussion of discipline. However she 

explicftfy^ revealed it m her descr^tion of another adult behavior she observed which 

troubled hen 
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" One thing has been really bothering me. I think the low student: teacher 
ratio is good for the chQd but awfiil for the adults. It seems the adults take that 
chance and socialize. It is really bothering me because a variety of things happen. 
1) The kids get ignored and lose the learning oppurtunity. 2) The adults don't sign 
so the kids lose the incedental learning and 3) teachers talk about kids in front 
of them. This seems very unprofessional. Because the kids lose out. Observing all 
this makes me realize what I should and shouldn't be doing. Many times in class I 
hear about these bad things that happen in the classrooms and I think '̂ How awful. 
Who would do that?' And now I'm seeing it happen. I do not like it. Is this more 
normal than I thmk?" 

What is interesting here is that it is through her reflections on the way she felt 

("bothered'O about her observations that her ethic was revealed to her. She had already 

learned to look at the impact of adult behavior on the chUdren's learning and made note of 

this in her report of her observations. Her outrage was related to caring and 'good 

manners' more than to academic outcomes although she did mention missed learning 

opportunities. 

Nicole's discussion of how to set expectations for classroom behavior with her 

pupils as wen as not "stepping out of l^s" indkated that she had a clear notion, if not 

articulated, that there was a conflict between the local teacher culture of this particular 

classroom, and her own idea of what it was to be an efiective professional. She was also 

clear that she didn't simply see this difBculty as a difference in style between herself and 

the cooperatfflg teacher, but more a difference in perceptions of professionalism. Her 

request for feedback from Lorraine nnplied that she felt Lorraine was part of her teachmg 

community more than was the cooperating teacher, ie., in more of a mentoring role. This 

is a somewhat speculative proposition as I did not see Nicole's dialogue exchange with 

Nancy, the cooperating teacher, so do not know if Nicole put this same query to her, 

although I rather suspect that she tried out her Ideas with Lorrame &st. 
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Conflicts Between the University Requirements and Classroom Expectations 

Many of the student-teachers made comments about the stress they experienced as 

they tried to navigate the shoals of teacher expectations and field experience requirements 

as defined by the university. 

Beverly thought of herself as a teacher with competence. She was confident and 

fluent in her use of professional language and priorities. However, in the fifth week her 

sense of control deserted her as her professional feelings of obfa'gation toward her field 

experience assignments and towards her teaching of the chOdren came into direct conflict 

with the scheduling which fi-amed the specific teacher cultural situation ui which she found 

herself; 
" I'm startmg to feel overwhelmed because I am not able to do much for 

n^r unit. We have reading groups, math groups, spelling, dialogue journals, 
computers & communication lab, so trymg to find time for my unit is not 
successful so &r. I try to plan something but then another subject takes longer & 
then the time is gone. I planned a scieiKe activity with sand but it rained today so 
we couldn't get the sand. Now tomorrow's lesson (part 2) must be postponed as 
well. In addition, Kayla [another student teacher] will now start working with my 
kids, for 1/2 hr, 3 days a week for her project. That leaves me with almost 0 time 
for my unit. HELP!!—I am following what S. does because I don't want to change 
her format for teaching. Also after Spring Break the kids start sewing class every 
day as well. I'm feeling very stressed because there is not enough hours in the 
day." 

Derek also struggled to find his way and wrote this piece in his sbcth entry; 

" The problem at the moment is I feel I totally bemg squashed by both the 
classroom and the University requirement which is starting to become more 
philosophy. I feel I am try^ to fit into two different phitosophies. This is not 
possible although it looks like I might succeed. I know this looks like I am 
complaining but real all I want to do is show where I fit m at the moment. I am 
doing the best I can with satisfymg all parties. I don't feel I am doing a bad job. I 
know in the ftituie, I win benefit fiom making all these adjustment. I know this 
experience will help me fit my phibsophy with the school so both I and the school 
are satisfy with my teachmg". 
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By the end of the field experience Lisette feh somewhat uncomfortable about the 

compromises she had been forced to make in order to fulfiQ all the requirements of not 

only the field experience, but also thesis and &nily needs during the semester. 

"I am feeling a bit guilty because I know I am not doing the best job I can 
possibly do. I think I could do a better job if I had the motivation to put the energy 
into it. Right now I feel like I am operating on a 'just get through it mode'. And I 
feel like I am disappointing Mandy too, because I don't have the commitment that 
perhaps I should. Because I had to meet [advisor] th^ morning about my thesis (I 
only missed 20 min of 3rd period) or because I have to leave early Thursday to 
drive to [nearby city] to take care of my grandpa because my parents have to go 
out of town. I mean, Mandy hasn't said I can't do these things, but she does say 
things like 'Do what you feel comfortable with', 'Think about what is best for the 
kids', or 'I understand your thesis is important but it seems like there has been a 
lot of time taken away fix)m here'. I guess it's the feeling that I am not domg my 
best - and she knows it too". 

Lisette was talking about some real time constraints and competing obligations 

which are the lot of any working person's life. Apparent^ she conceptualized the resultant 

and inevitable distraction and less than perfect outcome m terms of reduced time in the 

classroom as a consequence of her personal filing rather than the result of good decisions 

in less than perfect circumstances. In the member-check Lisette afBrmed this 

interpretation, saying that this tendency amounted to a "character defect" ni her ('Lisette', 

personal communication, August, 2001). 

The student-teachers often alluded to the fiiture and the benefits of their field 

experiences m preparing them for the real life of a teacher. Derek, although fiiistrated by 

the adjustments he had to make m order to accommodate the requvements of both 

teachers and university Acuity realized the experience would stand him m good stead as be 

"fit [his] philosoplQr with the school" so both he and the school were "satisfied" with his 

teaching. 
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Nicole mentioned her difEculties with inilision and the apparent seamlessness of 

her cooperating teacher's practice. She looked forward to greater ease after getting some 

experience under her belt and was glad to know she was "on the right track" as a result of 

the field experience. 

Beverly described her future classroom in response to Lorraine's request to 

consider the issue of scheduling which was raising conflict for her: 

" In my own classroom in the ftiture it may be different because I plan to integrate 
more. I want reading & math, plus other subjects to be all related to one theme. I 
don't really want to use the basals at all. I think the math workbooks aren't bad 
but I hate the reading books. I want to get multiple copies of predictable books 
instead of the boring basals". 

In reality no teacher has a classroom totally &ee from the interference of school 

systems. Some of the conflicts the student-teachers experienced were with what they 

attributed to their cooperating teacher's personal style, such as the discipline issues Derek 

and Nicole struggled with, and the schedulmg that Beverly and Lisette found so taxing. 

What these student-teachers saw as being choices of their respective cooperating teachers 

were sometunes evidence of their cooperatmg teachers adjustmg to meet the expectations 

and mandates of administrators, especial^ when it came to scheduling or textbook 

adoptions. The student-teachers were protected from shouldering the responsibilities all 

teachers have to schools as institutions and to the wider body of pupils in the school; 

responsibilities that come with the territory once you are a teacher with responsibility for 

your own class. 

Answering my Research Questions 

I have noted that the topks raised in the diatogue journal can be thought of as 

cluster^ about four themes of mterest, completmn, competence, caring and conflict 

resolution. As the evMence in the diabgue excerpts shows the student-teachers were 
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deeply immersed in the business of being teachers. The topics in the dialogue journals 

refened to concerns that were raised in the process of livmg the life of a teacher in a 

classroom Through the window of these dialogue journals the dilemmas and conundrums 

of professional decision-making were revealed. The questions the student-teachers asked 

about content teaching, accountability, language use, behavior management, coDegial 

relationships, interventions, and assessment wiD remam in some form throughout their 

professional lives. It was perhaps their preoccupation with such issues that actually defined 

them as teachers in the making. How, then, did Lorraine foster and nurture these novices? 

In the next chapter I will examine Lorraine's ways of responding to the student-teacher 

initiations in their dialogue journals with which we are now so famih'ar. 
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CHAPTERS 

RESULTS H: STRATEGIES AND FORMS USED BY LORRAINE IN HER 

RESPONSES TO THE STUT)ENT-TEACHER INITTAHONS IN THE DIALOGUE 

JOURNALS 

In the previous chapter I wrote about the functions of the dialogue journal for each 

individual student-teacher. I also showed that, although each person had his or her own 

concerns, these concerns could be thought of as clustering about four principle thennes, all 

of which were brought up in some form by each student-teacher. These themes were 

characterized as relating to completion, competence, caring, and conflict resolution. 

In this chapter I describe Lorraine's responses to the student-teachers' initiations. 

Lorraine utilized various strategies which seemed to conform to her stated intentions for 

her own responses as well as her objectives for the mteraction in the dialogue journals. 

In most of the dialogues the pattern of communication was often like a 

question-answer mteraction in which the student-teacher initiated and Lorraine responded 

by providing answers to problems or by being a model of problem-solvmg processes. In 

many cases topics were built on m successive entries and I will address this responsweness 

in Chapter 9. However, m the other cases, the efifect of Lorraine's utterances remains 

opaque as the next initiation by the student-teacher considered new subject matter without 

so much as an acknowledgment of Lorraine's previous turn. As I have mdkated 

elsewhere, the dialogue journals were but one form of communication between Lorraine 

and these students during the semester concerned. Thus, it is per&ctfy possible that these 

topKS, while not pursued in the dialogue journals, were continued in other mteractions. 

In this chapter I wQl discuss a taxonon^r of the responses that Lorraine made to 

the student-teachers' mitiations that were less conversational in nature or mood, leavmg 
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the more meditative passages to be considered in Chapter 9 where I describe the 

responsiveness and reflectivity m the dialogue Journals. 

The student-teachers were made responsible for initiating topics in the dialogue 

Journals. This was not the first time the student-teachers had used dialogue Journals in 

field experiences. Indeed for some, it was the fourth dialogue Journal they had exchanged 

with a university supervisor. Both Lisette and Nicole had previously exchanged dialogue 

Journals with Lorraine herself. I therefore assumed these student-teachers, all of whom 

used their dialogue Journals effectively, had come to this semester's assignment with some 

mtentions of their own. I do not know what their intentions were before the semester 

began; however, the functions of each student-teacher's dialogue journal as described in 

the previous chapter give some msight into the professional nature of the students' 

concerns in the areas of completion, competence, caring, and conflict resolution. 

Lorrame responded to the student-teacher initiations and did all she could to 

sustani the topic. If the student-teacher dropped the subject, so did Lorraine. However, 

Lorraine was not entirely at the disposal of the student-teachers' whims. The guidelines 

issued to each student-teacher indicated her intentions for the journals very clearly (see 

Chapter 6). 

Lorraine's Intentions for the Dialogue Journals 

There were two sources of information revealmg Lorraine's mtentions for the 

dialogue Journals. First, there were the guidelines she gave to the student-teachers at the 

beginnmg of the semester. The second source of formation was Lorrame's responses to 

the supervisor questionnaire in which 1 asked her to reflect on her goals for the dialogue, 

her role as a partic^ant m the dialogue, and what she believed the student-teachers needed 
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&otn her participation in the dialogue journal. The purposes she revealed in these texts can 

be organized around two central themes. 

The first theme, the intention of connection, is characterized by Lorraine's building 

of connection and relationship with the student-teachers. Her guideline suggested one of 

the purposes of the dialogue journal was to "build a supportive and confidential 

relationship between intern and supervisor similar to mentoring". In the supervisor 

questionnaire Lorraine responded, when asked what she thought the student-teachers 

needed fi'om her, by explaining that sometimes they simply needed her to be a "listening 

and supportive ear. She went on to say: 

"...sometimes when things are stressful I think they want to know that I'm 
aware of the demands they are under and they want confirmation that their 
situation is challenging or that I've experienced similar challenges and haven't 
come away from them with simple answers. Confirmation that there are often no 
easy answers or prompting in this way. Problem solving can be complex and time 
consummg". 

The second theme, the intention of being a model and encouraging thinking as a 

teacher, features encouragement of a professional style of thinking and problem-solving. 

Lorraine wanted to support the student-teachers as they thought about observations and 

evahiated then- own mpact and that of other professionals on their pupils. Consequently 

she articulated her role m the dialogue journal as being to " reflect back to the student 

what they've saU adding comments/questions to encourage fiirther thought". She 

continued by saying: 

'*! thmk that truly I'd like to move toward nKorporating 
comments/questions that encourage students to generate thev own sohitions; 
.. Jielpmg them see specific situation/concern from another pomt of view; receiver 
of student's idea which prompt me to think about my personal belief, philosophies 
-prompt me to engage in problem-solving". 

This objective was reflected m the guidelines given to student-teachers when 

Lorraine specified that the dialogue journal should provide a venue for reflection. 
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evaluation, synthesis, and discussion of experiences in the classroom. In addition Lorraine, 

herself, would provide a "model or scaffold" of evaluative skills. 

A bridge was constructed between these two intentions, on the one hand 

connection, and on the other, professional thinking, by infusing her responses with an aura 

of collegiality. This tone was already evident in the guidelines when Lorraine used the 

word "discussion" to describe the conversation. In other words there would be equal 

participation of student-teacher and supervisor in the dialogue centered around 

professional issues. I will discuss these two themes and the bridge of collegiality in depth 

below. 

The Intention of Connection in Lorraine's Responses 

The first purpose that Lorraine identified in her guidelines was that the dialogue 

Journals should facilitate the buflding of a supportive and confidential relationship between 

the "intern'* and the supervisor, similar to mentoring. This is the only guideline she wrote 

which explicitly suggests the importance and type of relationship to be created between 

herself and the student-teachers. Thus, the mtentional connecting evident in Lorraine's 

utterances is not an issue to be treated as one of the topics in the dialogue journals, rather 

it is an attitude which underpins the relation within which the topics are developed. 

Connectedness cannot be set alongside topics in the dialogue such as lesson plans or the 

use of ASL in classrooms and considered as an object; for caring connectedness 

characterizes not only the way the generative themes of completion, competence, caring 

and conflict resolution were treated, but also perhaps even part of the reason they were 

selected as important enough to discuss. Consequent^, it makes sense to treat the caring 

relationship as articulated through Lorraine's responses &st, and then to discuss the other 
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major Intention of her responses, that of being a model and encouraging professionalism, 

later. 

Lorraine used a number of strategies to fulfill this intention which are resonant 

withNoddings (1991) concept ofrelation which she calls interpersonal reasoning. These 

strategies are set out in Figure I. Fundamental to Noddings' notion are several 

characteristics. She states," the attribution of best possible motive is fundamental and of 

great importance in this kind of reasoning...Interpersonal reasoners build each others' 

confidence and self-esteem, and they direct their efforts toward strengthening the relation" 

(p. 162). Taking this list and examinmg the dialogue journal entries m its h'ght reveals that 

the dialogue journals exemplify this kind of relation. For example, when Lisette wrote: 

" I am a little at loss w/ 1st period because of their behavior - I'm not sure 
what to do but I feel like giving up but at the same time I know that I can't 
because that might make it harder for me to get back in again. And I'm also too 
stubborn to do that too - maybe I'm afraid of making mistake in dealing w/ that 
group or I'm afi^d of &ilmg. I am afraid, though, of something, I can't say exactly 
what" 

Lorraine responded: 

"You are a very strong person who carefully evahiates your situation and 
explores strategies to address it. I'm so glad you are establishing a network of 
support this semester as I'm sure others have faced your challenges with these 
students and may have ideas to share with you. Would it be at all useful to think 
about some of the instructional strategies you used that were effectual with the 
[children] last semester?" 

Lorraine's response was afBrming, approvuig and warm. Instead of either becoming 

sentnnentally empathetic on the one hand, or telln^ Lisette to shape up and then givmg 

her mstructions as to how to extricate herself on the other, Lorraine took quite another 

tack. She calmly mdicated that the sohitions to the problem were already in Lisette's 

repertoke of professional skills, inchiding having already set up the support she needed, as 

well as having ef^tive teaching experiences m a prior field experience, to draw upon in 



Intention of Connection 

Praise & Approval 
applauding sludent-tcachcr cfTort 

Building Confidence Rapport-Building Moves 
I attention to non-prorcssional topics 
I personal greetings 

Affirmation 
conllnnation or student-lcaclicr decision 

Personal Interest 
personally interested by 

studcnt'teacher utterance 

Legitimation 
giving authority to studcnt-tcaclier 

perception 

Professional Interest 
proressionally interested 

in student-teacher utterance 

Acknowledgment 
noticing student-teacher utterance 

but not responding 

Agreement 
agreement with student-teacher 

perception and ulteraitces 

Figure 1. Strategies Within Lorraine's Intention of Connection 
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order to tackle the difficulty she was having. She didn't directly address Lisette's loss of 

confidence or fears, but instead reminded her very gently that she, Lisette, had the 

solutions within her grasp and directed her attention to them. 

There are numerous examples which can be found on each side of the dialogue 

exchanges to illustrate these characteristics and Noddings' classification gave me 

permission to perceive the centrality of these "rapport-building moves" as I had dubbed 

them in my initial attempts to marginalize and trivialize them. I am embarrassed to admit I 

believed these were sort of'Americanisms', a cultural anomaly, as I had never seen this 

kind of relationship-buflding between faculty and student in nqr educational experiences in 

England. My prejudice was directly related to nqr own lack of critique of the conditions 

imposed on what I thought of as the 'professional' discourse to which I was accustomed. 

Eventiially, I came to see that, in England, we show the caring differently. What I saw in 

the dialogue journals was a kmd of classless &kndliness which is indeed cultural. 

However, I believe the connection, in whatever form it appears culturally is essential m 

any truly effective educational partnership. 

I was not alone in my initial marginalization of these kmds of moves m the 

conversation. Debbie, one of the student-teachers, showed a similar concern when, after a 

passage ni which she made several connectmg moves, she said 'VeQ have to get back on 

track now" as if connectmg was somehow not legitimate discourse for the dialogue 

journal as a university assignment. Interestingly, it was noticeable that she did not 

apolog^ for her connecting moves where her diatogue journal fimctioned as a conduit for 

communkation between herself and her cooperating teacher, nnpfy^ a different attitude 

to explicit relationship-buildfflg m that instance. 

At last, I came to the conclusion that we miss somethmg fimdamental in our 

self-knowledge if we do not understand the underpmning value and inqwrtance of relation. 
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Noddings' discussion of an ethic of caring as liberational, and the complementary 

discussion of women's ways of knowing by Belenky, Clinchy, Goldberger, and Tanile 

(1997) prompted me to examine these instances of affective language and personal subject 

matter and to come to see them as ways Lorraine and the student-teachers connected with 

each others' lives; ways in which the work being discussed was contextualized in these 

people's ways of being in the world. In other words that the connectmg gomg on in the 

dialogue journals was central to the conversation and to the learning that was takmg place. 

Three mam purposes emerged from Lorraine's utterances which fostered the 

caring relation, thus Lorraine was the one who appeared to be the 'one-caring' as distmct 

from the 'one-cared-for' as explicated by Noddings (1984). Her first purpose was to 

provide praise and approval such as when she said to Debbie, "Great observations, 

Debbie!" or to Beverly: 

"I'm glad to see you thinking of strategies to mamtain attention & involvement in 
story reading. Reading aloud is such an important activity that it is super to devote 
some time to thinking about how to do this most effectively". 

A second purpose Lorraine had was to buOd the students' confidence using a 

variety of strategies. She afBrmed them, for example when she said to Beverly; 

"Sounds like you're really monitoring and adjustmg to your students' Behavior. 
This is an mcredibty hnportant skill and indicative of chikl centered instruction". 

She legit^ted their concerns through her personal interest when she sdd to 

Derek," I realty appredate your sensitivity to your placement and your long term 

perspective on your role in the placement". Lorraine's use of the phrase "I realty 

appreciate" mtimated that she was personalty touched by Derek's stance toward his &kl 

experience. Thu contrasts with the noore impersonal tone m the following excerpt ^i^^iere 

she showed her professional interest when she said to Debbie: 
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" Your discussions with Vicky & your &iend certainly prompt us to think carefiiUy 
about the incredible impact that teachers have on children's lives - their fiitures -
and on the way children see themselves". 

The use of the phrase "prompt us" suggests an imperative to a group of people; as if 

Debbie's observations have wider implications beyond herself and Lorraine. Lorraine also 

legitimated the student-teachers' initiations by acknowledging what the student-teachers 

said while making no further comment. An example of this was when Beverly reported a 

comparison between some same-aged hearing peers that she had observed and the children 

in her field experience classroom. This was how Lorraine responded: 

Beverly: I think 2 of my kids are writing at a snnilar level as these kids, but the 
other 3 are much less advanced. 

Lorraine: You must feel encouraged to see that some of your students are 
performmg at grade level. 

Another strategy Lorraine used to reflect the legitimacy of a student-teacher's 

concerns was agreement, such as in the followmg interchange with Debbie: 

Debbie: I have enjoyed planning & implementing the math & reading lessons. It's 
great because I have a planning period immediately following both those 
classes. I have taken t^ to write my evaluations carefiiUy & have found it 
beneficial. I know if I had to teach those lessons again -1 would change 
some thfflgs & keep other thmgs the same. 

Lorraine: Carefully evaluatmg your lessons does seem like a valuable use of time 
as it helps to focus on what the chiklren learned or found challenging & 
modificatfons or follow up for the future". 

Finally, Lorrame niade rapport-building moves such as wishing the 

student-teachers well m personal events such as holidays, and also on one occasion when 

she retrieved a student-teacher who had set herself apart in her difficulty with teaching 

students of mixed-ability: 

" I'm wondermg if it would be usefiil at our next seminar to have a sessnn 
addressmg mdividual difi^nces with a group situation. This came up at our last 
seminar and I suspect that multiple people wffl feel challenged by this area this 
semester. What do you think?" 
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By addressing the student-teacher's concern in this way Lorraine suggested that a 

problem the student-teacher feh isolated in &cing was in &ct being i^ed by a number of 

people. She suggested that she, Lorraine, might create an opportunity for the 

student-teachers to taOc about it together, and coUegially asked for the student-teacher's 

input thus bringing her back into the fold of her cohort. 

Lorraine used a variety of strategies to establish, mamtain, and nurture a caring 

relationship within which she and the student-teachers could have a dialogue. These 

strategies included affirmation, approval, reassurance, praise and legitimation through both 

her personal and professional interest, acknowledgment, agreement, and rapport-buildnig 

moves. In the next section I explore what happened within this carmg relation context as 

Lorraine addressed topics and decision-making in the dialogues. 

The Intention of Being a Model and Encouraging Teacher-like Thinking in 

Lorraine's Responses 

I have already mentioned the topics raised in the dialogue journals were 

determined by the student-teachers. Consequently, Lorraine's mtentions were not 

articulated through her topic selection exactly but more through focus or emphasis, 

linguistic form, and a£fect. In the previous section I showed that the mtention of caring 

emerged m Lorraine's utterances through the use of certam strategies of praise and 

approval, afBrmation, legitimation, and rapport building. Having explored the afiect with 

which the dialogues were embued, I examine the linguistic forms and the focus of 

Lorraine's comments as she revealed her own thinking process and encouraged 

teacher-like thmkmg h the student-teachers. 

A pragmatic anafysis (Heidmger, 1984) of Lorrame's utterances suggested her role 

h the dialogue by unpacking the fiinctions of her language usage. Broadfy, the pragmatk 
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forms Lorraine used indicated her intention to elicit particular types of descriptions and 

reflections &om the student-teachers through being a model and promoting a specific 

focus or way of seeing the events of their field experiences. Berger (1972) explains the 

relation of seeing to knowledge thus: 

"It is seeing which establishes our place in the surrounding world: we explain that 
world with words...the relation between what we see and what we know is never 
settled...the way we see things is affected by what we know or what we believe" 
(p.7-8). 

Indirect Strategies 

Lorraine used questions, specific requests for reflection, suggestions, 

summarizing, commenting, directions and reinforcement to direct the student-teachers' 

attention to events. These strategies are shown m Figure 2. This redirection of attention 

constructed a particular way of seeing through the differentiation of exper^es. Because 

altering the way they saw things automatically altered the way they knew the world, this 

activity was a kind of worldmaking (Goodman, 1978). Lorraine had various ways of 

professionalizing the discourse using strategies such as redvecting, comparable to 

Goodman's weighting and deletion or substitution categories. Goodman (1978) suggests: 

" Worldmakmg sometimes, without adding or dropping entities, alters emphasis; 
and a difference between two versions that consists primarily or even solely in their 
relative weightmg of the same entities may be striking and consequentiaT (p.lOI). 

For exan^le, m Nicole's first entry the student expressed her concern about classroom 

disciplme: 

Nicole: I don't thnik it is right but N. doesn't disaplme. Am I stepping out of lines 
when I do dhapline and I would like to devetop some reward systems and a 
time out area. Will this be appropriate when I'm teaching M tnne? Or do I 
foOow her lead. 

Lorraine: You may fiid it usefiil to conduct some observations on behaviors to 
try & discern the antecedents & consequences to specific behaviors. Do 
they seem to occur at specific times of day, daaag certain types of 
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activities...or transitions between activities? Do certain cbfldren align 
themselves with one another & cause disruptions? If N. ignores certain 
behaviors wiiat efifect does this have on the chfldren? Do the behaviors 
disrupt teaching opportunities? Learning opportunities for other chfldren? 
Are children involved in developmental^ appropriate activities?" 

Lorraine is very sidllM m redirecting Nicole's attention &om her criticism of the 

teacher and her consequent uncertainty about how to proceed in her position as 

student-teacher, toward finding out the actual impact of the teacher's behavior on the 

children's behavior on learning. Nicole's tendency had been to move away from the 

child-centered concern regardmg educational outcome and toward the more 

adult-centered concern of how she should fit into this particular classroom. Lorraine 

deflected her by weighting the discussion away from an nnpulsive decision, suggesting 

instead some in-depth investigation of the situation so that a considered choice could be 

made. The result of this response is discussed in detafl in the next chapter. 

Lorraine used a strategy of extending when she elaborated on a student-teacher's 

comment often usmg professional vocabulary and forms. An example of this could be 

found m the following exchange where Lorraine encapsulated what the student-teacher 

wrote in more professional language before she ofiered her own comment. Beverly had 

just conducted an observation at a public school and had observed that in spite of the 

sunilarity in the level of computational skill between her deaf pupfls and their same-aged 

hearing peers, the context of the computations was different: 

Beverfy: The math I observed was like problem solving but when I looked m their 
math folders it seemed like the Publk: School kids were domg smular 
computation skills as my kids. 

Lorraine: Sounds like the basic differences you saw m math were in terms of 
problem-solvmg. Perh^s this suggests that single problem-solving shouki 
be UKorporated mto activities throughout the day to expand the language 
& skills hi this area. 
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Lorraine's response pinpointed the difference between the children observed in the 

public school classroom and the same-aged chfldren Beverly was teaching. Lorraine then 

went on to explore what Beverfy^ might do to expand the context of computation m her 

field experience classroom to remedy the difference which was implicitly agreed upon as 

problematic. 

When Lorraine used expanding as a strategy she encouraged the student-teacher to 

consider wider possibilities such as when she had this exchange with Beverly: 

Beverly: It is interesting to compare Raina with the sub. teacher Una. Una is a 
retired teacher of the deaf & is very different fi'om Raina. She is very 
signed English which often isn't conceptual, especially when reading 
stories. I observed Raina do a really good minilesson on the phrase "Get 
up". The kids were reading & signing "Get" & "up" like Una did, however 
Raina explained & showed the sign for "Get up" that was conceptual. I 
think this is really onportant when teaching reading; to think about what 
phrases mean & use appropriate ASL sign. 

Lorraine: Reading really indicates the contrast between conceptual signs and 
created signs. I'm always curious as to whether the chQd really understands 
what he/she's read when they use created sign or fingerspell a word. As 
you watch your students you might notice whether the use of specific 
signs/fingerspelling indicates comprehension. 

In this exchange, Lorraine encapsulated the significance of Beverly's observation 

m her first sentence and then encouraged some inqu^ on Beverfy's part to enhance the 

student-teacher's understandmg and perspective on the problem of monitormg reading 

conq)rehension. By domg so Lorrame ^lied that Beverfy's notions of "important" and 

"good" could be contested and needed qualification with the results of authentic 

teacher-research. 

The followmg excerpt illustrates renaming which is the way language was used m 

Lorrame's encapsulations of the student-teacher's conceriL In usmg particular language 

inchidmg specialized vocabulary and voice, ateng with a particular preciseness or brevity 

Lorraine projected a professronal tone. Lorraine's phras^ named general concepts fiom 
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a professional pomt of view. In the followmg excerpt Beverly and Lorraine wrote about 

strategies for writing fluency. Beverly wrote descriptions of what she observed in the 

classroom and Lorraine asked a specific question which introduced another teaching 

technique. However, in introducing the technique, she named it concisely without 

describing it, she assumed Beverly would understand the load of meaning in the phrase she 

used, which would not necessarily be immediately accessible to a lay person. 

Beverly: If they don't know a word, they draw a picture or put a blank line. Then 
later they leam bow to spell the words using a special spelling technique. 

Lorraine: Do the students here write approximations for words they don't know 
i.e. initial letter or ending? 

Although Beverly and Lorraine are talking about different techniques for 

encouraging fluency in writmg there seemed to be a focusmg of definition to Lorraine's 

more muscular phrasmg. Lorra^ interrogated Beverly's observation by introducing a 

third possible technique for writing, approximations for words, where children use 

whatever strategies they have to represent the word in writing. The technique she 

suggested has quite different onplications for teacher knowledge than those already in use 

in the classroom. When chiklren write approxnnations a great deal may be learned from 

then- attempts about thev strategies m readoig and writing. This is not so of blank Imes 

and pictures. In this short turn Lorraine alludes to a whole professional worldview. 

Derek's dialogue journal provided an example of the mix of Lorraine's strategies 

as they regularly appeared. Derek mitiated conversation with some speculations about 

how expectations and lack of respect culminatmg m poor behavior were connected. 

Lorraine skOlMy directed his attention to the testable components of his Iqrpotheses. She 

was very gentle at the same tone as suggesting educational mterventions and teacher 

research in actron that could lead to sohitnns to the problems Derek was experiencmg. I 
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have broken Lorraine's utterance up and included my observations field-note style in 

square brackets. 

Derek: How is [residential school] different from public school 
Since most of my experience is in the public school system, my view of 
residential school may be a little bias and limited. 
I think the students at the residential school are a little more immature than 
the public school. I believe research has proven this several times. The 
children at the residential school tend to be more 'me' 'me' 'me' [Lorraine 
margin note: self centered] person. They tend to do what they want at 
times. For example, the students tend to get up and leave when someone is 
signing without any regards to that person. The children to have less 
respect for other people and sometime won't listen or believe the teacher. 
The students tend to have to be told over and over again what to do. Many 
times the students keep repeating the same behavior. 
Some of the reason behind these behavior all from the environment. I 
believe many of the students get away with things that other children 
wouldn't because of the lack of Language between the parents and the 
chOd. I also feel the expectation from the teachers are different. One real 
concern is walkmg in a Ime. This may be smiple task but I feel that children 
learn to work together, behave appropriately, respect others, and learn 
about structure of the environment. I feel some of the teacher let behavior 
go because of the fustrutation they feel with so many behavioral problems 
to deal with when the children come in. This lowers the expectation of the 
chfldren's behavior. I really feel some of the teacher will be shock if they 
observe the classroom of chiklren in the public school that are similar age. 
Sometimes I wonder if the expectation is lower because of the level of 
material the children are using. People tend to treat people at the level they 
are at. For example. Mentally handicapped adults are treated like chfldren 
even though they are Adults. These are a few of the thmg that seem 
different". 

Lorraine: Interesting observations about residential 
school behavior. 
It sounds Uke some discourse skills would 
be usefril for these chiklren ni terminatnig a 
conversatran, strategks for intemiptmg -
some of the behaviors we often conskler 
to be good manners. 

[Lorraine legitimates Derek's con
cern by saying it is interestmg] 
[Lorraine identifies pragmatic 

skills which wouM help dnn-
mish the chikiren's lack of 

knowledge thus refram^ 
the problem from one of 
bad manners to one sohible 
with educational objectives] 
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Lorraine: I suspect that your thoughts about 
limited language between parent & child 
is a pr^ contributor to the problem. 
We typicalfy teach noanners & polite 
conversational behaviors in the home 
explainmg to children what is polite 
behavior & what is not. If language is 
limited this would be difBcult. If this is 
a contributor I would guess you would 
see differences between the children 
whose parents communicate with them 
& those who don't. Is this the case? 
Perhaps in your public school observation [Lorraine suggests further research 
it would be usefiil to look at some con- is possible. What is clear is that 
versational behavior, attention to speaker, Derek is describing the situation 
terminating turns etc to see that diffbences as if it were unchangeable while 
exist. Perhaps you might get some feel for Lorraine sees it quite another way 
bow the classroom expectations impact this and through her discussion models 
behavior with some thought to a way to this way of seeing which is so 

obtain some clear & specffic data on be- powerful in terms of possibility for 
haviors you're interested in & lets talk action that it amounts to an 
beforehand if you have questions. approach] 

The pr^iple difference between the way Lorrame saw both Nicole's and Derek's 

respective situations and the ways the student-teachers saw their predicaments themselves 

was that Lorraine patently beUeved that a teacher is responsible for what goes on in h^ or 

her classroom. If there is a problem a teacher is responsible for findmg an appropriate and 

'teacher-like' sohition. The subtext was that all problems could be tackled on an 

educational level and the teacher was responsible for finding such solutions by settmg the 

problem in educational terms. She clearly believed that the problems that Derek was 

experience were rented to a lack or misuse of skills by chiklren, Equalty obvious^ she 

saw Nicole's discomfort with her cooperatmg teacher as stemmmg firom her assuniptions 

about the impact of unruly behavior on educatranal outcome. In both cases she suggested 

some teacher-inquiry to determine the accuracy of the two student-teachers' assumptrons 

[Lorraine extends and deepens 
the hypothesis through reflective 
reasoning where she establishes 
causal connections, leading her 
to a specific query the answer to 
which should be readily 
observable] 

and, by so domg, she converted personal experKnces of offense and uncertainty mto a 
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chance for them to mcrease their professional knowledge by learning about their pupils, 

and then to teach efifectively and to some real purpose b bettering the lives of those 

children. 

These devices of expanding, redirecting, re&aming and extension are not dissimilar 

to Goodman's (1978) 'composition' and 'decomposition', where matter in the utterance is 

disassembled and reassembled mto new ideas; and 'ordermg' and 'deforming' where 

matter is reorganized such that different conchisions may be drawn, thus proscribing 

action that might not otherwise have been suggested. Using the student-teachers' 

utterances Lorraine then reflected on them using these strategies to propose a different 

way of understanding the implications of the situation as described. Goodman says 

"worldmaking as we know it always starts &om worlds already on hand; the making is the 

remaking" (1978, p.6). Lorraine took the student-teacher's world as he or she described it 

and remade it according to her own 'professional' schema. In so doing, she revealed a 

professional way of seeing, and was a model of its use m problem-solvmg. These 

aforementioned strategies are rather indirect. They subtly model teacher-like ways of 

thinking about and approachmg problems but do not explicitly set out these cognitive and 

perceptual processes. Where more overt measures were required m order to encourage 

teacher-like thinking, Lorraine actively taught the professional workl view using a variety 

of more direct strategies. 

Dffect Strategies 

One such strategy was when Lorrame used anecdote and toki a story. Anecdote 

was an onportant tool in a coocretization strategy ̂ oddmgs, 1991). Lorrame used real 

experience to work inductively; creating ways of makmg educatronal decisk)ns based h a 

caring ethic which looked at and came to understand the uniqueness of real lives and then 
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found principles to apply to them. This was distinct from the more technical rational 

approach traditionally used where principles are espoused and then in^sed on real lives. 

The stories Lorraine told were not parables, but they did serve as tales carrying 

teacher lore of a kind; modeling as they did a teacher-like way of engagmg with classroom 

experiences and the contexts of chfldren's lives. These stories usuaUy had the same 

anatomy as one another and were often offered as a way of authenticating or conferring 

authority on an opinion. The professional value that Lorraine instilled this way was to 

chaUenge one's own assumptions as a teacher by engaging in the lived experience of 

children in classrooms. Such involvement, it seemed, should be through respectfiil and 

carefiil observations of children's responses to their environment always balanced against 

how one, as a teacher, thought one should be helping them to become educated. For 

example when she participated in this exchange with Beverly; 

Beverly: I find it very challenging to balance the high level student with the lower 
level students. It's difBcuH to allow wait time when you know other 
students know the answer. But it is so important & I've seen the benefit of 
wait time to allow a student to thkik & then give an answer. You don't 
want a student to fall through the cracks because they are quiet and shy. 

Lorniiae: The issue of addressmg divergent leammg levels is a really challenging 
one. I hope the teacher panel wQl give us some specific ideas during the 
semmar. I had an interestmg experience with this issue a few months ago. 
As I mentioned I help m our 1st graders' classroom each week and the skill 
levels there are incredibly varied - IQ from 66 - over 100, attention spans 
of a few seconds to many mmutes -1 coukl go on & on. As I worked in the 
computer lab I found there were three children who required ahnost 
contmual 1:1 assistance to complete - well to get any part of an assignment 
started even. I found myself spendmg extensive time helping these children 
with the result that more independent, higher functioning children got little 
of my attention. The more I thought about this, the more I felt like the 
latter chiklren were bemg denied challenges that wouki truly expand their 
learning so -1 know what you mean when you say you don't want to lose a 
child. You also don't want to deny a chikl the opportunity & support to 
excelL I thM^ this is one of the issues common^ of concern with gifted 
chiMreii and what people have referred to m critkisms of an educational 
system that teaches to the 'mean'. 
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This story can be unpacked structurally as follows: 

1) Lorraine anchored Beverly's interest and transitioned from the immediate content of the 

student's utterance to a perspective which related the student-teacher's observation to a 

more general picture or principle: 

'The issue of addressing divergent learning levels is a really challenging 
one. I hope the teacher panel will give us some specific ideas during the 
seminar. I had an interesting experience with this issue a few months ago" 

2) She set the scene: 

" As I mentioned I help in our 1st graders' classroom each week and the skill 
levels there are incredibly varied - IQ from 66 - over 100, attention spans of a few 
seconds to many minutes -1 could go on & on". 

3) She described her own actions or those of others personally observed: 

"As I worked in the computer lab I found there were three children who required 
almost continual 1:1 assistance to complete - well to get any part of an assignment 
started even. I found myself spending extensive tune helpmg these children..." 

4) She described the consequences: 

...with the result that more independent, higher functionmg chfldren got little of 
nty attention." 

5) She stated her own reflectk>ns: 

" The more I thought about this, the more I feh like the latter chikiren were bemg 
denied challenges that would truly expand their leammg so -1 know what you 
mean when you say you don't want to lose a child." 

6) She stated the wider onplications and dOemmas; induced a principle: 

" You also don't want to deny a chikl the opportunity & support to excell." 

7) She related the specifics of this situation to a wider general issue: 

" I thmk this is one of the issues commonty of concern with gifted chikiren and 
what people have referred to m critknsms of an educational system that teaches to 
the 'mean'". 



189 

Sometimes, in other anecdotes, some phases of the story were aggregated but they 

were almost always present and in this same order. The following is an example of 

aggregation within an anecdote that Lorraine included in her single response to Debbie's 

dialogue journal. She was referring to several observations Debbie had made in her 

remarks to her cooperating teacher in earlier dialogue journal entries on the subject of the 

importance of the teacher's relationship with children and her support of families: 

" Your discussions with Viclgr and your friend certainly prompt us to think 
carefully about the incredible unpact that teachers have on children's lives - on 
thek futures- and on the way children see themselves. Skilled teachers have always 
recognized this but I think it is relatively recent that we as a profession have begun 
to discuss things like self esteem in children and self perception & our impact on 
that. Perhaps the profession felt justified in leaving those areas to parents and now 
that increasing numbers of chfldren are in new family situations & configurations 
there is a general recognition that school may be one of the most stable 
environments in many chUdren's lives. Our chOdren attend magnet schools in the 
barrio and I work weekly with some of thev school mates. The stories I hear are 
mcredibly sobering, and it makes me feel that the greatest gift I can offer is love & 
encouragement as I help them learn to read & write. You aQ probably see the same 
kinds of thmgs with parents who can't communicate with their chOdren." 

In the structural analysis of this particular response we see a number of the 

strategies Lorraine used with the student-teachers. The whole first part of the utterance set 

the topic by clarifying to which part of Debbie's communications she was referrmg. By 

doing so she anchored her reader's interest and transitioned from the immediate content of 

Debbie's mitiation to a perspectnre whkh sited the student-teacher's observation in a more 

general picture or prmc^le. In this case the principle was the m^act of teachers on 

chiklren's lives and thus teachers' ethical responsibilities. 

The statement "skilled teachers have always recognized this" was made as Actual 

although Lorrame offered no research base to support her assertu>n. It was presented as 

incontestable; a statement of obvk)us common sense. However, what is hekl to be 

'common sense' is a cultural construct. Lorrame then went on to reflect on the reasons 
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why the teaching profession had not adopted practices to reflect this knowledge untfl 

recently. 

She continued her argument with a story to illustrate her point. First she set the 

scene by saymg that her children attended magnet schools in the barrio. She then went on 

to say what her own actions were by describing her role in the school as a parent 

volunteer. She described the consequences of her actions by saying that "the stories that I 

hear are incredibly sobering". Her own reflections were aggregated with the wider 

implications and dflemmas when she wrote: 
" ..and it makes me feel that the greatest gift I can ofifer is love and encouragement 
as I help them learn to read & write" 

Finally, she relates the specifics of this situation to relevant principles in the wider 

general issue with relevance to Debbie, "You will probably see the same kinds of things 

with parents who can't communicate with their children". Anecdote was a powerful tool 

for revealing, and carrying, cultural perspectives. 

Another more deUberate strategy Lorra^ used to direct the student-teachers 

toward teacher-like thinking was when she explicitly exposed form-fimction relationships 

such as in this exchange with Beverty regarding one of the field experience assignments: 

Beverly: I'm feeling very stressed because there is not enough hours in the day. In 
my whole 5 weeks of teaching I might be able to teach 1 or 2 activities a 
week that are sonoewhat related. Also I want to include writing so I guess 
I'm just going to make my unit very general or focus on 1 small thing & 
just do what I can with it. I have a lot of good ideas but I just can't do the 
activities like I want to. 

Lorraine: Remember that the fimction of the tong term plan [the unit] is to 
provide a means to mtegrate opportunities for commimkation development 
into daity classroom experiences. As we talked about one way to do this 
might be to focus on social skills that could be addressed in ai^ subject 
area. 

Beverfy's comment was made m the middle of an entry in which she expressed her 

anxiety and feelmgs of hopelessness and be^ overwhelmed. Lonam provided an anchor 
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point by reminding Beverfy of the purpose of the assignment, i.e.., the principle behind the 

required project so that Beverty could think more broadly about how to meet the 

objective. Evidently there had already been a conversation about this issue which had 

taken place outside the context of the dialogue journal to which Lorraine was able to 

refer. 

Sometimes Lorraine explicit^ gave directions or suggestions such as was 

illustrated in the balance of her remarks to Beverly. Her comments were always softened 

from commands by ameliorations such as "perhaps", or "you might". Nevertheless her 

intentions were clear: 

"Social skills often serve as a great vehicle for communication development as 
students need to converse & listen to/with one another in any group situation. I am 
attaching a copy of a handout we use in our research presentations as it identifies 
specific social skills that we've addressed in classrooms. If it's useftil to you 
please make use of it. In your own classroom you may want to use a thematic 
approach to instruction and organize your schedule in way to facilitate this. I really 
like the thematic approach as a way to integrate instruction but I encourage you to 
explore alternatives such as the social skills idea in your current situation". 

In addition to making clear suggestions in this passage, Lorraine also used strategies of 

legitimatmg and approving Beverfy's preference for thematic instruction, thus embedding 

her directions in a matrix of validation and afBrmation. 

In an exchange with Derek, Lorraine's suggestions took the form of explicit 

mstruction in structuring his enquiry mto behavior of children in classrooms: 

" Perhaps m your public school observatran it would be usefiil to look at 
some conversatk)nal behavior, attentk)n to speaker, terminating turns etc to see 
that di£ferences exist. Perhaps you might get some feel for how the classroom 
expectatk)ns mpact this behavior with some thought to a way to obtain some clear 
& specific data on behaviors you are interested in". 

Thus, we can see that Lorraine used a variety of strategies to fiilfill her intentran of 

discussk)n of professional issues through scafifoMing and modelmg professional ways of 
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thinldng and addressing difficulties. Most notably she did this by dissectmg the 

student-teachers' sometimes rather vague statements and assumptions and encouragmg 

accurate observations of childrea's behavior and differentiation of the lived experience in 

classrooms. She was a model of this process as she restructured the events through a 

teacher-like schema. A single semester may be too short a time for the effects of this 

model to be clearly seen. In several student-teachers it was possible to see a kind of 

coming together of skills, theory and practice m their accounts of teaching toward the end 

of the semester although the change could be attributed simply to a developmental 

milestone of growth that was similarly experienced by several student-teachers. Lisette 

commented on this in her sbcth entry: 

"Maybe because Mandy was out of the room most of the wk I felt a little more in 
control, a little more easy, a little more free to be with the kids and interact w/ 
them m a way I felt comfortable. I'm not sure - certainly this is one of the best 
weeks I've had. If the last two weeks are anything like them, I will leave on a very 
positive note". 

Beverly also reported a more relaxed and perhaps integrated frame of mind. Th^ 

tune in her seventh entry: 

" ...teaching is going well. I'm really enjoying team teaching with Raina. It's fon to 
plan togetter & help each other teach". 

Building a Bridge: Collegiality 

The connection between the professronal model and the caring was through a tone 

of collegiality. Lorraine used language throughout her exchanges with the student-teachers 

which deliberately mvited them to think of themselves as part of a community of teachers 

of which she was also a member. In that sense she encouraged them to see themseh^es as 

her peers. Treating them as colleagues would have doubtless^ bolstered their self esteem 

and was thus an hnportant part of the caring relatk>nship. The specific strategks Lotia^ 
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used to bufld this bridge of coilegiality are shown in Figure 3. For example, Beverly wrote 

about some difficulties she had experienced with the behavior of one of the children in her 

class. Lorraine encouraged her to trust her inner sense of what was appropriate; 

" It seems wise to plan a behavior management program right away...You may find 
it useful to think about your own guidelines for acceptable behavior. How do you 
determine what is acceptable?" 

By affirming Beverty's decision to remedy the problem through devising a behavior 

management program Lorraine set up an atmosphere of approval in her response. This 

sense was deepened by her confidence in the appropriateness of Beverly's ideas of 

acceptable behavior. 

Lorraine included the students in a coUegial circle by usmg words such as 'Sve", 

"one", and "you". She did this when commiserating with Beverly about the time it can 

take to teach a specific lesson plan: 

"Isn't it amazing bow long one can spend on a specific plan?' 

By using the word "one" Lorrame indicated that she and Beverly shared membership in a 

group, in this mstance, of people who spend time on specific lesson plans, namely 

teachers. 

Lorraine conferred autonomy on a student-teacher in the foUowing contributk)n to 

the dialogue journal where she was affirming the student-teacher's plan for completmg an 

assignment. After approving the student-teacher's ideas she clarified her requirements for 

the mformation to be given in the assignment. Then Lorraine rekforced the 

student-teacher's self confidence by indkatmg that she trusted the student-teacher's 

judgment as to how to actually do this: 

"fo terms of plans it sounds like a good klea to have a single plan for routme 
activities with a section for modificatH>n. When I evahiate your mstructional plan I 
need to see bow you provkled opportunitus for chiMren to address the conceptual 
& communkation objectives you've identified for theoL So - you can deckle tow 
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Bridge of Collegiality 

Affirming Professional 
Judgment 

giving authority to the student-
teacher for decision-making 

Use ofCollegial 
Language 

presumption of being peers 

Conferring Autonomy 

agreeing with a decision made 
by the student-teacher 

Empathizing 

relating as a peer to the 
student-teacher's experience 

Figure 3. Strategies Within Lorraine's Bridge of Collegiality 
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best to convey this and how to guide your personal instruction most effectively 
through lesson plans". 

Lorraine sometimes claimed a collegial relationship with the student-teachers by 

empathizing as in this exchange with Beverly; 

Beverfy: The kids were having problems reading & answering my questions.. J 
decided to stop the lesson & show the pictures I brought related to the 
story we were reading...! felt really bad Icnowmg that they were getting 
&ustrated...Getting stuck in a lesson can be very stressful, & depressing. 

Lorraine: It really is frustrating to get stuck in a lesson. 

Lorraine's collegial tone served to promote a sense of a learning community, one 

in which Lorraine herself was also learning about teaching. It was the collegial tone which 

cantOevered the span of connection between supervisor and student-teacher supportoig the 

two-way flow of professional knowledge and process. 

Answering my Research Questions 

One of these guiding or exploratory questions m my research design refened to 

Lorraine's use of strategies. In order to understand strategy use it was important for me to 

clarify Lorraine's intentions. She had provided information on these intentions m her 

guidelines issued to the student-teachers and in her responses to the supervisor 

questionnaire. Evidence from the dialogue journals shows that Lorraine's mtentions of 

connection and professional mentoring were realized through the nnplementatbn of 

certain strategies or forms of response in predictable, rout^ ways. 

A further guidmg question was directed toward finding out if the use of certam 

strategies was intended to be, or was efi^tive for the purposes of mduction. There can be 

little doubt after reading Lorraine's Mentions and then read^ her actual responses that 

she did intend her remarks to lead the student-teachers toward a teacher-like way of 

thmking. This was most particularly evident in her reframing of almost all problems into 
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terms which reflected educational concepts and relationships. However, to investigate the 

issue of effectiveness at induction, I had to identify a process which occurred in time. 

Thus, it became essential to look at whole sequences of dialogue. I shall discuss 

findings from this enquiry in the next chapter. 
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CHAPTER 9 

RESULTS ni: REFLECTION, RESPONSIVENESS AND INDUCTION IN THE 

DL^VLOGUE JOURNALS 

My research question enquired into the nature of the conversation in the dialogue 

Journals because I was interested to know if a description of the characteristics of the 

dialogue would provide insight into the process of professional induction. My review of 

the literature suggested a link between professional induction and reflective practice. 

Consequently, Schon's argument (1987; 1988) for the critical development of reflective 

practitioners was particularly interesting to me. I wanted to find out if the dialogue 

journals contributed to the goal of educating new teachers to be reflective practitioners. 

Moreover, if the dialogue Journals did influence the preparation of reflective practitioners 

was it through a process of induction? 

The nature of the link between reflection and induction was not clear to me 

initially. Was reflection a mechanism of induction, a characteristic, or an intended outcome 

of the dialogue? Did Lorrame tutor the student-teachers to be reflective in the same way 

she encouraged them in other professional ways of seeing, speaking and knowing? Or was 

she a model of reflectivity as part of the professional example she provided m her 

contributions to the dialogue. As I came to understand the way Lorrame responded to the 

dialogue journals it became apparent that the key to the elusive link between reflection and 

induction was provided h the nature of the responsiveness both by Lorrame to the 

student-teachers' mhmtrons, and by them to her comments. In other words it was in an 

understandmg of the nature of the diak)gue between these devebpmg reflective 

practitioners that a process of mduction coukl be better identi&d. 
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In the previous two chapters I have suggested conflict resolution was a distinct 

theme of interest for the student-teachers and Lorraine. However, the analysis of the 

dialogues' reflective qualities revealed a definitive relationship between conflict resolution 

and reflection such that, in this context, conflict resolution collapsed as a separate 

category. It became apparent that reflection was the mode of interrogating problematic 

situations. Reflection provided the means for problem-solving in the resolution of conflict 

in all three themes of completion, competence, and caring. Thus, when I came to examme 

reflectivity, I saw that the distinct topics of conflict resolution became infused into the 

other three themes. It was through the resolution of conflict in the three themes of 

completion, competence and carmg that reflectivity emerged in the dialogues. This conflict 

was always between student-teacher expectations and reality. For example, unexpected 

difficulty in understanding assignments emerged as a conflict in the area of completion; 

unlooked for outcomes in planned activities with children emerged as conflicts in the area 

of competence; and struggles in building relationships with adults or children m the field 

experience settmg emerged as conflictual in the area of carmg. These conflicts caused 

particular difficulty when they were of an ethical nature and the student-teacher felt his or 

her professional integrity was compromised by the adjustments they were making to fit 

mto constramts m the field experience whether the source of these constraints was the 

local teacher culture or the university requirements. 

Reflection 

I have already alhided to but not really descnbed in detail a central characteristic 

of the tone m whkh the dialogue journals were written; and the ways the content, 

regardless of its precise character, was treated. This characteristic is reflectivity. Reflection 

occurred m the dialogue journals when the student-teachers found that their belief or 
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expectations came into conflict with reality. The beliefs in question ranged from 

expectations of teaching outcomes to more intangible ideas about how people should 

behave towards one another, what the role of the teacher is, or what form the relation 

between child and teacher should take. Such belief operate at different levels both in 

individuals and in cultures; and in both individuals and cultures there will be varying levels 

of resistance to attempts to bring about change in these beliefs. 

Perceptions of events are refracted through the prism of personal belief which is, in 

its turn, a construct derived from a personal interaction with innumerable influences, 

personal experience, &milial history, culture, gender, spiritual outlook, as weQ as 

professional training or education to name but a few (Palmer, 1998). The mental activity I 

am calling reflection is a kind of refraction process; the passing of a stimulus from one 

medium (that of the senses) to another (that of the mind). In the dialogue Journals the 

refracting medium may be the student-teacher's mind or it may be Lorraine's. In either 

case, an essential element of the prism is a notion of'professionalism' as it ^ understood 

by the mdhriduai participant. There is a consequent bendmg or reorganization of the 

perception of a given event's characteristics such that it is 'seen' differently and problems, 

now 'named and framed'm particular ways, more readily present themselves for solution. 

This is the essence of Schon's mtention for reflective practice. It is reflective in that the 

individual reviews conduct, either his or her own, or someone else's, m the situation, and 

comes to understand the mpact of behavior and the possibilities for change. This was not 

an event but rather a process through which the student-teachers traveled, coached by 

Lorrame, across successive entr^. 

This kind of exammation of experiences was not onfy reflective but also was 

inductive in that it reframed and named events and outcomes in particiilar ways. FoUowing 

Geertz (1973) I have argued elsewhere that ''cultures are noade up of social practices 
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which comprise.... behaviors suspended within webs of meaning as constructed within a 

constellation of values and beUe& unique to that culture" (Hardesty,1994, p.45). The 

reflective dialogue must first make meaning of events before problems can be identified 

and posed. In the dialogue journals these meanings were irrefutably "teacher-like" in that 

they took into account the teacher's role as educator; and the means to problem-solving 

and change were operationalized as educational objectives. 

If the refraction process in the responsive, reflective dialogue was inductive then 

into what exactly was the student-teacher being mducted? Was it into the somewhat 

nebulous professional culture of codes of ethics and notions of professional conduct; or 

was it into the local teacher culture of the classroom and perhaps the school? 

Earlier m this paper I have suggested that professional culture overlaps but is not 

identical with teacher culttire as experienced m particular local situations. These locales of 

teacher culture can be as small as individual classrooms. Indeed, student-teachers are most 

likely to be enmeshed in a web of expectation and obUgation m a particular classroom, the 

domam of the cooperating teacher. This changes as new teachers enter their own 

classrooms but stQl the literature indicates primary relationships with others such as 

teaching colleagues and children are paramount in shapmg young teachers' expectations of 

themselves as teachers (Schempp, Sparkes, & Templin,1993; Brubacher, Case, & Reagan, 

1994; Clarke, 1997). As teachers gam more experience it seems that they become more 

aware of how their practice is affected by grade-level, institutional or school district 

structures and contexts (Brubacher, Case, & Reagan, 1994; Ma, 1992). I suspect that the 

more experienced the teacher the more aware she becomes of the mfhience and power 

more distant systems have over her classroom practice - that is if she is a reflective 

practitk)ner. But, at every level of experience and reflectivity each teacher must decide for 

herself how to respond to the demands of fitt^ mto the local teacher culture in such a 
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way that does not compromise her professional integrity. The individual's response to, 

and negotiation o^ her complex web of memberships in multiple levels in teacher culture is 

mediated by the level of membership in her professional culture that she claims. We have 

already seen the student-teachers in this study struggle with precisely that issue. It is 

perhaps in these struggles, providing they are reflected upon, that teachers as 

self-conscious professionals are made. 

This preliminary discussion of n^r fi-amework having set the stage, I will now turn 

my attention to the reflectivity to be found in the dialogue journals. Unlike the discoveries 

reported in the previous two findings chapters where I write of what was revealed to me 

as it emerged &om the dialogue journals, in what follows I wQl report the yields of a 

dehlTerate attempt to seek a phenomenon in these texts. As a result of this different 

objective my process for analyzing the dialogues was slightly different. 

Seekmg Reflection in the Dialogue Journals 

To identify when there was reflection m the dialogue journals and when there was 

not, I was drawn back into the Uterature to fiid a definition of reflection. My survey was 

particularly concentrated m Schon's work (1987; 1988), which is where my research into 

the notion of reflectran is rooted. According to Schon, all reflection starts with action, 

either one's own actions or those of another. It also seems that all reflection starts with 

conflkt between reality and expectations. As Schon said, the reflection is provoked when 

there is an unexpected outcome of an action. 

Schon identffies occaswns for reflection desmible in reflective practitroners. The 

&st is reflection-on-action, which is defined as "thmkmg back on what we have done ni 

order to discover how our knowing-m-action [knowledge revealed in intelligent action 

such as making bread or readmg a book] may have contributed to an unexpected 
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outcome" (Schon, 1987, p.26). The second type of reflection he called 

reflection-m-action, and defined it as being when we "reflect in the midst of action without 

mterrupting it...[while] we can still make a difference to the situation at hand - our 

thinking serves to reshape what we are doing whfle we are doing it" (p.26). To Schon 

reflection is a kind of internal dialogue with the "materials of a situation '̂. In other words 

the person reflects on the actions, the impact, the feelings, the outcomes of particular 

experiences. The person reflecting has an "evolving role" as the reflection provides fiirther 

materials to be reflected on such as the reflections themselves. Thus, there is a spiraling 

process beginning with a reflection on an action followed by a plan for change, the 

resultant experimentation and flirther reflection takuig as its subject either performance 1, 

performance 2 and/ or the reflection on performance 1. These many layers of reflection are 

all essential in creating new responses to situations which have been identified as 

problematic. Following Schon, I expected to find reflection-on-action and reports of 

reflection-in-action m the dialogue Journals. 

Coming to Understand the Reflection in the Dialogues 

Unlike nqr previous taxonomies of subject matter and response types which had 

emerged fi:om the diabgue journal entrus, the query about reflectivity was a firame that I 

was imposing on the dialogues. I discovered reflectivity emerging as an important feature 

of the dialogues and then I deliberately looked for it. The Acuity with whom I worked in 

the graduate program of teacher preparation already believed reflection was important and 

the diak)gue journal assignment was given, in part, to promote reflection. I was curious to 

see if ft was effective. 

While I had no difBculty in decidmg mformalfy which passages in the journals were 

reflectnre and whkh were not, when com^ to describe that sorting process and my 



203 

criteria I needed a precise definition of reflection extending beyond meditation or 

contemplation. I also needed to decide what to call the other "stuff' which was then 

designated "not-reflection". I wanted my definition to include a certain quality of thought; 

an objective; a characteristic; a type. Schon (1987) defines reflection very succinctly as 

"thinking back on what we have done in order to discover bow our knowing-in-action 

may have contributed to an unexpected outcome" (p.26). Although Brubacher, Case and 

Reagan (1994) do not define reflection per se, theff criteria for recognizing and fostering it 

mclude that it must be logical, rational and problem-solving thought in which the teacher's 

own actions are evaluated and plans for change are made. In synthesizing a definition from 

these resources it became clear that an essential element of reflective thought (as distinct 

from any other kmd of thought) was that reflection was to be introspective to some extent. 

That is to say reflection should be an mterrogation of internal factors in either the teacher 

or the situation; reflection should deal with personal belief, a sense of mission or vocation, 

consciousness of one's own actions and possibty with changmg them to aUgn more closely 

with values; and reflection should deal with situational subtext. 

What Reflection Is 

My working definition for reflection was that the thought shoukl be provoked by a 

sense of dissonance or conflict in the thmker regarding actions or conditions such that 

these actions or conditions are seen as problematk, are then specificalfy posed as a 

problem to be soWed, and through some process of mterrogation, plans are made for 

change and/or solution. 
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What Reflection Is Not 

Reflection is distinct from examination in that examination is a utilization of 

features of the event or condition to describe it for the purposes of understanding it. If the 

description does not result in posing a problem to be solved then it is not fundamentally 

reflective, but rather descriptive. 

Reflection is also distinct from making propositions. Proposition is used here to 

denote an assertion or statement of &ct. A defining characteristic of reflection must be 

evidence of a process of thought in which the problem is considered from multiple angles. 

Consequently, the proposition cannot sunply occur, but rather must be posed and owned 

as a problem to be solved to be considered a reflection. An illustration of this distraction 

can be found m this passage from Debbie's Journal: 

**! find it really mteresting how much you try to emphasize taking responsibility & 
respecting each other. It is an opportune time to explain that @ school I'm sure 
parents don't have the same ideal situations to explam these things". 

In spite of the &ct that she may have engaged in reflection-on-context in order to make 

these comments, such a reflective path did not appear in the dialogue Journal itself. Debbie 

did not mention the proposition again, nor dU she set any of the problems that might be 

considered to be inherent in it as problems that she might solve, such as how parents might 

be supported to encourage respect and responsibility at home, or how &milies of children 

at residential schools can develop adequate communication skills to &cilitate this type of 

growth m their children. Consequently, I categorized this statement as a proposition and 

not as an instance of reflection-on-context. 

Ordermg Reflectbns 

I approached the dialogues with Schon's notk)ns of reflection-in-actk)n and 

reflection-on-action to see if there were exanq)les of these two types of reflection. It soon 
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became clear that the reflections did not present as a snnple dichotomy. The reflections 

were not all alike; they were not all on actions. I also found reflections on the school 

context and more reflections on belief. 

I sorted the reflection in terms of the type of change that was bemg suggested. In 

what I called 'micropolitical' change, the adjustments suggested were to the individual 

student-teacher's responses as evidenced in her interpersonal relationships, altered 

teaching strategies, or altering her ways of knowing what she knew. At the other end of 

the spectrum, what I called the 'macropoUtical' changes, involved reorganizing the 

distribution of vacations during the school year to unprove the retention of learning in 

students, or gathering teachers into teams to discuss integration of curricuhun and mfusion 

throughout the curriculum of content as well as communication objectives for each child. 

Brubacher, Case, & Reagan (1994) note that teachers with differing lengths of experience 

may reflect at different places on a spectrum of macro- to micro- political interest with 

more experienced teachers tending to reflect toward the macro political pole and newer 

teachers still in struggle with more micropolitical issues. The nature of the problem 

reflected upon may give an indication of the level of acculturation or membership the 

individual is striving for at a particular time. In ^ looking at the topics raised by the 

student-teachers in this study gives a clear unpression of the micropolitical nature of their 

concerns, namefy classroom management, record keeping, setting appropriate objectives, 

mastermg content, relationships with other adults in the classroom context. It was 

exceeding^ rare for a student-teacher to step back &r enough from the coalface of 

classroom interactions to situate his or her difScuhies m a wkler discourse of class, 

culture, gender, or reproduction of power relationsh^s. 

I found three distinct foci of reflection in the dialogue journals. I term these 

reflection-on-actk>n (foUowmg Schon, 1987), reflection-on-belie^ and 
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reflectioQ-on-context. Scbon's category of reflection-on-actioa was illiistrated by 

reflective passages where either the student-teachers or Lorraine were focused on the 

improvement of practice. These reflections also often included reports of 

reflection-in-action. 

However, the other two purposes for reflection which I found are not described in 

Schon's work. Critical theorists have suggested a conceptual difference between reflection 

for the purposes of hnproving practice, Le.., refinement of skill (Schon's 

reflection-on-action), and reflection that yields transformational critique of the material or 

social context of the operation or enactment of the skill (Hursh, 1995). Of these types of 

enquiry, the first concerned itself much more with questions of how? and the second with 

questions of why? and what? Critical and transformational reflection on contexts of 

teaching seemed similar to the reflections I found which dealt with macropolitical issues. I 

called that type of reflection 'reflection-on-context'. The third type of reflection, 

reflection-on-belief^ dealt with the constructk)n of a teacher-like persona. Neither the 

critical theorists nor Schon suggested an order of reflection which dealt with the business 

of who the teacher is as a human bemg. Brubacher, Case and Reagan (1994) introduced an 

elegant spectrum model which described reflection m terms of its formality or informality 

while they looked at issues ofprofessk)nal decision-mak^. Brubacher et al noted the 

different concerns ra^ by inexperienced and more experienced teachers and made 

comments in passing on different individual styles of reflectmg but seemed not to find this 

a subject worthy of exploration. Palmer (1998) argues for mcreasmg attention to be paid 

to the personhood of teachers in preparation and their ethical devetepment. The formation 

of teachers as decisk)n-makers was of interest to me hi my investigation of induction 

processes. Consequently, when the actions reflected upon seemed to result in a 
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consolidation or revelation of belief, or statement of professional ethic or principle I called 

that reflection 'reflection-on-belief. 

I have mtroduced a three-fold ordering of reflections, reflection-on-action, 

reflection-on-belief, and reflection-on-context. I shall now explain these in greater depth 

illustrating my pomts with excerpts from the dialogue journals. 

Reflection-on-action 

I found several examples of Schon's reflection-on-action in the dialogue journals. 

These passages contained the type of thought and writing which was directed at improvmg 

the efiectiveness of the student-teachers' actions within sets of given conditions, but was 

not concerned with changing or ofiermg critique of those conditions themselves. For any 

kind of utterance to be considered as reflective, it had to have the components of 

interrogating the internal &ctors of the situation or actions, identifying a problem, setting 

that problem as one the student-teacher could participate in resolving, and then creating 

solutions or experimental attempts toward solution. Thus reflection was a truly creative 

act. In the case of reflection-on-action the product created was practice; that group of 

performances which, at the same time as bemg under constant refinement, constituted the 

exercise of an mdrndual's profession. 

The dialogue journals yielded a clustering of the reftections-on-action around three 

prmciple planned outcomes. There were several examples of reflection-on-action which 

resulted hi a modi&atk>n of the student-teacher's ways for coming to icnow or understand 

what was happening in the classroom. Another group of reflections resulted m a planned 

change m response strategks student-teachers were using with children. Fmalfy, there was 

a group of reflections whkh pertamed to a planned change to a lesson design or teachmg 

strategy. I shall ilhistrate each of these in turn. 
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Reflections Resuhing tn Modification of Student-Teachers' Ways of Knowing or Coming 

to Know 

Several student-teachers reflected on their own learning process in the dialogue 

journal. Some of the field experience assignments requked student-teachers to collect 

information fi'om children in their classrooms for assessment and evaluation purposes. 

Beverly wrote: 

"I th^ I will write down my initial thoughts on each child regradmg objectives. I 
have a lot of info in n^r head & I think it would be best to write it all down so I 
know what info I have & what info I still need to obtain". 

The problem that Beverly wrote about was how to form appropriate objectives for each 

child, so the content of her reflections related to her completion of an assignment although 

accuracy of her assessments and decisions about objectives would inevitably have an 

impact on her effectiveness and therefore competence, which m turn would have an efifect 

on her relationships with colleagues and with the children. She reported that she had been 

observing the children but the mformation was in her head. She mq)lied that she was 

unsure what she really knew and what she still needed to find out. She planned to write 

down what she knew m order to organize the knowledge she already had and to clarify 

what she still needed to know. This short passage qualified as a complete reflection. 

Lorraine did not respond to it. However she gave quite a bit of feedback as Beverfy 

explored her data collection process fiirther later m the semester: 

Beverly: My data collection is going slowly. I am usmg portfolios for writmg and 
the ta^anafysis for other data. It is very di£Bcutt to find time to setup 
situatfons to collect data. I'm tiymg to pick one kid a day to observe 
but when I'm concentratmg on teaching it's hard to remember to write 
down what happens, when. I think afier a few years it probably gets easier. 
Also ifl am an itinerant teacher it will be much easier because it will be 1 
on 1.1 thmk the best way to get some data on lang is to do a lang saiiq>le at 
the begmnmg & end of the semester to see hnprovement. In the middle 
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other data should be taken but seeing improvement in lang samples will 
really be nice data. 

Lorraine: Your ideas on data collection sound really meaningful. It is realty 
difBcult to focus on instruction & evahiation simultaneously. I'm sure 
experience will facilitate this process. One of the things P. does in the 
[public school classroom where Lorraine's son attended school], in content 
areas, is to pretest/post-test children. This is esp useful w/ mathematics or 
situations which are focused on skill instruction. With students who are 
writing or leammg grammatical aspects I see "daQy written language" used 
freq. Teacher writes up 4-5 sentences with grammatical enors and students 
correct. This usually occurs on a daily basis. I think your correct in looking 
at aspects of language development over an extended period of time as 
growth in this area does take time. Have you tried the tape recording 
strategy that Lisette mentioned ia our last seminar? I know she feels very 
pleased with this as one component of her record keeping. 

Beverly identified the problem of achieving accurate assessment during the course 

of teaching and suggested some ways in which her di£Bculties might improve. Long term 

solutions might be to take a position as itinerant where she had pupils one at a time, or she 

believed that experience would help her achieve fluency with managing the competQ^ 

demands of teaching a group and observation of mdividuals. She realized she had to solve 

the problem in the meanwhile and had some ideas about how she could achieve this. She 

suggested particular types of assessment that might be more conducive to the classroom 

situation. 

Lorraine gave extensn^e feedback, using strategies that are familiar by now, 

empathizing as a teacher with the difiBculty of the task, afBrming Beverty's solutions and 

suggestmg additional assessment and evaluation techniques authenticated by her reference 

to her son's classroom teacher. As this was a classroom that Beverly had visited to make 

observations and had been very pressed by, it was a particularly authoritative 

suggestion. Finalfy, Lorrame reminded Beverty that the other student-teachers in her 

cohort were also her colleagues and that she coukl use them and their kleas as resources. 
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Reflections Resulting in Modification of Student-Teachers' Interpersonal Strategies 

Some of the reflections took as theff content the relationships the student-teacher 

was having with other people in the field experience environment. Nicole wrote at length 

on this topic and asked Lorraine for help. I reproduce the whole sequence of interchanges 

because this is one of the best examples in the dialogue journals of the efl^tiveness of 

Lorraine's model of thinking on the way the student-teacher thought about problems, and 

attempted to solve those problems subsequently. 

Nicole: The one area I will struggle with is classrm management. This has always 
been my strong point but I'm finding deaf kids are a little harder..! don't 
know if it is because of the tolerance level of the teacher, the school setting 
or if the kids just have an easier t^ tunmg ofif because they can close their 
eyes if they don't want to listen. There is a lot of behavior in that class that 
is unacceptable: pushing, hittmg, sitting on tables. I don't think it is right 
but Nancy doesn't disapline. Am I stepping out of lines when I do disapline 
and I would like to develop some reward systems and a tone out area Will 
this be appropriate when I am teachmg fidi time? Or do I follow her lead? 

Lorraine: Isn't it &ustrating how deaf children can completely shut us out! You 
may find it useful to conduct some observations on behaviors to try & 
discern the antecedents & consequences to specific behaviors. Do they 
seem to occur at specific tunes of day, during certam types of activities 
(listen ? than do) or transitions between activities? Do certain children 
align themselves with one another & cause disruptions? If Nancy ignores 
certain behavk>rs what efifect does this have on the children? Do the 
behavk)rs disrupt teachmg opportunities? Learning opportunities for other 
chikiren? Are chfldren involved in devebpmentally approprrate activitks? 
Seems like it woukl be useful to share your apprehenswn about this area 
with Nancy. You couki ask for suggestmns about how to consequate 
behavrars and ideas on how to avokl them. I'd be happy to come & 
observe & see if I have any ideas on this. Sometimes kmdergarteners will 
be more plQ'skal than okler students, esp if some of their ptq^ical behavwr 
serves communicative fiinctions. If they don't have lang. to say - can I 
have a turn when you're fiiished? - they may just grab somethmg from a 
peer. Observatk)ns of behavioral concerns may provkie excellent info about 
needed communkatwn behavrars - ie your objectives! It'll be usefiil to 
observe hearmg kindergarteners and see how ther behavior con:q)ares. If 
you need suggestions on a classroom you m^t conskler [ a public school] 
There are three kmdergarten classes there one of whk:h is bilmguaL E. is 
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the prmcipal and would be the person to contact for an observation. This is 
a magnet school so there are children from low tocome (arrow symbol for 
"to") upper middle income homes, Hispanic, AfroAmerican Anglo & a few 
other nationalities. The school places great emphasis on literacy 
development & appreciation of fine arts. Sorry -1 didn't address your 
questions about time out. My observations of classrooms suggest that a 
specific time out area is often not used. I generally see disruptive children 
removed from a group area by being directed to sit in a chair in another 
area of the room, or to sit right beside the teacher. I've seen this in my 
son's class durmg computer (latter[?]) lab. If the teacher is giving 
directions to the class & some chOd is disruptive they are asked to come & 
sit on the floor beside where the teacher is standmg for the balance of the 
instructions. She then talks with the chQd about appropriate behavior & 
they return to seat.The other day several children were playing w/ the 
computers during instructions & the teacher suggested they put their hands 
on theur laps or sit on them to keep them from touching the keyboard 
(develop of self control) 
Reward systems & discipline charts are commonly used and can be very 
appropriate. 

Nicole identified a problem she was having with classroom management. She 

reflected on the reasons why her experience was so different in this situation than previous 

experiences she had had. She speculated that the reasons were located in the deafiiess 

characteristic of the children, and m the choices of the teacher. Her plan for change was to 

institute a program in the classroom but she was not sure if this would be appropriate 

given her status as a student-teacher. 

Lorraine demonstrated a process of enqu^ into the problem; fess the reasons for 

it, and more the structure of it. She made specific suggestions to Nicole for observations 

she might make both m that classroom and m a classroom of same-aged hearing peers so 

that she might compare the behavior of the chfldren, and see altematwe management 

strategies. She also suggested that Nicole discuss the issue with her cooperatmg teacher. 

The nature of Lorra '̂s response was to remind Nicole of all the variables that were 

iQyolyed.in.solYiQg.the4)rQbIemJn doing thisJ^onaine-diffetentiated the situation in 

sb'ghtly different and nure detailed terms than Nicole bad achieved by her descr^tion. The 
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result was a slight, but perceptible, shift in the kaleidoscope-like pattern of their 

construction of the classroom situation. These included finding out more about the specific 

character of the problem, and includmg other concerned parties in the decision-making 

and the solution. This process took Nicole away from a purely technical application of 

strategy to her impression of the problem and towards a position of choice derived fi'om 

teacher research and engagement with the people in the situation. This is not to say that 

ultimately application of technique might not be important in the solution of the problem 

she had identified, but accuracy in difierentiathig aspects of situations, and then assessing 

and evaluating them to produce an appropriate diagnosis before applying interventions is a 

professional tenet in special education, a field which borrows much &om medical models 

of treatment. 

Nicole responded to Lorraine. Her response not only reported her actions on the 

basis of Lorraine's suggestions. But her comments about the child whose behavior 

continued to be challenging show the development of a more enquirmg method for finding 

out what exactly was going on before trying to intervene than she had shown in her 

previous entry. It is here that her reflection-m-action is also revealed. This holding back 

was a deliberate change she had made in her behavior which she mentions herself. 

Nicole: You had some really good questions to ask myself when I'm observing 
disapline. It would be very insightfiil to know when the disruptive 
behavior occurs. Then maybe when I take over the class I can do things 
differently and see if it helps. This week I will do some formal 
observations. I did talk to Nancy and she is very supportive on whatever I 
want to try. Last week I didn't mtervene as much to see how she handled 
things. That was very msightfiil also. I agree that an area for tune out 
usually doesn't work. I usually just sit the child away fit)m the group. Then 
when I have a chance I go and talk to the chikl. I had a problem w/ one 
child and when I started to discuss it he kept saying "Don't know". I 
thought maybe it was a language problem so mstead of hnn generating the 
answer I gave it to him and asked if that was what he was feeling. He still 
said "Don't know"! So it didn't get &r dis^lme wise but language wise it 
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said alot. One, that be can't really express himself and two, he may never 
have had the oppurtunity to tell how be was feeling. I'm going to 
continue this because it will help both with the disapline and language. 
Most of the kids are fine disapline wise. They were testing me to see 
how far they could go. Now when I teU them something three of them will 
do it. I'm still havmg problems with one kid. The same one as above. Some 
days he is ofif the wall and others he is right on. If you ignore the behavior 
it just gets worse. I think he wants the attention. Phis, many times he 
doesn't have the language to express himself. Nancy has tried given 
positive reinforcement to the kids that behave properly but it doesn't effect 
him. He just ignores it and doesn't feel left out. I thmk what may work is 
giving him choices. That way he feels in control And I want to set up a 
pos. reinforcement for good behavior. I try pointing it out when it occurs 
but at this age I think they need something more tangible. 

Lorraine: This sounds like a challenging little boy. Any thoughts yet as to 
whether there are certain events,etc. that set him ofiF? It can be 
challenging to discuss feelings with low language children but it 
certainly is an important aspect of language to address. I'll be 
interested to hear how things progress with him. 
It's very common for children to test the Ihnits of new situations. I'm 
glad you recognized this and decided what your limits were. 
Sounds like you were quite effective in establishing boundaries 
with 3/4 of your students. Sounds like a good idea to focus on 
choices. This establishes the boundaries but lets hun make the 
decision. You're wise to consider control as chfldren with lunited 
language will frequently engage in various behaviors to influence 
or exert control over their situatioaThe choices also present 
language models aiKl let hmi use/develope language to 
express decisions. 

Lorrame was very affirming of Nicole's decisions through her account of her 

reflection-in-action. She made suggestions and offered praise and approval while 

commentmg on the specific educational benefits and opportunities the interventions offer, 

possibly in order to clarify them to herself or perhaps to make sure they were clear to 

Nicole. 

The foOowing mterchange on this subject ck)sed the topic: 

Nicole: Fffst ofi^ the one boy who has been giving me problems is startmg to settle 
down some. He needs to control so givmg hnn choices works welL I have 
learned he does have the language to express hnnsel^ just chooses not to. 
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It is fiinny because I have been giving him choices so much all I have to do 
is say choices and not give him any and he runs and does the appropriate 
behavior. This tells me that he knows whats appropriate but chooses 
not to do it. I think many times at home he gets his way and that behavior 
carries over. I also think he needs a very structured setting. He looses 
control when he looses mterest.Some days he is trag but I'm getting 
a better handle on things. 

Lorraine: How exciting to see such promising results of your intervention! It is 
certainly possible that rules are limited or inconsistently enforced at home. 

The intensity of each participant's contnbution was considerably less and Lorrame 

carried far less responsibility for the professional tone. I mean this in the sense that 

Nicole's conjecture, professional decision-making and learning process was accepted and 

Lorraine did nothing to modify it, just affirmed the possibility of a proposition Nicole 

made about language opportunity in the home. 

Reflections Resulting in Modification of Student-Teachers' Teaching Strategies 

There were a few reflections which explicitly modified teaching strategy, but these 

were rare. Many student-teachers reported modifications they had made but did not 

actually reflect on these modifications in thev dialogue journals. Although there were few 

reflections relatmg to this in the dialogue journals, this does not necessarily mean that the 

student-teachers did not reflect on their practice. It is perfectly possible that difficulties 

they experienced in the classroom durmg teaching were reflected upon h other situations. 

For example, all the student-teachers wrote lesson plans which they were expected to 

evaluate after each teachmg opportunity. The student-teachers also videotaped themselves 

teaching on several occasions, wrote evaluations of these tapes and met with Lorrame to 

discuss them. Most of the student-teachers had good relationsh^s with ther cooperatmg 

teachers and may have used those mdividuals to reflect with on classroom performances. 

In addition to this, Beverfy, Lisette, and Nicole all conducted dialogue journals with 

cooperatmg teachers that I did not see. Debbie's journal, whkh was prmcipalfy her 
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exchange with her cooperating teacher, abounded with reports of conversations they had 

had about her teaching. One of the few examples in the dialogue journals follows, along 

with Lorraine's response: 

Beverly: Today I taught one reading group. They were supposed to read a page 
and then answer some questions that I asked. The kids were havmg 
problems reading & answering my questions. I noticed them becoming 
frustrated & ansy. They kept looking out the window & asking when they 
would be going to the performance that was in 10 min. I decided to stop 
the lesson & show the pictures I brought related to the story we were 
reading (Hot Aff Balloons). They [sic] kids were happy again & enjoyed 
the pictures. I really felt bad knowing that they were gettmg frustrated. I 
guess next time that happens I will start at the 1st page & read it together 
with them. However, it is difficult to keep their attention & get them to 
answer. I really want to observe Raina [cooperatmg teacher] more to see 
what she does in this situation. 

Lorraine: Sounds like you're really monitoring and adjustmg to your students' 
Behavior. This is an incredibly important skill and indicative of child 
centered instruction. Sounds like the pictures captured thev attention and 
helped maintain the topic you were addressmg. I'm glad to see you 
thinking of strategies to mamtain attention & involvement in story reading. 
Reading aloud is such an important activity that it» super to devote some 
time to thinking about how to do this most efi^tively. As you observe 
Raina and look at yourself it might be valuable to consider the components 
of story reading and the various ways to address thenu 

Beverly identified her difficulty holdmg the attention of the chiklren she 

was teachmg. She also reported her reflectk)n-in-actioQ as she changed her plan mid-way 

through her lesson in response to her observations of the chiMren's behavior. By so domg 

she revealed that she was a sensitive, resourceful, and well prepared educator, a pomt 

Lorraine made sure to make visible through affirmation. In addition Lorraine offered 

suggestions as to the specific educational value of her strategies and duectkin for 

Beverly's observation of Rama's teachmg. 
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Reflection-on-context 

Reflection-on-context could be recognized by its intent to change contexts of 

action; such reflections were concerned with macropolitical issues such as the 'why?' and 

the 'what?' of education and schooling; the 'why?' and the 'what?' of communication 

methods and language choices; and the 'why?' and the 'what?' of social formations such 

as culture, gender relations, distributions of power, etc. 

Reflection-on-context was most evident where there was conflict between the 

student-teacher's beh'efs and her environment. For example, Beverly addresses two 

conflicts in using reflection-on-context. First, her interest in the whole language 

philosophy brought her into conflict with the use of basal readers in her classroom. It also 

caused her to challenge the use of Simultaneous Communication espedally when there 

were literal as opposed to meaning-based translations made between spoken English and 

signs. She did not engage in critique of her own philosophy, rather offering a critique of 

classroom processes and decisions in the light of the principles of her phibsophy, as 

opposed to seeing them as the result of personal styles or choices of the teachers she was 

observing: 

Beverly: It is interesting to compare Raina with the sub. teacher (Una). Una is a 
ret ved teacher of the detUf & is very dififerent &om Rama. She is very 
signed English which often isn't conceptiial, especially when reading 
stories. I observed Raina do a realty good minilesson on the phrase "Get 
up". The kids were reading & signmg "Get" & "up" like Una did, however 
Raina explained & showed the sign for "Get up" that was conceptual. I 
thmk this is really important when teaching reading; to th^ about what 
phrases mean & use appropriate ASL sign. 

Lorraine: Reading really ^cates the contrast between conceptual signs and 
created signs. I'm ahvays curious as to whether the child really understands 
what he/she's read when they use created sign or fingerspell a word. As 
you watch your students you might notice whether the use of specific 
signs/fingerspellnig mdtcates comprehenswn. 
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When Beverly addressed the issue of teaching and the apparently competing 

scheduling of other activities, she eventually resoh^ed the conflict by imagining her 

classroom of the future, suggesting that the form of the daily schedule would follow her 

functions as a teacher. Thus, her problem solving was rooted in her ideology about the 

purposes of schooling and the best ways to achieve them. This interchange, which 

continued over two exchanges illustrates some of Lorraine's use of strategies especially 

well. Particularly, her strength in breaking up apparently monolithic circumstances mto 

thenr constituent, educationally relevant pieces, a capacity I have termed 'differentiation'. 

Thus, solutions to problems were located firmly within the student-teacher's sphere of 

responsibility as well as ability to solve. 

Beverly: I'm starting to feel overwhelmed because 1 am not able to do much for 
my unit. We have reading groups, math groups, spelling, dialogue journals, 
computers & communication lab, so trying to find time for my unit is not 
successful so &r. I try to plan something but then another subject takes 
longer & then the time is gone. I planned a science activity with sand but it 
rained today so we couldn't get the sand. Now tommorow's [sic] lesson 
(part 2) must be postponed as well In addition, Kayla will now start 
working with my kids, for 1/2 hr, 3 days a week for her project. That 
leaves me with almost 0 time for dqt unit. HELP!! Alot of what I am 
teachmg is seperate subjects, not related to a theme which isn't what I 
am used to. I am following what Rama does because I don't want to 
change her format for teachmg. Also, after Spring Break the kids start 
sewing class every day as well. I'm feelmg very stressed because there is 
not enough hours in the day. In my whole S weeks of teachmg I might be 
able to teach I or 2 activities a week that are somewhat related. Also I 
want to inchide writing so I guess I'm just going to make n^ unit very 
general or focus on 1 small thing & just do what I can with it. I have a lot 
of good ideas but I just can't do the activities like I want to. I also want to 
show movies & go on field trips but I just can't find the tune. 

Lorraine: What a wfld schedule you've had! I can see why you're feelmg 
fiustrated. Remember that the functmn of the k>ng term plan is to provide a 
means to mtegrate opportunities for communication development mto daify^ 
classroom experiences. As we talked about one way to do this might be to 
focus on social skills that could be addressed m any subject area. Social 
skills often serve as a great vehicle for communk^tion developement 
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as students need to converse [carat] /& listen to/ with one another in any 
group situation. I'm attaching a copy of a handout we use in our research 
presentations as it identifies speciffic social sidlls that we've addressed in 
classrooms. If it's useful to you please make use of it. 
In your own classroom you may want to use a thematic approach to 
instruction and organize your schedule in way to ^cOitate this. I really 
like the thematic approach as a way to integrate instruction but I encourage 
you to explore altematives such as the social skills idea in your current 
situation....You know, I'm kind of curious about what you thmk about the 
classroom schedule. It must provide access to multiple specialists that can 
expand classroom instructional opportunities. What do you see as 
advantages & disadvantages to this type of schedule? Ideally what would 
you set up & why? 

Lorraine began by empathizing with and a£5rmmg Beverly's perception of her 

situation. She then continued with a passage of very specific direction, reminding Beverly 

of the flexibility of her assignments and encouraging her to think differently about her 

oppbrtimity. Apparently, this was a repetition of something she had said in another 

conversation to Beverly. She offered Beverly materials and agreed with her on the 

des^bility of thematic mstruction, at the same time as presenting a pragmatic solution to 

the immediate problem. Finally, she invited Beverly to step away &om the onmediate 

struggle and to contextualize it by reflecting on the bigger picture issues. As a result 

Beverly was able to construct a brighter future for herself in which she had more control: 

Beverly: I th^c there are both advantages and disadvantages to the [school] 
schedule. I th^c it ^ important to include PE, vocation, commimication lab 
& community hour, but it can be fiustrating because it seems like there is 
not tune left to teach. In n^ own classroom m the future it may be different 
because I plan to integrate more. 

Lorraine: It sounds like you're feelmg that many of the skills children practk:e 
during specialist tmes can be mtegrated mto classroom instruction. I know 
some peopfe like to co teach with specialists so that themes can then be 
carrkd across content areas. I'm sure it's vahiable for you to be exploring 
these issues and I suspect that you'll contmue to evahiate how to mtegrate 
areas of instruction once you begin teachmg. 
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Lorraine extended Beverly's solutions by offering more options in her last t 

contribution to this particular topic in their conversation. 

In these interchanges where the reflections are based around the context of 

teaching, ideological and philosophical bases for decision-making were made much more 

explicit. In the first conversation, Beverly revealed her whole language philosophy and her 

preference for a bilmgual method which used conceptual as opposed to literal signs in the 

reading process. In the second conversation, agam, Lorraine activated Beverly's 

phflosophical schema related to whole language which generalized into integrated 

instruction through thematic units. While offering solutions to the imnoediate predicament, 

Lorraine encouraged Beverly to explore ideas for making their shared philosophical belief 

work in her classroom of the future. 

There was a third type of reflection which revealed a much more personal belief 

system about the role of the teacher. I shall illustrate this next. 

Reflection-on-helief 

Reflection-on-belief constructed or revealed the professional ethics of the 

student-teachers concerned. These reflections were provoked by situations in which the 

student-teacher felt her or his professional integrity was comprom^d in some way, or 

alternatively m situations where a contrast between her or his belief and another 

professional's were cast m sharp relief. The kinds of comments that Debbie frequently 

made where she made an observation and used it as a springboard to make resolutions 

about her own development as a teacher-like person were clearty reflective, in that she had 

thought about her own actions in the light of her values and either wanted to make 

changes in her personal worldview or wanted to brmg her actions more in line with her 

belief system. These were not the honmg of particular skills such as devebp^ multiple 
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ways to approach fractions, or teaching a particular reading concept, but had implications 

beyond single situations m that they revealed her evolving worldview. For example her 

anecdote about what she saw as poor practice by the teacher of her friend's child reveals 

her belief about how teachers should behave: 

" I was just so saddened to hear some of the things his teacher says & does -
ridicules the children in front of everyone....and then sits them m isolation. Oh I 
become so aggravated. My point was that I hope I will be a better communicator 
w/parents & my kids." 

Derek also engages m this type of reflection when he discusses the dilemma he 

experiences upon meeting some hearing parents: 

Derek: Something came up this week when I met some parents of one of my 
students. The parents who met me were so shocked how well I talk for my 
hearing loss that they want to compare me with their childs. This happens 
all the time to me. I hate giving parents a sense of hope that their chOd may 
talk the same way as me. I feel this may get m the way of a parents better 
judgement. I sometime wonder If I should not talk at all to parents of deaf 
chiklren. (with n^ voice [note written obliquety between these two 
sections]) I know this is not right either. How can avoid these moments? 
Do you have any suggestions. 

Lorraine: Wow! What a tough question you've posed! I can see how parents 
would want their chfldren to speak like you & might set up inappropriate 
expectations. A couple of ideas come to mind. One, share this concern w/ 
Betsey & Kevm & see what suggestions they ofifer. 2. [cvcled] If these are 
parents of your students you might consider sendnig a little note home 
addressing this issue w/m your regukir school/home communk^ition. You 
could talk about the progressive nature of your loss & how having more 
hearing as youngster fiicilitated speech. If you have other thoughts on your 
own skill develop you might include I'd also consider talkmg about your 
"discovery" of ASL durmg your &st semester of grad school & your 
awareness of how much you'd missed w/o sign. Perhaps this coukl provkle 
a relativefy^ well rounded picture for parents. I'm not feeling like I know 
"the answer" to your dilema. I wonder how other deaf individuals w/ 
good speech have addressed the. You know, [professor m audiobgy] 
might also have some thoughts on this. I'm not sure but he deals with a real 
vaikty of issues. You could also talk w/ [communication specialist at 
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residential school]. He's worked in the field for many years & met w/Iots of 
parents. Hope these ideas are somewhat useful. 

Derek identified a problem and reflected on his own behavior and concerns in the 

situation. He presented options he had thought of and his own dissatisfaction with them. 

He knew he had not thought of all options possible and so asked for help. Lorraine 

engaged with the problem Derek identified but also did not know a particular answer. She 

then proceeded to set out her pathway of enquiry to learning more about what options 

there might be. Thus, she impb'citly modeled a professional process of problem-solving 

and validated, by domg so, that it was a problem Derek should attempt to solve. Although 

the professional ethic was not made explicit in these reflections, the path to developing it 

was. 

Reflection-on-belief was characterized by topics which all directly pertained to a 

professional worldview of the teacher's world and relations withm it and concerned ethics 

as Noddings writes about them (1984); a way of caring, and acting morally by making 

moral d^isions within the classroom and related contexts. Such reflection was employed 

when invention of professional ways of being could not use simple technical applications. 

As is commonly the way with data, not all reflections found in the dialogue 

journals fit neatly into this taxononqr. This was not because they were completely 

unrelated but more because there were elements that crossed the boundaries of my 

categories. In the foDowing interchange Derek explored his philosophy and beliefs about 

respect. In doing so be touched on behavioral expectations, relationships with aduhs, and 

his positk>n as a student-teacher. Lorraine's responses served to focus Derek's comments 

on the educational impact of his observations and objectives, but not to change his course. 

Givmg and achieving respect was central m Derek's relationship concerns during 

this &Id experience. He seemed to come to the field experience with a well-developed 

sense of hnnself as a teacher. His confidence came fiom past experiences and a deep sense 
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of his own worth. Derek wrote m his first entry about respect and fitting in fi-om the point 

of view of a person joining the classrooin with a distinct role to play. His comments 

implied that he thought of himself as the one who must do the adapting at the same time as 

being a peer of the other teachers in the room with his own belief and phQosophical 

approaches: 

" I had to learn how to fit in with the distinctively different teaching style...I 
did struggle with getting respect fi'om my student. They seem to think I was 
another Volimteer...My teacher tends to let things go by at time. This is hard for 
me becuz I have a stricter believe". 

In the second week Derek writes a note in the margin of his entry which provoked 

Lorraine to respond. 

Derek: I seem to be getting more respect from the student since I have become 
more involved. Wed. Kevin [one of the two cooperating teachers] got sick 
and I took over his part of the class with the sub. This was a major 
improvement for me getting respect. 

Lorraine: It is interesting to consider the area of respect • what it is, why it's 
important, how children & others display it aixl how we as teachers earn & 
establish respect in the classroooL It sounds like havmg a clear role tn the 
classroom is important. Why do you think that made a difference? As you 
consider your students, in what ways to they show respect to you & in 
what ways do they M to do ths? As you look back on your personal 
educational expertence you might consider how you learned to be 
respectfiil & how you demonstrated this respect. I feel that I hear this issue 
discussed frequently as it is a prmiary conskleratk>n in education & m the 
area of juvenfle crime. I'd like to expbre this further with you. 

Lorrame used an explicit examtnatory strategy to subtly suggest Derek expbre the issue of 

respect rigorousty fix)m several angles. These mchided reflection on the nature of respect, 

how teachers as individuals earn and secure it, careful observation of actual pupil 

behavk)r, reflection on his own school^ and relation's with teachers. Lorraine then 

int^ted that she would be interested m contmumg the conversatH>n with hun. She 
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returned to the subject of respect later as she addressed Derek's interest in setting up a 

discipline procedure for his center: 

Derek: This group is a challenge. My teacher tends to let things go by at time. 
This is hard for me becuz I have a stricter believe. I know I will struggle 
with this issue since both teacher tends to be laid back in this area. Do you 
think it ok for me to create a discipline plan for kid for reading only? 

Lorraine: If part of the definition of respect ^ 'following directions to complete 
the activity' it may be vahiable to consider the structure & mtrinsic 
reinforcement of the activity you are conducting. I think it would be useful 
for me to have a clearer picture of what your students do now & what you 
want them to do. You might find it useful to see which strategies Betsey & 
Kevin [cooperating teachers] use which generate respectfiil behavior." 

Here Lorraine reveals more ideas for the intenogation of the principle of respect 

including reaching a clear defiiition of respect that can be operationalized in terms of an 

enquory that could be conducted in the classroom, and then reflection on his own design 

and conduct in teaching. She specifically requests more exact information about pupfl 

behavior and suggests talkmg with and observing other teachers thereby implymg that by 

grounding the enquvy m actual classroom interactions a solution to the problem of 

disrespect could be solved without resorting to an mteresting, but essential^ 

disempowering, schema of child personality or teacher style which seems to be Derek's 

schema for approaching the problem. Derek engages in the enquiry to the extent that he 

thinks about defiling charactenstics of teacher behavior and pupil behavior which lead to 

respect. 

Derek: Respect? I believe everyone has a different opmfon what Respect means m 
the classroom. I believe we all have a different picture in what the 
classroom shoukl be like and how the kkls behave. WeD, I guess I feel that 
the two teachers need to be more consistent with discipline and expectation 
from the kkls. I expect the k^ to Ime up, listen to me, & sit when 
expected! This doesn't h^ypen very often. I've notice that the school m 
general tends to allow thing to h^pen without adjusting to it. To me 
respect s chiklren following the rules and just bemg polite. 
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Having made a connection between respect, discipline and teacher expectations Derek had 

become more reflective about what he was seeing in the classroom This reflective vein 

was provoked by his comparison of his own experiences growing up and the situation of 

the children he was currently teaching: 

Derek: I wonder if my experiences in school (public) are really different than the 
residential school. I just don't know. 

Lorraine's response to Derek was typicaOy practical. She enlisted the help of 

another supervisor who was not only deaf himself but who also had experience of working 

m a team teaching situation. This supervisor gave several suggestions for working in a 

team with other teachers as well as suggesting that Derek examine his own expectations of 

the children. 

At the same time as he was trying to establish a relationship with the children 

whereby they accord him what he deems to be an appropriate amount of respect, Derek 

was trying to be respectful of hs cooperating teachers. He responded to the suggestions 

he received from Lorraine's colleague thus: 

Derek: Weil, some of your ideas were good although I would probably not use 
them m ii^r internship but I wOl use these approaches when I'm m a team 
teachuig situation during my professional career. I feel I need to respect my 
cooperating teachers and their classroom. This is a very delicate line. I did 
talk with my teacher about desc^lmmg. Betsey [cooperating teacher] to 
my surprise says the students are not at the level of respect as she would 
like them to be. She thinks I am really laid back. This fiisturates me because 
I watch how they controlled the classroom for two weeks and it was the 
same or maybe worst. Well, I told I am usually very strict and have high 
expectatk>n. She tokl me to do things the way I want. I th^ I will do that 
for now on. Hopefiilfy thmg will tum out a lot better. 

At last, through the reflections of a number of people, Derek, Lorraine, the other 

supervisor and finally the cooperating teacher, Derek's concerns were addressed and he 

could see his way forward. Lorrame diverted Derek from the ^plication of a sonple 
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technical remedy to the problem by suggesting that he involve other members of the team 

and learn to work with them. She revealed her own position as a team member bringing 

another supervisor with relevant experience into the conversation and modeled the 

pathway of enquiry which had become by now so familiar in her contributions to the 

dialogue Journals. 

Although there were these multiple levels of reflection, they were all stimulated by 

conflicts that arose as a result of events linked to the classroom. The classroom was the 

place that stimulated reflection i.e.., it was the interface between the ideal or future 

classroom of the student-teacher, the virtual classroom created behind, and implicit in, the 

Gekl experience expectations and assignments, and the real classroom the student-teacher 

worked in day after day. 

There is one type of'not-reflection' which, when compared with reflection, gave 

me great insight into the significance and importance of reflective practice. I named this 

non-reflective category 'rumination' for the reason that the identified problem seemed to 

be passed fi'om chamber to chamber in the mind without having a clear path through it and 

out the other side in the form of some kind of action or resohition of prmciple. 

Consequently, the final essential element of reflection, the plan for change, was missing. 

A Type of Non-Reflection: Rumination 

As I read and reread the dialogues lookmg for reflection I found that passages 

which looked as if they were reflective suddenfy stopped after identifying a problem 

without showing the self-exammatbn, problem setting or planned change that set 

reflections apart At first I dubbed these 'half reflectk)ns' but I came to see that one of the 
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qualities that set these apart &oin fiiQ reflections was a sense of hopelessness, almost a 

kind of depressed mood, rather than a sense of enq)owennent. 

The literature on depression provided some insight into this ruminative 

phenomenon. Golant and Golant (1996) suggest that depression ^ often triggered by 

stress and conflict which combine to create a crisis of confidence. In their view depression 

is often characterized by what they call 'nun^tive' thought processes which they define 

as "repetitive worry - brooding thoughts that fixate on how poorly one is doing" (p.22). 

William Styron's personal account of depression (1990) abounds with words like 

melancholy, anxiety, immobilization, gloom, and a feeling of being stranded. In such cases 

Golant and Golant (1996) suggest that the internal dialogue, fk from mooring the 

empowering self-talk of reflection, dwells on "...questions regarding her competence, 

laziness, and overall self-worth" (p.23). 

Lorraine's responses to these ruminative passages was somewhat similar, if more 

pronounced, than her responses to wholly reflective pieces: she scaffolded the mtemal 

dialogue that needed to take place for the thought process to fully realize itself as 

reflective. By doing so she not only demonstrated the value of reflection to her as a tool 

for problem solv^ but also showed the nnportance of the reframing and nammg phase of 

the problem-sohnng process (Peyton & Seyoum, 1989). ExaiiQ)les of nimmation occurred 

in each student-teacher's dialogue journal at certain times leading me to suspect that it 

was not an habitual response for any one of them. It seemed there was some unique 

configuration of personal qualities and envvonmental stunuli that led to this particular 

response to a partkular situatioa at a partkular t^. What foUows is an example of such 

an exchange; 

Nicole: One th^ that has beea really bothering me. I thM: the low student: 
teacher ratio is good for the child but awfiil for the adults. It seems the 
adults take that chance and socialize. It is realty bothermg me because a 
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variety of things happen. 1) The kids get ignored and lose the leammg 
opportunity. 2) The adults don't sign so the kids lose the incedental 
leammg and 3) teachers talk about kids in front of them. This seems very 
unprofessional. Because the kids lose out. 

Lorraine: You are a careM observer who gives considerable thought to the 
consequences of teacher behavior on children. You've identified an 
mterestmg challei^e of low ratio situations. I really don't know how 
common this is but I concur with the outconoes you've described. Any 
thoughts on strategies to avoid being drawn into this? Perhaps this would 
be useful to discuss in the semmar as others may have smiilar experiences 
and some ideas on this. It might be useful to look at the circumstances or 
events/times of day that this behavior seems to occur (just like we do with 
chfld behavior). You've already looked at consequences for children - what 
are the consequences for adults (these may mamtain the behaviors). 
Perhaps there are strategies you can teach the children to alert you to when 
this type of off task behavior is occurring. Perhaps one of your personal 
goals can be to stay attuned to the students while they are present (you 
may find you can get support from M. for this as somethmg you want 
to work on w/o feeling you need to confront others about what they do). 
Keep me posted. It sounds like you are already exploring responses to the 
situation. 

Nicole had certainly identified somethmg that was bothermg her but she had not 

really posed the problem for solving. Her thoughts about the impact of the behavior on the 

children are recorded but she had not made any moves m the direction of a solution to that 

problem as it presented in that classroom besides making a statement about leammg how 

to behave herself. I suspect she had not taken ownership of the problem or its sohition 

because she lacked confidence to initiate change m the field experience setting. 

Lorrame began her response by afiBrmmg Nicole's ability in observing. She then 

scaffolded the reframmg of some aspects of the problem and the querymg of other 

elements so that the sohition could be clearfy^ seen to be within the sphere of influence of 

the teacher. Lorraine's response iUummated a pathway whkh, if taken, would certa^ 

generate ideas for changmg the behavior of both adults and children in the classroom. In 

Nicole's response to these suggestrons she was already much more reflective about the 
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situation. She now saw the problem as within her purview but was still not quite sure what 

to do or how to proceed. 

Nicole: One thing you mentioned I'm a little confused about. This deals with high 
adult/child ratio. How can the children cue me on the effects of adult 
behavior? By how they respond"? It would be easy to be drawn into this 
behavior and I'm trying not to let that happen. I really don't know what the 
consequences are to the adults. I observe them and it doesn't seem to 
effect them when the kids are going crazy [doubly underlmed] from lack of 
supervision or being idle. 

Lorraine; Adults conversing with one another during class may be maintained by 
the enjoyment of the interaction for the adults • ie., topic is interesting to 
both. When adults are taOcrng to one another they may not be real attentive 
to children. You may see an increase in children physically touching you to 
get your attention, may be increased off task behavior on their part, may 
see increase in use of volume of voice in attempt to get your attention etc. 
Let's face it - most of us are very verbal & enjoy people & conversation -
esp those ui the teaching field. When you have students with very limited 
language you don't get frequent of extended opportunities to converse. 

Nicole's uncertamty about how to proceed in understanding the consequences to 

adults of theff talking while in the classroom (in part because she was looking for negative 

consequences) was reframed by Lorraine as she wrote about the positive consequences 

which might have served to reinforce the behavior. In both responses, Lorraine also 

rendered Nicole's assumptions about nnpact on chiklren of the behavior (such as losmg 

dh«ct and incidental leammg opportunities) as observable behaviors including offtask 

behavior, touching for attentk>n, and classroom noise levels. Lorrame also subtly 

acknowledged how easy it was to be drawn into the behavror by dvectfy suggestmg Nicole 

develop strategies to avoid this. In this way she mq)lk;itty endorsed Nicole's view that the 

behavior was unprofessional. 

Nicole used the word "bothermg" about the effect the situation she discussed 

above was havmg on her. She con&med the conflkt she was experiencmg w^ien she 

closed her mitial entry thus: 
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"Observing all this makes me realize what I should and shouldn't be doing. 
Many times in class I hear about these bad things that happen in the classrooms 
and I think 'How awfiil. Who would do that?' And now I am seeing it happen, I do 
not like it." 

This conversation about teacher behavior between Nicole and Lorraine, which was 

sustained over two consecutive exchanges, showed how Lorraine stimulated reflection in a 

student-teacher who did not mtially see that the problem she was aware of in the 

classroom was one she could solve. The strategy Lorraine used was to model the pathway 

of professional enquiry that was so evident m her responses to fiiil reflections. 

Lisette also could not find her power to intervene in the followmg situation that 

seemed to overwhelm her at one point in her field experience; 

Lisette; I'm having a very difficult time trying to teach the content -1 don't feel 
comfortable w/ the material myself to decide what's important and what's 
important for each group. The homework I gave 7th period I think was not 
appropriate maybe, too hard, too much reading invoked. I feel like I'm 
missing something & am firustrated. Maybe I need to do more planning. 
But I only have limited time. 

Lisette identified the problem and clearly had some ideas about the causes. 

However, she did not go on to formulate possible solutions, rather cutting off her forays 

with words or statements which conveyed her despondency such as "maybe" or "I only 

have Imiited time". Lorraine responded with afBrmation and direction; 

Lomine; It is very difBcuH to teach content you don't feel comfortable with. I've 
had this experience and encountered the same feelings you're describmg. 
You're right about needmg time to know your material to realty plan out 
the lesson. Can Mandy [cooperating teacher] help you identify tlK main 
points students shoukl come away with? Ideally you'd probabfy like to 
research the content through books etc but perhaps discussions with 
Mandy can give you helpfiil info and short cut the process. 

LorraoM used several strategks to reassure Lisette and to scaffold a refirammg of 

the problem from one m the &ce of which Lisette suffered despondency to one where 

there were clear dfrections for her to foUow toward solutfon. L^tte clearfy knew the 
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problem was her responsibility to solve, she just floundered as she tried to address it and 

was clearly becoming hopeless and somewhat listless as the use of words such "maybe" 

indicate. Lisette acknowledged her conflict, loss of confidence in her competence, and her 

reaction to this when she said," I feel like I am missing something & am frustrated". 

Given that, although examples to illustrate this pomt could be culled from each 

dialogue journal, none of the student-teachers consistently responded to crisis this way, 

what then was the combination of factors which was likely to provoke a despondent 

rumination rather than an empowered reflection? In the literature on depression there is a 

corresponding conceptualization of the opposite response to despondency called 

'resilience'(Rowe, 1983). These two notions of resilience and depression proved 

illuminating for understanding the significance of reflection m the diak)gue journals. 

Resilknt and Depressive Responses to Stress 

Rowe (1983) noted that people who suffer from depression respond to issues 

regarding life and death in very different ways from those who cope. She called those who 

cope 'resilient'. According to Rowe, the depressed person repeated^ buflds cages and 

then entraps him or herself in them. This entrapment can be seen somewhat m Lisette's 

statement," Maybe I need to do more planning, but I onfy have Imiited time". Lorraine 

however, made a practice of smashmg the cages. In this case, she dn^tfy addressed the 

issue of t^ and suggested a shortcut (talking with the cooperate teacher to isolate 

content goals). Lisette's train of thought could not bring her to this solution because she 

was focused on what seemed to be the insurmountable problem of lack of time. Lorraine 

brought l^t to the dark dead end that Lisette was in by modeling a positive and reflective 

inner dialogue. 
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Lorraine continually did this, by confronting student-teachers with reassurance 

that they were not alone; and also by revealmg that she herself had been in the situation as 

a teacher. Lorraine reminded Lisette in this instance that she, Lisette, had skills and 

resources; that she was cared for in her predicament, and that she must in turn care 

enough to take on the problem as her own and solve it. This is the kind of taking charge 

that Rowe suggests is the exact reverse of depression. Taking charge will only take place 

if the person construes the situation as being meaningful to her. If she does not see it as 

meaningful then she must be helped to see it as meaningful by another. Meanmg is 

constructed in culturally specific social practices. This construction is a deeply cultural 

enterprise as is all meaning-makmg. It is the world-making of which Goodman (1978) 

speaks and Lorraine's renaming the situation so that it becomes meanmgilil (m that it 

promotes ownership and action toward solutions of problems m the student-teacher) ^ a 

profoundly inductive act. Lorraine makes the professk>nal meaning transparent with her 

model of the reflective pathway by rendering the educational opportunities more apparent 

and obviously withm the student-teachers' purview. Thus, mduction does not just relate to 

the teacher-like ways teachers solve problems but also to the kmds of problems that 

teachers come to see as being legitimately their concern. The student-teachers' 

interpretations needed to change, especially those whkh tokl them they were helpless in 

the face of diflSculties which arose in the classroom. Lorraine scaffolded such different 

interpretatrons and revealed the internal problem settmg that she did in order to complete 

her model of reflecting with a constructed plan for change. 

Answermg nqr Research Questrons 

Although my overarching question generally asked about the nature of the 

conversations in the dialogue journals, I had asked some guidmg questions, including what 
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the supervisor did to promote reflection and whether any combination of strategies was 

mductive. In the responsiveness that has been demonstrated in tliis chapter it is plain to see 

that the opportunity for induction to the profession of teaching was constructed between 

the student-teachers and Lorrame during their reflective conversations. The purpose of 

induction was two-fold, to show the student-teachers how to think, and what to think 

about. Lorraine did this by responding to the reflective and ruminative initiations of the 

students, making plain her reflective and educationally directed inner dialogue. In almost 

every case of reflection Lorraine modeled this 'professional' way of seeing and problem 

solving. In the sequences of interchanges that have been mcluded in this chapter it is plam 

to see tiiat the student-teachers do begin to approach their problems in a dififerent way; a 

way that seems not just more organized and specific but also more efi^tive and 

empowering in that it leads directly to action. 

One of my initial queries enquired as to whether reflection is a mechanism of 

mduction, a characteristic or an intended outcome of other inductive processes. My 

enquiry was guided by my searching to see if, on the one hand, Lorrame tutored the 

student-teachers to be reflective in the same way she encouraged them in other 

professional ways of seeing, speaking and knowing. Or, if, on the other hand, she provided 

a model of reflectivity as part of her professional example. The precedmg discussion 

shows that reflection is actually all three of these thmgs: a mechanism of induction and a 

characteristic of one who is mducted, and that the reflective character^ic develops in a 

partKular way, one which is culturally professk)nal, as an outcome of the inductive 

process embodied m the mtentionalfy inductive conversation m the dialogue journal. The 

inductive process could realty onty be seen m sequences of responses, during a 

conversation which went back and forth across weeks, consequent^ the view of induction 

available ui the dralogue journals depended on responsiveness as it was displayed there. 
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Such responsiveness may also have taken place in other conversations student-teachers 

had with Lorraine in the course of their field experience. 

My sense was that responsiveness in the dialogue journal was related to urgency. 

Where there was urgency, responsiveness in the dialogue journals was less likely. This was 

either because the student-teacher asked a dkect question and expected or needed an 

immediate response, or because the student-teacher used more immediate means of 

communication to obtain the help or feedback she or he needed. It was in cases where the 

student-teacher was in a more cogitative mood that the dialogue became more reflective 

and the window on an induction process better defined. 
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An important goal of teacher educators is for their student-teachers to become 

reflective practitioners. For a person to reflect they must be self-conscious. One diflBculty 

teacher educators confront is how to &cilitate such self-consciousness in student-teachers 

and extend it so that it leads to professional development. 

The research into ways of promoting reflective teaching has expanded from the 

notion that dialogue and coaching is the only way to do so and, taking as the premise that 

increasing self-consciousness is a step toward the goal of reflectivity, has exammed other 

types of activities teacher educators might encourage in student-teachers. These include 

creating professional portfolios (Riggs, et al, 1997), and reflective lesson planning (Dyer 

& Fontame, 1995). However, experience has shown that where there is no challenge to 

student-teachers' notions presented through interaction, change is slow to non-existent 

(Borko, Lalik, & Tomchm, 1987). Thus, it seems choosing some combination of 

assignments with interactive components is the most promising direction for teacher 

educators to go as they strive to better prepare reflective practitioners. 

One such assignment which has found considerable &vor over the last two decades 

is the dialogue journal. Initially research was focused on the quality and quantity of change 

found in the initiations of learners from children learning second languages to nursmg 

students leammg to reflect m nursing practicums, to student-teachers in field experiences 

(Staton, 1985; Lashley, 1989; Bolm, 1988). In the nmeties there began to be more interest 

hi the quality of supervisor or teacher responses (Bean & Zulich, 1990; 1992). The data 

for nqr study was generated m the sprmg and M of 1994 so my research was a part of this 

trend. Since the mid-n^tks there has been a marked decline in the research on mductive 
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conversation, reflection and dialogue journals concomitantly with the surge m mterest in 

teacher accountability and assessment. A trend in the literature that has surfaced 

concunently has been an interest in Cognitive Coachmg (Garmston, Linder &Whitaker, 

1993; Dyer & Fontaine, 1995). A smattering of more recent articles have continued to 

survey the efiFectiveness of supervisory strategies. 

Features such as the relationship qualities of partnership and reflective dialogue 

found by Fairbanks, Freedman, and Kahn (2000) and the sharing of joys and concerns, 

buOding of trust and teams found by Dever, Johnson, and Hobbs (2000) are recognizable 

in the results found in this study. Lorraine also used aflSrmation and personal disclosure of 

affective issues in learning to teach to build a trusting relationship with the 

student-teachers which allowed a dialogue in which there could be collaboration on 

problem-solving in a sitxiation both Lorraine and the student-teachers knew quite well. In 

this chapter I explore themes that emerged &om the dialogue journal analyst. In particular 

I revisit the nature of the induction of the student-teacher that was revealed in the dialogue 

journals. 

In this chapter I answer my research questions by offering an mterpretation of my 

key findings. In the first place, I comment on the importance of adult agency in 

socialization. I then discuss Lorraine's scafifokl of a process of leamnig about teaching. 

The next section deals with the particular advantages of the diafogue journal assignment. I 

review the research process and note its limitations before movmg on to discuss 

unpUcadons and recommendations for teacher educators m terms of then: relationships 

with chikiren, student-teachers, teacher educators, and researchers. Fmalfy, I acknowledge 

the responsibilities of educational researchers and describe how th^ were fiilfilled m this 

case, and reiterate my essential conclusions. 
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What is the Nature of the Conversations in the Dialogue Journals? 

I undertook this study to find out exactly what the nature of the conversations in 

dialogue Journals assigned for the purpose of sthnulating reflection might be. To 

investigate this query I looked at the way various topics were handled in the dialogue, 

how the university supervisor responded to the initiations of the student-teachers, and how 

reflectivity appeared in the conversation. My interpretations centered around the question 

of whether any patterns emerged in the dialogue which might clearly be called inductive. 

I found that various qualities of the journal conversations promoted the induction 

of the new teachers. The student-teachers buUt a sense of their own professionalism by 

taking charge of the parameters of their own socialization as teachers. They deUberated on 

the generative themes of their field experiences, they explored issues of appropriateness, 

they revealed their theories of professionalism through their confirontation of real world 

events m the light of their prior belief, and all these issues were explored m the murky and 

mdetermmate zones of practice so articulately described by Schon (1987, p.4). 

The dialogue journals were not the chosen venue for investigations of pedagogy or 

subject matter. What was revealed was the business of becoming a teacher. Clearly, the 

student-teachers were technically proficient. It was knowmg when to apply their teacher 

knowledge; how to negotiate the complex webs of relationships with pupils, aids, 

substitutes and cooperating teachers m order to teach, that was so problematic, and 

provided the subject matter of the dialogue. Within the caring and coUegial relationship 

extended to the student-teachers by Lorrame, the student-teachers could reflect and 

rummate on the problems they were &cmg. Lorra^ used a multitude of strategies within 

her intentions of connectmg and inductmg to scaffoki the process of leammg to teach. The 

opportunity the dialogue journal offered for establishing individual relationships aOowed 

Loira^ to particularize her ^proach with each student-teacher. This very characteristk 
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of the dialogue, the &ct that it was confidential and intimate allowed the student-teacher 

to particularize the process of her or his own induction. 

Student-Teachers Making Themselves as Professionals 

Bolin (1988) suggested that situations where conflict arose presented opportunities 

for growth. "Ambiguity creates dissonance, a disequiUbrium, making problematic the 

taken-for-granted" (p.52). She ties this process to Vygotsky's zone of proximal 

development. She says that Vygotsky recognized that through modeling and social 

dialogue characteristics and skills may be developed before they might otherwise have 

emerged developmentally. She suggests that Bruner (1966) saw this function of the 

supervisor as less providing a model and more becoming part of the student-teacher's 

internal dialogue. At 6rst I thought of Lorraine as a model of teacher-like thinking, but 

further analysis revealed that Lorraine and the student-teacher were thinking together, 

having a collaborative dialogue, mterrogating the situation. This promoted the possibility 

of the student-teacher seeing how actk)ns and outcomes were connected in previously 

unrecognized ways. Thus, knowledge was created through a process of enquiry and the 

dialogue between Lorrame and the student-teacher. This process was gradually 

mtemalized by the student-teacher and became the way the student-teacher 'dialogued' 

with subsequent situations. 

Repeatedly the student-teachers in this study came up agamst situations where 

their beliefi about what it was to be a professional came mto conflict with events they 

encoimtered in the local teacher culture. E>erek struggled with fittmg mto a team-teachmg 

situation with his very different notions of classroom management than he felt were 

espoused by his two cooperating teachers. Lisette struggled with conflicting demands on 

her tmie which meant she had less tone to devote to mastery of content or lesson 



238 

preparation. Debbie expressed a desire for professional communication with parents and 

children in her classroom. Beverty was concerned about how to reconcfle her whole 

language teaching philosophy with the more traditional approach in her classroom during 

the field experience. Nicole struggled with the conflict between her beliefs about adult 

conduct and classroom management in the classroom in which she worked. The existence 

of these struggles bore out assertions hi the literature that there were multiple cultures of 

teaching (Feiman-Nemser, 1983) and that prior belief influenced the socialization of the 

student-teachers (Lottie, 1975; Zeichner & Gore, 1990). 

Zeichner and Gore (1990) also pomt out the part that adult agency plays in adult 

socialization and it was the topics in the initiations of the student-teachers which provided 

the opportunities Lorraine had to participate in their mvention of themselves as 

professionals. The student-teachers chose what they would talk about. Lorraine's 

mfluence over the topics raised in the dialogue journals was only to focus the 

student-teacher's attention on particular aspects of situations. My impression of 

Foucault's discussion (1977) of regimes of truth was that these were imposed on those 

being socialized. The results of my research revealed that the student-teachers almost 

never raised a topic in the journals that was rejected or ignored by Lorraine. This suggests 

that they already knew what was considered appropriate matter for a professional diak)gue 

and accepted that constraint for the purposes of this particular diak)gue. It is also possible 

that Lorraine was seen as a person with an investment in the status quo of teachmg and 

thus the student-teachers hesitated to raise certain questions with her which were 

nonetheless preoccupymg to them (Antia, personal communicatk)n, August 2001). 

Perhaps if I had captured the diabgue they had with each other more critical reflection 

might have been uncovered. Of course, Lorraine had issued explicit guidelines as to the 

expected content of the diak)gue journals. In addition to this &ctor, the student-teachers' 
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relationship with Lorraine was contextualized specifically in the professional arena. These 

conditions undoubtedly had consequences for the thematic universe of the dialogues 

(Freffe, 1972). 

Given then, that the student-teachers were choosing what they believed to be 

professional topics to raise in the dialogue journals and that these topics then constrained 

Lorraine's opportunities to deliberately induct, it is pertinent to inquve into the topics of 

interest to the student-teachers. The topics the student-teachers raised clustered around 

four main themes: completion, carii^, competence, and conflict. It was interesting to note 

how rarely the business of subject matter or subject specific pedagogy was the content of 

the dialogue journals. This finding echoed an earlier finding of Feiman-Nemser and Parker 

(1990). What was at issue in these journal dialogues was how to use teacher knowledge 

appropriately. An example of this was when Lisette struggled with how to plan 

appropriate activities for her middle school aged pupils. She did not ask Lorraine for ideas 

for activities, but rather expressed her anxiety about preparing her lessons. In all the 

dialogue I reviewed there were only two accounts of specific lessons. One was by Beverly 

as she expressed her fiustratk)n with herself for having bored her pupils. The point of her 

story was not to ask how to teach, but to reveal her process of learning how to teach. 

Debbie's account of a lesson in fractions served the same fiinction, but her experience was 

one in which she connected with joy of teaching. Neither student-teacher was asking for 

mput on their respective lessons, but sought and received affirmation of thev process of 

leammg to teach. 

The topics raised might be seen as definmg the generative themes of con^tence, 

carmg, completion and conflict resohition which comprised this particular thematic 

universe as expounded by Friere (1972). It is a Tolstoyan notion of man being a product 

of his time. 
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"Every action of [men], that seems to them an act of their own free will, is in an 
historical sense not free at all, but in bondage to the whole course of previous 
history, and predestined from all eternity" (Tolstoy, War and Peace) 

When a topic is repeatedly noticed not to occur in instances of similar dialogues, 

such as the lack of interest in subject specific pedagogy, it may be relevant to ask why not. 

Why does this topic not emerge as one of the generative themes of the thematic universe 

of these student-teachers? Neither do the student-teachers ofifer much in the way of critical 

reflection. I have suggested that it is possible that these elements, among others not seen 

in the dialogue journals, may have been found elsewhere. For example, conversations 

with cooperating teachers or lesson evaluations or reflective lesson plans may have been a 

better place to look for content specific subject matter. Conversations amongst the 

student-teachers over brown bag lunches facilitated by graduate assistants, or possibly the 

accompanying field experience semmar would have been good places for critique to have 

been raised, and perhaps it was. More research is necessary to determine how 

student-teachers used the other avenues for reflection on their experiences. As they had 

shown such a &cility with choosing the pathways of socialization in their dialogue journals 

there is no reason to suppose they did not also choose amongst alternative pathways for 

certain types of socialization. 

There is also the question of how 6ir teacher educators can influence the thematic 

universe by the quality of their relationships with student-teachers and by the design of 

teacher education programs. If teacher educators wish there were a different set of 

generative themes, what can they do to make that more likefy? This research woukl 

suggest that teacher educators can be quite mfluentiaL After all, whether or not the 

student-teachers thought of Lorraine as a experienced teacher, they certamty saw her as 

holdmg useful cultural perspectives on the business of professionalism which they used as 

they reconcited their developn^ professk>nal identity with the constramts of thek 
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respective field experience situations. Freire (1972) suggests the thematic universe may 

itself become the object of reflection and dialogue. Bolin (1988) suggests supervisors 

should periodically review the overall progress of the dialogue across successive journal 

entries to determine emerging themes. This is an interesting avenue for further enquiry. 

Lorraine's Scaffold of a Process of Learning About Teaching 

My review of the literature relatmg to second language acquisition which I equated 

to cultural transmission processes led me to expect that the supervisor would model ways 

of talking about events which would deconstruct and reconstruct the student-teacher's 

ways of seeing thmgs. And indeed this is what I found. Lorraine, the supervisor, 

demonstrated clearly her belief that teachers care for chfldren through the fostering of their 

growth. This is the holistic enterprise of education. Thus, all aspects of the children's lives 

are involved and every pomt of contact between her life and theirs' was an opportunity to 

create an envvonment in which they could learn. Advancmg this world view, she used 

several strategies to focus the student-teachers on aspects of classroom events to which 

they may not have given M or sufBciently differentiated attention. She fi-amed these 

events in such a manner that they came to see their responsibility for finding solutions, and 

indeed the means for domg so. These strategies were most often employed in reflective 

interchanges. The anatomy of these communication events was that the student would 

generally describe some event m the classroom, Lorra^ would then respond to the 

student-teacher's mitiation by refi-aming the event. To do this she would select particular 

aspects of the event to which she attended, she enqgloyed professional language, she 

ignored certain elements of the event mdicating ther ̂ levance, she du«cted the 

student-teacher's attention to additional mvestigations she or be might make, and 

presented alternative perspectives on their conchisions. She drew on research and her 
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experience in classrooms as well as making explicit her own process of enquiring 

reflection to demonstrate or model for the student a professional way of thinkmg about 

classroom events such that they were presented as problems for solution. The considerabty 

greater intricacy of her responses, when contrasted with the student-teachers' 

descriptions, outlined specific dififerentiating processes of thought for the student-teachers 

when they were &ced with problematic situations. In addition to showing them how to 

solve problems, she identified the problems which were the teacher's business to solve, not 

allowing the student-teachers to abdicate responsibility entirely for anything that happened 

or existed in their classrooms. 

Thus, it was the reflective conversation m which Lorraine was able to scaffold 

inducted thought, i.e., the problem-solving and apperceptive processes which character^e 

a person who is already inducted. Earlier, I discussed the issue of the ethical dimension of 

the teaching vocation. Soder (1991) suggests professional teachers must be activists on 

behalf of then: pupils. Yet, Casey (1992) is pessnmistk; about the survival of activist 

teachers in the school milieu. Lorraine's dialogue contributions revealed her concern with 

ethical issues. She provided a schema for focused activism through educational 

decision-making. Her grounded theory was based on reflective ecological research on 

school children as reported m several of her anecdotes and suggested by the assun^tions 

beneath her probes of student-teachers' stories. This implies that conversation between 

experienced teachers and novices is necessary but not sufficient. To be emancipatory it 

must be reflective. Solitary reflection m novices is mefifective for promoting reflective 

practice because the scaffoki provided an experienced colleague for changmg ways of 

seemg andthinkmg is m^sii^. 
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Unique Opportunities Offered by Dialogue Journals 

Schon (1988) argued that the research teachers conducted in classrooms as they 

came to solve the puzzles and problems they encountered in interactions with their pupils 

during teaching and learning yielded two kinds of information: stories and theory. The 

dialogue journals fimctioned to preserve stories and provided a stable foundational arti£ict 

in the form of written reflections which could then become objects in themselves. The 

stories could be reviewed for assumptions and ways of framing experience over successive 

entries. These stories extend repertoire rather than comprise part of an accumulation of 

procedures or methods. Lorraine and the student-teachers made copious use of story in 

their explorations of professional practice. Often it was Lorraine's probing of the 

student-teachers stories which drew out their professional knowledge. 

The second unique feature of dialogue journals is the tunek^ between event, 

writing, and response. In this way dialogue journals lend themselves to carefiil 

deliberation and to the reflections on action becoming objects of reflection themselves 

both for the supervisor and the student-teacher, unlike &ce to &ce conversatrons (Johnson 

& Hoover, 1989). In other words, dialogue journals provide a built-in wait-thne 

component in educational dialogues. Although the dialogue journals only provided one 

aperture on the process of professional induction, mdkations are that the t^Iag between 

events and writing, plus the carefiil consideration reflection in writing takes over reflection 

in &ce-to-&ce conversation may contribute to dialogue journals being a potent inductive 

instrument m fostermg reflectivity. 

A related feature of the diabgue journal was the &ct that participants dkl not share 

contexts. Thus, elaborate descriptions of situations were necessary in order for 

student-teachers to clarify the parameters of problems th^ were experKncing for Lorraine 

(after Vygotslq^s notion of "situatbnal expressive support" 1986, p.242). The flaws. 
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deficits and naive conceptualizations within these descriptions revealed crucial clues to 

Lorrame about the student-teachers' development as professionals and their processes of 

learning to teach. Face-to-face interaction and non-interactive assignments were highly 

unlikely to yield this essential and personal information to her. Thus, dialogue journals 

provided a unique learning, teaching, and formative evaluation opportunity for all 

participants. 

Review of the Research Process 

At the end of a body of work of this type it is necessary to review the effectiveness 

of the research itself and acknowledge where, through its own limitations, the resuhs 

&fled to deliver satisfying conclusions. 

One limitation of the study is that only one supervisor's responses were analyzed. 

Consequently, no conclusions can be drawn as to the relative efiBcacy of her strategies 

over other methods of fostering reflectivity ui dialogue journals. What can be said 

however is that her strategies did seem to foster reflectivity and certainly modeled 

reflective practice. If the mdications from the literature which suggest that prolonged 

exposure to types of thinking as one instance of cultural specific processing leads to 

internalization by novices of these very processes (Peyton & Seyoum, 1989;), then the 

models provided by such Lorraine were promismg as such examples. 

A second limitation of the study is that the specifics of the student-teachers' 

perceptions of the political context of the study were not explored. Lawn (1996) states 

that changing not»)ns of the teacher "are used to legitimate a shift in the production of 

teachers and their system of workmg...the job »redefined to suit groups of probable 

recruits"(p.70-71). I did not request infi)rmatk>n on the student-teachers' or supervisor's 

perceptions of teach^ or teachers at any time dur^ the study, hoping instead to find out 
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what they thought through their reflections in the dialogue journals. However, I must 

acknowledge that thenr perceptions inevitabty must have affected theff vocational choices 

as well as the decision-making they engaged in during their course work and field 

experiences. In addition to this, the social construction of'teacher and teaching' current at 

the time of these student-teachers' recruitment may well have materially afiected the 

characteristics of the pool from which my cohort were drawn m ways that I have not 

explored. Consequent^, the research design was rooted in an interpretive-functionalist 

paradigm. I was looking at the supervisor as the inductor of the student-teachers and at 

her interpretations and intentions as the determming factors on student-teacher attitude 

and aptitude change. However, in doing so, I denied the mteraction of student-teacher 

beliefs and choices with supervisor mput in the acculturation of these new teachers and 

consequently did not collect data on the prior beliefs of the student-teachers. Thus, only a 

modicum of critical analyst could be performed. However, the findmgs would indicate 

that research from a critical paradigm perspective wouki be fruitful. 

A fiirther limitatk)n of the study was that only the dialogue journals were studied 

and the other forms and opportunities for communication between Lorraine and the 

student-teachers, and the student-teachers and other mentoring figures such as 

cooperating teachers were not studied. Thus, it is not possible to say what kind of window 

on the busmess of mduction dialogue journals are. However, they clearly do provide one 

instance of perhaps many possible ones. I just cannot say how inqwrtant they are without 

comparing them with others. These lunitations notwithstandmg, there are clear dkections 

to go from here and it is to these suggestx>ns I shall now turn my attentwn. 
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Implications and Recommendations 

If theory should be an instrument of social change and not just aimed at 

explanation or articulation of truths, then the researcher's mission is to not only offer 

critique but also ideas which lead to transformation. Consequently, this part of the project 

is about envisioning and is surprising^ difBcult. As I interrogate that difBculty I find that it 

arises as I struggle to &ee myself from the Odious stickiness of Foucault's (1977) web of 

regimes of truth in which I too am caught. I am limited at present by what I have always 

known and by the &ct that my reflections are solitary and derived &om my own thematic 

universe. My personal experience lends credence to theory and practice I have read about 

(Piantanida & Garman, 1999); we need community to progress. The language of 

possibility (Burbules, 1986) must be created in communication, through the rich 

cross-fertilization of multiple perspectives which is essential for real transformation to take 

place. 

This project is but one utterance in such a conversation. Below I shall outline the 

main contributions I wish to make to the discussion. These contributions are intended to 

affect five relationships teacher educators have with others m educational contexts. The 

first of these relationships is the one they enter into with chfldren through the teacher 

education enterprise, the second is the one they build with then* students who woukl be 

teachers. The third is the one they mamtam with their students after graduation when their 

students become teachers, and also the relationship teacher educators have with other 

teachers they work with, especially cooperating teachers. The fourth relationship is with 

other teacher educators and is tied mto the fifth relatwnship teacher educators have, with 

researchers. 
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Being With Thfldren 

Teacher educators rarety have the opportunity to direct^ teach children and yet 

their actions undoubtedly impinge on children's lives, especialty during the supervision of 

field experiences. Lorraine came to know about children as individuals and in groups 

through the student-teachers. The whole motivation for her to interact with the 

student-teacher was for the welike of those children. Lorraine observed in the classroom, 

recalled her own repertoire of interactions with children from her own direct teaching 

experience, attended to research conducted in classrooms, scrutin^d videotaped records 

of teaching and carefiiUy read student-teachers' accounts of being with children. This was 

the stuff of the dialogue, how to be with children in a teacher-like way. The message from 

this research is that the supervisor's own frankness and consciousness of her own 

experience through her own reflection and problem-solving is critical to her success as a 

teacher educator. It is this store of anecdotes and stories which provide her with her 

credential to participate in the education of student-teachers. Although for many teacher 

educators, then: "expertise" may have come after theff having left the direct instruction of 

children, they have a responsibility to reflect on the meaning of every account of practke 

they encounter, whether by researchers, teachers or student-teachers, in order to 

understand and develop their own theories of teachmg and learning to teach. 

Being with Student-Teachers 

If reflectivity is a desirable characteristic in graduating teachers then broadenmg 

opportunities to develop reflectivity m teacher education programs is inqwrtant. Research 

shows that the field experiences may not be the best places to expect reflectivity to 

develop due to the high pressure the student-teacher is under to conform to local teacher 

culture. 
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If an antecedent quality to reflectiveness is self-consciousness then a multiplicity 

of approaches can be utilized in the atten^t to raise sel^onsciousness in student-teachers. 

One such approach is to use case studies durmg university coursework. Carter (1987) 

lamented the dearth of good material available to teacher educators as case study and 

suggested ways in which teacher educators could generate a collection of cases. 

Preliminary work with case studies during preparatory courses, followed by the generation 

of cases to study during field experiences seems a direction to pursue. The dialogue 

journal provides ample opportimity to create case studies and it was clear that Lorraine 

was tutoring the student-teachers in case study methodology as she probed their thinking 

about situations m classrooms whilst modeling her own reflective process in 

problem-solving. As Lorraine extended the student-teachers' abilities to perceive 

complexity in the classrooms she also helped them to pose problems operationally thus 

facilitating the assessment and problem-settmg phases of problem solving. The solution of 

classroom problems through shared anafysis created m dialogue became central to the 

dialogue journal interaction. It would be hard to replicate these multOayered opportimities 

in any other assignment. 

Borko, Lalik and Tomchin (1987) suggest that novice teachers concerns are much 

simpler than those of experienced teachers. The qualitative difference between novices and 

experienced teachers is the level of differentiation and the deeper understanding by the 

experienced teachers, of the components of effective classroom encounters. Lorraine's 

scaffolding responses modeled this differentiatk>n process, breakmg up apparently 

monolithic problems into their constituent parts for student-teachers. 

The literature suggests that content is often not part of the conversation about 

leammg to teach (Fennan-Nemser & Parker, 1990). Researchers also agree that there are 

subject-related pedagogies that may be quite speci& and deserve attentnn m the field 
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experience component of teacher preparation (Hollingsworth, 1989). The research 

discussed in this project suggested that the dialogue journal nught not be a suitable place 

to discuss lessons in detail. Student-teachers did not choose to discuss pedagogy or 

subject matter but rather focused their attention on more ethical decisions they faced. 

However, the dialogue journal did provide an opportunity for an experienced member of 

the teaching profession to model reflection. These particular student-teachers were 

expected to evaluate theff lessons reflectively, and also to evaluate videotapes of their own 

teaching on several occasions, first in writing and then in dialogue with Lorraine. 

Consequently, I suspect that these more directly related opportunities for reflection 

provided ample opportunity for deliberation on subject matter and pedagogy. However, 

the dialogue journals suggest the benefit of an interactive component to these evaluations -

and what the qualities of effective supervisory response might be. This fact emphasizes the 

importance of approachmg the development of reflectivity from a multiplicity of 

perspectives utilized in every assignment throughout the teacher education program. Thus, 

reflection is not set alongside lesson planning as a skill needed in certain cvcumstances. 

Rather it is an attitude that should be seen as an essential aspect of professionalism. More 

research is needed into varying formats of reflection and how reflection might be 

developed h lesson evaluations, self-observations, observations of others inchiding 

children. Research on action research might mform much of this enquny. There is also a 

dearth of research on the place of reflection in learning content. 

Being With Teachers 

The difl^ntiation function of the university supervisor's contribution to the 

dialogue journal can be carried into mteractions with teachers in the field. The university 

based teacher educator is m the unique positron of bemg able to theorize about practke 
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and to read extensivety in the numerous conversations that take place in the literature. 

Based on her reading she can share trends and collaborate with teachers on innovation in 

classrooms. In addition she can hold a sb'ghtty distant position on the vagaries and stresses 

affecting members of local teacher cultures, thereby providing a valuable sounding board 

as teachers articulate their needs and objectives for change. Goodson (1995) discusses at 

length a program, in which he participated, where university faculty made themselves 

available to teachers in schools to facilitate the surfacing of concerns, hopes and ultimately 

visions. He emphasizes in his account that the purpose of the university Acuity was to help 

teachers articulate thenr own desires, not to impose what the university group thought the 

school should do to restructure itself. School and university would work as a team to 

research innovations and to evaluate progress. The university faculty retreated as the 

school group took more control of their own projects. 

This type of trust and collaboration can only take place if rivalries and suspicions 

between university faculty and school teachers is mhmnized through addressing the 

difficulties that arise ui dialogues between the two communities. The literature indicates 

differences in theories of learning such that universities are identified with scientific 

theories that have no practical application and schools are identified with soft, intuitive 

notions with no scientific groundmg. Whfle these prejudkes prevail, collaboration is 

unlikety. Voipe and Starr (undated) argue for the research of classroom teachers to be 

taken seriously by the academy as well as by others working in classrooms. There is 

obviously also a need for university researchers and teacher educators to make their 

learning more accessible to those in the classroom. Such moves requnre the extendmg of 

professional conversatronal opportunity beyond journals and conferences. Increased 

collaboration of teacher education programs with schools m providing education to 

student teachers is one way forward. Electron^ conferencmg over extended periods of 
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time would also foster the development of shared intimate and relevant knowledge 

amongst teachers, teacher educators and researchers. Such interaction would yield the 

case studies so critical to good teacher education, the opportunities for classroom 

observations, placements of student-teachers in classrooms with exemplary practitioners, 

the integration of current theoretical trends with practice considerations in the induction of 

new teachers, and ultimately the integration of all sources of knowledge about the needs 

of children, schools, families and communities m a shifting social situation. 

Bemg with Teacher Educators 

Lorraine's contributions to the dialogue journals exemplify reflective practice. 

Primary amongst the characteristics of this practice is her commitment to the 

student-teachers as revealed in her attention, her perseverance, the quality of her 

elaborations, the efifort and meticulousness with which she reveals her own thought 

processes. Bolin (1988) suggested that supervisors should undertake a supervisor field 

experience during which experienced faculty would model des^ble supervisor-student 

interactions. In the program she devised supervisors and supervisor-mtems were mvited to 

read and respond weekly to the Journals they received. In addition, they were encouraged 

to periodically review them in thev entirety to discern patterns m hiitiation and response. 

These patterns became the subject matter at supervisory meetmgs where appropriate 

responses would be discussed amongst the group of supervisors and supervisor-mtems. 

Care must be taken that exemplary practice does not become yet another list of 

competences against which unique relationships are evaluated. However, the ability of the 

supervisor to build a professional relationsh^ is key to the educational value of the 

dialogue. Much more research bufldmg on this study and the work of Richardson (1990) 

and Bean and Zulkh (1992 ) amongst others, is needed into varieties of effective 
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educational partnerships between student-teachers and their supervisors, and their 

common and distinguishmg characteristics. Meanwhile, the idea that supervisors need to 

be prepared for their role, and supported whilst working with student-teachers, is critical 

to ensuring that the professional values of the teacher education program are promulgated 

during field experiences (Bolin, 1988). 

Being With Researchers 

Many teacher educators are researchers. Results of this study, in supporting the 

induction of student-teachers into reflective practice as a professional goal of teacher 

educators, also suggest that teacher educators must become students of their own 

practice. More than a decade ago Carter (1987) called for case studies, almost two 

decades ago Zeichner (1983) called for ecological studies of reflective practice in situ in 

classrooms. Neither caU has been much responded to. Collaborations between teacher 

educators as researchers and teachers as researchers would yield precisely these kinds of 

detailed accounts of classrooms, and the relationships within them, adding greatly to the 

body of knowledge and theory which underp^ the accountability and evaluation of 

practice that is so central to the administration of education at the moment. 

Given that any teacher educator or teacher in classrooms worth her salt is involved 

in some kmd'of reflective practice and thus is invoh^ed m some research-like practices, 

there must also be a contmued development of research ethics. As partic^ant observers, 

teachers, have much to leam from each other. When teachers return to universities for 

contmumg education they can be seen by professors, and may come to see each other, as 

feUow researchers with a vast wealth of data at ther fmgert^s. Teacher educators and 

other academic researchers m education can develop skills m diategue which draws that 

data out and makes it the content of courses in educatk)n and available for the continuing 
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education of ail involved. Lorrame models such skills in dialogue. Her ability to make 

collaborative and coUegial relationships with the student-teachers with whom she 

exchanged journals in this one semester exemplified the importance of that shared context 

and apperception that Vygotsky (1978) claimed was so instrumental in the zone of 

proximal development. 

Responsibilities of the Researcher Fulfilled 

Zeichner and Gore (1990) raise the challenge that all educational research should 

benefit those who open their lives to our examination, in addition to a possibly more 

widespread influence. This suggestion is affirmed by Floden, Williamson McDiarmid, and 

Wiemers (1989) who said," Questions of educational purpose are always mvolved, 

explicitly or onplicitly, in the design and interpretation of educational research" (p.l). In 

considermg this question; namely what has been the point of all this, I recall extensive 

conversations with Lorraine and other Acuity as I analyzed the dialogue journals in this 

and prior studies m which my emergmg theory was buOt, tested, analyzed and argued with 

those other much more experknced participants. In that collaborative exercise I know that 

we became feUow researchers and much more conscious of our practice. 

Speakmg for myself as a participant observer in dialogue journals that formed part 

of the wider data set concurrent^ with the collection of the data ulthnately used m this 

study, my research mevitabty and legitimate^ af^ted my practice at the time by making 

my theory more explicit and conscious. Thus, n^ practice was more articulately 

theory-driven, and my theory more grounded in educational principles with consequent 

benefit for those student-teachers with whom I worked. 

After some months of investigation ofthe supervisor's part m diabgue journals, I 

presented a partial analysis of related data on supervisory responses to student-teacher 
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imtiations m dialogue journals at a conference for teacher educators in my field. I 

proposed a theory of a supervisor spectrum of response from macro to micro levels of 

reflective content that had been revealed in this analysis of the data comprising supervisor 

responses. I presented my interpretations in a round table format with handouts of the 

diagrams I had made of my theory. I recall the gloomy session on a rainy winter afternoon 

as teacher educators in my field from all over the country leant forward and told stories 

from their own uses of journals which informed my study as my storks and 

interpretations, I think, provoked them. 

The writing up of the research has considerably informed my own practice in ways 

that were only revealed as I prepared to teach a class in the facilitation of literacy and 

language in middle and high-school aged deaf chfldren at another program of teacher 

education. In working with faculty as well as student-teachers it is my professional 

obligation to be reflective and accountable through my action research to them about my 

teaching and leammg m the context of a class. 

As I reached the closing stages of the writing I sent my interpretations to be 

reviewed by three of the women who were student-teachers in this study, and by Lorraine. 

1 tried but could not make contact with Nicole or Derek. But, Lorraine and two of the 

others, Lisette and Beverly, sent back comments on n^ drafts. Accordmg to thev 

responses it was useful as well as nostalgic for them to remember and to interact with 

their younger selves and my mterpretations. Lorraine and Lisette entered into renewed 

diak)gue with me m their comments on my interpretations. Even while I assured the 

particqyants of the certainty of member checks years ago when I collected their diak)gue 

journals, I still felt a sense of threat when I antic^ted their feedback. I was afraid I 

wouM be exposed as mept by the partic^ants, and that n^r tenuous hold on reality would 

be challenged. Now I feel sure that OQr sense of reality is more secure and can be put to 
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better use when it emerges dialectically. As long as I haven't been stupid, or insensitive, 

being found to be wrong will simply move us all on. My version is authentic. I hope I have 

not been stupid in my interpretations. I have tried to be sensitive. I have nothing to fear 

and much to leam from the conversation I hope my work will stimulate. 

Zeichner and Gore (1991) suggest that teacher socialization research can be used 

to empower student-teachers and make them more informed about the nature of their 

socialization mto the profession. This increased awareness of socialization research will 

give them more control over their education for teachmg. This is the ethical dimension of 

doing research on people's lives. The research process can be democratized when we 

move from doing research on, through doing it for, and finally, to doing it with our 

informants. 

Zeichner and Gore (1990) suggest that disagreement between informants and 

researcher on the findings of a study should be either negotiated to agreement or the 

alternative perspectives should be published along with the researcher's portrayals. I like 

this, the idea of versions which may or may not converge. In this case, there was no 

disagreement, just extension and dialogue. 

Conchiding Statements 

In this final section I sum up the essential conclusions and recommendations 

arismg fi'om this study. These conclusions refer to the nature of the relationship struck by 

the supervisor with the student-teachers, the form of the supervisor's responses, the 

conditions under which student-teachers are most likefy^ to reflect, the treatment of 

rummatioQ and reflection in the dialogue journals, the suitability of dialogue journals for 

meeting the stated intentions of the supervisor, and, finalty, the efi&;acy of the dialogue 
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journal assignment for the improvement of practice in both the student-teacher and the 

supervisor. 

* The student-teachers in this study were inducted to the professional culture of teaching 

by their conversations with Lonaine, their university supervisor. Rather than trying to 

promote her own point of view, Lorraine was meticulous in her respect and nurturing of 

each individual student-teacher's developing professionalism. 

* The notion of differentiation was discussed in the review of theories of educational 

dialogue and the characteristics of expert talk. Lorraine relied on difierentiation of the 

student-teachers' experiences to lead them to a more professional world-view. Their 

responses to this deconstruction and rebuilding of their perceptions indicates that then* 

way of seeing was being changed through the discourse, and thus that they were being 

inducted into a professional culture world-view. 

* A sense of perplexity or conflict seemed to be the antecedent factor to reflectivity in the 

student-teachers. Thus, it would seem that conflict is a necessary &ctor m promotmg the 

development of reflectivity in new teachers. However, it would appear that 

student-teachers can be overwhelmed by conflict, m these cases theff reflections are 

mcomplete and I have called them ruminations. When rum^ting the student-teachers are 

not able to problem-solve, retreating mstead into despanr and feelings of helplessness. 

Consequently, while chaUenging field experiences may be helpM in promoting reflectivity, 

adequate supervisory support where a reflective pathway is modeled is essential to 

developing reflective practitioners. 

* Problem-solving through reflection was a sign of resilient m the student-teachers. 

However, ail of them at one tone or another sank into a more depressed mode of 

rumination when overwhelmed. The supervi^r was a model of a reflective pathway to a 

more empowered problem-solving mode as she deconstructed the situatron m which the 
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student-teachers felt so despondent and showed them how to take charge of &iding 

solutions. 

* Dialogue journals have an advantage over other fece-to-face encounters in that there is a 

built in wait-time. Thus, both student-teachers and supervisor can give careful 

consideration to what they want to initiate as well as to respond to. Limited resources for 

supervision make the diak)gue journal an excellent way of building relationships and 

particularizing feedback to individual student-teachers for supervisors. Consequently, 

although time-consuming, there is no doubt that the dialogue journal provides 

opportunities for close and reflective supervuion that could not be contrived elsewhere. 

* University supervisors are often removed from chfldren in classrooms. It is by their 

continued involvement in problem-solving with direct implications for children that they 

remain prepared for the responsibiUties they carry as teacher educators. The dialogue 

journal promotes a community of learning about children and teaching which was a 

continuing education for the supervisor m this study. As such it is recommended to all 

teacher educators. 



APPENDIX A: PERMISSIONS 



Letter to continuing participants 

Dept. of Special Education and Rehabilitation 
College of Education 

University of Arizona 
Tucson, AZ 85721 

Fall semester 1994 

Dear Dialogue Journal participant, 
1 am excited to announce that I am approaching the analysis and writing up of 

the dialogue journal data in the dissertation phase of this project! At this point I need to 
be absolutely clear that you give your permission for me to use portions of your journal 
writing and responses in my thesis and in subsequent publications. Apparently some 
of the permission letters that I gave out each semester of the study have gone astray. I 
would be grateful if you would return the slip below with a check mark beside each 
journal you will allow me to use (the highlighted squares are those for which I have a 
journal but no permission from you, don't worry about any others). Please sign and 
date the slip too. Please return the slip in the enclosed envelope at your earliest 
convenience so that I can determine which data I can use in the study. 

As before, I wish to reassure you that your identity will be concealed by a 
pseudonym and by altering the salient details of your biographies. All names that 
appear in your journal will be omitted or changed when they refer to others in the 
study. 

If you have any queries at all please do not hesitate to call me on (602)621-
1222, or write to me at the address above. I would be grateful if you would include a 
current address if it is different from the one I have with your reply in case I need to 
contact you. 

Many thanks for all your help and cooperation. 

Yours faithfully, 

Rachel Hardesty 

Rachel Hardesty has my permission to use the journals designated below in her 
studies. 

signed date 

Fall 1992 Spring 1993 Fall 1993 Spring 1994 Fall 1994 



To new participants 

Dept. of Special Education and Rehabilitation 
College of Education 

University of Arizona 
Tucson, AZ 85721 

Ph: (602) 621-1222 
Fall Semester 1994 

Dear Dialogue Journal writer, 
I am a graduate student pursuing my doctoral degree in Special Education and 

Rehabilitation. I am currently in the dissertation phase of this process. My dissertation 
research is an investigation of the use of dialogue Journals in teacher preparation. I 
would be most grateful if you would agree to participate in my research by allowing me 
to make a copy of the journal you write this semester. Only I would read the journal 
and any mention I made of it in my dissertation or subsequent publications would be 
with the use of pseudonyms and the disguising of individual identities by altering 
salient details in any and all descriptions. My practice has been to invite prominent 
contributors to any particular enquiry to read what I write before it is made generally 
available. Any feedback is naturally incorporated in succeeding drafts. 

If you would be willing to contribute your journal please return the slip below as 
soon as possible. Letting me know that you are not interested in participating will save 
you from being bothered by me later on. If you have any queries please do not hesitate 
to contact me at my departmental address or phone number, or at my mailbox outside 
Educ 412. 

Many thanks 

Rachel Hardesty 

I am willing to participate in Rachel Hardesty's research during the Fall 
semester of 1994. 

signed date 
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Human Subjects Committee 

TheUniveiisityof 

ARIZONA. 
Health Sqences Center 

1622 E. Mabel Street 
P.O. Box 245137 
Tucson. A2 85724-5137 
(520) 626-6721 

MEMORANDUM 

DATE: 8 May 2001 

TO: Ms. Rachel Hardesty 
5403 E. Bumside 
Portland, OR 97215 

FROM: David G. Johnson, M.D. 
Chairman 
Human Subjects Committee 
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Hi fellow supervisors and dialogue journal correspondents! 

The analysis of the dialogue journal data proceeds unabated and is revealing some 

interesting patterns especialfy in the supervisor input/responses to the students' writmg. 

Consequently I find myself with new gaps in my knowledge and understanding. I 

appreciate that everyone is very pressed for time at the moment but I believe that your 

insights would be most helpfiil to me at this time as I prepare my presentation to ACE-HI 

at the beginning of March. Please would you be good enough to share your written 

responses to the following three questions as soon as possible, ideally by Tuesday 16th 

February. Thanks so much. 

L What is/are your goal(s) for dialogue Journals? 

2. How do you perceive your role in the dialogue journal? 

3. What do you feel your students need &om you in the dialogue journal? 

I have not provided space for your responses on this paper as I did not want to cramp 

your stylel You can leave your responses m my mailbox or return them to me at the 

programme meetmg on Tuesday, whichever » most convenient. Thanks so much agam, 

Rachel Hardesty 
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